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LECTURE 1. INTRODUCTION. PRINCIPLES OF LANGUAGE ASSESSMENT

Plan:
1. Practicality;
2. Reliability;
3. Validity;
4. Authenticity;
5. Washback.

Glossary: practicality, reliability, validity, content-related evidence, criterion-
related evidence, construct-related evidence, authenticity, washback, test taking
strategies.

Introduction

This lecture explores how principles of language assessment can and should be
applied to formal tests, but with the ultimate recognition that these principles also
apply to assessments of all kinds. How do you know if a test is effective? For the
most part that question can be answered by responding to such questions as:
Can it be given within appropriate administrative constraints?
Is it dependable?
Does it accurately measure what you want it to measure?

These and other questions help to identify 5 cardinal criteria for “testing a test”:



practicality, reliability, validity, authenticity and wash-back. We will look at each
one.
1.1. Practicality.
An effective test is practical. This means that it:
1 isnot expensive;
2 stays within appropriate time constraints;
3 iseasyto administer;
4 hasa scoring or evaluation procedure that is specific and time-efficient.

A test that is expensive is impractical. Practicality is determined by the teacher’s
and students’ time constraints, costs, administrative details, and to some extent by
what occurs before and after the test. To determine if a test practical for your
needs, you may want to use the checklist below.

Practicality checklist

. Are administrative details clearly established before the test?

. Can students complete the test reasonably within the set time frame?
Can the test be administered smoothly, without procedural “glitches”?
Are all materials and equipment ready?

Is the cost of the test within budgeted limits?

. Is the scoring/evaluation system feasible in the teacher’s time frame?

. Are methods for reporting results determined in advance?
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1.2. Reliability.

A reliable test is consistent and dependable. If you give the same test to the
same student or matched students on two different occasions, the test should yield
similar results. The issue of reliability of a test may best be addressed by
considering a number of factors that may contribute to the unreliability of a test.
You should consider the following possibilities: fluctuations in the student, in
scoring, in test administration and in the test itself.

Student-related reliability. The most common learner-related issue in
reliability is caused by temporary illness, fatigue (fa'ti:g - yct asoct b), a “bad
day”, anxiety, and other physical or psychological factors, which may make an
“observed score” deviate from one’s “true” score. Such factors as a test-taker’s
“test-wiseness” or strategies for efficient test taking are also included in this
category.

Rater reliability. Human error, subjectivity and bias (baiss - yksiioH) may enter
into the scoring process. Inter-rater reliability occurs when two or more scorers
yield inconsistent scores of the same test, possibly for lack of attention to scoring
criteria, inexperience and inattention.

Intra-rater reliability is a common occurrence for classroom teachers because
of unclear scoring criteria, fatigue, bias toward particular “good” and “bad”
students or simple carelessness. ].D.Brown mentioned: “The careful specification of
an analytical scoring instrument can increase rater reliability”.

Test administration reliability. Unreliability may result from the conditions in
which the test is administered. Sometimes we witness the administration of a test
of aural comprehension because of street noise outside the building, students
sitting next to windows can’t hear the tape accurately. Other sources of
unreliability are found in photocopying variations, the amount of light in different




parts of the room, variations in temperature and even the conditions of desks and
chairs.

Test reliability. Sometimes the nature of the test itself can cause measurement
errors. If a test is too long, test-takers may become fatigued by the time they reach
the later items and respond incorrectly. Timed tests may discriminate against
students who don’t perform well on a test with a time limit. We all know people
who “know” the material perfectly but who are adversely affected by the presence
of a clock ticking away.

Thus, reliability applies to both the test and the teacher. Test and test
administration reliability can be achieved by making sure that all students receive
the same quality of input, whether written or auditory. Part of achieving test
reliability depends on the physical context, that:
every student has a cleanly photocopied test sheet;
sound amplification is clearly audible to everyone in the room;
video input is visible to all;
lighting, temperature, noise and other conditions are equal for all students;
objective scoring procedures leave little debate about correctness of an
answer.
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1.3. Validity.

The most complex criterion of an effective test and the most important
principle is validity. It is the extent to which inferences made from assessment
results are meaningful and useful in terms of the purpose of the assessment. We
will look at 5 types of evidence below.

1. Content-related evidence. This form of evidence relates to the content of the test.
If a test samples the subject matter about which conclusions are to be drawn, and if
it requires the test-taker to perform the behavior that is being measured, it can
claim content-related evidence of validity. You can identify it if you can clearly
define the achievement that you are measuring. Consider the following quiz on
English articles for learners.

2. Criterion-related evidence is a second form of evidence of the test validity. It is
the extent to which the “criterion” of the test has been reached. Classroom-based
assessment with teacher-designed tests fits the concept of criterion-referenced
assessment. In such tests, specified classroom objectives are measured, and implied
predetermined levels of performance are expected to be reached.

3. Construct-related evidence is a third kind of evidence that support validity. A
construct is any theory, hypothesis or model that attempts to explain observed
phenomena in our universe of perceptions. “Proficiency” and “communicative
competence” are linguistic constructs, “self-esteem” and “motivation” are
psychological constructs. Construct validity is a major issue in validating large-
scale standardized tests of proficiency. Because such tests must adhere to the
principle of practicality.

4. Consequential validity encompasses all the consequences of a test including such
considerations as its accuracy in measuring intended criteria, its impact on the
preparation of test-takers, its effect on the learner, and the social consequences of
a test’s interpretation and use.

5. Face validity means that the students perceive the test to be valid. Face validity
will be high if learners encounter:
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a well-constructed, expected format with familiar tasks;

a test that is clearly doable within the allotted time limit;
items that are clear and uncomplicated;

directions that are crystal clear;

tasks that relate to their course work;

a difficulty level that presents a reasonable challenge.

As already noted above, content-validity is a very important component in
achieving face validity.
In evaluating a classroom test teachers should consider following test-taking
strategies:

Before the Test

3.
4.
5.
6.

Cive students all the information you can about the test: Exactly whse
the test cover? Which topics will be the most important? What kind «
items will be on it? How long will it be?

Encourage students to do a systematic review of material. For examp
they should skim the textbook and other material, outline major poir
write down examples.

Cive them practice tests or exercises, if available.

Facilitate formation of a study group, if possible.

Caution students to get a good night’s rest before the test.

Remind students to get to the classroom early.

During the Test

1. After the test is distributed, tell students to look over the whole test g
in order to get a good grasp of its different parts.

2. Remind them to mentally figure out how much time they will need f
each part.

3. Advise them to concentrate as carefully as possible.

4. Warn students a few minutes before the end of the class period so th
they can finish on time, proofread their answers, and catch careless |

After the Test

1. When you return the test, include feedback on specific things the sti
did well, what he or she did not do well, and, if possible, the reasor
your comments.

2. Advise students to pay careful attention in class to whatever you say
the test results.

3. Encourage questions from students.

4. Advise students to pay special attention in the future to points on wt

they are weak,
1.4. Authenticity.

A fourth principle of language testing is authenticity, a concept that is a little
slippery to define, especially within the art and science of evaluating and designing
tests. Bachman and Palmer define authenticity as the degree of correspondence of
the characteristics of a given language test task to the features of a target
language task. In a test, authenticity may be present in the following ways:

1
2
3

The language in the test is as natural as possible.
Items are contextualized rather than isolated.
Topics are meaningful for the learner.

4 Some thematic organization to items is provided, such as through a story



line or episode.

5 Tasks represent real-world tasks.

The authenticity of test tasks in recent years has increased noticeably. Two or
three decades ago, unconnected, boring, contrived items were accepted as a
necessary component of testing. Things have changed. It was once assumed that
large-scale testing could not include performance of the productive skills and stay
within budgetary constraints, but now many such tests offer speaking and writing
components. Reading passages are selected from real-life sources that test-takers
are likely to have encountered or will encounter. Listening comprehension sections
feature natural language with hesitations, white noise and interruptions. More and
more tests offer items that are “episodic” in that they are sequences to form
meaningful units, paragraphs or stories.

1.5. Washback

A facet of consequential validity, discussed above is the effect of testing on
teaching and learning, otherwise known among language-testing specialists as
washback. In large-scale assessment, washback refers to the effects, the tests have
on instruction in terms of how students prepare for the test.

Another form of washback that occurs more in classroom assessment is the
information that “washes back” to students in the form of useful diagnoses of
strengths and weaknesses. Washback also includes the effects of an assessment on
teaching and learning prior to the assessment itself, that is, on preparation for the
assessment.

Finally, washback also implies that students have ready access to you to discuss
the feedback and evaluation you have given. While you almost certainly have
known teachers with whom you wouldn’t dare argue about a grade, an interactive,
cooperative and collaborative classroom can promote an atmosphere of dialogue
between students and teachers regarding evaluate judgments. For learning to
continue, students need to have a chance to feed back on your feedback, to seek
clarification of any issues that are fuzzy, and to set new and appropriate goals for
themselves for the days and weeks ahead.

Thus, the 5 principles of practicality, reliability, validity, authenticity and
washback go a long way toward providing useful guidelines for both evaluating an
existing assessment procedure and designing one on your own. Quizzes, tests, final
exams and proficiency tests can all be scrutinized through these 5 lenses.

Suggested Literature:

LECTURE 2. DESIGNING CLASSROOM LANGUAGE TESTS

Plan:

1. Test types.

2. Some practical steps to test construction.

3. Scoring, grading and giving feedback.

Glossary: language aptitude tests, language proficiency tests, placement tests,



diagnostic tests, achievement tests, test construction, test specification, scoring,
grading, giving feedback, multiple-choice test items.

In this lecture, you will draw on the foundations and tools to begin the process
of designing tests or revising existing tests. To start that process, you need to ask
some critical questions:

What is the purpose of the test?

What are the objectives of the test?

How will the test specifications reflect both the purpose and objectives?
How will the test tasks be selected and the separate items arranged?
What kind of scoring, grading and feedback is expected?

These 5 questions should form the basis of your approach to designing tests for
your classroom.

2.1. Test types.

The first task you will face in designing a test for your students is to determine
the purpose for the test. Defining your purpose will help you choose the right kind
of test, and it will also help you to focus on the specific objectives of the test. We
will look first at two test types that you will not have many opportunities to create
as a classroom teacher - language aptitude tests and language proficiency
tests - and three types that you will certainly need to create - placement tests,
diagnostic tests and achievement tests.

Language Aptitude Tests. A language aptitude test is designed to measure
capacity or general ability to learn a foreign language and ultimate success in that
undertaking. Language aptitude tests are ostensibly designed to apply to the
classroom learning of any language. Two standardized aptitude tests have been
used in the USA: the Modern Language Aptitude Test (MLAT-1958) and Pimsleur
Language Aptitude Battery (PLAB-1966). Both are English language tests and
require students to perform a number of language-related tasks. Because of
limitation LAP are seldom used today.

Proficiency Tests. A proficiency test tests overall ability. Proficiency Tests have
traditionally consisted of standardized multiple-choice items on grammar,
vocabulary, reading comprehension and aural comprehension. Sometimes a
sample of writing is added, and more recent tests also include oral production
performance. A typical example of a proficiency test is the Test of English as a
Foreign Language (TOEFL) produced by Educational Testing Service and IELTS
(The International English language testing system). In the case of some
proficiency tests, ‘proficient’ means having sufficient command of the language for
the particular purpose.

Placement Tests. Placement tests are intended to provide information that will
help to place students at the stage of the teaching programme most appropriate to
their abilities. Typically they are used to assign students to classes at different
level. A placement test includes a sampling of the material to be covered in the
various courses in a curriculum.

Diagnostic TestsA diagnostic test is designediagnose specified aspects of a language. Such
kind of tests are used to identify learners’ stthag@nd weaknesses. A test in pronunciation, famgte, might diagnose the
phonological features of English that are diffidoit learners and should therefore become partoofriaculum. Usually, such
tests offer a checklist of features for the adntiatsr (often the teacher) to use in pinpointinfiiclilties. A writing diagnostic
would elicit a writing sample from students thatuleb allow the teacher to identify those rhetorigadl linguistic features on
which the course needed to focus special attention.

A typical diagnostic test of oral production waeated by Clifford Prator (1972) to accompany a nahntiEnglish




pronunciation. Test-takers are directed to reafiGavtord passage while they are tape-recorded. 88tetiministrator then
refers to an inventory of phonological items foalgming a learner's production. After multiple éistng, the administrator
produces a checklist of errors in five separategmies, each of which has several subcategorfesnigin categories include:

stress and rhythm;
intonation;
vowels,
consonants, and

. other factors.
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Achievement Tests. An achievement teds related directly to classroom lessons, unitgwvan a total
curriculum. Achievement tests are (or should bejtéd to particular material addressed in a culwicuwithin a particular time
frame and are offered after a course has focuseleoabjectives in question.

The specifications for an achievement testlkhbe determined by:
« the objectives of the lesson, unit, or course besgessed,;
« the relative importance (or weight) assigned tdhezgective;
¢ the tasks employed in classroom lessons duringrtfteof time;
« practicality issues, such as the time frame fotéiseand turnaround time;
» the extent to which the test structure lends itsefbrmative washback.
Achievement tests range from five- or tenuménquizzes to three-hour final examinations, \eithalmost infinite variety of
item types and formats. Here is the outline foridtenm examination offered at the high-intermediatel of an intensive
English program in the United States.

Section A. Vocabulary
Part 1 (5 items): match words and definitions
Part 2 (5 items): use the word in a sentence

Section B. Grammar
(10 sentences): error detection (underline or circle the error)

Section C. Reading comprehension
(2 one-paragraph passages): four short-answer items for each

Section D. Writing
respond to a two-paragraph article on Native American culture

2.2. Some practical steps to test construction.

New and innovative testing formats take afaffort to design and a long time to refine ttgburial and error.
Traditional testing techniques can conform todpiit of an interactive, communicative languageiculum. Your best tack
as a new teacher is to work within the guidelinesozepted, known, traditional testing techniq®swly, with experience,
you can get bolder in your attempts. In that sptinién, let us consider some practical steps istcocting classroom tests.

1. Assessi ng Clear, Unambiguous Obj €ectiVes. In addition to knowing the purpose of the test you’
creating, you need to know as specifically as dssihat it is you want to test OU ShOU|d)egin by taking a careful

look at everything that you think your studentsidtidknow" or be able to "do" based on the matehat the students are

responsible for. In other words, examine ¢hgectives for the unit you are testing.

Selected objectives for a unit in a low-intermediate integrated-skills course



Form-focused objectives (listening and speaking)
Students will
1. recognize and produce tag questions, with the correct grammatical fo
and final intonation pattern, in simple social conversations.
2. recognize and produce wh-information questions with correct final
intonation pattern.
Communication skills (speaking)
Students will
3. state completed actions and events in a social conversation.
4. ask for confirmation in a social conversation.
5. give opinions about an event in a social conversation,
6. produce language with contextually appropriate intonation, stress, an¢
rhythm.
Reading skills (simple essay or story)
Students will
7. recognize irregular past tense of selected verbs in a story or essay.
Writing skills (simple essay or story)
Students will

8. write a one-paragraph story about a simple event in the past.
9. use conjunctions so and because in a statement of opinion.

2. Drawi ng Up Test Specifications. Test specifications for classroom use can be alsienmd practical
outline of your test.

Speaking (5 minutes per persan, previous day)

Format: oral interview, T and S

Task: T asks questions of S (objectives 3, 5; emphasis on 6)
Listening (10 minutes)

Format: T makes audiotape in advance, with one other voice on it

Tasks:  a. 5 minimal pair items, multiple-choice (objective 1)

b. 5 interpretation items, multiple-choice (objective 2)

Reading (10 minutes)

Format: cloze test itemns (10 total) in a story line

Tasks:  fill-in-the-blanks (objective 7)
Writing (10 minutes)

Format: prompt for a topic: why | liked/didn’t like a recent TV sitcom
Task: writing a short opinion paragraph (objective 9)

These informal, classroom-oriented specifices give you an indication of

« the topics (objectives) you will cover;

« the implied elicitation and response formats femis;
» the number of items in each section;

« the time to be allocated for each.

3. Devisi ng Test Tasks. vour oral interview comes first, and so you drafegtions to conform to the
accepted pattern of oral interviews. You begin and with non-scored items designed to set studgrease, and then
sandwich between them items intended to test tfm:tvlzeﬂe\/el check) and a little beyoniprObE).



A. Warm-up: questions and comments.
B. Level-check questions.
1. Tell me about what you did last weekend.

2. Tell me about an interesting trip you took in tastlyear,
3. How did you like the TV show we saw this week?

C. Probe.
1. What is your opinion about? (news event)

2. How do you feel about ? (another news event)
D. Wind-down: comments and reassurance

In revising your draft, you will want to ask youlfssome important questions:

Are the directions to each section absolutely @lear

Is there an example item for each section?
Does each item measure a specified objective?

Is each item stated in clear, simple language?
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Does each multiple-choice item have appropriateatitors: that is, are the wrong items clearlgvg and yet
sufficiently "alluring" that they aren't ridiculolyseasy?

o

Is the difficulty of each item appropriate for yatudents?

4. Designing M ultiple-Choice Test |tems. multiple-choice items are extremely difficult tosign
correctly. Hughes (2003, pp. 76-78) cautions agamumber of weaknesses of multiple-choice items:

« The technique tests only recognition knowledge.

« Guessing may have a considerable effect on testsco
« The technique severely restricts what can be tested
« ltis very difficult to write successful items.

« Washback may be harmful.

¢ Cheating may be facilitated.

2.3. Scoring, grading and giving feedback.

Scoring.

As you design a classroom test, you mustidensiow the test will be scored and graded. Yaoriag plan reflects
the relative weight that you place on each seaiwhitems in each section. How do you assign sgaarthe various
components of this test?

Because oral production is a driving forcgdur overall objectives, you decide to place moegght on the speaking (oral
interview) section than on the other three secting minutes is actually a long time to spend ione-on-one situation with a
student, and some significant information can keaeted from such a session. You therefore desigh@ipercent of the grade
to the oral interview. You consider the listenimglaeading sections to be equally important, bahesd them, especially in this
multiple-choice format, is of less consequence tharoral interview. So you give each of them g2&ftent weight. That
leaves 20 percent for the writing section, whicénsg about right to you given the time and focusvadting in this unit of the
course.

Your next task is to assign scoring for edemi This may take a little numerical common sehséjt doesn't require a
degree in math. To make matters simple, you deoiti@ve a 100-point test in which

1 the listening and reading items are each wogbigts.

2 the oral interview will yield four scores rangingin 5 to 1, reflecting fluency, prosodic featur@s;uracy of the
target grammatical objectives, and discourse apjat@mess.

3 the writing sample has two scores: one for grammechanics and one for overall effectiveness ofiieesage, each

ranging from 5 to 1. AgairtO achieve the correct weight for writing, you willulde each score and add them, so
the possible total is 20 points.



Here are your decisions about scoring your test:

Percent of Possib]

Total Grade Cor
Oral Interview 40% 4 scores,5to 1l range X2 = ¢
Listening 20% 10 items @ 2 points each = |
Reading 20% 10 items @ 2 points each =
Writing 20% 2 scores, 5 1o 1 range X 2
Total 1

Grading

Your first thought might be that assigningdgs to student performance on this test wouldabg gust give an "A"
for 90-100 percent, a "B" for 80-89 percent, and sa\mt.so fast! Grading is such a thorny issue. How gssign letter grades
to this test is a product of

the country, culture and context of this Englitdssroom;

institutional expectations (most of them unwrijte

explicit and implicit definitions of grades thatu have set forth;

the relationship you have established with tHass;

student expectations that have been engendepédvious tests and quizzes in the class.
We will have full information about gradidgring LECTURE 9.

Giving Feedback

A lecture on scoring and grading would notbmplete without some consideration of the form/fich you will
offer feedback to your students, feedback thatwant to become beneficial washback. You might chdogeturn the test to
the student with one of, or a combination of, ahthe possibilities below:
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1. aletter grade.
2. atotal score.
3.  four sub-scores (speaking, listening, readinging)
4. for the listening and reading sections.
a. an indication of correct/incorrect responses
b. marginal comments
5.  for the oral interview.
c. scores for each element being rated
d. a checklist of areas needing work
e. oral feedback after the interview
f. a post-interview conference to go over the tssul
6. onthe essay.
o} scores for each element being rated
h. a checklist of areas needing work

i marginal and end-of-essay comments, suggestions
j- a post-test conference to go over work
k. a self-assessment
on all or selected parts of the test, peer dhgabf results.
8. awhole-class discussion of results of the test.
9. individual conferences with each student toeemhe whole test.

In this lecture, guidelines and tools were provitieénable you to address the five questions pas#te outset: (1) how
to determine the purpose or criterion of the t@&thow to state objectives, (3) how to design Bjpetions, (4) how to select
and arrange test tasks, including evaluating tkeses with item indices, and (5) how to ensure apipate washback to the
student. This five-pan template can serve as anpadis you design classroom tests.
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LECTURE 3. ASSESSING LISTENING AND SPEAKING

Plan:

Basic types of listening

Designing Assessment Tasks: Intensive Listening.

Designing Assessment Tasks: Responsive Listening.

Designing Assessment Tasks: Selective Listening.

Designing Assessment Tasks: Extensive Listening.

Glossary: importance of listening, basic types of listening, designing assessment
tasks, intensive listening, responsive listening, selective listening, extensive
listening, note-taking, editing, retelling, interpretive tasks.

Introduction. The Importance of Listening
Listening has often played second fiddlesaounterpart, speaking. In the standardizedhgstidustry, a number of
separate oral production tests are available,thsirare to find just a listening test. One reafwrthis emphasis is that listening
is often implied as a component of speaking. Hould¢gou speak a language without also listening&didition, the overtly
observable nature of speaking renders it more écafiir measurable then listening.
Every teacher of language knows that onespsoduction ability is only as good as one'slighg comprehension ability.
We therefore need to pay close attentioisterling as a mode of performance for assessméneiolassroom. In this

lecture,we will begin with basic principles and types stéining, then move to a survey of tasks that camsbd to assess
listening.
1. Basic types of listening

As with all effective tests, designing appiefr assessment tasks in listening begins witlspleeification of
objectives, or criteria. Those objectives may lassified in terms of several types of listeninggrenance. Think about what
you do when you listen. Literally in nanosecontig, following processes flash through your brain:

1. vou recognize speech sounds and hold a temporagyifit" of them in short-term memory.

2. You simultaneously determine the type of spea@nt (monologue, interpersonal dialogue, trangaatidialogue)
that is being processed and attend to its contexd the speaker is, location, purpose) and theecomf the
message.



3. You use (bottom-up) linguistic decoding skiliedéor (top-down) background schemata to bring agitde
interpretation to the message, and assiHrt@f al andintended meani NQ to the utterance.

4. In most cases, you delete the exact linguistimfin which the message was originally receivethiror of
conceptually retaining important or relevant infation in long-term memory.
Each of these stages represents a potastiassment objective:
1  comprehending of surface structure elements asgfhonemes, words, intonation, or a grammati¢aoay.
2 understanding of pragmatic context.
3 determining meaning of auditory input.
4  developing the gist, a global or comprehensiw#emstanding.
From these stages we can derive four comnideltified types of listening performance, eachvbfch comprises a
category within which to consider assessment taskisprocedures:

1. Intensive. Listening for perception of the components (phorsgm®rds, intonation, discourse markers, etc.) of
a larger stretch of language.

2. Responsi V€. Listening to a relatively short stretch of languga@reeting, question, command, comprehension
check, etc.) in order to make an equally shortamsep.

3. SHective. Processing stretches of discourse such as shodlogares for several minutes in order to "scan” for
certain information. The purpose of such perforneaismot necessarily to look for global or genenahnings, but to
be able to comprehend designated information iongext of longer stretches of spoken language (asatlassroom
directions from a teacher, TV or radio news itearsstories). Assessment tasks in selective listeoduld ask
students, for example, to listen for names, numlzegsammatical category, directions (in a map@sej, or certain
facts and events.

4, Extensive. Listening to develop a top-down, global understagdif spoken language. Listening for the gist, for
the main idea, and making inferences are all fagkt@nsive listening.

2. Designing Assessment Tasks: Intensive Listening.

Once you have determined objectives, your steqi is to design the including making decisidmsua how you will elicit
performance and how you expect the test-takersypored. We will look at tasks that range from inteadistening performance,
such as minimal phonemic pair recognition, to esiteecomprehension of language in communicatbreexts. The focus in

this lecture isthe micro-skills of intensive listening.

A typical form of intensive listening at tHesvel is the assessment of recognition of phonokdgind morphological
elements of language. A classic test task givemken stimulus and asks test-taker to identifystivaulus from two or more
choices, as in the following examples:

Phonemic pair, consonants

Test-takers hear: He's from California.

Test-takers read: (a) He's from California.
(b) She’s from California.

Phonemic pair, vowels

Test-takers hear: Is he living?

Test-takers read: (a) Is he leaving?
(b) Is he living?

3. Designing Assessment Tasks: Responsive Listening.

A question-and-answer format can provide someactivity in these lower-end listening taskbe test-taker's
response is the appropriate answer to a question.



Appropriate response to a question

Test-fakers hear: How much time did you take to do your homework?

Test-takers read: (a) In about an hour.
(b) About an hour.
(c) About $10.
(d) Yes, | did.

The objective of this item is recognitiontbéwh-questionhow much and its appropriate response. Distractors are

chosen to represent common learner errors: (apnetipg tohnOW much vs. hOW much longer;
(b) confusinghow much in reference to time vs. the more frequent refezgnanoney;
(c) confusing avh-question with ges/no question.
None of the tasks so far discussed have foabged in a multiple-choice format. They can bedt in a more open-ended
framework in which test-takers write or speak thgponse. The above item would then look like this:

Open-ended response to a question

Test-takers hear: How much time did you take to do your homework?

Test-takers write or speak:

If open-ended response formats gain a smadlunt of authenticity and creativity, they of caisuffer some in
their practicality, as teachers must then readestigiresponses and judge their appropriatenessh tetkes time.

4. Designing Assessment Tasks: Selective Listening.

A third type of listening performancesdective listening, in which the test-taker listens to aited quantify of aural
input and must discern within it some specific mfation. A number of techniques have been usedégatre selective
listening.

Listeni ng Cloze. Listening clozeasks (sometimes calletbze dictations or partial dictations) require the
test-taker to listen to a story, monologue, or @sation and simultaneously read the written texthich selected words or

phrases have been deleted. In a listening cloke tiest-takers see a transcript of the passageftbptare listening to and fill in
the blanks with the words or phrases that they.hear

Information Transfer. selective listening can also be assessed througif@mation transfer technique in
which aurally processed information must be tramséeto a visual representation, such as labelidiggram, identifying an
element in a picture, completing a form, or showiogtes on a map.

At the lower end of the scale of linguistic comptgxsimple picture-cued items are sometimes effitrubrics for
assessing certain selected information. Considefalfowing item:



Information transfer: multiple-picture-cued selection

Test-takers hear:

Choose the correct picture. In my back yard | have a bird feeder. Yesterday, there
two birds and a squirrel fighting for the last few seeds in the bird feeder. The squil
was on top of the bird feeder while the larger bird sat at the bottom of the feeder
screeching at the squirrel. The smaller bird was flying around the squirrel, trying t
scare it away.

Test-takers see:

5. Designing Assessment Tasks: Extensive Listening.
Drawing a clear distinction between any ti¢the categories of listening referred to hererabfematic, but perhaps the
fuzziest division is between selective extensistehing. We will try to analyze a number of exteadistening comprehension
tasks.

Dictation. pictation is a widely researched genre of assedistemning comprehension. In a dictation, test-
takers hear a passage, typically of 50 to 100 woettted three times: first, at normal speed; théth long pauses between

phrases or natural word groups, during which ties¢-takers write down what they have just heard;farally, at normal speed
once more so they can check their work and prodfrelere is a sample dictation at the intermediatellof English.



Dictation

First reading (natural speed, no pauses, test-takers listen for gist):

The state of California has many geographical areas. On the western side is the
Pacific Ocean with its beaches and sea life, The central part of the state is a larg
fertile valley. The southeast has a hot desert, and north and west have beautiful
mountains and forests. Southern California is a large urban area populated by mi
of people.

Second reading (slowed speed, pause at each // break, test-takers write):

The state of California / has many geographical areas. // On the western side /i
Pacific Ocean // with its beaches and sea life. // The central part of the state // is
large fertile valley. // The southeast has a hot desert, // and north and west // havi
beautiful mountains and forests. // Southern California // is a large urban area //
populated by millions of people.

Third reading (natural speed, test-takers check their work).

Scoring is following. Depending on your codtand purpose of a dictation, you will need toide®n scoring criteria for
several possible kinds of errors:
« spelling error only, but the word appears to haeerbheard correctly;
« spelling and/or obvious misrepresentation of a wiletjible word;
« grammatical error;
¢ skipped word or phrase;
* permutation of words;
« additional words not in the original;
« replacement of a word with an appropriate synonym.

Communicative Stimulus-Response Tasks. Another—and more authentic—example of
extensive listening is found in a genre of asseastask in which the test-taker is presented wistimulus monologue or
conversation and then is asked to respond toaf setmprehension questions. Such tasks are commsely in commercially
produced proficiency tests. The monologues, lestuard brief conversations used in such tasksomnetimes a little contrived
and certainly the subsequent multiple-choice qaestdon't mirror communicative, real-life situasoBut with some care and
creativity, one can create reasonably authentieuditi and in some rare cases the response modallgcpproaches complete
authenticity. Here is a typical example of suchskt



Dialogue and multiple-choice comprehension items

Test-takers hear:

Directions: Now you will hear a conversation between Lynn and her doctor. You w
hear the conversation two times. Aftar you hear the conversation the second time
choose the correct answer for questions 11-15 below. Mark your answers on the
answer sheet provided.

Doctor:
Lynn:

Doctor:
Lynn:
Doctor:
Lynn:

Doctor:

Lynn;

Doctar:

Lynn:

Good morning, Lynn. What's the problem?

Well, you see, | have a terrible headache, my nose is running, ant
really dizzy.

Okay. Anything else?

I've been coughing, | think | have a fever, and my stomach aches.

| see. When did this start?

Well, let's see, | went to the lake last weekend, and after | returne
home | started sneezing.

Hmm. You must have the flu. You should get lots of rest, drink hot
beverages, and stay warm. Do you follow me?

Well, uh, yeah, but . . , shouldn’t | take some medicine?

Sleep and rest are as good as medicine when you have the flu.
Okay, thanks, Dr. Brown.

Test-takers read:

11. What is Lynn’s problem?
(A) She feels horrible.
(B) She ran too fast at the lake.
(C) She's been drinking too many hot beverages.

12. When did Lynn‘s problem start?
(A) When she saw her doctor,
(B) Before she went to the lake.
(C) After she came home from the lake.

13. The doctor said that Lynn
(A) flew to the lake last weekend
(B) must not get the flu
(C) probably has the flu



14. The doctor told Lynn
{A) to rest
(B) to follow him
(C) to take some medicine
15. According to Dr. Brown, sleep and rest are medicine when yc
have the flu.
(A) more effective than
(B) as effective as
(C} less effective than

Authentic Listeni ng Tasks. Ideally, the language assessment field would hateckpile of listening test
types that are cognitively demanding, communicatwvel authentic, not to mention into active by nseafnan integration with
speaking. Here are some possibilities.

1. Note-taki Ng. In the academic world, classroom lectures by pemfissare common features of a non-native
English-user's experience. One form of a midtestanenation at the American Language Institute at Bancisco State
University (Kahn,2002)uses a 15-minute lecture as a stimulus. One ammrega response formats includes note-taking by
the test-takers. These notes are evaluated bgacaer on 80-point system, as follows:

Scoring system for lecture notes

0-15 points

Visual representation: Are your notes clear and easy to read? Can you easi
find and retrieve information from them? Do you use the space on the pag
visually represent ideas? Do you use indentation, headers, numbers, etc.?

0-10 points

Accuracy: Do you accurately indicate main ideas from lectures? Do you n
important details and supporting information and examples? Do you leave
unimportant information and tangents?

0-5 points

Symbols and abbreviations: Do you use symbols and abbreviations as mu
possible to save time? Do you avoid writing out whole words, and do you
writing down every single word the lecturer says?

2. Editi NQg. Another authentic task provides both a written arghoken stimulus, and requires the test-taker to

listen for discrepancies. Scoring achieves relstikigh reliability as there are usually a smalhrher of specific differences
that must be identified. Here is the way the tasicgeds.



Editing a written version of an aural stimulus

Test-takers read: the written stimulus material (a news report, an email fro
friend, notes from a lecture, or an editorial in a newspaper),

Test-takers hear: a spoken version of the stimulus that deviates, in a finite
number of facts or opinions, from the original written form.

Test-takers mark: the written stimulus by circling any words, phrases, facts
opinions that show a discrepancy between the two versions.

3. Inter pretive tasks. one of the intensive listening tasks described alveas paraphrasing a story or

conversation. An interpretive task extends the il material to a longer stretch of discoursefanckes the test-taker to infer
a response. Potential stimuli include:
1  song lyrics;
2 recited poetry;
3 radio/television news reports;
4 an oral account of an experience;
Test-takers are then directed to intergretstimulus by answering a few questions (in opeted form). Questions
might be:
65535 "Why was the singer feeling sad?"
65536 "What events might have led up to the regitihthis poem?"
65537 "What do you think the political activistsght do next, and why?"
65538 "What do you think the storyteller felt abthet mysterious disappearance of her necklace?"
4. Retelli NQg. In a related task, test-takers listen to a stonyewrs event at simply retell it, or summarizeither orally

(on an audiotape) or in writing. Test-takers mdsnitify the gist, main idea, purpose, supportinignipand/or conclusion to
show full comprehension. Scoring is partially ptedeine by specifying a minimum number of elemehg& must appear in
the retelling. Validity, cognitive processing, comnicative ability and authenticity are all well arporated into the task.

SUGGESTED LITERATURE
1. Buck, Gary. (ZOOI)ASSGSSi ng listeni Ng. Cambridge: Cambridge University Press.
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LECTURE 3 (CONTINUATION). ASSESSING SPEAKING
Plan:
Basic Types of Speaking
Designing Assessment Tasks: Imitative Speaking.
Designing Assessment Tasks: Intensive Speaking.
Designing Assessment Tasks: Responsive Speaking.
Designing Assessment Tasks: Interactive Speaking.
Designing Assessment Tasks: Extensive Speaking.
Glossary: imitative speaking, intensive speaking, responsive speaking, interactive
speaking, extensive speaking

1. Basic Types of Speaking

From a pragmatic view of language performatiseening and speaking are almost always closedyrelated. While
speaking is a productive skill that can be direatig empirically observed, those observationsra@riably colored by the
accuracy and effectiveness of a test-taker'sniis¢eskill, which necessarily compromises the tglity and validity of an oral
production test.

During today’s lecture we will cite four cgteies of speaking assessment tasks. They are:

Imitative SpeakingAt one end of a continuum of types of speakinggrenfince is the ability to simply parrot
back (imitate) a word or phrase or possibly a sergerhe only role of listening here is in the shortatestorage of a prompt,



just long enough to allow the speaker to retainstiat stretch of language that must be imitated.

Intensive Speaking. second type of speaking frequently employed seasment contexts is the production of
short stretches of oral language designed to demad@sompetence in a narrow band of grammatitafgal, lexical, or
phonological relationships (such as prosodic eléseintonation, stress, rhythm, juncturExamples of intensive assessment
tasks include directed response tasks, readingl at@mmtence and dialogue completion; limited pe&ttued tasks including
simple sequences; and translation up to the sisgrigence level.

Responsive Speakil’lgsponsive assessment tasks include interactioteahdomprehension but at
the somewhat limited level of very short convermadj standard greetings and small talk, simpleestguand comments, and
the like.

Interactive Speakingueraction can take the two forms of transactidaagjuage, which has the purpose of
exchanging specific information or interpersonallenges, which have the purpose of maintainingaoelationshipsin
interpersonal exchanges, oral production can begagmatically complex with the need to speak aasual register and use
colloquial language, ellipsis, slang, humor, artteosociolinguistic conventions.

Extensive Speaking. Extensive oral production tasks include speeches$ poesentations, and story-telling,
during which the opportunity for oral interactiawor listeners is either highly limited (perhapsitmverbal responses) or ruled
out altogether.

2. Designing Assessment Tasks: Imitative Speaking.

You may be surprised to see the inclusion of sirpplenological imitation in a consideration of asseent of oral
production. After all, endless repeating of worngs;ases, and sentences was the province of theslong-discarded Audio-
Lingual Method, and in an era of communicative lzage teaching, many believe that non-meaningfuhbiton of sounds is
fruitless. Such opinions have faded in recent yaanse discovered that an overemphasis on flueseysometimes lead to the
decline of accuracy in speech. And so we have pagimg more attention to pronunciation, especisligrasegmentals, in an
attempt to help learners be more comprehensible.

Word repetition task

Test-takers hear: Repeat after me:

beat [pause] bit [pause]
bat [pause] vat [pause] etc.

| bought a boat yesterday.
The glow of the candle is growing.  elc.

When did they go on vacation?
Do you like coffee? etc.

Test-takers repeat the stimulus.

Scoring scale for repetition tasks

acceptable pronunciation
comprehensible, partially correct pronunciation
silence, seriously incorrect pronunciation
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3. Designing Assessment Tasks: Intensive Speaking.

At the intensive level, test-takers are prompteprtmuce short stretches of discourse (no moredtsentence) through
which they demonstrate linguistic ability at a sfied level of language. Many tasks are “cued” taskthat they lead the test-
taker into a narrow band of possibilities. Intelesiasks may also be describediasted response tasks (Madsen, 1983), or
mechanical tasks (Underbill, 1987) or what classroom pedagogy wdaltkl ascontrolled responses.

Directed R&ponse Tasks. In this type of task, the test administrator edictparticular grammatical form
or a transformation of a sentence. Such tasksleae€ycmechanical and not communicative, but theyedjuire minimal
processing of meaning in order to produce the cogemmatical output.



Directed response

Test-takers hear: Tell me he went home,

Tell me that you like rock music.

Tell me that you aren't interested in tennis.
Tell him to come to my office at noon.
Remind him what time it is.

Read-Aloud Tasks. intensive reading-aloud tasks include reading beybe sentence level up to a paragraph or
two. This technique is easily administered by s&lgca passage that incorporates test specs aretosding the test-taker's
output; the scoring is relatively easy becausefdalhe test-taker's oral production is controlled.

Read-aloud stimulus, paragraph length

Despite the decrease in size—and, some would say, quality—of our cultural world,
still remain strong differences between the usual British and American writing style
question is, how do you get your message across? English prose conveys its mos:
ideas as if they were timeless truths, while American writing exaggerates; if you be
half of what is said, that's enough. The former uses understatement; the latter,
overstatement. There are also disadvantages to each characteristic approach. Rea
who are used to being screamed al may not listen when someone chooses to whi:
politely. At the same time, the individual who is used to a quiet manner may reject
series of loud imperatives.

The scoring scale for this passage providiediapoint scale for pronunciation, for fluency,si®wn in the box

below.

Test of Spoken English scoring scale (1987, p. 10)

Pronunciation:

Points:

0.0-0.4 Frequent phonemic errors and foreign stress and intonation
patterns that cause the speaker to be unintelligible,

0.5-1.4 Frequent phonemic errors and foreign stress and intonation
patterns that cause the speaker to be occasionally unintellig

1.5-2.4 Some consistent phonemic errors and foreign stress and
intonation patterns, but the speaker is intelligible.

2.5-3.0 Occasional non-native pronunciation errors, but the speakei

always intelligible.



Fluency

Points:
0.0-0.4

0.5-1.4

2.5-3.0

Speech is so halting and fragmentary or has such a non-nativ
flow that intelligibility is virtually impossible.

Nurmerous non-native pauses and/or a non-native flow that
interferes with intelligibility.

Some non-native pauses but with a more nearly native flow ¢
that the pauses do not interfere with intelligibility.

Speech is smooth and effortless, closely approximating that ¢
native speaker.

Sentence/Dialogue Completion Tasks and Oral Questionnair es. Another technique for
targeting intensive aspects of language requistga&ers to read dialogue in which one speakirslhave been omitted.
Test-takers are first given time to read throughdhalogue to get its gist and to think about appate lines to fill in. Then as
the tape, teacher, or test administrator produnegart orally, the test-taker responds. Heresxample.

Dialogue completion task

Test-takers read (and then hear):
In & department store:

Salesperson: May | help you?
Customer:

Salesperson:  Okay, what size do you wear?
Customer:

Salesperson: Hmmm. How about this green sweater here?
Customer:

Salesperson:  Oh. Well, if you don't like green, what color would you like’
Customer:

Salesperson: How about this one?
Customer:

Salesperson; Great!
Customer:

Salesperson:  It's on sale today for $39.95.
Customer:

Salesperson: Sure, we take Visa, MasterCard, and American Express,
Customer:

Test-takers respond with appropriate lines.

Picture-Cued Tasks. one of the more popular ways to elicit oral langupgrformance at both intensive and
extensive levels is a picture-cued stimulus thatiires a description from the test-taker. Pictunay be very simple, designed
to elicit a word or a phrase; somewhat more eladbarad "busy"; or composed of a series that tedt®ey or incident. Here is
an example of a picture-cued elicitation of theduetion of a simple minimal pair.



Picture-cued elicitation of minimal pairs

Test-takers see:

Test-takers hear: [test administrator poinis to each picture in succession]
What's this?

The future tense is elicited with the follag picture:
Picture-cued elicitation of future tense (Brown & Sahni, 1994, p. 145}

Test-takers see:

Test-takers hear: This family is at an airport going on their vacation.

1. [point to the picture in general]l Where are they going for their vacation?
2. [point to the father] What will he do in Hawaii?

3. [point to the mother] What will she do there?

4. [point to the girll What is she going to do there?

5. [point to the boy] What is he going to do in Hawaii?

Scoring responses on picture-cued intensive spga#sks varies, depending on the expected pesgfocencriteria. The
first task above that asked just for one-wordiorple-sentence responses can be evaluated sisiftpmaect” or “incorrect.”
The second rubric may apply as well, with thesédiffeations:



Scoring scale for intensive tasks

comprehensible; acceptable target form
comprehensible; partially correct target form
silence, or seriously incorrect target form
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4. Designing Assessment Tasks: Responsive Speaking.

Assessment of responsive tasks involves briefaetens with an interlocutor, differing from intéwes tasks in the
increased creativity given to the test-taker andhfinteractive tasks by the somewhat limited lerajthtterances.

Qustion and Answer. Question-and-answer tasks can consist of one ogtstions from an interviewer,
or they can make up a portion of a whole batteryugfstions and prompts in an oral interview. Respnguestions may take
the following forms:

Questions eliciting open-ended responses

Test-takers hear:

1. What do you think about the weather today?
2. What do you like about the English language?
3. Why did you choose your academic major?
4. What kind of strategies have you used to help you learn English?
5. a. Have you ever been to the United States before?
b. What other countries have you visited?
c. Why did you go there? What did you like best about it?
d. If you could go back, what would you like to do or see?
e. What country would you like to visit next, and why?

Test-takers respond with a few sentences at most.

Giving I nstructions and Directions. we are all called on in our daily routines to réstructions on
how to operate an appliance, how to put a booksbegéther, or how to create a delicious clam chowtlee technique is
simple: the administrator poses the problem, apdéht-taker responds. Scoring is based primanilyamprehensibility and
secondarily on other specified grammatical or disse categories. Here are some possibilities.



Eliciting instructions or directions

L

. »

Test-takers hear:

Describe how to make a typical dish from your country.

What's a good recipe for making ?

How do you access email on a PC computer?

How would | make a typical costume for a celebration in your country
How do you program telephone numbers into a cell (mobile) phone?

How do | get from to in your city?

Test-takers respond with appropriate instructions/directions.

Par aphraSI NQ. Another type of assessment task that can be cégedars responsive asks the test-taker to read or
hear a limited number of sentences (perhaps tfiwgpand produce a paraphrase of the sentenceeXaonple:

Paraphrasing a story

Test-takers hear: Paraphrase the following little story in your own words.

My weekend in the mountains was fabulous. The first day we backpacked into the
mountains and climbed about 2,000 feet. The hike was strenuous but exhilarating
sunsel we found these beautiful alpine lakes and made camp there. The sunset\
amazingly beautiful. The next two days we just kicked back and did little day hike
some rock climbing, bird watching, swimming, and fishing. The hike out on the ne
day was really easy—all downhill—and the scenery was incredible.

Test-takers respond with two or three sentences.

5. Designing Assessment Tasks: Interactive Speaking.

The final two categories of oral production asses#n(interactive and extensive speaking) includkgahat involve

relatively long stretches of interactive discouiiséerviews, role plays, discussions, games) askistaf equally long duration
but that involve less interaction (speeches, gllonger stories, and extended explanations amdla@ons). The obvious
difference between the two sets of tasks is theegteof interaction with an interlocutor.

I nterview. When "oral production assessment" is mentionedfstething that comes to mind is an oral

interview: a test administrator and a test-takedswn in a direct face-to-face exchange and pbtie®ugh a protocol of
questions and directives.

The suggested set of content specifications farahinterview (below) may serve as sample questtbat can be
adapted to individual situations.



Oral interview content specifications

Warm-up:
1. Small talk
Level check:
The test-taker . . .
2. answers wh-guestions.
3. produces a narrative without interruptions.
4. reads a passage aloud.
5. tells how to make something or do something.
6. =ngages in a brief, controlled, guided role play.
Probe:
The test-taker . . .
7. responds to interviewer’s questions about something the test-taker
<now and is planning to include in an article or paper.
8. talks about his or her own field of study or profession.
9. engages in a longer, more open-ended role play (for example, simt
difficult or embarrassing circumstance) with the interviewer.
10. gives an impromptu presentation on some aspect of test-taker’s fiel
Wind-down:
11. Feelings about the interview, information on results, further questic

Here are some possible questions, probes, and catsithat tit those specifications.

Sample questions for the four stages of an oral interview

1. Warm-up:

How are you?

What’s your name?

What country are you from? What [city, town]?
Let me tell vou about this interview,

2. Level check:

How long have you been in this [country, city]?
Tell me about your family.




What is your |academic major, professional interest, job]?

How long have you been working at your [degree, job]?

Describe your home |[city, town] to me.

How do you like your home [city, town]?

What are your hobbies or interests? (What do you do in your spare ti

Why do you like your [hobby, interest]?

Have you traveled to another country beside this one and your home
country?

Tell me about that country.

Compare your home [city, town] to another [city, town].

What is your favorite food?

Tell me how to [make, do] something you know well.

What will you be doing ten years from now?

I'd like you to ask me some questions.

Tell me about an exciting or interesting experience you’'ve had.

Read the following paragraph, please. [test-taker reads aloud]

Pretend that you are and | am a . [guided role play
follows]

3. Probe:

What are your goals for learning English in this program?

Describe your |[academic field, job] to me. What do you like and dis|
about it?

What is your opinion of [a recent headline news event|?

Describe someone you greatly respect, and tell me why you respect 1
person.

If you could redo your education all over again, what would you do
differently?

How do eating habits and customs reflect the culture of the people o
country?

If you were [president, prime minister] of your country, what would y
like to change about your country?

What career advice would you give 1o your younger friends?

Imagine you are writing an article on a topic you don’t know very mi
about. Ask me some questions about that topic.

You are in a shop that sells expensive glassware. Accidentally you kn
over an expensive vase, and it breaks. What will you say to the s
owner? [Interviewer role-plays the store owner]

4. Wind-down:

Did you feel okay about this interview?

What are your plans for [the weekend, the rest of today, the future|?
You'll get your results from this interview [tomorrow, next week].
Do you have any questions you want to ask me?

It was interesting to talk with you. Best wishes.




Table 7.2. Oral proficiency scoring categories (Brown, 2001, pp. 406—407)

Grammar

Vocabulary

Comprehension

Errors in grammar are frequent,
but speaxer can be understood
by a native speaker used to
dealing with foreigners
attempting to speak his
language.

Speaking vocabulary
inadequate to express anything
but the most elementary needs.

Within the scope of
limited language exg
can understand simf
questions and staterr
delivered with slowe
repetition, or paraph

Can usually handle elementary
constructions quite accurately
but does not have thorough or
confident control of the
grammar.

Has speaking vocabulary
sufficient to express himself
simply with some
circumlocutions.

Can get the gist of m
conversations of norn
subjects (i.e., topics
no specialized know

Control of grammar is good.
Able to speak the language
with sufficient structural
accuracy to participate
effectively in most formal and
informal conversations on
practical, social, and
professianal topics.

Able to speak the language
with sufficient vocabulary to
participate effectively in most
formal and informal
conversations on practical,
sacial, and professional topics.
Vocabulary is broad enough
that he rarely has to grope for a
waord.

Comprehension is gt
complete at a norma
speech.

educated native speaker.

accepted by educated native
speakers in all its features
including breadth of
vocabulary and idioms,
colloguialisms, and pertinent
cultural references.

IV Able to use the language Can understand and participate Can understand any
accurately on all levels in any conversation within the conversation within
normally pertinent to range of his experience with a of his experience.
professional needs. Errors in high degree of precision of
grammar are quite rare. vocabulary.

V  Equivalent to that of an Speech on all levels is fully Equivalent to that of

educated native spe:




Fluency

Pronunciation

Task

(No specific fluency description.
Refer to ather four language areas
for implied level of fluency.)

Errors in pronunciation are
frequent but can be
understood by a native speaker
used to dealing with foreigners
attempting to speak his
language.

Can ask and answer
on topics very familiz
Able to satisfy routine
needs and minimum
requirements. (Shouh
to order a simple me
shelter or lodging, as
simple directions, mz
purchases, and tell ti

Can handle with confidence but
not with facility most social
situations, including introductions
and casual conversations about
current events, as well as work,
family, and autobiographical
information.

Accent is intelligible though
often quite faulty.

Able to satisfy routine
demands and work
requirements; needs
handling any compli
difficulties.

Can discuss particular interests of
competence with reasonable
ease. Rarely has to grope for
words.

Errors never interfere with
understanding and rarely
disturb the native speaker.
Accent may be obviously
foreign.

Can participate effeci
most formal and info
conversations on pra
social, and professior

Able to use the language fluently
on all levels normally pertinent 1o
professional needs. Can
participate in any conversation
within the range of this
experience with a high degree of
fluency.

—

B

Has complete fluency in the
language such that his speech is
fully accepted by educated native
speakers.

Errors in pronunciation are
quite rare.

Would rarely be take
native speaker but ca
appropriately even in
unfamiliar situations.
handle informal inter
from and into langua

Equivalent to and fully
accepted by educated native
speakers.

Speaking proficiency
to that of an educate:
speaker.

Tahle 7.3. Subcategories of aral proficiency scores

Level Description

0 Unable to function in the spoken language

0+ Able to satisfy immediate needs using rehearsed utterances

1 Able to satisfy minimum courtesy requirements and maintain very simple face
conversations on familiar topics

1+ Can initiate and maintain predictable face-to-face conversations and satisty lir
social demands

2 Able to satisfy routine social demands and limited work requirements

2+ Able to satisfy most work requirermments with language usage that is often, but

always, acceptable and effective
3 Able to speak the language with sufficient structural accuracy and vocabulary
ticipate effectively in most formal and informal conversations on practical, soc
professional topics
Oiften able to use the language to satisfy professional needs in a wide range o
caled and demanding tasks
4 Able to use the language fluently and accurately on all levels normally pertine
professional needs
Speaking proficiency is regularly superior in all respects, usually equivalent to
well-educated, highly articulate native speaker
5 Speaking proficiency is functionally equivalemt to that of a highly articulate, 1
educated native speaker and reflects the cultural standards of the country wh
language is spoken

Role Pl ay. Role playing is a popular pedagogical activity ameunicative language-teaching classesan
assessment device, role play opens some windoaspafrtunity for test-takers to use discourse thightrotherwise be difficult
to elicit.

Discussions and Conver sations. As formal assessment devices, discussions and ksatiess with and



among students are difficult to specify and evementlifficult to score. But asnformal techniques to assess learners, they
offer a level of authenticity and spontaneity tbtiter assessment techniques may not provide. Gisrissmay be especially
appropriate tasks through which to elicit and obseuch abilities as:

« topic nomination, maintenance, and termination;

« attention getting, interrupting, floor holding, ¢ooi;

« clarifying, questioning, paraphrasing;

« comprehension signals (nodding, "uh-huh", "hmnx")et

¢ negotiating meaning;

« intonation patterns for pragmatic effect;

« kinesics, eye contact, body language;

« politeness, formality, and other sociolinguistictfas.

Games. Among informal assessment devices are a variefjafes that directly involve language productiom$ider
the following types:
Assessment games

1. “Tinkertoy” game: A Tinkertoy (or Lego block) structure is built behin
screen. One or two learners are allowed to view the structure. In
successive stages of construction, the learners tell “runners” (who cai
observe the structure) how to re-create the structure. The runners thei
“builders” behind another screen how to build the structure. The buil
may question or confirm as they proceed, but only through the two
degrees of separation. Object: re-create the structure as accurately as
possible.

2. Crossword puzzles are created in which the names of all members o
class are clued by obscure information about them. Each class memt
must ask questions of others to determine who matches the clues in |
puzzle.

3. Information gap grids are created such that class members must cond
mini-interviews of other classmates to fill in boxes, e.g., “born in July
“plays the violin,” “has a two-year-old child,” etc.

4. City maps are distributed to class members. Predetermined map direc
are given to one student who, with a city map in front of him or her,
describes the route to a partner, who must then trace the route and gt
the correct final destination.

Clearly, such tasks have wandered away from thiitimaal notion of an oral production test and neagn be well

beyond@SSESSMENLS. As assessments, the key is to specify a set @fieriand a reasonably practical and reliable sgorin
method. The benefit of such an informal assessmagtnot be as much in a summative evaluation #s formative nature,
with washback for the students.

6. Designing Assessment Tasks: Extensive Speaking.
Extensive speaking tasks involve complextietly lengthy stretches of discourse. They agqudently variations on

monologues, usually with minimal verbal interaction

Oral Presentations. in the academic and professional arenas, it woolda uncommon to be called on to
present a report, a paper, a marketing plan, a gtda, a design of a new product, or a methodimnsary of oral assessment
techniques would therefore be incomplete withomeaonsideration of extensive speaking tasks. fdmpoesentations, a
checklist or grid is a common means of scoringvailuetion.



Oral presentation checklist

Evaluation of oral presentation
Assign a number to each box according to your assessment of the various
aspects of the speaker’s presentation.

| Excellent

2 CGood

1 Fair

(8] Poor
Content:

] The purpose or objective of the presentation was accomplished.
1 The introduction was lively and got my attention.
] The main idea or point was clearly stated toward the beginning.
[ The supporting points were

= clearly expressed

= supported well by facts, argument
[ The conclusion restated the main idea or purpose.

Delivery:

] The speaker used gestures and body language well.

[1 The speaker maintained eye contact with the audience.

1 The speaker’s language was natural and fluent.

] The speaker’s volume of speech was appropriate.

[ The speaker’s rate of speech was appropriate.

[ The speaker’s pronunciation was clear and comprehensible.

[1 The speaker’s grammar was correct and didn’t prevent understanding.
1 The speaker used visual aids, handouts, etc., effectively,

1 The speaker showed enthusiasm and interest.

1 [r appropriate] The speaker responded to audience questions well.

Picture-Cued Stor y-TeI li NQ. One of the most common techniques for eliciting praduction is through
visual pictures, photographs, diagrams, and chéféshave already looked at this elicitation devYareintensive tasks, but at
this level we consider a picture or a series ofupes as a stimulus for a longer story or desaniptConsider the following set
of pictures:

Picture-cued story-telling task (Brown, 1999, p. 29)

Test-takers see the following six-picture sequence:

Test-takers hear or reacd: Tell the story that these pictures describe.

Test-takers use the pictures as a sequence of cues to tell a story.

Retdlli nga Story, News Event. in this type of task, test-takers hear or reaceysir news event that they
are asked to retell. This differs from the parapimgtask discussed above in that it is a longetddt of discourse and a
different genre. The objectives in assigning sutdsé vary from listening comprehension of the ioagjto production of a
number of oral discourse features (communicatiggieeces and relationships of events, stress anHasisppatterns,
"expression" in the case of a dramatic story),rfye and interaction with the hearer. Scoring sti@flcourse meet the
intended criteria.

Tranglation (of Extended Prose). Translation of words, phrases, or short sentenessmentioned
under the category of intensive speaking. Hereydotexts are presented for the test-taker toiretfie native language and
then translate into English. Those texts could comeany forms: dialogue, directions for assemiflg product, a synopsis of



a story or play or movie, directions on how to fs@mething on a map, and other genres. The adwaofaganslation is in the
control of the content vocabulary, and, to somerxthe grammatical and discourse features. @riter scoring should
therefore take into account not only the purposg&timulating a translation but the possibility ofags that are unrelated to oral
productive ability.
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LECTURE 4. ASSESSING READING
Plan:
Types and Genres of Reading
Designing Assessment Tasks: Perceptive Reading.
Designing Assessment Tasks: Selective Reading.
Designing Assessment Tasks: Interactive Reading.
Designing Assessment Tasks: Extensive Reading.
Glossary: perceptive reading, selective reading, interactive reading, extensive
reading.
1. Types (Genres) of Reading

In foreign language learning, reading is a skiittteachers simply expect learners to acquire.aBsessment of reading
ability does not end with the measurement of cofmmsion. Strategic pathways to full understandiegoften important
factors to include in assessing learners, espgaiathe case of most classroom assessments thédrarative in nature.

Each type ogenr e of written text has its own set of governing rudesl conventions. Consider the following abridged
list of common genres, which ultimately form pafrtlee specifications for assessments of readinlifyabi
Genres of reading

1. Academic reading

general interest articles (in magazines, newspapers, etc.)
technical reports (e.g., lab reports), professional journal articles
reference material (dictionaries, etc.)

textbooks, theses

essays, papers

test directions

editorials and opinion writing

2. Job-related reading

messages (e.g., phone messages)
letters/emails

memos (e.g., interoffice)

reports (e.g., job evaluations, project reports)
schedules, labels, signs, announcements
forms, applications, questionnaires

financial documents (bills, invoices, etc.)
directories (telephone, office, etc.)

manuals, directions




3. Personal reading

newspapers and magazines

letters, emails, greeting cards, invitations

messages, notes, |ists

schedules (train, bus, plane, etc.)

recipes, menus, maps, calendars

advertisements (commercials, want ads)

novels, short stories, jokes, drama, poetry

financial documents (e.g., checks, tax forms, loan applications)
forms, questionnaires, medical reports, immigration documents
comic strips, cartoons

In the previous lectures we saw that both listemind speaking could be subdivided into at least different types of
listening and speaking performance. In the caseaifing, variety of performance is derived morenftbhe multiplicity of types
of texts (the genres listed above) than from thieetsaof overt types of performance. Nevertheléssconsidering assessment
procedures, several types of reading performaregypically identified, and these will serve asanigers of various

assessment tasks.
Per ceptive. Perceptive reading tasks involve attending toctimeponents of larger stretches of discourse, letters, words,

punctuation, and other graphemic symbols.

Selective. This category is an artifact of assessment fornatstder to ascertain one's reading recognitiolextal,
grammatical, or discourse features of languageinvahvery short stretch of language, certain tylpigsks are used: picture-
cued tasks, matching, true/false, multiple-choéte,

Interactive. The focus of an interactive task is to identifiexent features (lexical, symbolic, grammatical, drsttourse)
within texts of moderately short length with thgeattive of retaining the information that is prosed.

Extensive. Extensive reading applies to texts of more thaage, up to and including professional articlesags,
technical reports, short stories, and books.) Thpgses of assessment usually are to tap intarelesglobal understanding of
a text, as opposed to asking test-takers to "zodr{ykennunts Macira6) on small details.

2. Designing Assessment Tasks: Perceptive Reading.

Assessment of basic reading skills may be camigdn a number of different ways.
Readi ng Aloud. The test-taker sees separate letters, words, amtisg#imtences and reads aloud, one by one, in

the presence of an administrator. Since the assesdreadi Ng comprehension, any recognizable oral approximaifdhe
response is considered correct.

Written Response. The same stimuli are presented, and the test-takask is to reproduce the probe in
writing. Because of the transfer across differdiltsshere, evaluation of the test-taker’'s respamsest be carefully treated.

Multi pIe—Choi Ce. Multiple-choice responses are not only a matterhafosing one of four or five possible
answers. Other formats, some of which are espgciaéful at the low levels of reading, include shtifferent, circle the
answer, true/false, choose the letter, and matchlege are some possibilities.

Minimal pair distinction

Test-takers read:* Circle "S" for same or “D" for different.

1. led let S D
2. bit bit S D
3. seat set S D
4. too to S D

*In the case of very low level learners, the teacher/administrator reads
directions.




Grapheme recognition task

Test-takers read:*  Circle the “odd” item, the one that doesn't “belong.”

1. piece peace plece
2. book book boot

*In the case of very low level learners, the teacher/administrator reads
directions.

Picture-Cued |tems. Test-takers are shown a picture, such as the otieeamext page, along with a written
text and are given one of a number of possiblestasiperform.

Picture-cued word identification (Brown & Sahni. 1994, p. 124)

Test-takers hear: Point to the word that you read here.

cat clock chai

Picture-cued sentence identification

Test-takers hear:  Point to the part of the picture that you read about here.

Test-takers see the picture and read each sentence written on a separate c:

The man is reading a book.

The cat is under the table.




Picture-cued true/false sentence identification

Test-takers read:

1. The pencils are under the table. i
2. The cat is on the table. ¥ 3
3. The picture is over the couch. T

) S v Bae ;-

3. Designing Assessment Tasks: Selective Reading.
Here are some of the possible tasks you can usgestss lexical and grammatical aspecfﬂdi Ng ability.

M uItipI(—}Choi ce (fOI’ Form-Focused Cr iteria). By far the most popular method of testing a

reading knowledge of vocabulary and grammar istthétiple-choice format, mainly for reasons of preality: it is easy to

administer and can be scored quickly. The mosigsit@rward multiple-choice items may have littientext, but might serve
as a vocabulary or grammar check.

Multiple-choice vocabulary/grammar tasks

1. He's not married. He's
A. young
B. single
C. first
D. a husband

2. If there’s no doorbell, please on the door.
A. kneel
B. type
C. knock
D. shout
3. The mouse is the bed,
A. under
B. around
C. between

4. The bank robbery occcurred | was in the restroom.
A. that
B. during
C. while
D. which




Multiple-choice cloze vocabulary/grammar task

I've lived in the United States (21) three years. | (22) live in Ci
Rica. | (23) speak any English. | used to (24) homesick, but n
enjoy (25) here. |l have never (26) _____ back home (27) I
to the United States, but | might (28) to visit my family soon.
21. A. since 25. A. live

B. for B. to live

C. during C. living
22. A. used to 26. A. be

B. use to B. been

C. was C. was
23. A. couldn’t 27. A, when

B. could B. while

C. can C. since
24. A. been 28. A. go

B. be B. will go

C. being C. going

M atchi ng Tasks. At this selective level of reading, the test-takegsk is simply to respond correctly, which

makes matching an appropriate format. The mosti&etly appearing criterion in matching procedusegacabulary.
Following is a typical format:

Vocabulary matching task

Write in the letter of the definition on the right that matches the word on the

1. exhausted a. unhappy

2. disappointed b. understanding of others
3. enthusiastic c. tired

4. empathetic d. excited

Selected response fill-in vacabulary task

1. At the end of the long race, the runners were totally :

2. My parents were with my bad performance on the final exam.

3. Everyone in the office was about the new salary raises.

4. The listening of the counselor made Christina feel well understoc

Choose from among the following:
disappointed
empathetic
exhausted
enthusiastic

Matching tasks have the advantage of offegim@lternative to traditional multiple-choice dkifn-the-blank formats and
are sometimes easier to construct than multipléeehitems, as long as the test designer has chibsenatches carefully.
Editi ng Tasks. Editing for grammatical or rhetorical errors is &lely used test method for assessing linguistic

competence in reading. The TOEFL and many othés &msploy this technique with the argument thabitonly focuses on
grammar but also introduces a simulation of théentic task of editing, or discerning errors inttem passages.



Multiple-choice grammar editing task (Phillips, 2001, p. 219)

Test-takers read: Choose the letter of the underlined word that is not correc
1. The abrasively action of the wind wears away softer layers of rock.
A B C D

2. There are two way of making a gas condense: cooling it or putting it under
A B C D

pressure.

3. Researchers have discovered that the application of bright light can someti
A B

be uses to overcome jet lag.
C D

Picture-Cued Tasks. in the previous lecture we looked at picture-cleeks for perceptive recognition of

symbols and words. Pictures and photographs maygbally well utilized for examining ability at tiselective level. Several
types of picture-cued methods are commonly used.

1. Test-takers read a sentence or passage and chiamséfour pictures that is being described. Theesge (or sentences) at
this level is more complex. A computer-based exanglows:

Multiple-choice picture-cued response (Phillips, 2001, p. 276)

Test-takers read a three-paragraph passage, one sentence of which is:
During at least three quarters of the year, the Arctic is frozen.

Click on the chart that shows the relative amount of time each year that water is
available to plants in the Arctic.

Test-takers see the following four pictures:

2. Test-takers read a series of sentences or defisjteanch describing a labeled part of a pictudiagram. Their task is to
identify each labeled item. In the following diagratest-takers do not necessarily know each teunby reading the definition
they are able to make an identification. For exXemp



Diagram-labeling task

Test-takers see:

Test-takers read:
Label the picture with the number of the corresponding item described below.
1. wire supports extending from the hub of a wheel to its perimeter
2. a long, narrow support pole between the seat and the handlebars
3. a small, geared wheel concentric with the rear wheel
4. a long, linked, flexible metal device that propels the vehicle
5. a small rectangular lever operated by the foot to propel the vehicle
6. a tough but somewhat flexible rubber item that circles each wheel

Gap-Fi i ng Tasks. Many of the multiple-choice tasks described abae e convened into gap-filling or
"fill-in-the-blank," items in which the test-takeresponse is to write a word or phrase. An eitensf simple gap-filling tasks
is to create sentence completion items wheretagsts read part of a sentence and then compleyewtiting a phrase.

Sentence completion tasks

Oscar: Doctor, what should | do if | get sick?
Doctor: It is best to stay home and
If you have a fever,
You should drink as much
The worst thing you can do is
You should also

4. Designing Assessment Tasks: Interactive Reading.

Tasks at this level, like selective tasks, haveralination of form-focused and meaning-focusedaihjes but with
more emphasis on meaning. Texts are a little lgrfgen a paragraph to as much as a page or s@icabe of ordinary prose.
Charts, graphs, and other graphics may be someahgtlex in their format.

Cloze Tasks. one of the most popular types of reading assesstaghts the cloze procedure. The walkoze

was coined by educational psychologists to capghedsestalt psychological concept of “closurdiatts, the ability to fill in
gaps in an incomplete image (visual, auditory,agritive) and supply (from background schemata)teaiidetails.

Cloze procedure, rational deletion (prepositions and conjunctions)

The recognition that one’s feelings (1) happiness (2)

unhappiness can coexist much like love and hate (3) a close
relationship may offer valuable clues (4) how to lead a happier life.
suggests, (5) example, that changing (6) avoiding things th:
make you miserable may well make you less miserable (7) probabl
happier.

Short-Answer Tasks. Multiple-choice items are difficult to constructchmalidate, and classroom teachers
rarely have time in their busy schedules to desigrh a test. A popular alternative to multiple-clecjuestions following



reading passages is the age-old short-answer format
Open-ended reading comprehension questions

1. What do you think the main idea of this passage is?

2. What would you infer from the passage about the future of air travel?

3. In line 6 the word sensation is used. From the context, what do you think th
word means?

4. What two ideas did the writer suggest for increasing airline business?

5. Why do vou think the airlines have recently experienced a decline?

Editi ng (L onger Texts). The previous part of today’s lecture (on selectaeding) described editing tasks,
but there the discussion was limited to a listiofelated sentences, each presented with an erper detected by the test-taker.
The same technique has been applied successfldlpder passages of 200 to 300 words. Severahagiyes are gained in the

longer formal.
Contextualized grammar editing tasks (limao, 2007)

(1) Ever since supermarkets first appeared, they have been take over the world.
~ B C D

(2) Supermarkets have changed peocople’s life styles, yet and at the same time,
A B C

changes in people’s life styles have encouraged the opening of supermarkets. (3
D

a result this, many small stores have been forced out of business. {4) Moreover, :
A B (o D B

small stores will be able to survive this unfavorable situation.
A C D

Scanni NQJ. Scanning is a strategy used by all readers torétevant information in a text. Assessment of saagis
carried out by presenting test-takers with a text equiring rapid identification of relevant basinformation. Possible stimuli
include:

* aone- to two-page news article;

* an essay;

« achapter in a textbook;

¢ atechnical report;

« atable or chart depicting some research findings;
* amenu;

« an application form.

5. Designing Assessment Tasks: Extensive Reading.
Extensive reading involves somewhat longerstéxan we have been dealing with up to this pdimtrnal articles, technical
reports, longer essays, short stories, and bodlkatiathis category. The tasks that are uniquextensive reading: skimming,
summarizing, responding to reading, and note-taking

Skimmi ng Tasks. Skimming is the process of rapid coverage of reqpdiatter to determine its gist or main idea.
It is a prediction strategy used to give a readssrese of the topic and purpose of a text, thenizgtion of the text, the
perspective or point of view of the writer, its eas difficulty. Assessment of skimming strateggessually straightforward: the
test-taker skims a text and answers questions asitie following:
Skimming tasks

What is the main idea of this text?

What is the author’s purpose in writing the text?

What kind of writing is this [newspaper article, manual, novel, etc.]?

What type of writing is this [expository, technical, narrative, etc.]?

How easy or difficult do you think this text will be?

What do you think you will learn from the text?

How useful will the text be for your [profession, academic needs, interests]?

Summarizi ng and Responding. One of the most common means of assessing extersidéng is to ask



the test-taker to write a summary of the text. #sk that is given to students can be very simgisded:

Directions for summarizing

Write a summary of the text. Your summary should be about one paragraph in ler
(100-150 words) and should include your understanding of the main idea and
supporting ideas.

Criteria for assessing a summary (Imao, 2001, p. 184)

1. Expresses accurately the main idea and supporting ideas.

2. Is written in the student’s own words;: occasional vocabulary from the
original text is acceptable.

3. Is logically organized.

4. Displays facility in the use of language to clearly express ideas in the t

Note-Taki ng and Outlini NQ. Finally, a reader's comprehension of extensivestedy be assessed through

an evaluation of a process of note-taking or outinBecause of the difficulty of controlling therditions and time frame for
both these techniques, they rest firmly in the garte of informal assessment. Their utility is iretstrategic training that
learners gain in retaining information through niaaginotes that highlight key information or orgzational outlines that put
supporting ideas into a visually manageable framkew® teacher, perhaps in one-on-one conferencesstidents, can use
student notes/outlines as indicators of the presenabsence of effective reading strategies, laaby point the learners in
positive directions.
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LECTURE 5. ASSESSING WRITING

Plan:

Genres and Types of Written Language.

Designing Assessment Tasks: Imitative Writing.

Designing Assessment Tasks: Intensive (Controlled) Writing.

Designing Assessment Tasks: Responsive Writing and Extensive Writing.
Glossary: imitative writing, intensive (controlled) writing, responsive writing,
extensive writing

1. Genres and Types of Written Language.
Before looking at specific tasks, we must 8nize the different genres of written language agpes of writing.

Types of writi ng perfor ManCe. Four categories of written performance that captiueerange of written
production are considered here. Each category tg@esrthe categories defined for the other threlisskiut these categories, as
always, reflect the uniqueness of the skill area.

1. I mitative. To produce written language, the learner mustragtkills in the fundamental, basic tasks of
writing letters, words, punctuation, and very beehtences. This category includes the abilitp#l €orrectly and to perceive
phoneme-grapheme correspondences in the Engliimgsystem.

2. Intensive (COI’]'[I’O| | ed) Beyond the fundamentals of imitative writing arélskn producing appropriate

vocabulary within a context, collocations and idgoand correct grammatical features up to the leafythsentence. Meaning
and context are of some importance in determinargectness and appropriateness.



3. Responsi VE. Here, assessment tasks require learners to peafoaniimited discourse level, connecting
sentences into a paragraph and creating a logicatipected sequence of two or three paragraphks Tespond to pedagogical
directives, lists of criteria, outlines, and otlgeiidelines. Genres of writing include brief navat and descriptions, short
reports, lab reports, summaries, brief responsessaiing, and interpretations of charts or graphs.

4. Extensive. extensive writing implies successful managemeratiadheprocesses and strategies of writing for
all purposes, up to the length of an essay, a pexper, a major research project report, or evéesig.

2. Designing Assessment Tasks: Imitative Writing.

Many beginning-level English learners, from youmgdren to older adults, need basic training in asgessment of
imitative writing: the rudiments of forming lettersords and simple sentences. We examine thit déweriting first.

Tasksin Writing L etters, Words, and Punctuation. First, a comment should be made on
the increasing use of personal and laptop compatetdiandheld instruments for creating written sgisibA limited variety of

types of tasks are commonly used to assess a perability to produce written letters and symbdsfew of the more common
types are described here.

1. Copying.

2. Listening cloze selection tasks.

3. Picture-cued tasks.

4. Form completion tasks.

5. Converting numbers and abbreviations to words.

Spelling Tasks and Detecting Phoneme-Grapheme Cor respondences. A number of
task types are in popular use to assess the afoiléyell words correctly and to process phoneragfggme correspondences.
Soelling tests. The teacher dictates a simple list of words, onedvatra time, followed by the word in a
sentence repeated again, with a pause for teststakevrite the word. Scoring emphasizes correellisg.

2. Picture-cued tasks. pictures are displayed with the objective of fongsin familiar words whose spelling
may be unpredictable, items are chosen accordititetobjectives of the assessment, but this forsnan opportunity to

present some challenging words and word p@0t/b0O0K, read/reed, bit/bite. etc.

3. Multi pI e-choice techni JUES. Presenting words and phrases in the form of aiphedthoice task risks
crossing over into the domain of assessing reatingif the items have a follow-up writing compohethey can serve as
formative reinforcement of spelling conventionse¥imight be more challenging with the addition ofrftonyms. Here are
some examples.

4. Matchi ng phonetic symbol S. If students have become familiar with the phonaljthabet, they could be shown
phonetic symbols and asked to write the correqiglied word alphabetically. This works best wittides that do not have one-

to-one correspondence with the phonetic symbol,([a?g] and a).

3. Designing Assessment Tasks: Intensive (Controlled) Writing.

This next level of writing is what second languaggecher training manuals have for decades callettazd writing. It
may also be thought of as form-focused writingngrear writing, or simply guided writing. A good de#lwriting at this level
is display writing as opposed to real writing: ®atb produce language to display their competengesimmar, vocabulary, or
sentence formation, and not necessarily to conwegning for an authentic purpose.

Dictation and Dicto-Comp. Dictation is the rendition in writing of what onedrs aurally, so it could

be classified as gpe of writing and also dictation can be classifées an intensive form of writing. A form of coriteal

writing related to dictation is a dicto-comp. Heagparagraph is read at normal speed, usually ttlree times; then the
teacher asks students to rewrite the paragraphtfierbest of their recollection. In one of sevemiations of the dicto-comp
technique, the teacher, after reading the pasdaigbutes a handout with key words from the peapb, in sequence, as cues
for the students. In either case, the dicto-congeiwuinely classified as an intensive, if not goesive, writing task. Test-
takers must internalize the content of the passagegember a few phrases and lexical items as kegsythen recreate the
story in their own words.

Grammatical Transfor mation Tasks. Language teachers use this technique as an assesashen
ostensibly to measure grammatical competence. Nauserersions of the task are possible:
¢ Change the tenses in a paragraph.
« Change full forms of verbs to reduced forms (carttoms).



« Change statements}lES/nO or wh-questions.

« Change questions into statements.

« Combine two sentences into one using a relativeqm.
¢ Change direct speech to indirect speech.

« Change from active to passive voice and etc.

Picture-Cued Tasks. a variety of picture-cued controlled tasks haverbesed in English classroom around
the world. The main advantage in this technigue getaching the almost ubiquitous reading andingitonnection and
offering instead a nonverbal means to stimulaté&ewiresponses. For example:

Vocabulary Assessment Tasks. Most vocabulary study is carried out through regdithe major
techniques used to assess vocabulary are defimiggising a word in a sentence (multiple choickriepies, matching,
picture-cued identification, cloze techniques, giregthe meaning of a word in context).

Read (2000) suggested several types of items $msament of basic knowledge of the meaning of awor

collocational possibilities, and derived morphotajiforms. His example centered on the wdner pret, as follows:

Short-Answer and Sentence Completion Tasks. such items range from very simple and
predictable to somewhat more elaborate responseg. at range of possibilities.

4. Designing Assessment Tasks: Responsive Writing and Extensive Writing.

Responsive writing creates the opportunitytést-takers to offer an array of possible creatasponses within a
pedagogical or assessment framework: test-takersesponding"” to a prompt or assignment.

Extensive, or "free" writing takes all thermiples and guidelines of responsive writing amtsthem into practice in longer
texts such as full-length essays, term papersegrrogports, and theses and dissertations. In @xtewriting, however, the
writer has been given, even more freedom to chdopes, length, style, and perhaps even convestibfiormatting are less
constrained than in the typical responsive wrigngrcise.

Let's consider responsive and extensivéingitasks:

Par aphr as NQg. One of the more difficult concepts for second leagpilearners to grasp is paraphrasing.
The initial step in teaching paraphrasing is taueashat learners understand the importance oppaasing: to say something
in one's own words, to avoid plagiarizing, to ofeme variety in expression. With those possiblévations and purposes in
mind, the test designer needs to elicit a paraptoha sentence or paragraph.
Scoring of the test-taker's responsejigdlgment call in which the criterion of conveyirfgetsame or similar message is
primary, with secondary evaluations of discoursagnar and vocabulary. Other components of acabytholistic scales
might be considered as criteria for an evaluation.

Guided Queﬂion and ANSWer. Another lower-order task in this type of writinghieh has the
pedagogical benefit of guiding a learner withowtating the form of the output, is a guided questod-answer format in
which the test administrator poses a series oftgumssthat essentially serve as an outline of thergent written text. In the
writing of a narrative that the teacher has alrezalyered in a class discussion, the following kinflguestions might be posed
to stimulate a sequence of sentences.

Par agr aph Construction Tasks. The participation of reading performance is indwigain writing
effective paragraphs. To a great extent, writinthésart of emulating what one reads. You readffectese paragraph; you
analyze the ingredients of its success; you emitlafssessment of paragraph development takesmumber of different
forms:

1. Topic sentence writing.
2. Topic development within a paragraph.
3. Development of main and supporting ideas acrosagpaphs.

At responsive and extensive levels of writittgee major approaches to scoring writing perforoe are commonly
used by test designel®listic, primary trait andanalytical. In the first method, a single score is assigoeahtessay, which
represents a reader's general overall assessmiemirytrait scoring is a variation of the holistiethod in that the
achievement of the primary purpose, or trait, okasay is the only factor rated. Analytical scotimgaks a test-taker's written
text down into a number of subcategories (orgaitimagrammar, etc.) and gives a separate ratingdoh.
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