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1. Introduction 

1.1 The aim of the study 

When I started working on this thesis, my main concern was to write about a topic I 

felt I was familiar with, and especially interested in. I had already written two term 

papers about some aspects of the final written exam in English, and I welcomed the 

opportunity to expand even more on this topic. As a teacher in the lower secondary 

school since 1993, I have developed an interest in what my colleagues and I have to 

deal with concerning the final exam in English. There are many interesting questions 

to be asked: How does the exam influence the day to day activity in the classroom? 

Do we teach for the test? Are the pupils familiar with the evaluation criteria? Do 

teachers around the country feel they have sufficient knowledge and competence to 

guide their pupils through the preparation day and the final exam? 

The overall purpose of this thesis is to carry out a critical analysis of the final exam in 

written English in the lower secondary school according to the syllabus which was 

implemented in 1997. My main objectives will be to focus on the introduction of 

booklet at the exam, and the use of the preparation day, both with regard to the 

teachers’ practice, but also from the pupils’ point of view. Due to the limitations set 

with regard to this thesis, I will concentrate primarily on the exam of 2006. 

As teachers today we are constantly faced with changes, and from time to time it is 

pertinent to ask teachers about their opinions. What do they actually think about the 

changes of curriculum or exam? With the implementation of L97 the exam was 

changed rather drastically. Two of the innovations were a preparation day, and a 

booklet for the pupils to read prior to the exam. The questions among teachers were 

many, and circulars were sent out from the Board of Education. How should we 

prepare the pupils? In my experience the preparation day is practised quite differently 

from teacher to teacher, and that was also one area I would like to explore more. 
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With the school reform of 1997, the final exam of the 10th grade went through a 

revision. I will give a detailed description of the design of this exam, and the 

intention behind it in Chapter 3, but in order to establish my interest in this topic I 

will give some brief background information. I started teaching at the lower 

secondary school in 1993, and in 1997 we were informed that the exam would 

change. The first exam according to L97 came into force in 2000, and there were 

quite a lot of questions among my colleagues as to how to deal with this new exam. 

The answers to these questions were not quite obvious, and the administration at the 

schools seemed to be working to gain new ground. As a consequence, the new exam 

was subject to quite different procedures at different schools. I believe that many 

teachers found their own way of working with this exam, and that resulted in 

different approaches. Two salient issues were the role of the teacher, and how to use 

the preparation day. During the last seven years I have developed an interest in my 

fellow teachers’ opinion about this exam, and how they work with it. I therefore want 

to look into the way this exam is put into force, and also what the examiners think 

about rating this exam. 

The primary aims of this thesis are to answer the following questions: 

• To what extent is the use of the preparation day in accordance with its 
intention? 

• The booklet, an inspiration or a source of problems? Or a little bit of both? 

• To what extent does the exam influence the way English is taught during 
lower secondary school? 

• To what extent do the pupils benefit from the study facilities like the grammar 
book and the memo sheet? 

• Do all pupils get the opportunity to show what they know? 

• To what extent has the examiners’ task changed after L97? 
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1.2 Terminology 

A few comments have to be made on the terminology used. M87 is an abbreviation 

for Curriculum Guidelines for Compulsory Education in Norway (English version) 

while the 1997 syllabus is often labelled L97, and is an abbreviation for The 

Curriculum for the 10-year Compulsory School in Norway (English version). I refer 

mostly to EFL, English as a foreign language in relation to English as a subject in 

Norwegian schools. Furthermore, I use the term task in the descriptions and the 

analyses of the exam, since that term replaced the term exercise used in previous 

exams. For the work handed in by the pupils, I use the term answer, and sometimes 

also exam paper for the sake of variation. I use the word pupil when I refer to the 

candidates attending the exam. 

In the following chapters I refer to the term examiners’ guidelines, which is a 

document sent out by the Board of Education, to help the examiners evaluate the 

pupils’ answers. I also describe the form used by the examiners called the evaluation 

form. This is included in the examiners’ guidelines and examiners and teachers are 

encouraged to use it. The term examiners’ report is a document written by the leader 

of the group of examiners, and it sums up the experiences and opinions of the 

examiners. 

I mainly use the terms assess and assessment which are the prevailing terms. There 

are many forms of assessment, both formal and informal, and all assessment is a form 

of evaluation which is a broader term. There are three concepts that are traditionally 

seen as fundamental to any discussion of assessment and are basic in test theory: 

reliability, objectivity and validity. The reliability of a test is its consistency as an 

instrument of measurement. This means that a test with a high degree of reliability 

used on two different occasions should give the same result with the same or 

comparable examinees. The objectivity of a test is a question of to what extent the 

examinee’s responses can be objectively rated and I will return to this term in Chapter 

6 where I discuss objectivity with regard to the examiner’s role. Finally the validity 
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of a test is a question of to what extent the test measures what it is intended to 

measure (Simensen 1998:267). 

1.3 Sources, working method and structure 

My primary sources are the research material I have collected by means of a survey, 

two interviews, and the experience I got by signing up as an examiner for the final 

written exam in English for 2006. In addition I have used the syllabus of 1997 and 

the written exams from 2000 to 2006. I have also studied and used selectively 

examiners’ guidelines, examiners’ reports and a number of circulars and informative 

letters to the teachers about the exam sent out from the Board of Education from 2000 

to 2006. In order to link my thesis to theories of the teaching of reading and writing 

in EFL I have studied relevant literature on the subject. This comprises both books by 

well- known linguists, but I have also found it useful to consult different articles 

about the syllabus of L97, the exams according to L97, and about communicative 

language testing. One of the journals I have used as a source is Språk og 

Språkundervisning. 

I find it pertinent at this point to mention that I have consulted the work of some of 

my colleagues while working with this thesis. I owe credit to Louise Margaret 

Hjelmtvedt who wrote her thesis “Some aspects of the Written Exam 10th Grade in 

English” in 2004, Synnøve Pettersen who presented her thesis “The Foundation 

Course in English: Some aspects of the Written Exam” in 2001, and also Hilde Beate 

Lia with her thesis “Some Aspects of the Teaching of Writing in English as a Foreign 

Language”. Along with some others these have inspired me and they focus on some 

of the same objectives as me. According to Hjelmtvedt, the syllabus for the lower and 

upper secondary school referred to as L97 and R’94 correspond to a large degree in 

targets and objectives. Hence I believe it is useful to look into what the pupils can 

expect when they move on to upper secondary school. 
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One of my research questions is to what extent the examiner’s task has changed 

compared to previous syllabuses. Is the question of validity and reliability looked 

after the way it should be? Will the pupils of 2006 have the same assurance that their 

texts are objectively evaluated as the pupils in 1996? In order to familiarize myself 

more with these questions I signed up to be an examiner myself, and thus I joined 

examiners from three different counties. My task was to grade about 150 papers, and 

this was a very useful experience for me as an English teacher and for the issues of 

this thesis. In addition to the fact that working with this thesis has been very 

rewarding for me personally, the findings of a thesis like this might be of interest, 

both to my fellow teachers, the local school board and to the national school 

authorities. The intention of the final exam is to enable the students to show what 

they know and have learnt, and to obtain a result to the best of their ability. 

1.3.1 The questionnaire 

In order to answer my research questions I had to find out what pupils, teachers and 

examiners thought about the use of booklet and the preparation day. One important 

source of information in this thesis is the material I have collected by means of a 

survey. I aimed at collecting data about the teachers’ point of view about the final 

exam in English in the lower secondary school. Thus I chose a quantitative approach 

to the collection of data, and the tool I used was a questionnaire. I chose to make use 

of a convenience sample when I sent out the questionnaires to teachers in my area, 

and I simply approached all the teachers in the lower secondary schools who teach 

English and who were familiar with the exam according to L97. The questionnaires 

were completed by 46 teachers from Skien and Porsgrunn, all of them teachers in the 

lower secondary school.  

To make it as easy as possible for the teachers, I wrote the questionnaire in 

Norwegian, and the only requirement on my part was that they ticked out the 

response alternatives they found most appropriate. Another aspect to consider when 

embarking on a questionnaire is how to create the best response alternatives. The 
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important issues are that the alternatives cover the area you are interested in, and that 

the persons involved find it easy to respond. After reflecting about this, and 

consulting my advisor I decided to use: I totally agree – I agree – I agree to some 

extent – I do not agree – I don’t know. Constructing a questionnaire is a challenge, 

and there are many different aspects to consider. First of all I had to decide how many 

questions I wanted to include, and make sure that I covered all the issues I found 

important. The phrasing of the questions took some time to complete and I chose to 

perform a small pilot study at my workplace to have my first draft tried and tested to 

avoid mistakes. As it turned out the teachers I used as guinea pigs seemed to think 

that the questions were explicit and easy to relate to. 

In order to carry out this survey I had to have an approval from the local school 

authorities both in Skien and Porsgrunn, and I also sent out an introductory letter to 

all the headmasters and teachers in the lower secondary school (See appendix no. 1). 

I know from experience that there are many demands on teachers in the day to day 

work at school, and we are often asked to participate in surveys or take time to extra 

curricular activities. 

After collecting the data, I employed Excel in order to find out how the responses 

were distributed among the categories I had chosen, and I will present these in 

Chapter 8 where I will discuss the findings of my survey. My main objectives were to 

see if the survey had produced results or revealed attitudes that I found interesting, 

and which seemed to bring about new knowledge. However, a survey like this only 

gives an insight into the opinions of a certain number of teachers. In order to 

investigate the topics further I would have had to follow up by a more qualitative 

approach and interview some of the teachers. For the purpose of the present thesis I 

decided to use the material from the questionnaire and supplement it with two 

interviews only. 
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1.3.2 The interviews 

In order to have a qualitative approach to the collection of data, I have carried out two 

interviews with experienced examiners to be included in my thesis. When I embarked 

on this thesis I knew that I wanted to look into the examiners’ point of view. I used 

two persons I knew, one who has been an examiner for many years, and one who has 

been an examiner for the last three years. The interviews of this study may be 

characterized as structured. I used a number of predetermined questions I wanted to 

ask them, and they had some time to prepare and reflect upon these questions before I 

recorded the interviews. The questions were in Norwegian to make it more 

convenient for the examiners to answer freely. I then translated the questions and the 

answers from the examiners as accurately as possible. They have both read through 

the interviews and accepted the fact that I include these in my thesis. The interviews 

are dealt with in Chapter 6. 

1.3.3 Structure 

In the following section I will give a more detailed description of the contents and 

purposes of the various chapters. 

In Chapter 2 I look into the state of the art, and due to the scope of this thesis I 

concentrate primarily on L97. I give a description of the main parts of the English 

syllabus. Furthermore, I devote my attention to aims and targets which are tested in 

the final written exam. In this chapter I look into the main objectives of the 

communicative and meaning-oriented approach to teaching as the current teaching 

theory of EFL. 

Chapter 3 contains the rationale behind the introduction of the exam according to 

L97. Here I give a detailed description of the different elements of the exam, the 

preparation day, the booklet, the teacher’s role and I include background information 

about the intention of the exam, and some points of view expressed by test designers. 
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I have called Chapter 4 ‘Read and Relate’ which mirrors the title of Part A of the 

exam. In this Chapter my primary objective is the teaching of reading and reading 

comprehension. I discuss different approaches to reading, and the development of 

reading skills. I refer to literature which states that extensive reading is of great 

significance to the skills of writing, and I point out the importance the teaching of 

reading has for the final exam in written English. 

In Chapter 5 I deal with the teaching of writing. I base much of my material on the 

book by S.C. Weigle “Assessing Writing”, but I have also consulted other books and 

articles about the subject. The process of writing is one of the productive modes in 

the English school subject, and the teaching of writing has been subjected to many 

changes over the years according to the current theory on teaching. With regard to the 

final exam after L97, the communicative approach to teaching also applies to the 

teaching of writing, and an important goal is that the pupils will learn how to express 

their opinions and communicate through their texts. Furthermore I focus on what 

characterizes a good writer, and how to help the pupils develop good writing skills. In 

this chapter I also devote some attention to the process oriented approach to writing 

which has gained ground in the English school subject over the last decade. 

In Chapter 6 I focus on assessment and testing in the final written exam. First I give a 

brief historical perspective where I look into the major trends of assessment during 

the last five decades. Due to the scope of this thesis, I focus mainly on the 

communicative and meaning-oriented trend, but I find it interesting to look into 

previous methods of assessing pupils’ texts as well. I have to a large extent consulted 

the book by A.M Simensen “Teaching a foreign language – Principles and 

procedures” in this chapter, but I also devote much of the chapter to the examiner’s 

role. I discuss the questions of validity and reliability in testing, and I am especially 

concerned with the examiner’s use of personal judgement. I give a description of the 

evaluation form used by examiners and teachers today, and focus on which criteria 

are being emphasized in the forms. 
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In Chapter 7 I give a description of the final exam given from 2000 to 2006. I have 

focused on the different tasks given in Part A, the opportunity to choose between 

tasks and the importance of the pictures and illustrations. An important objective in 

this chapter is the genre awareness in the tasks in Part B, and I also focus on the 

cultural aspects of the syllabus which is reflected in the tasks in the Free Writing part. 

I provide examples taken from the final exams to underline the different aspects. At 

the end of Chapter 7 I also include a description of this year’s exam in English with 

ICT which is a model used by an increasing number of pupils. This exam is designed 

by a different group of test designers, and it is different in several ways.  

In Chapter 8 I discuss the findings of the questionnaire I handed out to a number of 

teachers. There were 28 questions for the teachers to answer, and I discuss most of 

them in this chapter. I report the findings, and then I discuss them. I also refer to a 

great extent to the guidelines for the exams which all the teachers should be familiar 

with. 

Finally in Chapter 9 I sum up and make some conclusions regarding my research 

questions. I also look into what we can expect from the final written exam in the 

future. The focus and priorities in this study are limited to my interests and personal 

judgement, and restricted by the scope of a thesis of this kind. 
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2. The state of the art 

2.1 The syllabus of 1997 

One of the main objectives of this thesis was to study the implementation of the final 

written exam in the lower secondary school according to the syllabus L97. With the 

introduction of a new syllabus, the final exam usually undergoes certain changes, and 

that was also the case after L97 was put into effect. I will be concentrating primarily 

on L97 due to the scope of this thesis, but I will also refer to aspects of M87, and look 

into the main objectives of the new syllabus which is currently being implemented. 

Any syllabus will provide a particular representation of what is to be achieved 

through teaching and learning as an expression of the dominant paradigm or frame of 

reference of the profession at a particular moment in history (Breen: 1987:157). L97 

can be referred to as a Task-Based syllabus which means that the objective gives 

preference to communicative abilities and learning capability and focuses upon the 

learner’s own experience and awareness of language learning. 

In this present section I will focus on elements I find pertinent for the teaching of 

English in general and for the final written exam in particular. In the objectives for 

the subject it is stated that English as a subject is relevant seen from the point of view 

of communication, skills, experience and knowledge. The pupils should among other 

things use, practise and develop the language in situations that involve as much real 

communication with others as possible, both in and outside the school (L97 English 

version: 221). 

The introduction of the subject of English in L97 emphasizes the position of the 

subject in the Norwegian school. One of the major differences between M87 and L97 

is that the latter maintains that English as a school subject is not only a subject related 

to skills, but it is an academic subject as well. The task of enhancing pupils’ overall 

language competence is common to all the language courses. The aims and 
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approaches of all the language syllabuses are therefore viewed as being interrelated. 

First language and foreign language teaching is thus based on a shared view of 

language, in which foreign language learning is not only viewed as skills training, but 

also as an educational process, involving socialisation and the development of 

language awareness and cultural awareness (L97 English version: 237). The new 

syllabus, which is called ‘The knowledge promotion’ (K06) also emphasizes that 

English as a school subject is used both as a tool and as an academic subject.  

It is stated that foreign language skills are essential for contact and interaction with 

other peoples, in a global as well as European perspective. There is an ever-

increasing need to be able to communicate in English, whether in private life, in the 

world of education, or at work. “[…] the general need for broader and better language 

skills is becoming more immediate” (L97 English version: 237). The same objective 

was expressed in M87: “[….] there is an increasing need for a command of English at 

work, in education and in our free time “(M87 English version: 221). L97 points to 

the fact that pupils gradually become more critical and independent at the lower 

secondary stage. Hence they should be allowed room to develop many facets of their 

personalities and develop their own approaches to language learning. The classroom 

must provide a good learning environment (L97 English version: 238). This is 

reflected in the final exam as well. The teaching of EFL during the lower secondary 

school should prepare the pupils for independent and individual work, both on the 

preparation day and in the way they work with the tasks of the exam. 

A new perspective in L97 compared to the previous syllabus was that errors can be 

seen as signs of learning, and that particular attention is paid to the process whereby 

the pupils develop their own texts. Pupils’ evaluation of their own texts and of the 

actual work process helps them to gain insight into their own language learning (L97 

English version: 238). The test designers have taken this aspect into consideration as 

they focus mostly on the production of texts at the final exam. 
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2.2 The structure of the subject 

2.2.1 Encountering the spoken and written language 

It is a fact that Norwegian pupils are exposed to the English language every day 

outside of school. They watch films, series on TV/DVD and they play different 

games on their computers using English as the operative language. Furthermore they 

listen to music a lot and they travel to countries where they need English as a lingua 

franca. One can safely say that the exposure to the English language is substantial. 

Stephen Krashen introduced his ‘input hypothesis’ claiming that the learner acquires 

new or more language by being exposed to comprehensible input, and L97 maintains 

that learning can take place through meaningful input as well as through systematic 

practice. The role of input in learning was even more emphasized in the 1997-

syllabus guidelines, and this applies in particular to the reading of longer texts such as 

short stories and novels (Simensen 1998:118). 

In the syllabus the term ‘encountering the spoken and written language’ is thought of 

as a way of exploring and experiencing the foreign language by being conscious of 

the differences between L1 and L2 and be familiar with the characteristics of it. An 

important issue for pupils is to develop the ability to navigate through English texts 

on their own, develop text competence and language awareness. L97 provides a 

detailed list of recommended literary texts mostly by British or American authors. As 

mentioned above, working with texts is important, and that is also what the pupils are 

asked to do by using the booklet on their final written exam. The more they have 

encountered and worked with texts prior to the final exam, the more they may be 

capable of understanding texts and writing about them. 

2.2.2 Using the language 

Using the language is the core of the subject, both the means and the end: “pupils 

learn to use English by using it orally and in writing as listeners, readers, 

interlocutors and writers” (L97 English version: 239). To focus on the aspect of 
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writing, the pupils are supposed to create their own texts even from the 1st grade, and 

this presents a challenge for the teachers of the first years of primary education. It is 

essential that pupils throughout their years in compulsory education take an active 

part in practising the language both orally and in writing. Developing writing 

competence takes many years, and it is important that teachers are aware of this from 

the very beginning. 

L97 focuses strongly on the use of authentic texts, that is to say texts containing no 

artificial language that is produced for pedagogic purposes. Communicative 

approaches to language teaching emphasize exposing second language learners to 

spoken or written texts that are authentic (Kramsch 2000:185). According to the test 

designers of the current exam, the concept of language in context and the use of 

authentic texts are paramount aspects of the exams given from 2000 to 2006. The 

pupils are asked to explore texts, find meaning in texts, use texts as models for their 

own texts, express their opinion about texts, and be able to use different genres. 

The focus on genres has reached increased attention in the writing of texts in English. 

The syllabus actually maintains that the pupils may profit from the genre awareness 

and text competence they have developed in L1 teaching when composing texts in 

English. The final written exam reflects this when the tasks demand that the pupils 

write articles, stories, fairy tales, diaries, letters to the editor etc. According to the 

syllabus the guidelines state that from the 8th grade onwards the pupils will encounter 

texts from different periods and different genres including fairy tales, fables and 

legends, comic strips, short stories, novels for young people etc. In the 9th grade the 

issue of genre is emphasized again, stating that the pupils in cooperation with others 

will compose texts in various genres (L97 English verdion:245), and finally in the 

10th grade the pupils should have the opportunity to work with authentic texts from 

various periods including short stories, novels, poems, biographies, articles etc. The 

idea is for the pupils to use texts as models for their own writing, so that when they 

are asked for a particular genre at the final exam they should be familiar with the 
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characteristics of that genre. The focus on authentic texts of different length and 

genre is also emphasized in the new syllabus K06. 

2.2.3 Knowledge of the English language and its cultural context 

This main area comprises knowledge about the English language and the use of the 

language. The language as an expression of culture and as communication is 

emphasized. By learning a foreign language the pupils will learn about countries 

where this language is spoken, and acquire background knowledge through the 

language. In addition they also get an insight into their own cultural background. The 

culture is to be experienced through the texts the pupils encounter and work with. 

The term ‘culture’ is wide and extensive and language is an element of culture. One 

of the criteria in the evaluation form for the final exam is: “Does the pupil 

demonstrate cultural competence?” It is also stated in the examiner’s guidelines that 

one of the aims of L97 is knowledge of English speaking countries, and if asked for 

in the task, the pupils should show such knowledge. The learning of foreign 

languages presents pupils with the opportunity to become acquainted with other 

cultures. Such insight lays the foundations for greater respect and tolerance, 

contributes to new ways of thinking, and broadens their understanding of their own 

cultural roots. This gives them a stronger sense of their own identity (L97 English 

version: 237). 

2.2.4 Knowledge of one’s own language learning 

This area is an essential part of learning a foreign language, and it has to be taught. 

Learning a language is a life long process, and the pupils are not fully educated at the 

end of lower secondary school. The Council of Europe uses the terms ‘self-directed 

learning’ and ‘learner autonomy’, meaning that we as teachers have to provide our 

pupils with appropriate learning strategies in EFL. These elements are relevant also 

for learning in general. The pupils should be allowed to develop their own 

approaches to language learning, and in cooperation with teachers and fellow pupils, 
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they should gain experience of shaping their own language learning. By using the 

process oriented approach to the writing of English, the pupils’ evaluation of their 

own texts and the actual work process help them to gain insight into their own 

language learning (L97 English version:238). An interesting point, as noted above, is 

that errors can be seen as signs of learning, and this is also reflected in the examiner’s 

guidelines for the final written exam. I will deal with this more extensively in Chapter 

6 where I discuss the evaluation guidelines for the final exam.  

There has been a change in the theories of writing over the last decades, and teachers 

today should focus less on application of correct grammar, and more on the pupils’ 

ability to convey meaning in a text. It is emphasized that the overall impression of a 

pupil’s response should be most important, and that the starting point of this is the 

interaction between text comprehension, content, the structure of a text and the 

language. 

2.3 Aims and targets of L97 

The overall aim of L97 is to develop the pupils’ communicative competence. The 

main teaching principle is the communicative approach, and the teachers should 

focus on developing the pupils’ ability to use spoken and written English. An 

important aim is to enable them to communicate in English in various situations. The 

pupils’ need to convey a message or express themselves is one of the aims of L97. 

The most important target of writing is the production of texts. The focus on the 

importance of an audience is pointed out, and the pupils’ texts should be performed 

or presented to others. The verb ‘interact’is used on several occasions, and an 

expressed aim in L97 is also to develop pupils’ awareness of communicative 

situations.  

New syllabuses lead to new exams, and this may again contribute to changing the 

work in the classroom, the washback effect. According to Anne-Karin Korsvold, who 

used to work in the Board of Education, changing the exam is no doubt the strongest 
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power of change we possess. Do teachers around the country teach for the exam in 

their daily work in the classroom? This is one of my research questions and I will 

return to this question in the discussion of the findings of my survey in Chapter 8. 

Bodil Arnestad concludes in an article that “[…] It remains to be seen whether the 

new syllabus will change the practice of the classrooms in a positive direction” 

(Språk og språkundervisning 1/97, my translation). I will not venture down this 

particular avenue, but my guess is that this may be a research question for a master’s 

thesis one day in the future. 

2.4 Aims and targets of the new syllabus K06 

The new syllabus of English, K06, is a comprehensive reform of the complete 

primary and secondary school system, and the link between the lower and upper 

secondary school is stronger than before. K06 is structured in terms of three main 

areas, the learning of the language, communication and culture, society and 

literature. In the learning of the language K06 points at the same aspect as L97, viz 

the pupils’ insight into their own learning. The main areas of K06 have goals of 

competence after the 2nd, 4th, 7th and 10th grade, and the goals after the 10th grade are:” 

[…] to identity essential similarities and differences between L1 and L2 and make use 

of this in the learning of the language itself” ( Læreplanverket for Kunnskapsløftet 

2006:98, my translation). 

It is noteworthy, however, that the new syllabus does not make any suggestions of 

specific texts to read or which material to use, but leaves it up to the teachers of EFL 

to find the material they find necessary to reach the targets of competence. The way I 

see it, a consequence may be that teachers will be less dependent on a certain 

textbook, but will use other sources to find teaching material.  

As mentioned above, the implementation of a new syllabus is a far reaching extensive 

operation, and I assume that many teachers around the country are currently in the 

process of getting acquainted with the main objectives of K06. The communicative 
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and meaning-oriented approach to teaching is the prevailing teaching theory of the 

new syllabus of English as well as of the two previous ones, and one may assume that 

it will remain the dominant theory for some time yet. The focus on different 

approaches, strategies and methods is strong, and the pupils will be conscious of how 

they learn the language and evaluate themselves. One salient issue is the use of digital 

tools, and how to make these a part of the everyday teaching of English as a school 

subject. By changing the syllabus, many teachers of EFL will probably have to 

change their view as to the contents for the subject of English. The importance of 

English as an international language is emphasized more strongly, and the aspect of 

English as an academic subject is pertinent as well.  

2.5 Communicative language teaching (CLT) 

In this part of my thesis it is pertinent to look into the prevailing theory of the 

teaching of EFL. As mentioned above, the communicative and meaning-oriented 

approach to teaching has been most influential over the last two decades. Due to the 

scope of this thesis and my main objectives, I will point at the issues relevant for this 

thesis. The communicative approach is characterized by the focus on comprehension 

and meaning. There is an emphasis on the ‘message’, and on providing opportunities 

for real communication in L2, inside as well as outside the classroom (Simensen 

1998:113). According to Simensen the target language is viewed as a vehicle of 

meaningful communication. At least two parties are involved in communication and 

the use of the language is intentional. The practice of the language as a whole is 

usually emphasized in CLT as opposed to the practice of separate skills and definite 

language categories in other teaching methods (Simensen 1998: 114). This issue 

complies with the objectives of the syllabus of L97 as well as of the intention of the 

final written exam. It is emphasized clearly in the guidelines for evaluation that the 

exam paper should be regarded as a whole, and I will discuss this issue more in detail 

in Chapter 6. 
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There has been a shift in paradigm over the last decades, and the most important 

change was to focus on actively communicating in and using the target language, 

instead of learning about a language. An example of this is the fact that teachers of 

EFL today are much more conscious of using the target language in class, and it is 

also stressed in the syllabus that most classroom communication should be in English 

(L97 English version:238). The teaching of writing was also, as part of this process, 

influenced by communicative language teaching, and new writing pedagogy was 

gradually developed, e.g. the process oriented approach, which I will address in 

Chapter 5.  

The test designers of the final exam according to L97 were concerned about the fact 

that the pupils should encounter tasks which were as close to real life as possible and 

the importance of language in context was emphasized. The concept of studying 

language in context was first introduced by the American anthropologist and 

sociologist Dell Hymes. Language competence is, according to Hymes, more than 

linguistic competence. Social, situational as well as cultural competence should be 

used in communication (Hymes in Simensen 1998:79). The intention of the tasks of 

the final written exam was that language should be displayed within a setting, and I 

will address this issue in Chapter 7 where I will describe the exams given from 2000 

to 2006. 
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3. The rationale behind the introduction of the 
exam 

3.1 Introduction 

In this chapter I will focus on the rationale behind the introduction of this exam. I will 

also look into the development of the exam, and find out what the test designers think 

about the status of the exam today. My primary sources are two articles written by 

Anne-Karin Korsvold who was one of the original test designers of this exam, and an 

interview I had with one of the current test designers, Liv Handal. Furthermore, I use 

different circulars about the written exam published by the Board of Education. 

Centrally set examinations in Norway are the responsibility of the Norwegian Board 

of Education. The final written exam in English for the lower secondary school had 

for many years been following the same pattern. The students have been presented 

with a number of tasks at the day of the exam, tasks containing grammar and 

comprehension in addition to an essay. The only study facility they were allowed to 

use was a dictionary. The students had no idea as to the contents of the tasks on 

beforehand, and had to write whatever they could in the time allotted. With the 

school reform of 1997, the educational establishment in Norway decided to change 

the form of the written exam for the lower secondary school. The listening part was 

removed from the written exam (Informasjon/Gr-97-003) which then would consist 

of two parts, a written test and free writing. The biggest change according to L97 was 

that it was decided to have a day for preparation, and that the students were given a 

booklet to read. At the appointed time, the students were informed about their final 

exam subject, and at the same time the booklets were to be handed out to them. The 

texts in the booklet were meant as a pre-writing activity and the pupils were supposed 

to bring the booklets home to study, and meet at school the next day for the 

preparation day. The first exam after this model was carried through in May 2000.  
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The point of departure for the written test was authentic texts built around one 

specific theme. The texts were gathered in a booklet (Information SUE/Gr-97-006). 

Since then several directives have been sent out, and modifications and changes have 

been made. The main target of the exam is stated clearly : “The written exam in 

English will give the students the opportunity to show to what extent they understand 

and can use written English according to the aims of L97” (Vedlegg til informasjon 

om skriftlige avgangsprøver våren 2005:9 -my translation). 

3.2 The construct 

With the onset of this exam, a committee was appointed by the Board of Education to 

design the exam and to decide what targets they should test. The committee studied 

L97 thoroughly to find out which targets were to be tested in the final written exam in 

English. According to Korsvold’s article from a speech held at a conference in 2001 

good exam questions have the following characteristics: 

“Language competence should be displayed within a setting. The 
pupil’s competence is to be applied in what the central guidelines call 
‘situations, tasks and approaches to problems that are close to real 
life’. 

Good exam questions or tasks should be open-ended, and the pupils 
should be free to choose their own approach and how deeply they 
would treat the subject matter. 

The questions are to be designed so that the so-called overall 
competence or comprehensive competence of the pupils can be 
assessed. 

It is an important principle not to construct ‘easy’ or ‘difficult’ tasks, 
but tasks that will give the pupils opportunity to answer well or less 
well and not correct or wrong” (Korsvold 2001:88). 

 

This line of thinking was quite different from previous exams. (See the section about 

the targets and aims of L97). The exam is divided into two parts, Part A: Read and 

Relate, consisting of several “open” tasks where the pupils may choose mostly 
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between two alternatives. Part A aims at testing reading skills, and has reading and 

understanding of texts as the main target. Part B: Free writing, aims at testing writing 

skills, and has the use of the English language in free production as the main target. 

3.3 The rationale behind the introduction of booklet 

The topics of the booklets vary from year to year and are intended to appeal to young 

people. The booklets contain texts and illustrations about the topic of the year in a 

variety of genres and provide students with ideas and input they can put to use during 

the actual exam. In the booklet the texts are attractively presented. It has an appealing 

lay -out and it contains for example short stories, articles, cartoons and some adverts. 

It also contains several pictures and paintings and the tasks given may also relate to 

these. The thought behind the choice of topic is that it should not be taken from any 

textbook, and be independent of these. The topics should reflect relevant topics in our 

daily lives, and be about young people, different countries and people, traditions, 

culture, communication etc. On a par with L97 and its focus on authentic texts, the 

booklets contain texts from different periods in the history of literature, classic 

literature and more recent literature as well as current texts. The idea was that the 

final written exam should reflect the demand for text competence according to L97, 

and that the pupils should be able to demonstrate and build on the text competence 

they already had obtained by studying the booklet.  

As a consequence the booklet was to be handed out to the pupils on the day before 

the preparation day to give them a chance to read and prepare themselves at home. As 

a corollary the tasks on the day of the exam proper should have the texts in the 

booklet as a point of departure. According to Korsvold, the Board of Education has 

collected feedback from pupils and teachers to the effect that the tasks on the day of 

the exam proper are close to the booklet, hence the pupils are aware of the fact that 

studying the booklet closely will be an advantage (Språk og Språkundervisning 

2/2204:2). 



 28 

At this point I believe it is pertinent to refer to a survey carried out by the Board of 

Education in 2000. In the article referred to above Korsvold points to a survey carried 

out among pupils who had passed their final exam in English. They were asked to 

give their opinions and relate to different statements about the booklet. The idea was 

that the pupils who participated should be a representative selection. About 1600 

pupils participated, and the statements were connected to the booklet of 2000. The 

pupils were asked to what extent they found it easy to familiarize themselves with the 

content of the booklet, and the results showed that only 1.7% of the pupils passing 

their final exam in English claimed that they had great difficulties with the booklet. 

That equals 400 pupils nationwide (Språk og språkundervisning 2/04). To my 

knowledge, such a survey has not been carried out in recent years, and it would be 

interesting to know what a similar survey would show today. The number of pupils 

claiming to have problems with the booklet is not alarmingly high, but nevertheless, 

these pupils are entitled to extra help to facilitate the reading and comprehension of 

the booklet. All the texts of the booklet are recorded on a CD which may be used on 

the preparation day. 

3.4 The preparation day 

Whenever a new reform is put into force, a number of parties are involved in the 

process. The test designers, the school authorities, the administration at the different 

schools, the teachers and last but not least the pupils will be influenced by the 

implementation of a new reform. The test designers do an important job, assigned to 

them by the Department of Education, Research and Church Affairs. When they have 

accomplished their assignment it is time to try out the new exam model in the schools 

all over the country. In the case of L97 we had some trial rounds with the exam in 

1998 and 1999, and then from 2000 the new model came into force. 

With the onset of a new practice it is of vital importance that the parties involved feel 

that they have the necessary knowledge and information to fulfil their role in the 

process. Information circulars were sent out to schools all over the country, and the 
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administration of the schools had the responsibility to inform their teachers about the 

new procedures. The Board of Education wrote in a circular in 1999 that the pupils 

are expected to meet at school on the preparation day, and that the school, read 

principal, is responsible for organizing time for teachers and pupils to work together 

this day. At the outset, there was some frustration on the part of principals and 

teachers as to whether they could actually demand that the pupils should attend 

school this day. There seemed to be an impression that many pupils, who definitely 

would benefit from working with the booklet, failed to show up because it was 

optional. Later on there was a change, making the preparation day mandatory. “The 

preparation day is a school day with mandatory attendance” (Circular LS-37-2003:2). 

3.5 Study facilities 

On the day the pupils are informed of their exam subject they receive both the 

booklet and a memo sheet to use at the exam. On the meme sheet the pupils may 

write notes pertaining to the topics in the booklet. They bring both the memo sheet 

and the booklet home to work with them. On the preparation day the pupils work 

with the booklet at school, guided by their teacher. In (Directive LS-67-02, third 

paragraph) it is also stated that the students can use all the study facilities they think 

they need, and which can be of use to them. The intention from the educational 

authorities was that the possibility of having several study facilities should reduce 

exam nerves and keep up the learning process throughout the exam day. These 

include copies of grammars from textbooks, dictionaries and pupil’s books. The 

pupil’s book is meant to be a pedagogical tool in the process of learning, and it 

should be a result of what the individual student has worked with during the learning 

of English. This book implies that the pupils write to learn. It is supposed to be the 

pupils’ own product, and the idea is for them to experience that they can apply it and 

thus activate earlier knowledge on the actual exam.  

The memo sheet was introduced as a study facility for the pupils. 
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“During the work with the booklet, the pupils should take notes by 
using keywords, brain maps, ideas, points of view, questions and ways 
of presenting a problem that turn up in the discussions. On the 
preparation day the pupils can use as many rough copy drafts as they 
wish, but they are only allowed to bring the one A4 sheet carrying the 
school’s official stamp to the exam. This memo sheet will have to be in 
handwriting or written on a computer, and the pupils may use a dual 
page. It is important that the pupils write notes, and not cohesive text. 
The aim of the memo sheets is to be of use for the pupils on the day of 
the exam, but be aware however of the fact that the processes going on 
during reading, conversation and reflections may be equally 
important” (LS-37-2003, my translation). 

I will comment further on this study facility later on, in connection with the survey I 

have carried out among teachers. 

3.6 The teacher’s role 

According to the Board of Education there were a lot of questions from teachers and 

schools in the first years of the introduction of this exam. A number of teachers felt 

that they were feeling their way around on the preparation day. In the first directive 

there were no specific guidelines for the teachers (Infomasjon SUE/Gr-97-006). As a 

result of this, circulars were sent out to clarify the teacher’s role on the preparation 

day stating that the teachers should organize the preparation work at school, and that 

the principal should ensure that this takes place. That way all the pupils will have the 

same right to help and guidance. “ The teacher will be there to motivate, inspire, 

guide, answer questions, and maybe ask questions to help students in their work” 

(Vedlegg til informasjon om skriftlige avgangsprøver i grunnskolen våren 2005, my 

translation). As noted above the pupils are allowed to use the study facilities on the 

preparation day and at the actual exam. 

 In my experience there are differences between schools and English teachers when it 

comes to the practice of the preparation day. Thus a major part of my thesis is to 

carry out a survey precisely on this point among my fellow English teachers in the 

area where I live. One of the statements in the survey is: “In my experience the 
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English teachers at my school have similar practice when it comes to the preparation 

day.” I will return to the findings of this survey in Chapter 8. 

There have been some changes and modifications in the instructions since the first 

directives, and the teachers’ role today is probably more clarified than it was when 

they first introduced this exam model. Their role, as described in the current 

instruction is to be present as advisers and guide the pupils. However, they are not 

going to teach. The main issue on the preparation day is to encourage the pupils to 

find various approaches to the texts in the booklet and search for additional 

information. The pupils are encouraged to encounter the texts together with others, to 

explore the texts, ask questions, give opinions and interact in order to be as prepared 

as possible for the tasks they will meet at the exam proper the next day. The 

instruction for the examiners from 2005 states that: “It’s the product of the day of the 

exam proper which is to be assessed, but this test is a natural extension of the 

preparation day where the pupils have had the opportunity to exploit their ability of 

communication and their learning –to-learn competence” (Sensorrettleiing 

Avgangsprøva i Engelsk 2005 -My translation.). The introduction to the current 

national curriculum (L97) states that the main goal is that children, young people and 

adults should learn to face the tasks of life and to surmount difficulties together with 

others. At this stage of the development, the fact that the pupils are given preparation 

time – as in real life – and the possibility to work with others, contributes to meeting 

the requirements in this goal of the curriculum (Korsvold 2001:91). 

3.7 The parts of the written exam 

When this exam came into force, the intention was that all pupils should have a fair 

chance of accomplishing something. The exam is constructed so that the pupils may 

choose between different tasks, and that they can in fact omit what they may find too 

difficult. The thought is that pupils who are weak in English should be able to have 

something to write about, and not get stuck on a task they think is too difficult for 

them. Provided they have read and understood the booklet, every pupil should be able 
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to answer the tasks in part A. The first task in part A is always a task to get the pupils 

started and to remind them of the texts in the booklet. I will give a detailed 

description of the tasks in Part A in Chapter 7 of this thesis. 

Part B as noted above, is called “Free writing” and the pupils have to choose one out 

of six to seven tasks. As stated in the instruction the pupils should write from two to 

four pages. They are recommended to look in the booklet for ideas and inspiration 

when they plan their writing. A question in my survey is whether the teachers 

actually experience that the pupils benefit from studying the booklet, and whether this 

is reflected in the texts they write. I will comment on this point in chapter 8 where I 

discuss the findings of my survey. This part of the exam is a time allotted test, and the 

pupils are advised to use most of their time on Part B. 

3.8 Assessment of the final exam according to L97 

According to Korsvold the challenge of the Board of Education when producing the 

exam questions has been “to make the most important measurable” and “not the 

easily measurable most important”. A salient question with the implementation of a 

new exam model is the issue of validity and reliability in assessment and testing. I 

will discuss these terms in Chapter 6 where I will deal with assessment and testing. 

These issues are of great importance when a new exam model is introduced, because 

the focus on the construct will be strong (see point 3.2 above). 

To ensure reliability the test designers have divided the examiners into nine different 

regions. Every region has their own appointed leader, and the examiners in a region 

will work closely together and discuss the texts. There are always two different 

examiners who assess every pupil’s text, and at an appointed date they meet and 

discuss the pupils’ answers. In cases of discrepancy, there is a third part who decides 

the outcome and the final grade. There is also a Preliminary Examination close to the 

day of the actual exam. The intention is among other things to discuss the tasks of the 

exam, how the individual tasks have turned out, i.e. which tasks have been chosen by 
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a lot of pupils, which have not, and to work together on the assessment of the 

responses from a selection of the pupils. There is a strong focus on the fact that the 

examiners’ assessments are based on personal judgement, and that this judgement 

should be developed by experience and dialogue with colleagues. Thus the individual 

judgement may be given a professional quality. I will return to the role of the 

examiner in a later section. 

3.9 The perspective today 

According to the test designers and the feedback they get from teachers and 

examiners, it seems like this exam has developed in a positive way. The reports from 

the head of the examiners in the different regions also give evidence to that effect. An 

important part of my thesis is the questionnaire to teachers in my region asking them 

to respond to several statements about the exam. I also set out to find out if the 

teachers in my survey feel they are comfortable with the procedures by now. As 

mentioned above, one matter is what the test designers have intended, another is what 

actually happens in the average classroom. The intention of this exam was for the 

teachers to regard the exam as the end of a three year course. The pupils should be 

familiarized with the exam from the 8th grade onwards, and get accustomed to 

reading texts and relate to them. The booklets should not be introduced to the pupils 

for the first time in the 10th grade.  

The idea was to use parts of the tasks for tests from the onset of the lower secondary 

school. Thus the teachers can pick out texts from the booklet and use for reading 

practice, and then use parts of the tasks accordingly. Similarly, elements of the 

evaluation criteria in the examiner’s form may be picked out and used for instance in 

the 8th grade. Furthermore, more criteria may be introduced in the 9th grade, and 

finally in the 10th grade the full form will be used. That way the pupils will gradually 

know exactly which criteria they will be assessed by. The ‘washback’ effect applies 

here. This means that pupils as well as teachers tend to study examinations given in 

preceding years in order to find out what aspects of the school subject are likely to be 
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measured (Simensen 1998:268). What remains very clear is that the teachers play an 

important role in the preparation of this exam. A salient question then is whether the 

teachers in general feel that they have sufficient knowledge and information about the 

exam. As an English teacher in the lower secondary school I know that the resources 

for educating the teachers in exam procedures are limited and this may be an area 

where there is a lot to gain. 
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4. Read and Relate 

This chapter is devoted to the teaching of reading and reading comprehension. The 

final exam according to L97 tests the reading as well as the writing competence of the 

pupils. However, I will restrict my study to the issue of the teaching of reading. Part 

A in the exam is called ‘Read and Relate’. I gave an extensive description of the parts 

of the exam in Chapter 3. The booklet, handed out to the pupils prior to the exam, is 

part of the exam. The general idea is that the pupils should be able to make use of the 

booklet and find information and get ideas in order to answer the tasks in Part A. 

Furthermore, the texts in the booklet are meant to serve as an inspiration for the 

pupils and motivate them to write about the topic.  

The focus on the use of authentic texts is strong in L97 as well as in the booklets used 

at the final exam. For purposes of the foreign language classroom, an authentic text is 

one whose primary intent is to communicate meaning. In other words, such a text can 

be one which is written for native speakers of a language to be read by other native 

speakers or it may be a text intended for a language learner group. The relevant 

consideration here is not for whom it is written but that there has been an authentic 

communicative objective in writing it (Swaffar 1985:17). 

In our daily lives we face different kinds of reading which we need to master in order 

to accomplish what we set out to do. We read for pleasure, and we read to educate 

ourselves. We read the newspaper to get informed about the world around us, we read 

letters and publications we receive in the mail , and perhaps we read some directions 

for an electrical installation or a piece of furniture we have bought in a cardboard 

box. In order to put it together correctly, we need to understand the directions, 

otherwise we may be left with some extra screws that don’t fit in. Thus, for our pupils 

reading comprehension is of vital importance to succeed both at school and outside of 

school.  
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The final exam in English in the lower secondary school also requires that the pupils 

are able to read adequately to be able to respond to the given tasks. Hayes emphasizes 

the importance of reading as a central process in writing, and discusses three types of 

reading that are essential in writing. The first of these is ‘reading to evaluate’, in 

which the writer reads his or her text critically to detect possible problems and to 

discover potential improvements. Two other kinds of reading that are involved in 

writing are ‘reading source texts’ and ‘reading instructions’. Since writing tasks are 

frequently based on source texts, there is an obvious relationship between the ability 

to understand the source text and the ability to use information from the text in one’s 

writing (Hayes 1996 in Weigle 2000:26-28). The ability to understand the task 

instruction is of great importance when it comes to the tasks of the final exam. If 

some pupils misunderstand the instructions of a task they may of course not be able 

to answer the task properly.  

With the objective of the final exam and the use of booklet in mind salient questions 

to ask with regard to the issue of reading are: How do the pupils read the texts? What 

kind of strategies do they use? Have they acquired the necessary practice and 

strategies to read a text booklet of about 20 pages, and process the contents? Does the 

current final exam favour good readers? These questions are not part of my research 

questions, but in my opinion they are relevant with regard to the reading of the 

booklet, and I will address these questions in this chapter and in Chapter 8 where I 

discuss the findings of my survey. My focus will be on the teaching of reading in the 

lower secondary school in general and in the 10th grade in particular. There is a lot of 

research going on currently in schools in Norway concerning pupils’ reading skills. 

The textbooks we use in different subjects often contain large amounts of text, and to 

several pupils it is a huge challenge to read these texts and process the information 

they get. The reason why this is difficult is often that they have not acquired the 

necessary strategies to read and understand what they read.  

As teachers we try to encourage our pupils to read extensively both in Norwegian and 

English. Reading for pleasure is an activity which has lost ground over the last years, 
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and young people today spend less time reading compared to the time they spend on 

their computers, in front of the TV or listening to music on IPods or MP3 players. A 

lot of young people today prefer other activities to reading, and consequently the 

reading ability is at a low level. Substantial linguistic research also shows that reading 

is of vital importance in order to enhance the pupils’ writing skills, and our task as 

teachers of EFL is to convey this message to the pupils and encourage them to read 

more. 

4.1 The process of reading in EFL 

One important prerequisite for successful reading is the reader’s motivation to read. 

As teachers we can help motivating our pupils, and we should provide the pupils with 

the necessary reading strategies to enable them to comprehend the content and 

enhance the reading experience. Alderson, one of the world’s experts in the field of 

reading assessment, brings out the issue of the nature of reading in a second or 

foreign language. The question is whether the ability to read transfers across 

languages. Alderson asks whether a good first-language reader is also a good second-

language reader (Alderson 2000:23). My immediate personal response to this 

question is that such a transfer exists. A pupil who has difficulties in reading his first 

–language will, in my opinion, have difficulties reading in a second-language as well. 

However, an interesting question is whether second-language reading is a language 

problem or a reading problem. Clarke’s ‘short–circuit’ hypothesis posits that 

inadequate knowledge of the second language short-circuits or prevents successful 

first-language readers from reading well in the second language (Clarke in Alderson 

2000:38). According to Alderson there is likely to be a language threshold beyond 

which second-language readers have to progress before their first-language reading 

abilities can transfer to the second-language situation (Alderson 2000.23).  

At this point it is pertinent to bring forth the distinction between extensive and 

intensive reading. According to Bamford and Day extensive reading is generally 

associated with reading a large amount of text with the aim of getting an overall 
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understanding of the material. Readers should be more concerned with the meaning 

of the text than the meaning of individual words or sentences. On the other hand, 

intensive reading often refers to the careful reading (or translation) of shorter, more 

difficult foreign language texts with the goal of complete and detailed understanding. 

Intensive reading is also associated with the teaching of reading in terms of its 

component skills (Bamford and Day 1997:1).  

The more the pupils have practised reading the more it will have a positive effect on 

their reading comprehension skill and also on the outcome of the exam itself. 

Christine Nuttall has portrayed two possible developments in connection with L2 

reading; the vicious circle and the virtuous cirle: 

 

Figure 4.1 The vicious circle of the weak reader and the virtuous circle of 
the good reader 

 

In my opinion these circles illustrate the reality of the situation we have to deal with 

as teachers of EFL. It may be very difficult to transfer pupils from the vicious to the 

virtuous circle. When pupils start at the lower secondary school they may be 

convinced that they are poor readers, and that reading is no fun. Thus it takes a lot of 

effort and encouragement on the part of the teacher to convince them otherwise. By 

and large it may be safe to maintain that pupils who identify themselves with the 

virtuous circle will benefit more from the work with the booklet, than those who 

identify with the vicious circle.  
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4.2 Bottom-up versus top-down models 

A large amount of research has been carried out on reading, and the discussion of this 

research addresses the cognitive processes that are involved in skilled reading. Two 

different approaches have been the subject of much research over the last twenty 

years, namely the ‘bottom-up approach’ and the ‘top –down approach’. Bottom-up 

approaches are serial models, where the reader begins with the printed word, 

recognises graphic stimuli, decodes them to sound, recognises words and decodes 

meaning (Alderson 2000:16). Put in other words, the reader starts with the smallest 

unit, the letters, put them together in words, and reads word by word and sentence by 

sentence. This approach is associated with behaviourism in the 1940s and 1950s, and 

builds on the notion that children need to recognize letters before they can read 

words. 

The top-down approach however, postulates that the reader starts with a general idea, 

or a schema, of what the text is about (Simensen 1998:87). With top-down processing 

the uptake of information is guided by the pupil’s prior knowledge and information. 

Schema theory holds that, when appropriate schemata are activated as we read, they 

facilitate comprehension and shape our expectations about what is to come. In this 

view, readers activate what they consider to be relevant existing schemata and map 

incoming information onto them. Schema theory is based on a series of empirical 

studies which show that the background information facilitates as well as influences 

the comprehension and memory of texts (Simensen 1998:88). 

4.3 Text comprehension 

From the very first time we learn to read we experience that words have meaning. 

Reading comprehension is dependent on an interaction between the reader and the 

text. I will in this section refer to Simensen 1998. Reading as a comprehension skill is 

the ability to decode written symbols. A number of Norwegian pupils might find it 

difficult to read some English words because there is a lack of correspondence 
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between the writing system and the sound system (Simensen 1998:154). The general 

impression is that pupils in the lower secondary school today know a lot of English 

because they are exposed to the language to a large extent every day, as mentioned 

above.  

According to Simensen we often distinguish between three basic levels of text 

comprehension: 

“an understanding of the surface meanings of the text, the plain or 
factual sense of the text, an understanding of implications and ‘between 
the lines’ meaning, and an understanding which makes it possible to 
evaluate the text on the basis of personal knowledge and experience” 
(Simensen 1998:141). 

 

With regard to the final exam the 3rd level applies to a great extent, since the tasks of 

the exam require that the pupils will have to reflect and discuss and express their own 

opinions about different issues. Thus text comprehension is a highly relevant question 

concerning the use of the booklets. 

4.4 Formal schemata and content schemata 

Alderson maintains that what readers know affects what they understand, and when 

readers process text, they integrate the new information from the text into their pre-

existing schemata. Furthermore, the schemata influence how the readers recognize 

and store information (Alderson 2000:33). With regard to reading in the lower 

secondary school and in the 10th grade in particular, it is essential to focus on how the 

pupils read and comprehend, and how they process the information they acquire from 

reading. Alderson distinguishes between formal schemata and content schemata. 

By formal schemata we understand the knowledge of the language and linguistic 

conventions, including how texts are organized and what the main features of 

particular genres are (Carrell 1983 in Alderson 2000:34). Linguistic knowledge 

continues to develop with age and experience, and in the 10th grade our pupils should 
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have reached a certain threshold of language knowledge. However, the extent of their 

knowledge depends on several factors e.g. reading strategies, vocabulary knowledge 

and the amount of texts they have read before. 

On the other hand the content schemata refer to the fact that readers need knowledge 

about the content of a passage to be able to understand it. Alderson points out that 

such knowledge does not simply have to be available; it needs to be activated by the 

reader. Studies have shown that readers can learn how to activate their own schemata 

and thus improve their reading skills ( Alderson 2000:43). This is certainly an area in 

need of further research among teachers of EFL. 

Knowledge of the subject matter/topic. As readers we often find it easier to read 

about topics we are familiar with, and that is also of course the case with our pupils. 

What readers know affects what they understand (Alderson 2000:33). With regard to 

the texts of the booklets at the final exam, an extract from one of the books about 

Harry Potter will probably be easy to process because most pupils have pre-existing 

knowledge about the contents from watching one or more of the films, or reading the 

books. Likewise, reading about famous people like the Beckhams in the booklet will 

also activate relevant schemata with most pupils. According to Alderson reading is 

successful when the schemata are relevant. Furthermore, readers may spend less time 

on the words “wedding cake” in a sentence than “a large cake”, because they 

presumably knows what a wedding cake looks like. Conversely, when we as readers 

do not have a schema that corresponds to that of the text we are reading it makes 

comprehension more difficult. The problem then is that we do not properly see the 

relevance of the events etc. described in the text (Simensen 1998:88). Furthermore, 

poor readers will benefit if they have knowledge about the text or passage they read. 

This knowledge needs to be activated by the reader.  

Knowledge of the world is also a factor affecting reading, and it has an impact on 

text processing. Put in another way, knowledge of the world comprises that the reader 

knows what rules and regulations apply in a society, universal laws and simply how 

the world as the reader knows it works.  
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Cultural knowledge. The more the readers know about their own and other cultures 

the more they will comprehend. The textbooks for the 10th grade contain texts about 

other cultures, and the pupils are for example supposed to learn about Native 

Americans as well as the Aborigines in Australia. The booklets used at the final exam 

also contain texts which require that the pupils have cultural knowledge. To illustrate 

this I will include some examples below:  

Year Topic Title Content 
2000 We are the world, 

we are the future
Fidel Castro talks to the 
World Health Organization 
(WHO)

A speech made by Castro about the 
social conditions in the industrial 
world, and in the third world.

2003 People's lives Thoughts of home An extract from a book about life as a 
child in Somalia written by a woman 
who today is a UN special 
ambassador fighting FGM - female 
genital mutilation.

2005 Challenges Whale Rider A legend about the Maori people from 
New Zealand.

 

Table 4.1Illustration of texts which require cultural knowledge 

 

The texts mentioned above may be difficult to process for pupils who have limited 

cultural knowledge. 

Knowledge of genre/text type. Another area where pupils benefit from extensive 

knowledge is with regard to genre. The key issue is to know where to look for the 

main idea in a paragraph or a text. The way I see it this must be taught, and we often 

assume that our pupils know more than they do when it comes to identifying 

important information in a text and process it. The issue of genre awareness applies 

here, and pupils who have worked a lot with the different genres they may encounter 

at the final exam, may find it easier to recognize and identify typical features of a 

certain genre. Our pupils in the lower secondary school have for several years worked 

with different genres in Norwegian as a school subject, but the emphasis on the use of 

different genres in English as a school subject has not been equally strong. However, 

after the implementation of L97 the focus on genres in English has been stronger, 
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especially with regard to the final exam. One salient question is whether the teachers 

of EFL take this into consideration in their teaching of writing in English.  

4.5 Good readers, poor readers 

Furthermore, a relevant question is what skills are required by good readers in order 

to process text efficiently. My impression is that there has been too little focus on 

reading strategies in the primary school and in the lower secondary school. There has 

been a lot of theories about the teaching of reading for the youngest pupils and how 

to teach L1 reading in the 1st grade. However, when the pupils grow older, and are 

supposed to read longer and more complicated texts, they seem to lack the necessary 

strategies for acquiring the information they are looking for. 

As mentioned above, the construct of the final exam of the 10th grade is assessing 

writing and reading. If that was not the case, there would not be any need to compose 

and distribute a booklet prior to the exam. A salient question is whether this exam 

favours good readers. In order to address that question, it might be useful to focus on 

what a good reader is and I will look into some of the criteria which, according to 

linguistic research, characterize good readers. What distinguishes good from poor 

readers is not the numbers of letters in an eye fixation, nor the number of words 

fixated per page, but the speed of the fixation – the automaticity of word recognition 

– and the processes that occur during fixation (Alderson 2000:18). Furthermore, the 

ability to recognize words rapidly and accurately is an important predictor of reading 

ability. Good readers have acquired reading strategies, and they are able to bring 

metalinguistic knowledge to the texts they read. This means that though there may be 

a word or words in a sentence they don’t understand, they may still comprehend the 

context and even make a guess as to the meaning of a word. Good readers also have 

more persistence when they read, and they don’t use too much energy stumbling on 

words they don’t understand.  
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A typical characteristic of a good reader is the extent of vocabulary he/she knows. 

The more words and chunks of words a pupil has acquired, the more it facilitates the 

reading. Research by Laufer (1989) and Liu and Nation (1985) shows that readers 

need to know 95% of the words in a text to gain adequate comprehension and to be 

able to guess unknown words from context (Alderson 2000:35). To support the 

assertion above, it may be safe to say that pupils who have an extensive vocabulary 

stand a much better chance of enjoying reading and comprehend what they read. 

According to Alderson, good readers activate a schema before reading a text, poor 

readers do not. Competent readers will to a greater extent be able to find the gist of a 

paragraph or a text, and be more concerned with the comprehension of a text, than of 

decoding words and phrases. 

Poor readers, however, lack good reading strategies, and have little or no 

metalinguistic knowledge. They will stumble on words, and have their 

comprehension impaired. They may have trouble with words they know in spoken 

English, but don’t recognize in the written form. Words like e.g. ‘actually’ or 

‘disgusting’ are words that probably belong to the pupils’ passive vocabulary, 

meaning that they understand the words when they hear them, but they do no know 

how to write them or recognize them in a written text. Poor readers also have a 

limited persistence when it comes to reading texts of a certain length. Some texts in 

the booklets are long; one text from 2004 was up to three or more A4 pages. Poor 

readers may be discouraged by this.  

4.6 The reading of the booklet 

The idea of handing out the booklet on the day before the preparation day was that it 

might enable the pupils to study the booklet thoroughly, to use various strategies, to 

activate schemata, to acquire e.g. knowledge of subject matter, and of genres. 

Furthermore they have ample time to use dictionaries and to write down key 

information on their memo sheets. In addition to reading the booklet and preparing 

for the writing, the idea was also that the pupils would know what topic to expect in 
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order to make them more comfortable and eliminate some of the anxiety before the 

exam.  

I dealt with the use of memo sheets at the final exam in Chapter 3. A salient question 

is in my opinion how the pupils read the booklet. One of my research questions is 

whether the booklet serves as an inspiration or a source of problems, and I believe 

that both may be the case. Simensen brings up the issue of ‘real life expectations’ 

meaning that people normally have expectations about the texts they listen to or read. 

These expectations are a product of previous knowledge and experience (Simensen 

1998:140). This is in line with the schema theory which I have touched upon above.  

An important question with regard to reading is whether the pupils should read for 

pleasure or for a particular piece of information. The term ‘pretextual activities’ 

relates to the topic of the text to be read or listened to and are meant to be used before 

reading (Simensen 1998:143). The pupils know that there will be activities to do after 

reading the texts, thus they should make sure that they use the appropriate reading 

strategies and acquire the information they need in order to answer the tasks. The test 

designers’ intention was that the booklet should serve as a stimulus for the pupils, 

motivate them to write, and give them ideas. An interesting point is, however, that 

research shows that this is not necessarily the case, and that writers who were given a 

text tended to develop their ideas less than students who were not given a text, and 

also tended to rely heavily on the language of the source text (Lewkowicz in Weigle 

2000:68). Weigle concludes that this is an area where more research is needed, and 

whether the booklet will be used as stimulus material in the years to come is 

unknown at this point.  

The structure with a booklet as a pretextual activity is currently being implemented in 

the upper secondary school as well, and it is of interest for teachers in the lower 

secondary school to find out what kind of experiences they have gained there. Anne 

Ely Thorenfeldt touches upon this issue in her master’s thesis about the exam in the 

R’94 vocational courses, and she maintains that good readers may profit from reading 

a booklet in advance while poor readers will more or less regard this as a 
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disadvantage. Furthermore, Thorenfeldt claims that poor readers are more often than 

not poor writers as well, and finding the essence of a text for making good notes is, in 

her experience, far beyond their capacity. Finally, she concludes that the preparation 

sessions the way they are practised in the vocational courses add to increasing the gap 

between the good and less proficient readers (Thorenfeldt 2005:59). With the 

implementation of a new syllabus, which is the case at the moment, the link between 

the lower and upper secondary school is getting stronger, and thus it is even more 

important to know what our pupils will encounter in terms of exams in the upper 

secondary school. However, the result from Thorenfeldt’s analysis may have been 

different in classes in the general branch of the upper secondary school system where 

the emphasis on foreign languages is stronger.  
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5. The teaching of writing 

In this part of my thesis I will look into the teaching of writing. The testing of 

writing, which is one of the goals of the final exam, should reflect the teaching of 

writing. The teaching of writing is a huge area of expertise, and I will only be able to 

touch upon some issues which I believe will be of relevance to my thesis. New 

writing pedagogy like the process oriented approach has been used to some extent at 

the final exam during the last years, and I will look into this at the end of this chapter.  

5.1 The writing process 

The teaching of writing is an ongoing process from the first time the pupils start at 

school. From the learning of the first letters, to writing the first words, to writing 

cohesive texts, the pupils have been through a long and complicated process. 

Linguists and educational researchers have historically held contradictory positions 

about the relationship between writing and speaking, implying that the written form 

of the language is more ‘correct’ and therefore should be more highly valued than 

oral language (Grabe and Kaplan (1996) in Weigle 2002:15). However, in recent 

years a consensus has been emerging to reconcile these two positions: neither oral nor 

written language is inherently superior to the other, but oral and written texts do vary 

across a number of dimensions, including (but not limited to) textual features, 

sociocultural norms and patterns of use, and the cognitive processes involved in text 

production and comprehension (Weigle 2002:15). 

It is noteworthy that the syllabus (M87) states that: “Written work must be adapted to 

the pupils’ ability to express themselves. It is important that the demands regarding 

written achievement are differentiated. Simple written tasks include noting messages, 

writing letters and making up brief dialogues. In the case of some pupils, free written 

assignments provide good opportunities for using their imagination, describing 

experiences and expressing opinions “(M87, English version: 223). 
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L97 on the other hand, maintains that: “Pupils will use the language in the 

production of their own spoken and written texts – text in a broad sense – for 

presentation and performance… […] they may find the space they need to freely 

express themselves in and within the language. Pupils can explore the language, 

interpret it and use their own imagination” (L97, English version: 238). 

The focus on free writing is much stronger in L97, than in M87, and this is mirrored 

in the final exam which consists of a Free Writing part with a number of ‘open’ tasks 

regarding content and genre.  

5.2 The development of the teaching of writing in EFL 

The teaching of writing in EFL has changed in many ways over the last two decades. 

The focus on free writing started to gain ground with the implementation of L97. 

Before that writing was often confined to activities like translation, dictation, 

renarration and copying. Writing at school consisted to a large extent of doing 

grammar exercises in the workbook, fill-ins and multiple choice tasks were often 

used, and cloze-tests were applied to test whether the pupils had comprehended the 

content of a text. Hilde Beate Lia has written her master’s thesis about ‘Some aspects 

of the Teaching of Writing in English as a Foreign Language’ and she gives a 

detailed description of the development of the teaching of writing in EFL. She claims 

that the syllabus of M87 represented an important shift in the history of EFL, and that 

meaning in general became a key word from M87 onwards. The shift from focus on 

writing skills where the objectives were correct application of rules of grammar 

towards the writing of a connected and meaningful text, has changed the teaching of 

writing in EFL dramatically. Practice of language as a whole as opposed to practice 

of separate skills is emphasized, and writing was eventually seen as a tool for 

communication of meaning with the introduction of the communicative approach 

(Lia 2001:11-12). 
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As mentioned in Chapter 2, the current dominant theory of EFL is the communicative 

approach, and the main objective of the teaching is above all communicative 

competence. One important issue regarding the teaching of writing is the teaching of 

discourse competence. With regard to the final written exam in English, and the 

production of texts, this competence is of vital importance. According to Simensen 

discourse competence is a question of obtaining coherence in thought and cohesion in 

form. Among other things, it includes an ability to obtain unity and continuity in a 

written text by organizing ideas in a logical manner and combining them by means of 

suitable pronouns, conjunctions etc.(Simensen 1998:109). The words ‘coherence’, 

‘cohesion’, ‘unity’ and ‘continuity’ show how important it for us as teachers to teach 

our pupils how to structure a text. The ability to organize ideas in a meaningful way 

and to link the different parts of a text together is pertinent with regard to the final 

written exam. Furthermore, the pupils should know how to divide a text into 

paragraphs, and in order to do so, they need to know what a paragraph is. In her 

thesis Lia uses this definition of a paragraph: 

 “A paragraph is a group of sentences that develops one central point. 
A writer often directly states this point in a sentence near the beginning 
of a paragraph; this statement is called a topic sentence. The writer 
then develops the topic sentence more fully within the body of the 
paragraph” (Bates 1993 in Lia 2001:25). 

 

As mentioned above, the pupils encounter the concept of paragraphs in the tasks at 

the final exam, and it is very important that they know how to use paragraphs in their 

texts.  

In order to make a text coherent, the pupils also need to learn how to use linking 

words and phrases to carry over a thought or idea from one sentence to another or 

from one paragraph to another. This is especially important with many of the tasks at 

the final exam where the pupils are asked to reflect, discuss or state their own 

opinions. In the evaluation form used by the examiners at the final exam, one of the 
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four main areas of evaluation is ‘structure’ of the text. The examiners will assess to 

what extent these criteria apply: 

• Does the text comply with genre requirements, if any? 

• Does the text signal awareness of the reader? 

• Is the text well organised by means of e.g. titles, paragraphs and syntax? 

• Does the pupil make use of linking words and phrases? 
 

I will return to the discussion of the evaluation form in Chapter 6, but I found it 

appropriate to mention the evaluation criteria regarding the structure of the text at this 

point. 

5.3 The cognitive aspects of writing 

In the present section I will look closer into the nature of writing and the teaching of 

writing. The term ‘channel’ in linguistic connection refers to the channel used for 

communication and the two channels used are the written and the oral. We 

distinguish between the productive mode which includes writing and speaking, and 

the receptive mode meaning reading and listening. The first refers to activities which 

consist of sending information to others in a written or oral manner, and the latter 

activities which consist of receiving and understanding messages from others by 

reading or listening. For most people writing is not an easy activity which comes 

naturally, it has to be taught, and the understanding of the nature of writing may 

differ considerably from person to person. Thus a pertinent question may be whether 

anyone can be taught to be a good writer, and whether the methods we use as teachers 

are sufficient to teach our pupils to be good writers. We have a responsibility to 

enable our pupils to develop writing skills in L2, and in order to do so we have to 

build on the knowledge they have already acquired in their native language.  

The cognitive processes involved in writing differ in important ways from those used 

in speaking. The most distinctive implication is that the act of speaking involves the 
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presence of an addressee who is actually receiving the message exactly the way it is 

communicated. On the other hand, writers must have a receiver or receivers in mind 

who are not present, and must construct a coherent message for them. A key word in 

this connection is ‘information’, about the audience, about the writing topic and about 

the appropriate way of communicating the message. It is in fact the ability to 

anticipate the audience and shape a message appropriately in the absence of a 

conversation partner that distinguishes expert from inexpert writers (Weigle 

2002:18). 

People write for pleasure, some write to put thoughts into words on paper (diary) to 

express their feelings even though no one is meant to read it. But normally a writer 

writes for an audience, for a particular purpose. The writing context requires writers 

to have a sense of the reader’s expectations and an awareness of appropriate 

conventions for a particular part of writing. The pupils encounter these issues at the 

final exam as well, and it is important that we teach our pupils how to meet such 

requirements.  

5.4 What characterizes a good writer? 

Research shows that good writers approach the act of writing differently from poor 

writers. In my experience as a teacher, those pupils who achieve a grade above 

average (grade 5, 6) spend more time planning their writing e.g. for a term paper or at 

an exam. On the other hand, poor writers seem to be more concerned with finishing 

as soon as possible, and they often start writing right away, and are reluctant to revise 

their work. I believe that we have to stress the importance of the preparation phase for 

our pupils, and spend more time actually teaching them how to start working on a 

writing assignment.  

A method of looking into this is by using retrospective interviews or think-aloud 

protocols where writers say aloud their thoughts as they write, allowing the 

researcher to gain insight into the mental activity and decision-making processes of 
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the writer as he or she carries out the writing task (Hayes and Flower 1980 in Weigle 

2000:22). This line of research indicates that good writers spend more time planning 

and revising their work than novice writers, and tend to edit their writing for content 

and organization rather than simply making surface changes to the text. Another 

important aspect according to Weigle, is that expert writers also take into account 

their audience. The issue of an audience, or a potential reader is of vital importance in 

the teaching of reading, and the pupils must be taught how to have the potential 

reader in mind when writing his/her text. 

5.5 The influence of reading on writing 

Linguistic research shows that there is a significant coherence between reading and 

the development of writing ability. Reading for pleasure contributes to the 

development of writing ability in several ways e.g. the expansion of vocabulary. A 

well known proponent for the positive connection between reading for pleasure and 

the development of writing ability is Stephen Krashen who claims that second 

language acquisition in general and the development of writing occur in the same 

way namely by being exposed to the language to a great extent. He distinguishes 

between learning and acquisition. The former is a conscious process, whereas the 

latter is a subconscious process similar to child first language acquisition. According 

to Krashen acquisition is a far more powerful and central process than learning, and is 

responsible for our ability to use language in both production and comprehension 

(Krashen 1984: 21). Krashen maintains that writing ability is not learned but is 

acquired via extensive reading, in which the focus of the reader is on the message and 

not on form. The reader will, after having read extensively have acquired knowledge 

of grammatical structures and discourse rules as well. Rule learning, according to this 

view, has a limited role in both second language acquisition and in the development 

of writing ability (Krashen 1984:23).  
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5.6 The process oriented approach to writing 

An area which has reached increased attention among Norwegian teachers in lower 

secondary school over the last two decades is the process oriented approach to the 

teaching of writing in L1 and eventually in L2. The POW (I will use this abbreviation 

throughout this section) is also an option at the final exam in written English, thus I 

find it pertinent to look into this from the point of view of the exam. From my own 

experience as a teacher I understand that POW has been implemented to a great 

extent in Norwegian as a school subject both through the lower secondary school, and 

at the final exam in Norwegian. On the other hand it has not been employed to a great 

extent in English as a school subject, but there is an increasing tendency to use POW 

in this subject too. There are no specific figures as to how many pupils who used 

POW at the final exam e.g. in 2006, and as examiners we do not know which pupils 

or classes who have employed this method. However, examiners claim that they can 

recognize the difference between texts following the traditional model and those 

where POW have been used.  

The POW was first introduced in the USA at the beginning of the 1970’s and it 

created a paradigm shift from product to process. Our task today is to encourage and 

help our pupils to regard writing as a meaningful activity, and to make them 

understand that the process of writing is equally important as the product. 
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Figure 5.1 Approaches to writing (Drew 1993:17) 

 

This model shows how different the product-based and process-based approaches to 

writing are. In the product based model, better known as the traditional model, the 

pupils are left on their own to produce a text, and writing is a solitary activity with 

little or no input from other people. Whereas in the process based model the pupils 

are more active participants, and by sharing with other pupils they may also get 

valuable feedback to improve their own texts. The interaction between pupils and 

also the teacher makes the writing process more of a creative and generative process, 

and the pupils get the opportunity to test reader’s reaction to their own texts.  

A distinctive feature of POW is its initial focus on content and that teaching 

‘intervenes’ at various points in the process, which I will return to below. 

Furthermore, a significant characteristic of POW is the importance attributed to 

cooperation between students during writing (Simensen 1998:206).  
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The purpose of writing is essential, and the test designers of the exam according to 

L97 have had this in mind when they have designed the tasks. The pupils encounter 

tasks which to a large extent are in a setting, also called ‘real life’ tasks. They are 

asked to write a letter, or an article, or to give their opinions about a certain topic. The 

focus on audience is also taken care of in the tasks at the final exam. The pupils are 

asked e.g. to write a letter to an editor of a magazine, or an article in a youth 

magazine, or a text to be published for a certain audience. 

At all levels of learning, the idea of feedback is valuable. The pupils receive feedback 

from their teachers at various levels, and this is an ongoing process throughout their 

school years. However, getting feedback from fellow pupils is quite another matter, 

and it adds another dimension to the way they regard their own texts. The idea of 

constructive feedback is educational, and it is valuable both for the pupils giving it, 

and those who receive it. The role of the teacher is important, and he/she should teach 

the pupils how to give and receive feedback, and this should be taught from the 

primary school onwards. Research shows that feedback is more useful when it is 

done during the writing process than at the end of a written product.  

With regard to POW we usually distinguish between three major stages: 

• Prewriting and planning: Finding ideas and organizing them 

• Writing drafts and revising them: Creating continuous text versions 

• Editing: Adhering to conventions for writing 
 (Simensen 1998:207). 

Prewriting comprises all activities and material that help pupils generate ideas before 

they start writing. The booklet used at the final exam is such a stimulus material, and 

other material can be listening activities, discussions and film to mention some. 

Prewriting activities are activities that are intended to facilitate and stimulate the task 

of writing. Pupils often struggle to find the content, thus this stage is very important 

for a successful outcome. The teachers’ role is significant, and they must assume a 

good deal of responsibility for helping their pupils to generate ideas. In my opinion 
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we have a tendency to overestimate our pupils when it comes to prewriting and 

planning of a writing assignment. They need much help and guidance from their 

teacher.  

After completing the prewriting and planning stage, it is time to get the ideas down 

onto paper and write the first draft. The focus is primarily on content, and at this stage 

the pupils will concentrate on organizing ideas already generated and on writing a 

continuous text on the basis of an outline of these ideas. An important issue at this 

stage is also that the pupils should be open to new ideas and add them to the ones 

they already have. However, structure is a key word here, and the pupils should learn 

how to add new ideas, and not just write them down impulsively. 

In addition to composing a text, this stage also involves revising the pupils’ drafts. 

One salient question to ask when writing a text is: “Who are my readers?” With this 

in mind the pupils have the opportunity to share their texts with their peers, and give 

and receive response on their drafts. To my knowledge, the way this is practised in 

school today is that the teacher divides the pupils into response groups and they read 

their first drafts aloud in the group and then give each other constructive and 

appropriate feedback. This should serve to help the writer to clarify ideas and 

generate new ones. The form of the response may be either oral or in writing, but the 

most important issue is that the pupils should be open to response, and that they may 

be willing to change their texts, or elements of their texts according to the response. 

The teacher should be present and guide and help the pupils, especially since some 

pupils are not mature enough to function in a response group. 

After the response stage, the pupils go back to rewrite or revise their texts on the 

basis of the response from other pupils. The emphasis of this stage is to reorganize 

and restructure ideas, and convert the final draft into a text which is in accordance 

with conventions for writing. The focus is still on content and meaning, but after the 

first draft the pupils must concentrate on surface-level features such as spelling, 

punctuation and grammar.  
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6. Assessment and testing of EFL 

One of my main objectives with this thesis was to look more closely into the 

assessment process of the final written exam in English. Hence, as mentioned before, 

I signed up as an examiner to experience for myself the process of assessing the final 

exam. I was especially concerned about the issues of reliability and validity. One of 

my research questions is to what extent the examiners’ task has changed after the 

implementation of L97. I find it pertinent to devote this chapter to the issue of 

assessment and testing, and to look into it briefly from a historical perspective. For 

the purpose of this thesis I will concentrate primarily on the form of assessment and 

testing of the final written exam, but I will also touch upon assessment from a general 

point of view. 

6.1 Assessment and testing in a historical perspective 

Assessment and testing are important issues of our every day life as teachers, and it is 

an ongoing process. Like other areas of language teaching, there have been changes 

over the years, and one paradigm has succeeded another. At all times however, it has 

been of utmost importance to ask what the purpose of testing is. The answer to that 

may vary, and there are many opinions as to why we have to assess and test our 

pupils. My impression is that the practices of testing vary considerably, and I will 

discuss this in the results of my survey (See Chapter 8).  

In this section I will look into the most significant trends in assessment and testing of 

EFL from the previous century up to the current situation. Furthermore, I will define 

some terms regarding assessment and testing, and my primary source is Aud Marit 

Simensen’s book ‘Teaching a foreign language’ chapter 10. In the history of L2 

testing we distinguish between three main periods or trends. The ‘pre-scientific’ 

period or the traditional trend which it is also called was predominant up to the 

1950s. The written test types most frequently used were translation, renarration, 
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dictation and essay-writing. The concept pre-scientific refers to the fact that this 

method had no basis in testing research. The pre-scientific trend was followed by the 

‘discrete-point trend’ in which the ideal was to measure isolated skills and small 

elements of the target language in separate tests (Simensen 1998:269). The discrete-

point trend was dominant in the 1960s and 1970s. The focus was on the small 

elements of the language, such as phrases and words, and the tests were regarded as 

reliable because they could be scored objectively.  

From the 1980s the paradigm shifted to the ‘communicative and meaning-oriented 

trend’. After a few decades of a method which was influenced by behaviourism and 

structuralism, new voices were heard, claiming that language should be measured in 

context. This trend is still prevalent and influences the way we assess EFL in school 

today. Aud Marit Simensen has an interesting comparison between the discrete-point 

trend and the communicative and meaning oriented trend in her book. In the table 

below we can clearly see the different characteristics of these two trends, and 

recognize what we today emphasize in our assessment. 

 

Figure 6.1 Focus on language versus focus on communication in testing 
(Simensen 1998: 272) 

 

Discrete- point testing versus integrative testing. In the testing of L2 we 

distinguish between discrete-point testing at one end of the scale and integrative tests 

on the other. With the communicative and meaning-oriented trend discrete-point 
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testing lost ground to integrative test types. The focus shifted from testing language 

skills in separate tests to integrative tests where one focused on assessing a pupil’s 

knowledge by combining the different elements and test them all at the same time. By 

writing a text, the examiner should be able to assess the pupil’s ability to use 

grammar and vocabulary instead of testing the elements separately. Language 

competence is a set of interacting abilities which cannot be separated and tested 

adequately (Brown 1987:228). Thus, integrative tests were seen as a better way of 

assessing the communicative skills. 

Proficiency testing versus achievement testing. We distinguish between several 

ways of testing and the two most common purposes with regard to L2 testing are 

‘proficiency testing’ and ‘achievement testing.’ Proficiency testing is used to give 

information about a student’s general level of proficiency in e.g. English. There are 

several well known tests available for example the TOEFL-test (Test of English as a 

Foreign Language) which may be used by Norwegians who need to document their 

proficiency in English before studying in an English speaking country. The form of 

testing used when it comes to the final exam in the 10th grade is however achievement 

testing. It’s the end of 10 years of compulsory education and the pupils are tested in 

what they have learnt during this time. Furthermore, achievement testing may be used 

at various points during a semester or a course. This is called ‘formative testing.’ On 

the other hand, achievement testing used at the end of a course is called ‘summative 

testing.’ The purpose is to give information in terms of a grade, which will be of 

importance for the pupil when he/she moves on to upper secondary school.  

Norm referenced testing versus criterion-referenced testing. There is also a 

distinction between ‘norm-referenced’ and ‘criterion-referenced testing.’ The former 

aims at discriminating between examinees or test takers in the sense that an 

examinee’s performance is judged in relation to the performance of the others in the 

same group. The same group may, for example, be all the students taking the final 

examination in English in the compulsory school system in one specific year 

(Simensen 1998:266). Final exams are currently criterion referenced both in the 
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lower and upper secondary school. That is to say that each pupil is assessed 

individually, without regard to the scores of the other students. In the case of the final 

exam in the 10th grade, the exam is produced to assess to what extent the objectives of 

the syllabus in force are obtained. 

6.2 Reliability, validity and objectivity, important concepts 
in the testing of EFL 

As noted above one of my major concerns regarding testing was the basic concepts in 

test theory; reliability, validity and objectivity. The reliability of a test is its 

consistency as an instrument of measurement (Simensen 1998:267). This means quite 

simply that if a test is carried out on two different occasions with the same or 

comparable pupils, the result should be the same. The validity of a test is a question 

of to what extent the test measures what it is intended to measure. In other words, a 

test is valid when the results reflect the characteristic we want to measure (Simensen 

1998:267). If we link this to the current final exam, the intention of the exam is for 

the pupils to show their overall competence in written English, which is the 

competence defined by the syllabus in force. The goal of the final written exam 

according to L97 is to give the pupils an opportunity to show to what extent they 

understand and are able to use written English.  

One of the questions asked in the examiners’ final report is precisely whether they 

think this exam gives the pupils an opportunity to show what they can, or rather if the 

test measures what it is supposed to measure. For 2005 as many as 23 out of 25 

examiners thought that the final exam of 2005 gave the pupils the opportunity to 

show their written competence of English according to the goals of L97 

(Oppmannsrapport – avgangsprøva i engelsk 2005 for Telemark, Buskerud og 

Vestfold). In 2006 there were 30 examiners who participated, and the majority of the 

examiners agreed that the pupils were able to show their competence in English, also 

the ‘weak‘ pupils (Oppmannsrapport – avgangsprøva i engelsk 2006 for Telemark, 

Buskerud og Vestfold).  
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Bearing in mind that this chapter revolves around assessment and testing, an 

important issue is objectivity. When this exam was first introduced, several of my 

colleagues raised the question of whether reliability and objectivity were taken care 

of. The use of human raters is inevitable when we measure free language production, 

and this implies that there will always be elements of subjectivity. . With the discrete-

point trend of the 1960s and 1970s the extent of objectivity was higher, since the use 

of key-answer questions were more frequently used. In line with this we can say that 

there is a direct relationship between the test and the scores in objectively scored 

tests. Tests like multiple choice or cloze tests are scored objectively, that is without 

any kind of subjective assessment.  

The current exam on the other hand, with free writing production both in Part A and 

Part B is characterized by a more complicated assessment procedure. One word 

which is recurring is ‘judgement’. The teachers and examiners are supposed to use 

their own personal judgement when they assess a text or a set of tasks written by a 

pupil. And as we know we all have our own personal judgement, and there may 

actually be rather substantial variations. The use of human raters is necessary, but it 

entails some problematic issues, meaning that some teachers tend to be rather lenient 

with grades, while others are rather strict. This is not a new phenomenon, but a 

pupil’s text can actually be given the grade 3 by one teacher and 5 by another.  

In my opinion, a very important issue is to make sure that teachers of EFL should be 

sufficiently trained in assessment and testing. From my own experience and after 

talking to colleagues, it seems that there are many teachers who feel that they should 

have more practice and instruction in assessment. Furthermore, there should be a 

stronger focus on the interpretation of the evaluation criteria used at the final exam. 

Actually it is stated quite clearly in the guidelines for the final exam that both 

teachers and pupils should familiarize themselves with the criteria of the evaluation 

form. I will also discuss this issue in Chapter 8. 
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6.3 Testing practice of EFL in the lower secondary school 

The work as a teacher of EFL consists among other things of continuous testing of 

pupils’ knowledge and skills, and to give pupils feedback about their work. 

Traditionally teachers have spent hours correcting mistakes in spelling and grammar 

followed by a well formulated and pedagogical comment at the end of a pupil’s 

paper. The feedback teachers give to their pupils seem to vary considerably. Some 

focus on grammatical mistakes, some give only comments, some have a system of 

codes or abbreviations in the margins e.g. (sp = spelling mistake, gr. = grammatical 

error etc.) and some focus on content. Salient questions to ask are: “Do the pupils pay 

attention to the feedback they receive? To what extent is such correction helpful?” 

Research carried out in recent years has tried to address the problem, and the attitude 

to error correction is different today than it was only ten years ago. As noted before, 

L97 claims that errors can be see as signs of learning, and the focus on current 

assessment should be on communicative competence. However, although the syllabus 

both for the lower and the upper secondary school maintain that pupils should be 

assessed in terms of their overall communicative competence, my impression is that 

many teachers still focus mostly on surface level mistakes when they give feedback 

to their pupils.  

In the day to day work in the EFL classrooms, the teachers give their pupils 

continually feedback about their work, and the more the teachers have knowledge 

about assessment and testing, the more successful the feedback is. It is necessary that 

the teacher takes into consideration individual learner characteristics: level of 

proficiency, prior knowledge, motivation, needs and personal preferences (Bøhn in 

Språk og Språkundervisning 3/05:24). Furthermore, it is crucial to make sure that the 

pupils work systematically with their errors, and gain an insight into what the 

problem or problems are. 

The intention of feedback to the pupils is to improve the pupils’ written proficiency, 

and help them understand what they should work with in order to do so. Linguistic 

research will come up with new theories, and paradigms will change again 
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concerning error correction and feedback to pupils. However, the crucial point is 

whether the pupils understand what they have to do in order to be a more competent 

writer.  

6.4 The evaluation criteria used at the final exam 

An important tool for teachers and examiners is the evaluation form which is used at 

the final exam (See appendix no. 2) According to the guidelines for the examiners it 

is stated that: “This way the examiners will get an overview of the competence of the 

individual pupil which he/she needs in order to be able to give a total evaluation of 

the pupil’s answer. This form may also be useful when one examiner will share his 

views about the main objectives for a specific grade with his co-examiner” 

(Retningslinjer for sensur for sentralt gitt skriftlig avgangsprøve og eksamen 2006:2, 

my translation). 

The evaluation form is available both in Norwegian and English, and the examiners 

should start by sorting the pupils’ answers into the following categories: above 

average, average or below average. The evaluation form is divided into four major 

parts: ‘Comprehension’, ‘Content’, ‘Structure’ and ‘Language’, and each of these 

parts contain several criteria. In addition, the examiners will determine whether a 

pupil’s answer belongs in the category of ‘Fully’, ‘Partly’ or ‘Barely/No’. According 

to the examiners’ guidelines, the first and most important criterion of a good answer 

is that the pupil’s text communicates a message, and in order to communicate well 

the text must have relevant content, a clear structure and functional language.  

One of the criteria in the section of ‘Content’ is precisely: “Does the pupil 

demonstrate a willingness to communicate?” An interesting point with regard to this 

question is what makes a text communicate? I believe there will be different opinions 

about this among teachers and examiners. One issue, which may turn out to be quite 

crucial is the handwriting of some pupils which at best may be difficult to read. As an 

examiner it is frustrating to spend much time trying to interpret the handwriting of an 
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examinee, and in my opinion this may impair communication to a large extent. In the 

examiners’ guidelines there are comments to each of the different sections of the 

evaluation form, and with regard to ‘Content’ the guidelines state that: “A good 

language is not enough, if the pupil does not show an ability to develop content 

above the surface level. The examiner will credit pupils who, in spite of an answer 

containing many mistakes and deficiencies, show a willingness to solve the tasks “ 

(Sensorrettleiing Avgangsprøva i engelsk 2006:6, my translation).  

As for ‘Comprehension’, one of the criteria for the examiners is: “Have the pupils 

understood the techniques and conventions used in the text?” The way I see it, this is 

a difficult aspect to consider, and the use of personal judgment may lead to different 

opinions. It would have been interesting to comment on each and every one of the 

criteria of the evaluation form, but I have to concentrate on some of them due to the 

scope of this thesis.  

In the section of ‘Structure’, the criteria deal with genre requirements and with 

awareness of the reader. The focus on genre is strong in L97, as mentioned above, 

and the awareness of the reader is emphasized in the prevailing theory of the teaching 

of writing. As mentioned in Chapter 5, organizing a text is important and the use of 

paragraphs, linking words and phrases as well. The ideal situation is that the testing 

of writing reflects the teaching, thus the focus on these criteria should be emphasized 

by the teachers of EFL. The comments in the guidelines state clearly that: “The 

examiner must credit answers with a competent use of paragraphs and linking words 

and phrases”. Furthermore, it is noteworthy that the guidelines maintain that: “The 

examiner must be aware that genres may be flexible categories and not strictly 

defined frames for the texts” (Sensorrettleiing Avgangsprøva i engelsk 2006:6, my 

translation). 

The ‘Language’ section of the evaluation form contains criteria regarding the 

language being ambitious, idiomatic and accurate, and the examiner will also have to 

determine whether the language of a pupil’s answer is good enough to ‘get the 

message across’. Yet again, the individual examiners’ personal judgment may elicit 
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various evaluations of this question. The comments in the guidelines state that: “The 

examiner must evaluate whether the language contributes to conveying the message, 

or whether it impairs what the pupil wants to express. The examiner will credit pupils 

who are ambitious enough to use a more advanced language (choice of words, 

idiomatic language, variation etc.).” Furthermore, a point of particular interest, in my 

opinion, is the following: “It will always be a matter of discussion about what 

constitutes serious mistakes in English. The language is constantly changing and has 

many variations “(Sensorrettleiing Avgangsprøva i engelsk 2006:6, my translation). 

The teachers’ opinion of what constitutes serious mistakes in English may vary 

considerably and the degree of experience and practice of the individual teacher 

influences the way he/she deals with this issue.  

6.5 Evaluation of English with ICT 

The final exam in English with ICT has been arranged for some years now, and this 

exam has its own evaluation form. I will give a description of the final exam with 

ICT in Chapter 7, but I will look into the corresponding guidelines for evaluation in 

this section. The main objective of the exam with ICT is the same as with the 

traditional model, viz that it is the product on the day of the exam proper which will 

be assessed. The examiners’ guidelines state that the examiners must familiarize 

themselves with the tasks and the suggested links to the Internet in advance. It is the 

overall impression of the pupils’ answers which determine the grade, and like the 

traditional exam the free writing part should be emphasized. Roughly speaking the 

same criteria are used in the evaluation form of the exam with ICT as that of the 

traditional exam (See appendix 3). However, the section of ‘Comprehension’ is 

replaced by ‘Reference to sources on the web’.  

Some examiners were asked in advance to assess the exams with ICT, and although 

they do not need an advanced education in the use of ICT, they need to be generally 

updated and have relevant knowledge of these tests. It is to be regretted that the 
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experiences and results of the exam with ICT of 2005 and 2006 do not appear in the 

examiners’ report. Neither is there any separate report from the exam with ICT. 

6.6 Grades after the introduction of L97 

As noted on several occasions in this thesis, the main objective with the final written 

exam in English is that the pupils will get the opportunity to show their overall skills 

and competence in EFL. As teachers we would like our pupils to succeed, and obtain 

as good grades as possible. Hence, I find it pertinent to devote some attention to the 

distribution of grades at the final exam after the implementation of L97.  

One of the innovations at the outset of L97 was a new six-point scale of grading from 

1-6, with 6 as the best grade. Results show that grade 1 and 6 were scarcely awarded 

by examiners for example in 2002, nor were grades 2 and 5 used liberally. According 

to A.S. Langeland who has done some research in this area, grades 3 and 4 were the 

grades that examiners handed out in an overwhelming number of cases (Språk og 

Språkundervisning 1/03). The new scale replaced the old five-point scale with Sg 

(Excellent) at the top and Lg (Very weak) at the bottom. G (Good) was the average 

mark. The idea among my colleagues with the introduction of this scale was to 

compare 3 and 4 from the six-point scale with G (good) from the old. Naturally, the 

teachers all over the country needed some time to adjust to this new scale. 

The results for Telemark, Buskerud and Vestfold for 2005 and 2006 show this 

distribution: 
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2005 2006

6 3,40 % 2,70 %

5 13,70 % 16,70 %

4 29,40 % 30,50 %

3 34,20 % 33,90 %

2 15,90 % 13,40 %

1 3,40 % 2,70 %
 

Table 6.1 

In her master’s thesis referred to above, H.B. Lia argues that there has been no 

improvement in written examination result in Norwegian lower secondary schools 

since 1983 even after the introduction of new writing strategies (Drew 1997 in Lia 

2001:8). According to Drew writing has suffered as a consequence of the 

communicative approach to teaching, and occasional evidence points to the fact that 

this is the case in the upper secondary school as well.  

Statistics published at the web sites of the Board of Education show that there are 

small changes in the grades given in English over the last five years. 

Year The final written exam Grade at the end of the term

2001-02 3.5 3.7

2002-03 3.5 3.7

2003-04 3.6 3.7

2004-04 3.6 3.8
 

Table 6.2 

The stability of the average grades during these years indicates that the examiners 

have succeeded in forming some sort of a “community of interpretation” 

(tolkningsfellesskap). There has been, however, a tendency of an accumulation in the 

middle of the scale over the last three years, meaning that the grades 3 and 4 are more 

frequently used. A salient question however, is why so few pupils manage to get 

grades above average.  
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There are differences between the grades of girls and boys both with regard to the 

final written exam in English and in the grades received at the end of the term in the 

subject. Figures from the Board of Education show that the average grade for girls at 

the final exam of 2004 was 3.7 while it was 3.3 for boys. This is an interesting 

phenomenon, but I shall have to refrain from commenting any further on this issue at 

the moment. However, I believe this is an area of interest for educational research. 

6.7 Summing up of the two interviews 

In conclusion of this chapter I would like to sum up the two interviews I had with two 

examiners of English. The procedure of the interviews is described in Chapter 1, and 

a summary of the two interviews is included in appendix no. 4. The two examiners 

expressed that they both think that the exam is valid, and that the Free Writing part 

gives the pupils an opportunity to show what they know in English. They also 

claimed that the current assessment procedures are satisfactory concerning reliability 

and objectivity. The examiners I interviewed both maintain that teachers in general 

have far too little knowledge about the evaluation criteria which are used, and that 

more focus on practice in assessment and testing among teachers is needed. One 

salient issue on the part of the two examiners was the positive effect of using their 

personal judgement in assessing the exams, and they both confirmed that the exam 

influence the way they teach oral and written English.  
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7. A description of the exams from 2000 – 2006 

In the present chapter I will look more closely into the exam sets given from 2000 to 

2006. In order not to make this too extensive I have to pick out a selection of issues I 

want to address, and which are of relevance to my thesis. First I will focus on the 

content of the booklets and pay attention to the importance of the paintings and 

illustrations included. Secondly I will look into the tasks given in Part A, and devote 

some attention to the experience I gained as an examiner, with regard to task 4 Part A 

2006. Thirdly, I will also explore the tasks given in the Free Writing part in general, 

and with regard to genre awareness in particular. In doing so, I will focus on the 

aspect of cultural competence and text comprehension. I will also touch upon the 

choice of tasks. A main issue will be to discuss what aims are being tested and find 

out whether or not the exams have been in accordance with the prevailing syllabus. 

Finally, an area which has reached increased attention is the English exam with ICT, 

and I include a description of this type of exam in this chapter. I will provide 

examples from the exam sets which illustrate the issues I bring forth. 

7.1 Part A of the exam 

The exams given from 2000 and onwards differ from the previous exams in several 

ways, and I will point at these differences as I describe the exams. The exams consist 

of two main parts, as mentioned earlier, a Part A called Read and Relate, and a Part B 

called Free Writing. The instruction on the front page has been the same from 2000 

and to this year’s exam: 
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Figure 7.1 Introduction to the exam 

 

All the instructions are in English and the word ‘task’ is used instead of ‘exercise’ 

which was used previously. Part A consists of 4 tasks, and the pupils need to use the 

booklet in order to answer. The tasks in Part A may offer the pupils a choice between 

two questions. The instructions read that the pupils should write a paragraph or two in 

response to the tasks in Part A, and there has been some discussion over the years 

among teachers and examiners as to the length of a paragraph. This is not specified in 

the instructions. 

There are some words and expressions which are used repeatedly in the instructions 

to the tasks in Part A like for example: 

• Write a paragraph or two where you give reasons for your choice 

• Write a paragraph or two where you reflect upon this question 

• Choose the one you like best and give reasons for your choice 

• What do you think is the most important theme? Write a paragraph or two 
giving reasons for your answer 

• State your opinion on this topic 
 

As we can see, the pupils are asked to think for themselves, there are no right or 

wrong answers, and the pupils can choose whatever response they like, the only 

requirement is that they can communicate their message. It seems very clear that the 

teachers of the current EFL have an obligation to make sure that their pupils know 

how to state an opinion or to discuss a topic. The construction of a non-narrative text 
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demands that the pupils know how to build up their text, how to structure the 

arguments, and not let the pros and cons drop in on an impulse. As mentioned before, 

the exam is going to reflect the teaching of English during the three years of lower 

secondary school. The pupils should not encounter these requirements for the first 

time at the final exam. 

The tasks in Part A of these exams are to a great extent about making choices, which 

means that pupils have an option and do not have to write about something they want 

to avoid. Furthermore, the pupils are asked to identify themselves with characters in 

the booklet and give their opinion about important decisions, and to use their 

imagination and provide the solution to a problem. The principle of ‘real world’ tasks 

has been emphasized by the test designers of the exam according to L97, in the sense 

that the pupils are given a context or a situational description under which they are 

supposed to write. 

From 2004 and onwards, Part A and Part B were distributed on separate sheets. The 

reason for this was that the Exam Secretariat, which it was called at the time, had 

opened up for the use of a process oriented approach to writing at the final exam in 

English. The process oriented approach had gained ground in English as well as in 

the Norwegian school subject, and as a consequence the organization of the exam had 

to be somewhat different and including additional 90 minutes. 

7.2 The topics of the booklets 

I gave a rather extensive description of the structure of the exam in Chapter 3, hence I 

will address the issues of the tasks directly in this chapter. I find it relevant to explore 

the development of the exam since it was first implemented and to the last exam 

given. The booklet has a specific topic each year, and all the texts and illustrations in 

the booklet are more or less connected to the topic. The topics are supposed to be of 

interest and relevance to young people, and they also reflect the technological 
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development in society and relationship among people. The following table gives the 

topics as well as the number of pages in the booklets: 

Year Topic Pages

2000 We are the world, we are the future 19

2001 Times to remember 18

2002 Animals 16

2003 People's lives 24

2004 Shrinking the world 19

2005 Challenges 20

2006 Colours 20
 

Table 7.1 The topics of the exam sets from 2000 to 2006 and the number of 
pages 

The amount of text the pupils are supposed to read have been rather stable, except in 

2003, when the number of pages jumped to 24. The idea is that the booklet will serve 

as an inspiration for the pupils when they respond to the tasks, and be an incentive for 

the Free Writing part. Feedback from pupils and examiners indicate that the link 

between the texts in the booklet and the tasks given in the exam may be even 

stronger. To my experience, some pupils fail to see that the booklet is useful to them. 

It is a general assumption that the booklet is mostly needed in order to respond to task 

1 in Part A. This task is usually a task where the pupils are asked to recognize e.g. 

persons/characters in the booklet and link them to a text. Or to put it another way, it is 

a task to see if the pupils have read and understood the contents of the booklet and are 

able to sort out information. All pupils are able to respond to this task since they have 

the booklet, and this is regarded as a positive start of the exam. The phrasing of this 

task has varied over the years, but a typical example of task 1 Part A is the one from 

2001 below. 
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Figure 7.2 Part A - Task 1 - Final exam 10th grade 2001 

7.3 Pictures and illustrations 

The intention of the test designers was that the pictures and illustrations used in the 

booklet should be an inspiration to the pupils. The way I see it the pupils get the 

opportunity to use their creative and aesthetic sense, and be introduced to the work of 

artists they are not familiar with. An example of this is the American artist Norman 

Rockwell. His paintings are used in the booklets from 2000, 2001, 2003 and 2006 

and the title of the painting underlines the topic. 

Year Topic Title of painting

2000 We are the world, we are the future 'The Golden Rule'

2001 Times to remember ' Freedom from want'

2003 People's lives ' The Runaway' 1958

2006 Colours ' Girl at the Mirror' 1954
 

Table 7.2 Paintings used to illustrate texts in the booklet 

 

In the booklet from 2001 (Times to remember) one text is about ‘Summer Solstice’ 

and the illustration with this text is a painting by Severin Krøyer called ‘Sankthansbål 

på Skagens Strand’ from 1903. Likewise on the frontpage of the booklet from 2004 

(Shrinking the world) there is a painting by Michelangelo called ‘The hand of God 

(Detail from the Creation of Adam)’ from 1508-12. Other illustrations used are 
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cartoons with well known characters like Snoopy, Calvin and Hobbes and Baltus. 

There are photos of famous people like the Beckhams, Thor Heyerdahl, Gro Harlem 

Brundtland, Linn Ullmann and Fidel Castro, to mention some. Furthermore, there are 

photos of young people who our pupils can identify with and all the photos are in 

bright colours with an appealing lay out. The illustrations are put in the booklet to be 

used, and some of the tasks given reflect this.  

 

Figure 7.3 Part A - Task 1 - Final exam 10th grade 2003 

 

The task above from 2003 shows one approach to the use of the illustrations, and 

demonstrates that the tasks given are ‘open’ since the pupils may choose whichever 

illustration they want and give their own opinion. The answers cannot be considered 

right or wrong as long as the pupils give reasons for their answers. The examiners 

have to assess to what extent they have reflected about the question, and how they 

manage to communicate their opinion. The tasks of Part A, and also to a great extent 

the tasks of the Free Writing part, require that the pupils are able to express their 

opinions and thoughts about at text. This complies with the aim of L97 stating that 

the pupils should be given the opportunity to develop the ability to find their way 

around in English texts and to express what they experience in their encounters with 

those texts (L97 English version:239). 

7.4 Task 4 Part A - Preparation Day 

Due to the limitations set with regard to this thesis I have to confine the amount of 

aspects I bring up about the exams given. Thus I would now like to address the focus 
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in Part A on the use of the preparation day and booklet. By asking the pupils about 

the use of the preparation day, they will have to reflect upon the use of this day and 

how they work with the booklet. Besides, the responses from the pupils provide 

constructive feedback both for teachers, examiners and test designers.  

Both in 2005 and 2006 task 4 in Part A focused on how the pupils prepared for the 

exam, and my guess is that this task will be given one way or the other in the future 

as well. This task actually demands that the pupils have reflected upon how they 

worked on the preparation day and are able to put it into words. Two of my research 

questions focus on the use of the booklet and the preparation day before the final 

exam. Thus it was a fortunate coincidence for me when I chose to sign up as an 

examiner for 2006, because one of the tasks in Part A was about the use of the 

preparation day. The exact phrasing of task 4 was: 

 

Figure 7.4 Part A - Task 4 - Final exam 10th grade 2006 

 

This section is dedicated to analyzing and commenting on the answers to task 4 from 

the pupils’ papers I was assigned to grade. In order not to make this too 

comprehensive I had to make quite “rough” categories of the elements of the answers. 

My main objective was to look into what the pupils thought of the preparation day, 

and of the usefulness of the day. Not all pupils answered comprehensively, and did 

not say explicitly whether the day had been useful or not. However, it was possible to 

detect a tendency in what they said, and I found it most interesting reading. The way I 

see it, these findings may be of great importance to teachers and test designers alike. 

The total of pupils involved was 146. I have no way of knowing whether these are 
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boys or girls, since this material is confidential. The categories I used in analyzing 

pupils’ responses to task 4 were: 

Statements

I found the work useful

I don't know

I did not find it useful

I read the booklet one or more times

I got help from my teacher

I worked in groups/pairs

I worked individually

I took notes

The work helped me to find the answers to the tasks (especially task 1)

I used a grammar book

I read previous English tests, grammar/dictionaries

I looked up Internet sites (ref. from the booklet)

I got new ideas from others

The booklet got me thinking about colours

I listened to CD/watched the film " A few good men".
 

Table 7.3 A survey of the statements used in the findings of task 4 

 

Over half of the pupils expressed specifically that they found the preparation day 

useful, and some said it indirectly. Only a few thought that it was not useful, and I 

think that is encouraging with regard to the future of the preparation day. 

Furthermore, most pupils read the booklet one or more times, and that was by far the 

most common approach to the work on the preparation day. The number of pupils 

responding to the categories further down the list varies, but my impression is that 

pupils tried to use the learning strategies they found most useful.  

The main question in task 4 was how the pupils worked with the booklet during 

preparation day. As many as 104 students answered that they read the booklet one or 

more times. The number could vary from one to six times. There are several 
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approaches to the reading of the booklet, and these pupils’ responses give a good 

picture of the diversities. Only one pupil mentions listening to the texts on CD. This 

is also an option, especially for pupils who find a great amount of texts difficult to 

read. Some pupils say they discussed the texts in groups or pairs, and found that 

useful. However, as teachers we know that working in groups is not always to the 

benefit of all pupils. Not all pupils come to the preparation day ready to study and 

share with the others, so this can be a mixed experience.  

As noted above, one intention of the booklet is to give the pupils help and inspiration 

while they are working on the tasks of the exam. Quite a few pupils stated that they 

found the booklet useful, especially in connection with task 1 in Part A. These 

answers from the pupils give quite an indication as to how the preparation day was 

used, and what the pupils think is important. This is information of use for teachers 

and test designers alike. The majority of the pupils claimed that they read the booklet, 

and also that they tried to figure out what kind of tasks might be given, and thus how 

to best prepare for the exam.  

By and large I have to say that I found the answers from the pupils very informative 

for the research questions I have outlined earlier. Naturally I cannot conclude that I 

have the correct picture after grading 146 papers, but I still think it’s a good indicator 

of the state of affairs. It seems to me that many pupils use the preparation day the way 

it was intended, and that they acknowledge the usefulness of the day. 

7.5 Genre awareness in Part B 

One of the questions in my questionnaire to teachers is whether they are conscious of 

the different genres the pupils may encounter at the exam. As mentioned in Chapter 8 

L97 brings up the issue of genre awareness in the syllabus both for the 8th and the 

9th grade, and in the 10th grade it is stated that the pupils will work with texts of 

different genres and from different periods. The following is a survey of the genres 

used in part B from the 2000 exam until 2006. 
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Exams given from 
2000-2006

Booklet - topic Free written 
production

Genres used

- Letter to an editor
- personal text
- article
- essay
- text
- story
- article
- letter to an editor
- text
-story
- personal text
- manuscript for a speech
- review
- fairytale
- letter to an editor
- personal text
- story
- report
- a biography
- article
- personal text
- story
- letter
- mystery story
- personal text
- diary entry
- article
- story
- text
- story
- personal text
- diary
- article
- diary entry/ story/article
- story/fairy tale
- personal text
- letter
- text/story

2006 Colours 6 tasks

2004 Shrinking the world 7 tasks

2005 Challenges 6 tasks

2002 Animals 7 tasks

2003 People's lives 7 tasks

2000 We are the world, we are the 
future….

7 tasks

2001 Times to remember 6 tasks

 

Table 7.4 Survey of the genres asked for in the Free writing part from 2000-
2006 

 

I find it relevant to use examples from the exams given to illustrate how different 

genres are described in Part B, and I will start by looking into ‘article’ which is 

normally considered an ‘open’ genre. To illustrate how an article as a genre is 

introduced at the final exam, I will provide different examples: 
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Figure 7.5 Task 1 - Final exam 10th grade 2001 

 

This task challenges the pupils to reflect upon our Norwegian traditions like for 

example the 17th of May or our Christmas celebration, and then to communicate this 

to fictional readers. The task includes a cultural aspect as well. One of the aims of 

L97 is to present pupils with the opportunity to become acquainted with other 

cultures. Such insight lays the foundations for greater respect and tolerance, 

contributes to new ways of thinking, and broadens their understanding of their own 

cultural roots. (L97 English version: 237). In fact one of the criteria of the evaluation 

form which is used by examiners at the final exam is whether the pupils demonstrate 

cultural competence. I described this evaluation form in Chapter 6 above (See 

appendix no. 2) 

 

Figure 7.6 Task 2 - Final exam 10th grade 2003 

 

Task 2 above requires that the pupils demonstrate cultural competence. It requires 

both that the pupils know something about society in the United States, and that they 

can identify themselves with the person Waris Dirie.  
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The next genre to be discussed is ‘letter’ which is a quite frequently used genre since 

the introduction of this type of exam. Below there are two examples of this genre 

given from the year 2000 to 2006: 

 

Figure 7.7 Task 2 - Final exam 10th grade 2001 

 

 

Figure 7.8 Task 4 - Final exam 10th grade 2006 

 

One type of task given at several occasions is a letter to the editor of a paper or a 

magazine. In task 2 2001 above the pupils are asked to write a letter to the editor of 

The Times and comment on a letter already published in the newspaper. This means 

that they need to know what an editor is, and how to address such a person. 
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Furthermore, they need to be able to know how to express themselves in an objective 

manner, and discuss pros and cons with regard to the topic of the letter in question.  

As an examiner in 2006 I experienced that the letter which was asked for in task 4 

was not that easy to relate to. Out of about 148 pupils, only 11 pupils chose this task. 

The requirement of the task was a letter to the local bank (See task 4 2006 above). 

This means that the pupils need to know how to write a formal letter and that this is 

very different from a letter to a close friend. In my experience none of the papers I 

was assigned to grade responded to this task with a result above average. One 

explanation may be that they had never written a formal letter before, never applied 

for a loan and that their financial insight was limited. However, the fact that 11 pupils 

chose the task in question shows that some pupils are perfectly capable of responding 

to tasks like this in a successful way. 

7.6 The choice of tasks 

An interesting issue is always which tasks the pupils seem to favour at an exam. We 

have no way of knowing why they choose the tasks they do, and there may be a 

variety of reasons for individual choices. Personally I believe that the genre may be 

of secondary importance for pupils when they choose their free writing task. I think 

their first priority depends on whether a topic appeals to them or not, and whether 

they think they have enough to write about. The latter is often the crucial question. 

The number of genres to choose from is higher today than before L97 came into 

effect, but is this appreciated by the pupils? A good indication is the reports from the 

examiners’ report for 2005 and 2006.  

According to the one from 2005 the majority of the pupils chose task 3 and 4 in the 

Free Writing Part with task 4 as the big winner. The topic for the 2005 exam was 

‘Challenges’ and all the tasks ask the pupils to reflect upon the topic. In task 3 the 

pupils were asked to write a story or a diary, while in task 4 the requirement was a 

personal text. The examiners’ report for 2006 also showed that the pupils seemed to 
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favour some of the tasks. In my experience the same tendency is obvious when we 

use previous exams for practice, and tasks where the pupils are required to write a 

story in association with a picture are often popular. 

7.7 English with ICT 

I find it pertinent in this chapter to include a passage about the exam in English with 

ICT. In 2003 the Exam Secretariat opened up for the possibility of trying English 

with ICT, but there have actually been schools which has done research on this and 

tried it since 1999. Ever since 2003 there has been a gradual increase in the number 

of pupils passing their English exam with ICT. The figures from the Board of 

Education show that the number of pupils using English with ICT is increasing. In 

2005 about 480 pupils passed this exam nationwide, whereas as many as 1000 pupils 

did so in 2006.  

The exam with ICT has the same goal as the traditional one, which is to enable the 

pupils to show their overall competence in English. The ICT model is quite different 

from the traditional model in the sense that the pupils are asked to find information 

on the Internet. The topic is also different in the two types of exams. The exam with 

ICT emphasizes the pupils’ ability to show how well they understand English, how 

well they know how to use it by writing themselves, as well as reflect upon the 

contents of texts, illustrations and topic. Furthermore the guidelines for 2006 state 

that this year’s exam focus on learning strategies, and includes more technological 

possibilities; sound, animation and film. On a par with the traditional exam, it is the 

product of the day of the actual exam which is to be assessed, but this day is a natural 

extension of the preparation day. Obviously, the preparation day must be organized 

differently with the ICT model.  

 According to the new curriculum which is in the process of being implemented, the 

demand for digital competence is increasing in society. The consequence is probably 

that the ICT model will gain ground, and presumably replace the current exam. The 



 83

ICT exam has its own group of test designers, just like the traditional exam. 

According to the leader of this group, Per Aage Krekling, the most important purpose 

of an exam is to enable the pupils to show their competence of English, not to 

disclose what they do not know. The day of the exam is meant to be a day where the 

pupils feel that they have accomplished something. For several of our pupils the use 

of ICT may motivate them to work even better with the subject. Young people today 

are very competent regarding ICT, and by teaching and guiding them we may enable 

them to use ICT as a tool and an inspiration to learn EFL.  

One very important objective is that the exam is going to reflect the teaching of 

English. Consequently the use of ICT at the final written exam of English has to be 

taught systematically so that the pupils involved know what is required of them. This 

should be a process involving teachers, pupils and headmasters in due course. It is 

also a good idea to inform the parents either in writing or at a PTA meeting about the 

elements of the exam.  

Finally I want to look briefly into one of these exams to show what they are like. The 

teachers are expected to find all the information necessary on the Board of 

Education’s web pages, and download it from there. The preparation day is used in 

the same way as the traditional exam meaning that the pupils can work individually 

or in groups or pairs, and they may use a memo sheet just like the others. However, 

the pupils have to give reference to the sources they have used on the Internet and 

write them on the memo sheet. The pupils will not have access to the Internet on the 

day of the exam.  

The exam with ICT contains two tasks, Task 1 which corresponds to some degree to 

Part A of the traditional exam, and Task 2 which is a Free Writing part. In the latter 

pupils will have to choose both genre and title of the task themselves, but the tasks 

should be related to the topic of the exam. Due to the scope of this thesis I cannot 

describe the exam with ICT in detail, but the important issue is that pupils who pass 

their exam in English with ICT must have practiced sufficiently before the exam. 
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7.8 Summing up 

In this chapter I have looked into a number of tasks given at the final exam from 2000 

to 2006. The overall aim of the test designers is that the pupils should be given the 

opportunity to use the language as a means of communication. There is a variety of 

tasks both in Part A and in Part B, and the pupils are able to make choices. The tasks 

are mainly ‘open’ in the sense that the teachers and examiners are required to use 

their personal judgement in order to assess the pupils’ answers. The tasks may also be 

challenging to the pupils, and a number of them require maturity and a great extent of 

text competence on the part of the pupils. Furthermore, I have devoted much of this 

chapter to the discussion of the answers from pupils regarding task 4 2006, where the 

issue of the preparation day was brought forth. The aims tested are in accordance 

with L97 the way I see it, both with regard to genre awareness, cultural competence 

and the pupils’ ability to find their way around English texts and express what they 

experience in their encounters with these texts. I have also given a description of the 

English exam with ICT, and looked into the structure of this compared to the 

traditional exam. 
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8. The findings of my survey 

As mentioned in the introduction of this thesis, an important part of it would be to 

analyze and comment on the findings of the questionnaire I made and handed out to 

teachers in my area of the country, the municipalities of Skien and Porsgrunn. I had 

to make use of a convenience sample, meaning that I simply used all the teachers 

available who had some experience with the exam after the implementation of L97. 

The number of teachers in my target group was 82, and I have to admit that I had to 

make a number of phone calls, and send a number of e-mails to get the questionnaires 

back. I had originally set a dead line, but maybe teachers as a group are a bit hard to 

convince, because it took considerably longer time before I finally got them back, and 

then only half of them. Thus this is not a representative sample as such, but I believe 

that these findings still reflect a good view of what this group of teachers think about 

the final exam and their role in it.  

Hence, I am grateful to those who took time to answer my questionnaire and thus 

contribute to my work with this thesis. To use a questionnaire is a quantitative 

approach to the collection of data, and it gives a picture of what a number of people 

think about a certain issue or issues. Compared to a qualitative approach like an 

interview, a quantitative study cannot give the same rich and detailed data, and since 

as in my case it is not representative we cannot draw the conclusion that the findings 

of the sample can apply to the whole population. However, it represents the views 

and opinions of my colleagues, and I find it interesting to comment on these results. 

My main objectives were to find out what my fellow teachers think about this exam, 

and their own role in it.  

The teachers also play an important part on the preparation day, and I wanted to look 

into whether the practice among teachers differs from school to school and from 

teacher to teacher. For the purpose of this thesis I cannot comment on all the 

questions to the teachers, but the total results of the survey are to be found in 

appendix no. 5. The alternatives on the reply forms were: I totally agree – I agree – I 
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agree to some extent – I don’t agree – I don’t know. The questionnaire sent to the 

teachers were in Norwegian but is translated into English in the following. I refer to 

the guidelines for the final exam in the circular sent out for 2006, and all the quotes 

are translated by me, and are to be found from page 9 – 11 in (Vedlegg til 

informasjon om skriftlige avgangsprøver i grunnskolen våren 2006). 

8.1 Results and comments on the questions to the 
teachers 

Every year the Board of Education sends out circulars to the schools informing them 

of the final written exam in English. The teachers are supposed to study the 

instructions and familiarize themselves with the guidelines for the exam. There have 

only been small changes over the last years. It is stated in the circular that the 

preparation day and the day of the actual exam should be a natural consequence of 

the teaching throughout the school year (Vedlegg til informasjon om skriftlige 

avgangsprøver i grunnskolen våren 2006: 9, my translation). 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

2. I teach my pupils on this day, 
and suggest what they 
should do in relation to the 
texts.

20 % 26% 28 % 26 % 0 % 0 %

 

Table 8.1 

 

These are very interesting figures since the instructions from the Board of Education 

are as follows:  

The teacher will be present to motivate, inspire, guide, answer questions and he may 

also ask questions to help the pupils in their work (Vedlegg til informasjon om 

skriftlige avgangsprøver i grunnskolen våren 2006: 9, my translation). 
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The question is whether this instruction is specific enough? Obviously it is not, since 

as many as 20% say that they actually teach the pupils on this day. Once again from 

my own experience, I know that there are different practices among my colleagues, 

which means that the interpretation of the instruction may be different from one 

teacher to another. It is my impression that some teachers still are a bit uncertain as to 

what their role should be on the preparation day. This will also depend on how the 

pupils have been taught during their time in lower secondary school. Has the teacher 

been teaching to the exam? Do the pupils know what to expect? Do they have 

sufficient practice in reading? Have they used this exam model for practice in 

previous grades, or did the teacher just introduce it in the 10th grade? Are the pupils 

used to work independently? I believe all these questions are relevant in connection 

with these findings, and most importantly they indicate to what extent the final exam 

is in accordance with the way we teach our pupils. Some pupils will definitely need 

more help on a day like this, and the intention is that all pupils will have the help and 

guidance they require.  

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

7. In my experience the pupils 
work well and in a systematic 
manner on the preparation 
day.

4 % 13% 61 % 22 % 0 % 0 %

 

Table 8.2 

 

“The pupils may work with the booklet for 3-5 hours on the preparation 
day. They can discuss and reflect upon the contents of the texts, pictures 
and illustrations. Together they can find topics, study the way the texts 
are constructed and what literary means are used. They can work with 
associations given by the booklet and find questions/topics related to 
the texts and pictures” (Vedlegg til informasjon om skriftlige 
avgangsprøver i grunnskolen våren 2006: 9, my translation). 
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As we know our pupils are different, and they work in different ways, just like we do 

as adults. Some pupils show up at school and have read the booklet very well in 

advance, and others have just looked at it briefly or not at all. Thus, they will have 

different points of departure for their work on the preparation day. For some of our 

pupils the preparation day is important, and they feel they have to make the best use 

of it. Others may feel that they would just as soon prepare themselves at home, and 

do it the way they feel best suited for them.  

Hence, I believe some teachers have the impression that some pupils come to school 

on the preparation day, and just ‘hang out’ and talk about other things than the texts 

in the booklet. However, if you add the three first columns of answers to question 7, 

as many as 78% of the teachers say that they agree to some extent or more, and I 

believe that gives a realistic picture of the situation. In my opinion I believe that the 

way this is organized you will always experience that a number of pupils do not use 

the day as it was intended, while others go home feeling that this was useful. I think 

one can also assume that the outcome of this day depends on the extent of maturity 

on the part of the pupils, and to what extent they are used to take responsibility for 

their own learning. By and large it is safe to say that the more the pupils are used to 

working with this type of exam, and the more they have practised during lower 

secondary school, the more they will benefit from the preparation day. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

11. In my experience the pupils 
make good use of the 
booklet, and this is reflected 
in the texts they write.

0 % 7% 67 % 26 % 0 % 0 %

 

Table 8.3 
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“The tasks given on the day of the exam are divided into Part A and 
Part B. In Part A there will be tasks related to the understanding of 
reading and tasks where the pupils e.g. can express how they react to 
the different texts or give their opinions on the language used in the 
texts. In Part B the pupils are asked to write a longer text. The tasks 
will be connected to booklet, and the work done by the pupils before the 
exam will help them in their actual writing, even if not all the texts are 
directly linked to one or more of the texts” ( Vedlegg til informasjon om 
skriftlige avgangsprøver i grunnskolen våren 2006: 9, my translation). 

 

This will be an area open to judgement on the part of the teachers, also depending on 

to what extent they have studied the booklet themselves. In my experience as a 

teacher and now also as an examiner, the pupils feel that they mainly need the 

booklet for the work with the tasks in Part A. As can be seen from table 8.3 above, 

only a few teachers agree to the statement, and no one expresses that he/she totally 

agrees. However, it may be difficult to say specifically whether the booklet has been 

useful for the pupils or not, and that this is reflected in the texts they write. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

12. I recommend my pupils to 
use a memo sheet at the 
exam.

67 % 30% 0 % 0 % 0 % 2 %

 

Table 8.4 

 

I have quoted from the guidelines for the exam concerning the use of memo sheet in 

Chapter 3. It is encouraging to see that most of the teachers actually recommend the 

use of the memo sheet, but this is an area where there is room for improvement. As 

an examiner I discovered that the use of memo sheets varied immensely between 

pupils, classes and schools. Quite a number of pupils handed in blank papers, while 

others had written an extensive amount of information related to the texts on the 

memo sheets. Some classes had obviously worked together with the memo sheet, 

since they were almost identical. Furthermore, some pupils had written a few key 
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words about the texts or associations they might have to the topic. I must admit 

however, that I found it quite alarming that a small number of pupils actually had 

written down the conjugation of the verb ‘to be’ on their memo sheet and nothing 

else. The way I see it, to make the memo sheet a useful tool, the pupils have to be 

taught how to write down the information they need, and practise the skill of taking 

notes. Teachers do not always control the memo sheets on the preparation day, and I 

believe that some pupils are left to fill in this sheet the way they see fit. In my 

experience as an examiner I noticed that the variations among schools were quite 

substantial with regard to the memo sheet, and the Board of Education should 

emphasize that all schools follow the same guidelines.  

At this point I would like to refer to a very interesting article about this topic, written 

by A.S. Langeland called ‘Memo Sheets in Written Exams: A lost opportunity’, 

(Språk og Språkundervisning 1/03). Langeland addresses the issue of memo sheets in 

the written exam and she analyzed data from the exams in the spring of 2002 from 

five school classes in lower secondary schools in the Southern region of Norway. In 

her article she claims that she initially expected pupils to embrace the new practice 

with enthusiasm, but to her surprise she found that less than half of them did so. The 

overall picture she gained was that many good ways of using the memo sheets 

existed, but pupils who made full use of the opportunities the memo sheets provided 

were indeed rare. She also questions whether the emphasis the Board of Education 

places on the discussion side of preparation has unwittingly undermined the potential 

of the memo sheet. Furthermore, she maintains that according to her study pupils 

seem to regard the memo sheet as a peripheral matter in relation to preparation for 

their exams. Langeland thinks that there is room for improvement especially by 

helping pupils structure the preparation time and by raising their awareness about 

how the booklet and memo sheets can empower them. She also suggests that teachers 

should focus more on learning strategies amongst their pupils to enable them to make 

better use of the memo sheets. The article was written in 2003, and her hope is that 

this valuable exam aid will be exploited more fully in the future. There is no way of 

knowing if the outcome had been the same if a similar survey had been carried out 
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today. However, in my point of view I think her opinions are still very relevant, and 

that schools need to focus more on the advantages of using the memo sheets through 

a long-term process of consciousness raising. The skill of taking notes in English 

whether for exam purposes or for other reasons is well worth practising. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

14. The final exam influences 
the way I usually teach 
written and oral English.

0 % 28% 48 % 24 % 0 % 0 %

 

Table 8.5 

 

One of the examiners I interviewed, Carl Magne Isaksen (See appendix no. 4) 

answered very promptly that the final written exam indeed influences the way he 

teaches EFL in his class during the year. And I believe that is the case with many 

teachers. The ‘washback’ effect from testing to teaching is a well- known 

phenomenon, and I have touched upon it above. This way teachers and pupils can 

familiarize themselves with the type of tasks given both in part A and part B. The 

topic of the exam is different every year though, but the pupils will know what is 

required of them. As mentioned above the instructions for the exam state specifically 

that the preparation day and the actual writing on the day of the exam proper should 

be a natural consequence of the teaching during the school year, and the test 

designers’ intention was that the exam should be seen as the end of a three year 

course where the pupils should be familiar with all the elements of the final exam 

during this time.  

I assume that all the teachers who have answered my questionnaire have their 

individual approach to this question, and some may feel that they have a good 

balance in their teaching, using both the text book, and teaching for the exam. It is 

somewhat alarming though that 24% say that the exam does not influence their 

teaching during the school year, because it means that their pupils will not have the 
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same point of departure before the exam as pupils with teachers who take advantage 

of the ‘washback’ effect. There seems to be a need for consciousness raising on 

behalf of the teachers in this area, and our goal should always be to enable our pupils 

to succeed to the best of their abilities, which in this case means to provide them with 

the necessary information about the final exam and the way it is designed and offer 

them the knowledge and practice they need to achieve the best result possible. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

15. I am concerned about the 
fact that my pupils will have 
sufficient knowledge about 
the different genres they 
encounter at the written 
exam.

22 % 50% 26 % 2 % 0 % 0 %

 

Table 8.6 

 

Ever since the implementation of L97, the pupils have been faced with a greater 

variety of genres at the final exam. In previous years the focus was more on the 

writing of narrative texts, but with L97 and the strong emphasis on communication, 

the variety of genres has been more prominent. Traditional literary genres like short 

stories, fairy tales, articles, letters and diaries are used, in addition to more ‘open’ 

genres like speech, biography, personal text, story or simply text. It is stated in the 

examiners’ guidelines that the examiners must be open minded and regard the genres 

as flexible categories, and not as strictly defined frames for the texts. As for the genre 

‘personal text’, it is meant to be like an essay and has similar characteristics. 

However, the original test designers of this exam wanted to avoid the use of the 

concept ‘essay’ on the ground that this is a demanding genre for this age group. 

Consequently, if we compare the exam from 2006 with the one given twenty years 

ago, we can see that the changes are substantial. From a more rigid demand for a 

composition or essay, the pupils today may choose between a number of genres. 

Furthermore, several of the tasks actually have a multiple choice of genres; the pupils 
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may choose i.e. a diary entry, a story or an article. At this point I find it pertinent to 

look into the teachers’ point of view when it comes to the teaching of genres. The 

focus on genres has been stronger in the Norwegian school subject than in the 

English. However, over the last decade, and especially after the implementation of 

L97 the focus on genres has increased, and it is also emphasized more strongly in the 

syllabus in all three years in lower secondary school.  

From the figures in table 8.6 above, one can safely say that the teachers participating 

in this survey are conscious of the fact that their pupils need information and 

knowledge about the different genres they may be asked to write at the final written 

exam. I find the issue of the choice of tasks interesting and as an examiner grading 

papers I made a quantitative study, showing the distribution of the tasks. There were 

148 papers written by the pupils, but two of them had not written the number of the 

tasks on their papers so I have not included them. 

Task - genres Number 

Task 1 - Diary entry/story/article for a school magazine 45 pupils

Task 2 - Story/fairy tale 21 pupils

Task 3 - Personal text 53 pupils

Task 4 - Letter to a local bank 10 pupils

Task 5 - Text/  Story 12 pupils

Task 6 - Personal text  5 pupils
 

Table 8.7 

 

I discussed the issue of genres more closely in chapter 7 where I analyzed the exams 

given from 2000 and to 2006. 
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I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

16. At my school previous 
exams are used for practice 
in the 10th grade.

70 % 26% 2 % 2 % 0 % 0 %

 

Table 8.8 

 

This question is in line with number 14 above, but question 16 shows that the 

‘washback’ effect is relevant here. Once again when commenting on the findings of 

this questionnaire, I find it useful to link it to my own experience. At my school we 

have used previous exams for practice for several years. It is practical and convenient 

to be able to use already existing exams for practice, and it is a definite advantage 

that the pupils can practise for their exam while teachers can practise assessing this 

exam. As can be seen from table 8.8 above, the majority of the teachers involved 

claims that they follow this practice. However, I believe the figures would have been 

different if the question had been whether they use it for practice from the 8th grade 

onwards. This can be seen below. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

17. I regard this exam as the 
end of a 3-year course and 
use the exams, or part of the 
exams as practice from the 
8th grade onwards.

15 % 13% 37 % 35 % 0 % 0 %

 

Table 8.9 

 

There is a significant difference between table 8.8 and 8.9 and the difference shows 

quite clearly that the intention of the test designers that this exam should be used for 

practice from 8th grade onwards is not in accordance with the views of the teachers in 

the present survey. The reason why a number of teachers only use it for practice in 
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the 10th grade may be that they find it too difficult for the pupils in the 8th grade. I 

sympathize with this view to a certain extent, but there is room for adaptation to make 

it more suitable for the younger pupils. In my experience as an English teacher in the 

lower secondary school, I think that a lot of pupils have little practice in written 

English when they enter lower secondary school. They have only written short texts, 

or part of texts, and they have little or no practice with anything other than narrative 

texts. To present them with a previous exam at the end of term in the 8th grade would 

then be far too difficult, and this is where the adjustment is necessary. The idea is that 

it is possible to use parts of the exam for practice, and not use the whole booklet and 

all the tasks. As teachers we can pick out texts we think may be appropriate for our 

pupils in the 8th grade, and pick out tasks accordingly. By following this procedure it 

is possible to see the exam as the end of a 3 year course where elements of the exam, 

and finally the whole exam, are well known to our pupils. In my opinion teachers of 

English at the same school should discuss how to use previous exams, to obtain a 

similar practice. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

18. I'm concerned about the fact 
that my pupils get good 
practice in reading strategies 
so that they may 
comprehend the texts in the 
booklet as well as possible.

15 % 48% 30 % 4 % 2 % 0 %

 

Table 8.10 

 

This final exam model is said to be testing the pupils’ overall competence in English. 

It is a written exam, but it is also a testing of reading competence. Hence, reading 

practice is of great importance. For some pupils getting a booklet of about 20 pages 

to read can be a quite an ordeal. The teacher plays an important part in encouraging 

the pupils to read extensively, and the more practice the pupils have in reading, the 

better equipped they are for succeeding at the final exam. According to table 8.13 
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above, there is room for improvement to make all pupils more familiar with 

appropriate reading strategies. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

19. In my experience teachers 
have sufficient knowledge 
and practice in assessment 
and testing.

0 % 11% 17 % 72 % 0 % 0 %

 

Table 8.11 

 

What these figures confirm is that educational authorities should take this issue 

seriously. As much as 72% of the teachers asked claim that they don’t agree with the 

statement above. With the implementation of L97 we had some information about 

evaluation criteria, and there have been some possibilities to attend a course from 

time to time on the basis of personal initiative. However, it is my impression that 

some teachers still use the system they have always used, and focus on the correct 

application of rules of grammar in writing. In my opinion practice in assessment and 

testing should be a subject of its own in teachers’ training programs, and also in 

teacher related studies at universities and colleges.  

All teachers should have a minimum of practice in assessing pupils’ texts, and 

standardized forms with evaluation criteria should be used i.e. the examiner’s 

guidelines for the final exam. Anyway, the figures in table 8.11 above show clearly 

that this is an area in need of further research, and this is a responsibility for the 

educational authorities. There should be at least one person with examiner’s 

experience at every school, and preferably more than one. 
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I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

20. It is important for me to let 
my pupils make their own 
grammar book, and let them 
work with it on a regular 
basis from the 8th to the 
10th grade.

37 % 41% 17 % 2 % 0 % 2 %

 

Table 8.12 

 

This is an area with material for a thesis alone, and I believe that teachers differ in 

their opinion of the use of grammar books. I don’t think I would be very wrong in 

saying the there are many different opinions about what a grammar book should 

contain, and whether or not one should use it altogether. What is a grammar book? In 

English as a school subject we may use the names ‘grammar book’ and ‘pupils’ 

book’. The pupil’s book is meant to be a pedagogical tool in the teaching process 

during the school year. The use of personal notes and finding support while working 

is a normal procedure, and the intention is that the pupils will encounter an exam 

model which is as close to real life as possible. 

As can be seen in table 8.12, only 37% of the teachers claim that they think it is very 

important to work with a pupil’s book from the 8th grade. Furthermore, not very 

many think that their pupils benefit from using this book on written tests and on the 

final exam. A pertinent question to ask is why. Why don’t teachers think that their 

pupils benefit from using a pupil’s book? Do they fail to see that this is a very useful 

tool for the pupils? Are they a bit uncertain themselves as to what to put in the pupil’s 

book? The most crucial question is, in my opinion, to what extent they teach their 

pupils how to use it? You cannot expect an 8th grader to put in whatever he feels like, 

neither a 10th grader for that matter if he has no experience with it. This has to be 

taught, and the teacher has to guide his pupils, and start by telling them what to put 

in. Learning how to use a pupil’s book takes time, and this time has to be taken from 

other activities teachers find more pertinent. As a consequence, some pupils actually 
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never have the option of using one at the exam. On a par with the memo sheet, the 

starting point for pupils regarding the exam will be different depending on what their 

teachers find it useful to spend time on. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

22. I use an evaluation form 
when I mark written tests in 
the 10th grade.

37 % 24% 24 % 15 % 0 % 0 %

 

Table 8.13 

 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

24. My pupils are familiar with 
the criteria which are used at 
the final exam.

20 % 35% 37 % 7 % 0 % 2 %

 

Table 8.14 

 

As a teacher it is always exciting and interesting to see the results when your own 

pupils have passed an exam. Are the grades in concord with the grades you have 

given for the final term grade? If they are, you think that you have been rather 

fortunate. If your own grades as a subject teacher and those of the examiner diverge 

to a great extent, you may question your own ability to grade correctly. However, 

there is of course a difference between what pupils manage to achieve during a whole 

term, and what they actually perform in one day. You may have a good or a bad day, 

but throughout a whole term you have a better chance to show what you actually are 

capable of.  

One salient issue in this connection is the evaluation form used at the exam. If you 

use this form yourself as a teacher throughout the lower secondary school, and you let 

your pupils become familiar with it, they know which criteria they will be assessed 
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by. Moreover, then they know that an examiner will assess them in the same way as 

their teacher does, and focus on the same criteria. The way I see it, this is an 

advantage for the pupils. However, many self made evaluation forms exist among 

teachers around the country, and to my knowledge there is no order telling teachers to 

use one particular form. However, as noted above the teachers are required to 

familiarize their pupils with the evaluation criteria used by the examiners at the final 

exam. Thus teachers should feel obliged to follow these regulations, but according to 

the figures in the tables above this is not necessarily the case. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

26. I use process oriented 
approach to writing in 
English in my class, and 
would also like to use it at 
the final exam..

13 % 7% 20 % 54 % 4 % 2 %

 

Table 8.15 

 

As mentioned before pupils are subject to their teacher’s preference for teaching 

methods. I dealt with the POW in Chapter 5. Some teachers embrace this model, 

while others have no intention of trying it. According to the figures in the table above 

as much as 54% of the teachers asked claim that they would not use POW at the final 

exam, while 40% of the teachers agree or agree to a certain extent. And it is the 

teacher’s prerogative to choose whether or not he would let his pupils work with a 

process oriented approach to writing. The guidelines of the exam state that pupils 

may use POW at the final exam, and that the time allotted may be extended with 90 

minutes. Furthermore, the schools are obliged to find convenient, practical solutions. 

This is also an area of discussion in relation to the exam. Do the pupils who use POW 

benefit from this in their writing, and do the results reflect this? To my knowledge the 

answer to these questions is unknown. First of all there is no record in the Board of 

Education to this effect, and as examiners we do not know specifically which pupils 
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or schools that have used POW. One of the examiners I interviewed maintained that 

he believes that POW has a positive effect on the pupils’ texts. On the other hand 

some teachers claim that writing is an individual and private activity, and that we 

should not impose this method on all pupils. Not everybody feels comfortable sharing 

their thoughts and feelings with others, and what they have written is only meant for 

the teacher/examiner. The idea of reading his/her own text aloud to a group of peers, 

may seem frightening and pupils with low self-esteem will find this difficult, if not 

impossible. We know for a fact that teenagers from 13-16 are in the most vulnerable 

phase of their lives when it comes to exposing themselves to the opinions of their 

peers.  

 It would be interesting to know the reasons why teachers differ so much in opinion 

about this, but the fact remains that the use of POW at the final exam requires that the 

pupils have practised using it during the lower secondary school. 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

27. At my school we have tried 
English with ICT at the final 
exam.

9 % 0 9 % 78 % 4 % 0 %

 

Table 8.16 

 

I totally 
agree

I agree I agree to 
some 
extent

I don't 
agree

I don't 
know

Blank 

28. I would like to try English 
with ICT at the final exam.

26 % 33% 17 % 11 % 9 % 4 %

 

Table 8.17 

 

As can be seen from the figures above 78% of the teachers has not tried English with 

ICT on the final exam, but as much as 76% agree to a large or a smaller degree that 
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they would like to try it. In the guidelines for the exam it reads: “Schools may choose 

to arrange the exam in English with ICT. These tests may be found on the Internet, 

and they are of a different nature than the ordinary exam. A prerequisite is that the 

schools have the necessary equipment to carry through an exam with ICT, and that 

the pupils have practised working with this model” 

 (Vedlegg til informasjon om skriftlige avgangsprøver i grunnskolen våren 2006:10, 

my translation). 

This short passage is of great importance to those who really want to try an 

alternative exam model. The current situation is that three exam models exist side by 

side, when we take into consideration the current model, the process oriented 

approach and English with ICT. Salient questions are who chooses which model to 

use at the different schools? Does the head master have the final word? Are the 

teachers allowed to express their wish? Many schools do not have the necessary 

equipment for it. Furthermore, teachers need to be competent in the use of ICT, and 

know how to arrange such an exam. The way I interpret the figures in tables 8.16 and 

8.17 above is that several teachers would like to try English with ICT at the final 

exam if they were given the chance. Some schools are fortunate to have competent 

teachers who both have a genuine interest in working with ICT, and have an 

additional competence in it, while other schools are far worse off. In addition there 

must be an understanding within the administration at schools that they want to invest 

money in necessary equipment. And as we know, the situation in the different 

municipalities in Norway varies to a great degree depending on economic resources 

available. Thus in order to make this an offer for all schools there are a lot of 

improvements to be made and money to be spent. When all schools, no matter where 

they are situated have a real choice of using English with ICT at the final exam, we 

may say that we have a fair situation. 
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8.2 The use of PC as a tool for writing at the final exam 

“Schools that have classes or groups of pupils who have used PC in their education, 

and who thus want to use PC as a writing facility at the final exam in the lower 

secondary school should be given the opportunity to do so. Pupils may refrain from 

using a PC“(LS-05-2003:1, my translation). The computer may have installed a word 

processing program and a correction program. The pupils are not allowed to bring 

their own computer to ensure that there is no additional help with the tasks. There are 

no specific directions in the examiner’s guidelines as to how to evaluate the typed 

exam papers, and I was a bit puzzled as an examiner as to how to deal with this. It is 

definitely an advantage to be able to use a PC, especially when it comes to editing the 

text, deleting, adding and not to mention using a correction program. At the 

examiners’ meeting there was some discussion regarding the length of the text. The 

free writing part requires two to four pages, but as we know two handwritten pages is 

not the same as two typed pages. There should be more accurate guidelines for this in 

the future. Furthermore, the directions for the exam of 2006 has a point saying that 

the use of PC as a tool for writing requires letter 12 or 14 and line spacing 1,5 

distance. As it turned out several schools had not taken this seriously, and had not 

checked that the pupils followed these directions. A suggestion is that these directions 

are specified sufficiently at the exam so that there will be no doubt as to what applies 

for the handwritten and the typed exam paper respectively. 
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9. Conclusion 

In the present chapter I will sum up the major finding of the previous chapters. I 

presented my research questions in Chapter 1, and I will deal with them in due course 

below. The choice of topic for this thesis has grown out of an interest on my part in 

the current arrangement of the final exam in English, and the ‘new’ practice which 

was implemented after L97. It is my conviction that teachers as a group should be 

asked from time to time about their opinions concerning their work, and the final 

exam is certainly a very important issue with relevance for most activities in the 

teaching of English as a school subject in the 10th grade. One syllabus succeeds 

another, and this is also the case with the final written exam. After almost a decade 

the school community in Norway was ready for a new syllabus, and the future of the 

final exam is not yet known.  

My main objectives were to look into the practice of the exam. I have outlined the 

directions from the test designers in detail in Chapter 3, thus I do not find it necessary 

to quote them again at this point. My first question was to what extent the use of the 

preparation day is in accordance with its intention. The intention was, as mentioned 

in Chapter 3 to create an exam where the pupils should be given the opportunity to 

demonstrate and use their text competence.  

The plan was that the administration at the schools should be responsible for planning 

the work at the preparation day, and the teachers should be present to guide and give 

advice, not to teach. The initial direction from the educational authorities was that the 

attendance at the preparation day was optional, but this was changed along the way, 

and the preparation day currently means mandatory attendance for the pupils. 

However, there is an offer to the pupils to stay on at school after the three mandatory 

lessons, but in my experience very few do. 

I base my findings mainly on the data I collected in the survey I carried out in relation 

to teachers, from the interviews with two examiners, and on my own experience both 



 104 

as a teacher and an examiner. In order for the preparation day to function as it was 

intended, the teachers have to feel that they know and recognize their own role at the 

preparation day. I know for a fact that the practice among my colleagues vary from 

one teacher to another, and the figures from my survey also show that more than half 

of the teachers asked find the instructions for the preparation day explicit and easy to 

relate to, whereas the rest do not, and thus the practice on the examination day may 

not be in accordance with the intention (See question 1 in appendix no. 5). 

The further findings of my survey reveal that there is not a 100% consensus among 

the teachers asked whether they teach or not on this day and this may be an indication 

that some find it difficult to abandon their usual teacher role. More than half the 

teachers think that the pupils work well and in a systematic manner on this day, and 

that is also the impression of the two examiners I interviewed. Another important 

issue concerning the preparation day is that the pupils should have been taught the 

necessary strategies to make use of this day, in the sense that they have worked 

systematically with learning strategies and self directed learning. This is in line with 

L97 where the pupils should be a more active part in the learning process themselves.  

My next research question was whether the booklet serves as an inspiration or a 

source of problems for the pupils. According to my findings, and the experience I 

have gained personally through the years after this exam was implemented, the 

booklet may be both an inspiration and a source of problems. First of all, the idea of 

the booklet as a pre-writing activity is in line with the communicative and meaning 

oriented approach to writing which is the prevailing theory of writing in EFL. The 

majority of the teachers asked answer that they think the pupils make good use of the 

booklet; however, as much as 26% of them says that they do not agree with this. The 

examiners asked maintain that they think the pupils benefit from using the booklet, 

and that this is reflected in the texts they write.  

However, the source of problems I referred to in my question is that the booklet is 

taxing to read for pupils who have not acquired good reading strategies, and who find 

reading 20-23 pages prior to the exam very difficult. I know from personal 
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experience with my own pupils that this may be the case, and it seems like this aspect 

of the exam is also recognized in the upper secondary school, especially in the 

vocational courses. An important effect of the reading of the booklet is that the pupils 

make use of a top-down approach to reading, which I dealt with in Chapter 4, and 

that the pupils may benefit from the cognitive processes involved in reading. As I will 

show in my further discussion, the role of the teacher is of vital importance regarding 

the reading of the booklet, as well as with regard to other aspects of the exam.  

It is stated clearly by the test designers that the testing of English should reflect the 

teaching, and this applies both to the traditional exam model and the exam with ICT. 

The teacher of EFL of the 10th grade feel that time is limited with regard to both the 

oral and the written exam. The third research question focus on the way English is 

taught during lower secondary school and to what extent the exam influences the 

teaching. Ideally the teaching of English should provide the pupils with necessary 

strategies both in reading and writing in order to succeed at the final exam. An 

intention from the test designers was to regard this exam as the end of a three year 

course, and let the pupils be familiar with all the aspects of the exam, including the 

criteria of the evaluation form. The tables 8.6, 8.8, 8.9 and 8.10 in Chapter 8 all deal 

with the teaching of EFL and the influence it has on the final exam.  

I have discussed these tables above, thus I will just briefly comment on them at this 

point. Not all teachers in my survey agree that the final exam influences the way they 

teach oral and written English, and from my personal experience I know that is the 

case. Most teachers in my survey agree that they are concerned with the teaching of 

genres, and hopefully the focus on genres will gain more ground in English as a 

school subject in the future. The ‘washback’ effect is strong regarding the use of 

previous exams for practice, but this applies mostly to the 10th grade. The figures in 

table 8.10 about the focus on the teaching of reading strategies show that there should 

be more emphasis on the reading of the booklet.  

The examiners I interviewed answered that the exam without doubt influences the 

way they teach English, and that they think it is important to focus on the skills the 
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pupils will be tested in at the exam. My impression is that there is an increasing 

interest for the principle that the testing should reflect the teaching; however, I think 

that several teachers have to change their teaching practice to be more in accordance 

with the testing practice. One issue of vital importance is to teach the pupils how to 

reflect upon a text, and express their opinions regarding a definite topic. One can 

safely conclude that the more we as teachers know about the exam, and the theory of 

CLT, the more we let the exam influence our teaching.  

The issue of study facilities like the grammar book and the memo sheet is an under 

researched area the way I see it, and this assumption was confirmed by the findings of 

my survey. One reason why the pupils only benefit from using these to a small extent 

is that they do not use them, thus they cannot benefit from them. My own experience 

as an examiner, supported by the data collected from the interviews is that many 

pupils handed in blank memo sheets. There was a large variation from carefully 

filled-in memo sheets, to those that contained some casual notes, and to those which 

actually were blank. The figures from my survey show that there are different 

opinions among the teachers concerning the issue of study facilities, and the 

examiners I interviewed feel that this is an under exploited area as well.  

As noted above, the pupils must work with the grammar books in a careful and 

structured way from the 8th grade onwards, monitored by the teacher, if it is going to 

have a positive effect on the production of written texts. Furthermore, in order to 

make use of the memo sheet, the teachers must focus on how the memo sheets can 

empower them. According to Langeland what might easily have been a godsend has 

clearly been only a partial success (Språk og Språkundervisning 1/03). My 

conclusion on this research question will be the same as hers, and the practice of the 

use of grammar book and memo sheet will have to undergo a substantial change in 

the years to come in order to be beneficiary for the pupils.  

Do all pupils get the opportunity to show what they can do in the language? This is 

the intention of the test designers, and the major change compared to previous exams 

is that the tasks of the exam give the pupils an opportunity to answer well or less well 
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and not correct and wrong. According to one of the examiners I interviewed this is 

also his impression. The exams before L97 were more concerned with a detailed 

registration of scores than of enabling the pupils to express themselves in more 

‘open’ tasks. The idea is that the day of the exam should be a day where the pupils 

feel they have accomplished a task, and the reading of the booklet and the work at the 

preparation day is parts of this task. All pupils can write something, and as long as 

they have the booklet available and use it, they may get the information they need, 

and find answers to the tasks of Part A.  

An area which has reached increased attention is the use of PC as a writing tool, and 

many pupils in fact used this at the exam of 2006. Experience from teachers and 

pupils alike show that pupils benefit from using a PC, and even pupils who normally 

find it difficult to write in English benefit from using it. It is easier to edit a text on 

the PC and rewrite parts of the text. In classes using POW at the final exam the use of 

PC is a very useful tool. Thus, one of the challenges for the lower secondary schools 

in Norway in the next few years is to be able to give all pupils an opportunity to use 

PC at the final exam.  

My final research question was to what extent the examiner’s task has changed after 

L97. There were some reactions after the implementation of the current exam 

concerning reliability and objectivity, especially with the strong emphasis on personal 

judgement on the part of the examiners. The current exam is part of the integrative 

testing paradigm, and it was considered that this testing could easily be a subjective 

process because of the focus on judgement. On the other hand, objective tests, tests 

which were scored mechanically, were often regarded as more reliable.  

The current evaluation form used by the examiners was introduced in 1999, and the 

most obvious difference is the use of verbal comments instead of scores as in the 

previous forms. In her thesis L.M. Hjelmtvedt has compared evaluation forms before 

and after L97, and she has also looked into the examiners’ reactions to the exam sets 

and evaluation guidelines given from 1990 to 2004. She maintains that the 

introduction of more ‘open’ tasks, and hence, more subjective assessment has caused 
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distress among the examiners (Hjelmtvedt 2004:99-100). The data I collected by 

means of the interviews show that the main difference between the examiners’ task 

before and after L97 is the focus on personal judgement on the part of the examiner. 

Some will say that this is a problem, and they may miss the scores which made it easy 

to decide whether an answer was right or wrong. On the other hand, many examiners 

welcome the opportunity to shift the focus from negative features in the text to a 

more personal approach where the pupils’ communication skills are emphasized.  

The two examiners I interviewed express clearly that they do not believe they have 

difficulties giving each pupil an objective assessment, and my own experience as an 

examiner is that the grades I suggested accorded to a large extent with those of my 

co-examiner. However, some comments in the final report from the examiners of 

2006, suggested that there still are some objections to and uncertainties concerning 

the criteria of the evaluation form, and I believe not all of them are equally easy to 

relate to. One salient point is that the teachers should use these criteria systematically, 

in order to be familiar with them, and the pupils should know them too. In my 

opinion, all teachers should be obliged to use them to ensure a common platform of 

assessment.  

My final conclusion will be that the exam according to L97 is in harmony with the 

communicative and meaning oriented theory of teaching, and the pupils are given the 

opportunities to show their skills of EFL. After six years of using the current exam, 

most teachers have become familiar with the different elements of the exam. 

However, there are aspects of the exam which should be improved e.g. a more 

homogenous practice of the preparation day. As to teaching, more focus on reading 

strategies throughout the lower secondary school is called for. Furthermore, teachers 

should be more aware of the different approaches to writing, e.g. the POW and give 

the pupils an opportunity to practise it from the 8th grade onwards. An under 

exploited possibility is the use of grammar books and memo sheets, and teachers 

should definitely face to this challenge and contribute to an effective use of these 

study facilities. 
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The evaluation forms changed after L97, and the view of assessment changed as well, 

as noted above. However, as far as I have been able to find out, many teachers feel 

that they have not kept up with the changes, and have far too little competence in 

assessment. The teachers asked in my survey and the examiners I interviewed, 

express that this is a neglected area, and more competence is needed. As expressed in 

the interviews, one way of acquiring more competence is by signing up as an 

examiner, but sadly many teachers feel that there is too much pressure in their work 

already, and there is no room for additional tasks. This is clearly a challenge for the 

educational authorities.  

Through the work with this thesis I have been able to look into some areas of the final 

exam which I find very relevant and interesting. I wanted to find out what my fellow 

teachers thought about the issues I presented, and the figures of my survey confirm 

what I initially believed to be the current situation, namely that the practice among 

teachers with regard to the final exam vary to a great extent. I cannot claim that this is 

representative for all teachers of EFL. However, I believe it to some extent gives a 

reliable picture of the present situation, and it may be a signal to the educational 

authorities both locally and nationally that they should ensure that teachers follow the 

same practice. An educated guess is that the current exam will be subject to change in 

a few years in line with the implementation of the new syllabus K06. The focus on 

digital competence is increasing, and the exam will reflect this. Today’s practice with 

three different models at the final exam will probably be replaced by an exam with 

ICT for all pupils. It is of vital importance that the teachers of EFL will get the 

necessary skills and practice in relation to assessment in order to give their pupils the 

best preparation for the final exam. 
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Appendices 

Appendix 1. Introduksjonsbrev til lærere 

 

Figure 9.1 
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Appendix 2. Evaluation form for English 

 

Figure 9.2 
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Appendix 3. Skjema for vurdering av oppgåva i engelsk – 
IKT 

 

Figure 9.3 
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Appendix 4. Summary of the interviews with two examiners 

 

Figure 9.4 Page 1 
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Figure 9.5 Page 2 
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Appendix 5. Questionnaire with results 

 

Figure 9.6 
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