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Editorial

t ĞůĐŽŵĞƚŽ/ƐƐƵĞϲϯŽĨƚŚĞd^/' E Ğǁ ƐůĞƩ Ğƌ͊ 
dŝŵĞŚĂƐƐŝŵƉůǇƐƉĞĚďǇƐŝŶĐĞŽƵƌůĂƐƚƉƵďůŝĐĂƟŽŶ͕ 
ƚŚĞƵƚƵŵŶE Ğǁ ƐůĞƩ Ğƌ͕ ĂŶĚŝƚŝƐŝŶĚĞĞĚƚŚĂŶŬƐƚŽ
ƚŚĞĐŽŶƚƌŝďƵƟŽŶƐŽĨŽƵƌŝŶĚƵƐƚƌŝŽƵƐd^/' ŵĞŵͲ
bers that we are able to bring out another NewsůĞƩ ĞƌƐŽƐŽŽŶ͘ /ǁ ŽƵůĚůŝŬĞƚŽƚŚĂŶŬƚŚĞŵ͕ ďŽƚŚ
TESIG members and non-members, for helping to
make this possible, and hope that they will inspire
ŵŽƌĞŽĨǇŽƵƚŽƐĞŶĚŝŶĂƌƟĐůĞƐ;ǁ ŚŝĐŚĚŽŶŽƚŶĞĞĚ
to be long) or take part in a TEASIG Member Spotlight interview. Further details can be found at
ŚƩ ƉƐ͗ ͬ ͬ ƚĞĂ͘ ŝĂƚĞŇ͘ ŽƌŐͬ ŶĞǁ ƐůĞƩ Ğƌͬ 

holders in a language test, that is, the test-takers
themselves.
/ŶƚŚĞĮ ŶĂůƐĞĐƟŽŶŽĨƚŚĞE Ğǁ ƐůĞƩ Ğƌ͕ :ŽdŽŵůŝŶƐŽŶ
ĂŶƐǁ ĞƌƐŽƵƚƐƚĂŶĚŝŶŐƋƵĞƐƟŽŶƐŝŶĂĨŽůůŽǁ -up to the
ŝŶĨŽƌŵĂƟǀ Ğǁ ĞďŝŶĂƌƐŚĞŐĂǀ ĞŽŶƚĞƐƚĚĞǀ ĞůŽƉŵĞŶƚ
on 24 October 2017. (Check out the next webinar
on the TEASIG website!). We round oﬀ this issue by
turning the TEASIG spotlight on two of our memďĞƌƐĨƌŽŵĚŝī ĞƌĞŶƚĐŽƌŶĞƌƐŽĨƚŚĞŐůŽďĞ͕ ŚƌŝƐƟŶĞ
Coombe, who is based in Dubai, and Gladys Quevedo Camargo from Brasilia.

dŚŝƐŝƐƐƵĞƐƚĂƌƚƐŽī ǁ ŝƚŚƚŚƌĞĞĐŽŶƚƌŝďƵƟŽŶƐƐƵďͲ
ŵŝƩ ĞĚďǇƉƌĞƐĞŶƚĞƌƐĂƚƚŚĞ/d&>ŽŶĨĞƌĞŶĐĞŝŶ
Glasgow last April. The ﬁrst is based on a talk given
at the joint ESPSIG/TEASIG Pre-Conference Event
;WͿ͘ /ŶƚŚŝƐĂƌƟĐůĞůǏ ďŝĞƚĂĂǁ ĂĚŽǁ ƐŬĂ-<ŝƩ ĞůĚĞͲ
scribes a new exam for BA students together with a
ƐƚƵĚǇǁ ŚŝĐŚǁ ĂƐƵƐĞĚƚŽŝŶǀ ĞƐƟŐĂƚĞŝƚƐǁ ĂƐŚďĂĐŬ͕ 
recalling the power of tests to inﬂuence the teaching and learning process that precedes them. The
ƐĞĐŽŶĚƚǁ ŽĂƌƟĐůĞƐĂƌĞďĂƐĞĚŽŶƉƌĞƐĞŶƚĂƟŽŶƐĂůƐŽ
given in Glasgow, both at the TEASIG day. Ilya Denisenko’s thought-ƉƌŽǀ ŽŬŝŶŐĐŽŶƚƌŝďƵƟŽŶĞŶĚŽƌƐĞƐ
͚ ĂƵƚŚĞŶƟĐĂƐƐĞƐƐŵĞŶƚ͛ ĂŶĚĞŶĐŽƵƌĂŐĞƐƚĞĂĐŚĞƌƐƚŽ
ƐĞĞŽƉƉŽƌƚƵŶŝƟĞƐĂŶĚďĞŶĞĮ ƚƐŝƚƉƌĞƐĞŶƚƐ͕ ǁ ŚŝůĞ
^ƵƐĂŶŶĂt ŝĐŬĞƐ͛ ĂƌƟĐůĞƉƌŽǀ ŝĚĞƐĂŶŝŶƚĞƌĞƐƟŶŐĂĐͲ
ĐŽƵŶƚŽĨƚŚĞŝŶƚƌŽĚƵĐƟŽŶŽĨĂŐƌŽƵƉŽƌĂůƚĞƐƚŝŶŚŝͲ
ŶĂ͕ ĂůƐŽĐŽŶĐĞƌŶĞĚǁ ŝƚŚĂƵƚŚĞŶƟĐ͕ ŵĞĂŶŝŶŐĨƵůĂƐͲ
sessment.

Thanks again to everyone who contributed to this
E Ğǁ ƐůĞƩ Ğƌ͕ ĂŶĚĨŽƌƐŚĂƌŝŶŐƚŚĞŝƌŝĚĞĂƐǁ ŝƚŚƚŚĞ
TEASIG community. Very best wishes to you all for
the New Year – hoping to hear from you or see you
at a TEASIG event in 2018!
Maggi Lussi Bell
TEASIG Joint Editor

/ŶƚŚĞƌĞŵĂŝŶŝŶŐĐŽŶƚƌŝďƵƟŽŶƐ͕ ůĂƌĞD ĂĂƐƐŚĂƌĞƐ
her experience of the LDF (Learner-Driven FeedďĂĐŬͿĂƉƉƌŽĂĐŚĂŶĚƐƚƵĚĞŶƚƐ͛ Ăƫ ƚƵĚĞƐƚŽǁ ĂƌĚƐŝƚ͘ 
The ﬁndings are promising, and Clare kindly proǀ ŝĚĞƐƟƉƐĨŽƌƚƌǇŝŶŐŽƵƚƚŚŝƐƵƐĞĨƵůƚĞĐŚŶŝƋƵĞ͘ >ǇŶŶ
t ŝůůŝĂŵƐƚĂŬĞƐĂƉŽƐŝƟǀ Ğǀ ŝĞǁ ŽĨĂƐƐĞƐƐŵĞŶƚŝŶŚĞƌ
work as a teacher trainer, reminding us that as assessment is not necessarily a test and sharing some
of the strategies she uses with her trainee teachers.
dŽĐŽŶĐůƵĚĞƚŚŝƐƐĞĐƟŽŶ͕  Ăǀ ŝĚǁ ŝŶŐZǇĂŶ͛ ƐĂƌƟĐůĞ
makes intriguing reading as he describes a study in
D ĞǆŝĐŽƚŚĂƚŝŶǀ ĞƐƟŐĂƚĞĚƚŚĞĂƫ ƚƵĚĞƐĂŶĚŽƉŝŶŝŽŶƐ
ŽĨƚŚĞŵŽƐƚŝŵƉŽƌƚĂŶƚ͕ ďƵƚŽŌĞŶŶĞŐůĞĐƚĞĚ͕ ƐƚĂŬĞͲ
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Letter from the Coordinators

ƚŚĞƐƚĂƌƚŽĨĂŚĂƉƉǇĂŶĚĨƌƵŝƞƵůƌĞůĂƟŽŶƐŚŝƉ͕ ĂŶĚ
one which I now no longer want to forego.

Dear TEASIG members
ƐƚŚŝƐŵĂǇǁ ĞůůďĞŵǇůĂƐƚůĞƩ ĞƌƚŽǇŽƵŝŶƚŚĞ
d^/' E Ğǁ ƐůĞƩ ĞƌĂƐd^/' ŽŽƌĚŝŶĂƚŽƌ͕ E ĞŝůŚĂƐ
asked me to write and say something about myself.
Some of you may have read in the latest issue of
ƚŚĞ/d&>ĞƵůůĞƟŶƚŚĂƚ/ŚĂǀ ĞďĞĞŶĞůĞĐƚĞĚƚŽ
represent all the 16 IATEFL SIGs on the Board of
Trustees. I feel very honoured to have been enƚƌƵƐƚĞĚǁ ŝƚŚƚŚŝƐƉŽƐŝƟŽŶ͕ ĂŶĚŚŽƉĞƚŚĂƚ/ĐĂŶůŝǀ Ğ
ƵƉƚŽƚŚĞĞǆƉĞĐƚĂƟŽŶƐƚŚĂƚŵǇĨĞůůŽǁ ^/' ŽŽƌĚŝͲ
nators have of me.
/ǁ ŝůůďĞĐŽŵĞ^/' ZĞƉƌĞƐĞŶƚĂƟǀ ĞĨƌŽŵƉƌŝůϮϬϭϴĂƚ
the Annual Conference, which means that I will be
stepping down as TEASIG Coordinator. I will, howĞǀ Ğƌ͕ ƌĞŵĂŝŶŽŶƚŚĞd^/' ŽŵŵŝƩ ĞĞĂŶĚĐŽŶƟŶͲ
ƵĞƚŽǁ ŽƌŬǁ ŝƚŚD ĂŐŐŝŽŶƚŚĞE Ğǁ ƐůĞƩ Ğƌ͘ /ŚĂǀ Ğ
ƚǁ ŽƌĞĂƐŽŶƐĨŽƌǁ ĂŶƟŶŐǀ ĞƌǇŵƵĐŚƚŽĐŽŶƟŶƵĞ
with this work, connected with TEASIG itself and
ǁ ŝƚŚƉƵďůŝĐĂƟŽŶƐ͘
I became a member of IATEFL in 1980 because I
wanted to become part of a community of EFL
teachers. Almost the only contact with the associaƟŽŶĂŶĚǁ ŝƚŚŽƚŚĞƌ/d&>ŵĞŵďĞƌƐǁ ĂƐƚŚƌŽƵŐŚ
ƉƌŝŶƚĞĚƉƵďůŝĐĂƟŽŶƐƐƵĐŚĂƐs ŽŝĐĞƐ͕ ǁ ŚŝĐŚǁ ĂƐƐĞŶƚ
by post. I lurked happily in the background of
/d&>ĨŽƌĂǀ ĞƌǇůŽŶŐƟŵĞ͕ ĨŽůůŽǁ ŝŶŐŝƚƐĂĐƟǀ ŝƟĞƐ
with great interest. However, for a number of personal and professional reasons, such as small chilĚƌĞŶĂŶĚĨƌĞĞůĂŶĐĞǁ ŽƌŬ͕ /ǁ ĂƐŶ͛ ƚĂďůĞƚŽĂƩ ĞŶĚĂ
ĐŽŶĨĞƌĞŶĐĞƵŶƟůϮϬϬϱ͕ ĂůƚŚŽƵŐŚŝƚŚĂĚďĞĞŶŽŶĞŽĨ
ŵǇĂŵďŝƟŽŶƐĨŽƌƐŽŵĞƟŵĞ͘ /ǁ ĂƐǁ ŽƌŬŝŶŐĂƐĂ
ƚĞƐƚĚĞǀ ĞůŽƉĞƌĂŶĚŵǇƉƌĞƐĞŶƚĂƟŽŶǁ ĂƐƐĞůĞĐƚĞĚ
as part of the TEASIG Day, which turned out to be
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Not only do I belong to the strange breed of testlovers, but I am a self-designated manic proofƌĞĂĚĞƌ͘ /ĚŝƐĐŽǀ ĞƌĞĚƚŚĞũŽǇƐŽĨĞĚŝƟŶŐĂŶĚƉƌŽŽĨreading through my work as a test developer, and
my main professional responsibility is now quality
control of assessment procedures, which also inǀ Žůǀ ĞƐĂŐƌĞĂƚĚĞĂůŽĨĞĚŝƟŶŐ͘ /ĂĐƚƵĂůůǇĮ ŶĚŝƚŚĂƌĚ
ƚŽƌĞĂĚĂŶǇƚŚŝŶŐǁ ŝƚŚŽƵƚŵĞŶƚĂůůǇĞĚŝƟŶŐŝƚŽƌĮ ŶĚͲ
ŝŶŐƉƌŝŶƟŶŐŵŝƐƚĂŬĞƐ͕ ďĞŚĂǀ ŝŽƵƌƐŽŵĞƟŵĞƐĚĞͲ
scribed as obsessive!
D ǇŝŶƚĞƌĞƐƚŝŶƉƵďůŝĐĂƟŽŶƐŝƐǁ ŚĂƚ/ĨĞĞů/ŚĂǀ Ğ
brought to TEASIG. TEASIG produces a regular
E Ğǁ ƐůĞƩ ĞƌĂŶĚŚĂƐƉƌŽĚƵĐĞĚĂŶƵŵďĞƌŽĨŽŶĨĞƌͲ
ĞŶĐĞWƌŽĐĞĞĚŝŶŐƐĂƐǁ ĞůůĂƐĐŽŶƚƌŝďƵƟŶŐƚŽƚŚĞ
/d&>ĞƵůůĞƟŶĂŶĚs ŽŝĐĞƐ͘ dŚĞƌĞĂƌĞŵĂŶǇŽƚŚĞƌ
ŝĚĞĂƐĨŽƌƉƵďůŝĐĂƟŽŶƐŝŶƚŚĞĂŝƌ͕ ƐƵĐŚĂƐĂd^/' 
peer-reviewed journal, a “Best of TEASIG” publicaƟŽŶ͕ Ăd^/' ďůŽŐ͕ ĂŶĚŵŽƌĞ͘ , Žǁ Ğǀ Ğƌ͕ ĂůůŽĨ
ƚŚĞƐĞĞǆĐĞůůĞŶƚŝĚĞĂƐƌĞƋƵŝƌĞŵŽƌĞƟŵĞĂŶĚĞŶĞƌŐǇ
ƚŚĂŶŽŶĞŽƌƚǁ ŽĐŽŵŵŝƩ ĞĞŵĞŵďĞƌƐĐĂŶƉƌŽǀ ŝĚĞ͘ 
So I am going to end this message with a call for
volunteers to work in the area of TEASIG publicaƟŽŶƐ͕ ŶŽƚŽŶůǇǁ ŝƚŚŝĚĞĂƐĨŽƌĚĞǀ ĞůŽƉŵĞŶƚďƵƚĂůƐŽ
with a commitment to do something to make
d^/' ͛ ƐƐĞƌǀ ŝĐĞƐĞǀ ĞŶďĞƩ ĞƌĨŽƌĂůůŝƚƐŵĞŵďĞƌƐ͘ 
Please contact me if you wish to be a part of our
dynamic and progressive team.
ZĞŵĞŵďĞƌ͕ Ğǀ ĞƌǇůŝƩ ůĞŚĞůƉƐ͊
Wishing you all the very best for
2018,
Judith
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ŽŶƚƌŝďƵƟŽŶƐƚŽƚŚĞd^/' E Ğǁ ƐůĞƩ Ğƌ
dŚĞ/d&>d^/' ;dĞƐƟŶŐ͕ ǀ ĂůƵĂƟŽŶĂŶĚƐƐĞƐƐŵĞŶƚ^ƉĞĐŝĂů/ŶƚĞƌĞƐƚ' ƌŽƵƉͿE Ğǁ ƐͲ
ůĞƩ ĞƌŝƐƉƵďůŝƐŚĞĚƚŚƌĞĞƟŵĞƐĂǇĞĂƌ– ﬁrstly, a post-IATEFL Annual Conference issue,
between July and September, secondly, at the end of the calendar year, and ﬁnally, at the
beginning of the calendar year, before the IATEFL Annual Conference. All issues are in
digital form.
dŚĞŶĞǆƚƐƵďŵŝƐƐŝŽŶĚĂƚĞƐĨŽƌĂƌƟĐůĞƐĂŶĚĂĚǀ ĞƌƟƐĞŵĞŶƚƐĂƌĞϯ ϭ:ĂŶƵĂƌǇϮϬϭϴĂŶĚ
31 May 2018..
ŽŶƚƌŝďƵƚŽƌƐĚŽŶŽƚŶĞĞĚƚŽďĞŵĞŵďĞƌƐŽĨ/d&>Žƌd^/' ͕ ŚŽǁ Ğǀ ĞƌĐŽŶƚƌŝďƵƟŽŶƐ
ĨƌŽŵd^/' ĂŶĚ/d&>ŵĞŵďĞƌƐ͕ ĂŶĚŽŶŵĂƩ ĞƌƐŽĨŝŶƚĞƌĞƐƚƚŽd^/' ŵĞŵďĞƌƐ͕ ǁ ŝůůďĞ
given priority.
d^/' ƌĞƐĞƌǀ ĞƐƚŚĞƌŝŐŚƚƚŽĂĐĐĞƉƚŽƌƌĞũĞĐƚĂƌƟĐůĞƐĂƐŝƚĚĞĞŵƐŶĞĐĞƐƐĂƌǇ͘/ĨĂŶĂƌƟĐůĞŝƐ
ĂĐĐĞƉƚĞĚĨŽƌƉƵďůŝĐĂƟŽŶ͕ ŝƚŵĂǇďĞƐƵďũĞĐƚƚŽĞĚŝƟŶŐĂŶĚĂůƚĞƌĂƟŽŶƐŵĂǇďĞŵĂĚĞŝŶƟͲ
tles, headings, length and other aspects. Minor editorial changes in the text may be made
for reasons of space, style, clarity, acceptability and correctness of language. If more than
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ϭ͘ ǆĂŵŝŶWƌĂĐƟĐĂůŶŐůŝƐŚĂƐĂ
1.1. Washback of exams on the
ƌĞŇĞĐƟŽŶŽĨƚŚĞŝŵƉůĞŵĞŶƚĂƟŽŶŽĨ process of teaching and learning
ƚŚĞE ĂƟŽŶĂůY ƵĂůŝĮ ĐĂƟŽŶƐ
Framework
The research that has been conducted so far (A. Hughes, J. Alderson, Li Cheng, E. Zawadowska-<ŝƩ ĞůͿ
shows that it is the manner of
dŚĞŝŶƚƌŽĚƵĐƟŽŶŽĨĂŶĞǁ ĞǆĂŵ
ƚĞƐƟŶŐƚŚĂƚĐŚĂŶŐĞƐƚŚĞƉƌŽĐĞƐƐŽĨ
was connected with the implemenƚĂƟŽŶŽĨƚŚĞE ĂƟŽŶĂůY ƵĂůŝĮ ĐĂƟŽŶƐ teaching and learning both as far as
Framework (NQF) and new learning ƉƌŝŽƌŝƟĞƐĂŶĚƚĞĐŚŶŝƋƵĞƐĂƌĞĐŽŶͲ
cerned.
outcomes for BA students at the
college where the research was
This concept is also reﬂected in the
conducted. Before the change to
ƉƵďůŝĐĂƟŽŶ͞ , Žǁ ƚŽƉƌĞƉĂƌĞĞĚƵĐĂͲ
ƚŚĞŶĞǁ ĞǆĂŵ͕ ĂƚƌĂĚŝƟŽŶĂůĞǆĂŵ
ƟŽŶĂůƉƌŽŐƌĂŵŵĞƐŝŶĂĐĐŽƌĚĂŶĐĞ
was used, composed of two parts:
with the NQF” by Andrzej Kraśniewǁ ƌŝƩ ĞŶĂŶĚŽƌĂů͘dŚĞǁ ƌŝƩ ĞŶƉĂƌƚ
ski (2011) who writes: “Proper planincluded reading comprehension,
ŶŝŶŐŽĨƚŚĞŵĞƚŚŽĚƐŽĨǀ ĞƌŝĮ ĐĂƟŽŶ
ůŝƐƚĞŶŝŶŐĐŽŵƉƌĞŚĞŶƐŝŽŶ͕ ǁ ƌŝƟŶŐ
and grammar competence. The oral of learning outcomes may to a large
extent decide what outcomes have
exam was taken in pairs and conbeen, in fact, achieved by the stusisted of a discussion on a given
subject. The format of the examina- dent. This results from the fact that
ƟŽŶŵĂƚĐŚĞĚƚŚĞǁ ĂǇƚŚĞĐůĂƐƐĞƐĂƚ ĂůĂƌŐĞƉĂƌƚĂŶĚƐŽŵĞƟŵĞƐƚŚĞŵĂͲ
jority of students adapts their way
ƚŚĞĐŽůůĞŐĞǁ ĞƌĞĨŽƌŵĞĚ͕ ĂƐWƌĂĐƟͲ
cal English classes were divided into of learning to the content and form
of tests. Thus, these are the methĐŽŶǀ ĞƌƐĂƟŽŶĐŽŵďŝŶĞĚǁ ŝƚŚƌĞĂĚͲ
ing skills, audio-visual classes, gram- ŽĚƐŽĨǀ ĞƌŝĮ ĐĂƟŽŶƐŽĨůĞĂƌŶŝŶŐŽƵƚͲ
comes which determine what stuŵĂƌ͕ ĂŶĚǁ ƌŝƟŶŐ͘ 
dents know to a larger extent than
the teaching methods.”
dŚĞŝŶƚƌŽĚƵĐƟŽŶŽĨƚŚĞE Y &ĐĂƚĂͲ
lysed the changes in the process of
The new exam was designed based
teaching and learning. The classes
on this view. Summing up the diﬀerĚĞǀ ŽƚĞĚƚŽƚĞĂĐŚŝŶŐWƌĂĐƟĐĂůŶŐͲ
ĞŶƚŽƉŝŶŝŽŶƐŽŶĂŶĚĚĞĮ ŶŝƟŽŶƐŽĨ
lish (PE) were divided into blocks of
washback, washback may be deŝŶƚĞŐƌĂƚĞĚƐŬŝůůƐĂŶĚ͕ ĂĚĚŝƟŽŶĂůůǇ͕
ﬁned as the inﬂuence of exams, inŝŶƚŽĐůĂƐƐĞƐĚĞǀ ŽƚĞĚƚŽƉƌŽĚƵĐƟǀ Ğ
ƚĞŶƟŽŶĂůŽƌƵŶŝŶƚĞŶƟŽŶĂů͕ďŽƚŚ
skills. The new division is intended
ƉŽƐŝƟǀ ĞĂŶĚŶĞŐĂƟǀ Ğ͕ ŽŶƚŚĞůĞĂƌŶͲ
to facilitate and accelerate the
ing and teaching process, as this is
achievement of learning outcomes,
widely understood, and on all its
especially as far as speaking and
ƉĂƌƟĐŝƉĂŶƚƐĂƐǁ ĞůůĂƐŽŶƚŚĞĞŶƟƌĞ
ǁ ƌŝƟŶŐĂƌĞĐŽŶĐĞƌŶĞĚ͘ 
ĞĚƵĐĂƟŽŶĂůƐǇƐƚĞŵ;͘ Ăǁ ĂĚŽǁ ƐŬĂ
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-<ŝƩ ĞůϮϬϭϯ Ϳ͘ /ŶƚŚĞƉƌĞƐĞŶƚƉĂƉĞƌ͕ 
two major aspects of the washback
of the PE exam will be presented. It
is worth adding that in order to
ĂĐŚŝĞǀ ĞƉŽƐŝƟǀ Ğǁ ĂƐŚďĂĐŬ͕ ƐƚƵĚĞŶƚƐ
need to be acquainted with the purpose of the exam and regard its results as credible and fair, and they
also need to receive a detailed report on their exam results, rather
than only a mark or a percentage
ƐĐŽƌĞ͘ ĚĚŝƟŽŶĂůůǇ͕ƚŚĞƚĂƐŬƐƐŚŽƵůĚ
ďĞĂƵƚŚĞŶƟĐ͘ 
2. The concept of the PE exam
The new concept of the exam
ƐƚƌĞƐƐĞƐƚŚĞƌŽůĞŽĨƉƌŽĚƵĐƟǀ ĞƐŬŝůůƐ
in the teaching and learning process
and for this reason both speaking
ƐŬŝůůƐĂŶĚǁ ƌŝƟŶŐƐŬŝůůƐĂƌĞƚĞƐƚĞĚ
ƚǁ ŝĐĞ͘ /ŶĐĂƐĞŽĨǁ ƌŝƟŶŐƐŬŝůůƐ͕ ƚŚĞ
progress students have made during
the whole semester is assessed (by
ŵĞĂŶƐŽĨĂƉŽƌƞŽůŝŽͿ͕ ǁ ŚŝĐŚƐƵƉͲ
ports both autonomy and systemĂƟĐůĞĂƌŶŝŶŐĂŶĚĂůƐŽŚĞůƉƐƚŽŝŶͲ
ĐƌĞĂƐĞŵŽƟǀ ĂƟŽŶĨŽƌůĞĂƌŶŝŶŐ͕ ĂƐ
frequent feedback is given to stuĚĞŶƚƐ͘ ůƐŽ͕ ĐƌŝƟĐĂůƚŚŝŶŬŝŶŐĂďŝůŝƚǇ
and the ability to express opinions
ŝŶǁ ƌŝƟŶŐŝƐƚĞƐƚĞĚ;ǁ ŝƚŚƌĞĨĞƌĞŶĐĞ
to reading).
Speaking skills are also assessed
twice – Į ƌƐƚ͕ ŝŶĐŽŶŶĞĐƟŽŶǁ ŝƚŚůŝƐͲ
tening skills to increase the authenƟĐŝƚǇŽĨƚŚĞƚĞƐƚ͕ ĂƐŝŶƌĞĂůůŝĨĞ
ƐƉĞĂŬŝŶŐŝƐŵŽƐƚŽŌĞŶĐŽŶŶĞĐƚĞĚ
with listening, and then for the secŽŶĚƟŵĞŝŶĐŽŶŶĞĐƟŽŶǁ ŝƚŚĂ
WŽǁ ĞƌWŽŝŶƚƉƌĞƐĞŶƚĂƟŽŶĂŶĚĚŝƐͲ
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cussion of a selected subject (as the
ĂďŝůŝƚǇƚŽƐƉĞĂŬŝŶƉƵďůŝĐŝƐŽŌĞŶ
expected of the students by proƐƉĞĐƟǀ ĞĞŵƉůŽǇĞƌƐͿ͘ 

on students and teachers, and ﬁnd
out their opinion of the test format.

dŚĞŶĞǁ ĨŽƌŵĂƚŽĨƚŚĞĞǆĂŵŝŶĂƟŽŶ
makes use of modern teaching techniques – ﬁlm, IT and also (thanks to
ƚŚĞƉŽƌƞŽůŝŽĂŶĚƉƌĞƐĞŶƚĂƟŽŶƐͿƌĞͲ
duces to some extent the risk of
ƵŶƌĞůŝĂďůĞƚĞƐƟŶŐĂƐ͕ ŝĨŽŶůǇŽŶĞƉĞƌͲ
formance is assessed, the quality of
this may be aﬀected by, for instance, stress. The new format of
the exam has been evaluated both
by students and academic teachers
ŝŶƐƉĞĐŝĂůůǇĐŽŶƐƚƌƵĐƚĞĚƋƵĞƐƟŽŶͲ
naires.

dŚĞƐƵƌǀ ĞǇƋƵĞƐƟŽŶŶĂŝƌĞǁ ĂƐĚĞǀ ĞůͲ
oped speciﬁcally for the study and
administered in Polish. Nineteen of
ƚŚĞƋƵĞƐƟŽŶƐǁ ĞƌĞĐůŽƐĞĚƋƵĞƐƟŽŶƐ
and one open-ended, the aim of
which was to allow the respondents
to voice their opinions of the new
exam in a more precise way. The
surveys of teachers and students
ǁ ĞƌĞĂƐŝĚĞŶƟĐĂůĂƐƉŽƐƐŝďůĞŝŶ
terms of their content.

“The new concept of
the exam stresses the
role of productive skills in
the teaching and
learning process and for
this reason both speaking skills and writing skills
are tested twice.”

dŚĞƌĞƐƵůƚƐŽĨƚŚĞƐĞƋƵĞƐƟŽŶŶĂŝƌĞƐ
will be used to modify both the concept of the exam and the way it is
graded. The conclusions may serve
to change the concept of teaching
ƚŚƌŽƵŐŚƚŚĞŵĞƚŚŽĚƐŽĨǀ ĞƌŝĮ ĐĂƟŽŶ
of teaching concepts.
3. The study
dŚĞĂŝŵŽĨƚŚĞƐƚƵĚǇŝƐƚŽŝŶǀ ĞƐƟͲ
gate the washback of a new exam

ϯ ͘ ϭ͘ dŚĞƋƵĞƐƟŽŶŶĂŝƌĞ

3.2. Proﬁle of the respondents
A total of 70 valid responses from
the students of philology at a private university and 10 from their
teachers were received from those
respondents who volunteered to
take part in the study. All the students are 1st year BA students; 70%
of them study English as their major. More than half of the teachers
teach English and almost all are inƚĞƌĞƐƚĞĚŝŶƚĞƐƟŶŐŝƐƐƵĞƐ͘ dŚĞŝƌ
teaching experience ranges from 2
ƚŽϭϬǇĞĂƌƐ͘ , Žǁ Ğǀ Ğƌ͕ ŶŽĐŽƌƌĞůĂƟŽŶ
between their opinions and experience has been found.
4. Discussion of results
A comparison of teachers’ and students’ most signiﬁcant answers to
ƚŚĞƋƵĞƐƟŽŶƐŝŶƚŚĞƐƵƌǀ ĞǇŝƐƉƌĞͲ
sented in Table 1.
Table 1 Comparison of opinions
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ůĂƌŽƌŝĚĞŶƟĐĂůƚŽƚŚĞĞǆĂŵŝŶĂͲ
ƟŽŶƚĂƐŬƐ͗ WŽǁ ĞƌWŽŝŶƚƉƌĞƐĞŶͲ
ƚĂƟŽŶƐƐĞĞŵƚŽďĞƚŚĞĂĐƟǀ ŝƚǇ
perceived as even more frequently used by students than
by the teachers. It is noteworthy
ƚŚĂƚŶĞǁ ŵĞƚŚŽĚƐŽĨƚĞƐƟŶŐ
ƌĞĐĞŝǀ ĞĚŚŝŐŚƌĂƟŶŐƐĨƌŽŵďŽƚŚ
teachers and students.
ZĞƐƉŽŶƐĞƐƚŽƚŚĞƋƵĞƐƟŽŶĐŽŶͲ
cerning the use of L1 may suggest that the format of the exam is too complicated and leads
to overuse of L1 on the part of
the teachers, who explain the
format of the exam and its rules
in L1 and this, in turn, provokes
students to use L1 as well. It
must be noted, however, that
talking about the exam is not
ƚŚĞŽŶůǇĐůĂƐƐƌŽŽŵƐŝƚƵĂƟŽŶŝŶ
which L1 is used, so it is rather a
ŵĂƩ ĞƌŽĨƚĞĂĐŚĞƌƐ͛ ŚĂďŝƚƐĂŶĚ
these may gradually change.

The majority of both teachers and
students realize that the manner of
ƚĞƐƟŶŐŝŶŇƵĞŶĐĞƐƚŚĞƉƌŽĐĞƐƐŽĨ
teaching and learning, which is reŇĞĐƚĞĚŝŶƚŚĞĂĐƟǀ ŝƟĞƐŵŽƐƚĨƌĞͲ
quently used during the classes.
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The teachers are of the opinion
that learners made the most
ƐŝŐŶŝĮ ĐĂŶƚƉƌŽŐƌĞƐƐŝŶƌĞĐĞƉƟǀ Ğ
skills: listening and reading, as
well as vocabulary, which is diƌĞĐƚůǇĐŽŶŶĞĐƚĞĚǁ ŝƚŚƚŚĞŝƌĞƐƟͲ
mate of their achievements in
these skills. Progress in speaking
ĂŶĚǁ ƌŝƟŶŐŝƐůĞƐƐƐƉĞĐƚĂĐƵůĂƌ͕ 
even though the aim of the changes
dŚĞƚĂďůĞĚŽĞƐŶŽƚŝŶĐůƵĚĞĂĐƟǀ ŝƟĞƐ
ǁ ĂƐƚŚĞĚĞǀ ĞůŽƉŵĞŶƚŽĨƉƌŽĚƵĐƟǀ Ğ
perceived as most frequent by less
skills. The least progress was
than 10% of the respondents
achieved in grammar competence,
(listening to CDs, projects, translawhich most probably results from
ƟŽŶƐͿ͘ dŚĞƚĂďůĞƐŚŽǁ ƐƚŚĂƚƚĞĂĐŚͲ
the fact that grammar is not sepaĞƌƐĨŽĐƵƐŽŶĂĐƟǀ ŝƟĞƐƚŚĂƚĂƌĞƐŝŵŝͲ
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rately tested on the exam. The students share the teachers’ opinion
that they made the most signiﬁcant
ƉƌŽŐƌĞƐƐŝŶƌĞĐĞƉƟǀ ĞƐŬŝůůƐ͕ ůŝƐƚĞŶŝŶŐ
and reading, as well as in vocabuůĂƌǇĂĐƋƵŝƐŝƟŽŶ͘ ^ŝŵŝůĂƌůǇƚŽƚŚĞ
teachers, they feel they made less
ƉƌŽŐƌĞƐƐŝŶƐƉĞĂŬŝŶŐ͕ ǁ ƌŝƟŶŐĂŶĚŝŶ
grammar competence.

tered in real life and may be regardĞĚĂƐĂƵƚŚĞŶƟĐ͘ dŚĞǇĂƌĞĂůƐŽŽĨ
the opinion that the exam is valid
and more just.
Conclusions
As it turns out, the concept of
washback of important exams on
the teaching and learning process is

/ƚŝƐŝŶƚĞƌĞƐƟŶŐƚŚĂƚƚĞĂĐŚĞƌƐĐŽŶͲ
sider students’ progress to be
“It is interesting that
higher than the students themteachers consider students’
ƐĞůǀ ĞƐĚŽ͕ ǁ ŚŽƐĞĞƐƟŵĂƚĞŝƐ
progress to be higher than
closer to the actual results of
the students themselves do,
the exam. It seems likely that
whose estimate is closer to
teachers observe students’
the actual results of the
achievements from the perexam.”
ƐƉĞĐƟǀ ĞŽĨƚŚĞǁ ŚŽůĞĂĐĂĚĞŵŝĐ
year and students see the qualiƚǇŽĨƉĂƌƟĐƵůĂƌƉĞƌĨŽƌŵĂŶĐĞƐŽƌƚŚĞ no less true in case of the PE exam
results of individual tests. The actu- that has been discussed here. The
ĂůŐƌĂĚĞƐĂƌĞůŽǁ ĞƌĞĚďǇƵŶƐĂƟƐĨĂĐͲ ŵŽƐƚŝŵƉŽƌƚĂŶƚƉŽƐŝƟǀ Ğǁ ĂƐŚďĂĐŬ
tory marks.
is that teachers focus more on proSome discrepancies exist in the
teachers’ and students’ views on
the pros and cons of the exam.
dĞĂĐŚĞƌƐƉŽŝŶƚŽƵƚƚŚĂƚƉŽƌƞŽůŝŽƐ
ĂƌĞƟŵĞ-consuming and in the students’ opinion, make the exam easier to pass. Teachers complain
about the fact that grammar is not
tested and that accuracy is not
suﬃciently stressed in the criteria,
whereas students approve of the
fact that the exam focuses on comŵƵŶŝĐĂƟŽŶ͘ 
Consequently, teachers and students share the view that exam
ƚĂƐŬƐƌĞƐĞŵďůĞƐŝƚƵĂƟŽŶƐĞŶĐŽƵŶͲ
TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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ĚƵĐƟǀ ĞƐŬŝůůƐ͕ ĂƐŝŶĐůĂƐƐƚŚĞǇŵŽƐƚ
ĨƌĞƋƵĞŶƚůǇƵƐĞĂĐƟǀ ŝƟĞƐƌĞƐĞŵďůŝŶŐ
ƚŚĞĞǆĂŵŝŶĂƟŽŶƚĂƐŬƐ͘ , Žǁ Ğǀ Ğƌ͕ 
progress in those skills is not autoŵĂƟĐĂůůǇŚŝŐŚĞƌƚŚĂŶŝŶƌĞĐĞƉƟǀ Ğ
skills, an aspect which needs to be
improved. Insuﬃcient progress may
result from the overuse of L1 by
teachers, something which needs
ƚŽďĞĐŚĂŶŐĞĚ͘ E ĞŐůĞĐƟŶŐĂĐĐƵƌĂĐǇ
seems to be another important
problem, which is why including
grammar tasks in a new exam is
postulated by the teachers. Most
probably, the students will not apƉƌŽǀ ĞŽĨƚŚĂƚƐŽůƵƟŽŶ͕ ĂƐƚŚĞǇǀ ĂůƵĞ
ŵŽƐƚƚĂƐŬƐƐƵĐŚĂƐƚŚĞƉŽƌƞŽůŝŽĂŶĚ

ƉƌĞƐĞŶƚĂƟŽŶ͕ ǁ ŚŝĐŚƐĞĞŵƚŽƚŚĞŵ
ĨĂƌƐĂĨĞƌƚŚĂŶƚƌĂĚŝƟŽŶĂůƚĞƐƚƐ͘ K Ŷ
the whole, the new exam is approved of both by the students and
the teachers as more valid, reliable
and contemporary. The teachers
ĂĚĚŝƟŽŶĂůůǇǀ ĂůƵĞƚŚĞƉŽƐƐŝďŝůŝƚǇŽĨ
Ğǀ ĂůƵĂƟŽŶŽĨƚŚĞĞǆĂŵ͘ &ŽƌƚŚŝƐ
ƌĞĂƐŽŶĂŶĞǁ ƐƚƵĚǇŝƐƉůĂŶŶĞĚĂŌĞƌ
the changes in the exam are introduced.
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Assessing Listening







Why do we want to test listening?
What listening skills do we want to test and how?
, Žǁ ĐĂŶǁ ĞďĞƩ ĞƌŝĚĞŶƟĨǇĂŶĚĂƐƐĞƐƐƚŚĞƐĞƐŬŝůůƐ͍
Where can we source appropriate material? Should it be scripted or taken from the real world?
t ŚĂƚŝƐƚŚĞŝŵƉŽƌƚĂŶĐĞŽĨƐƚĂƟƐƟĐƐŝŶƚŚĞĂƐƐĞƐƐŵĞŶƚŽĨůŝƐƚĞŶŝŶŐƐŬŝůůƐ͍

In this 2-ƉĂƌƚWǁ Ğǁ ŝůůďĞĂƩ ĞŵƉƟŶŐƚŽƚĂŬĞƚŚĞůŝĚŽī ƚŚŝƐŵǇƐƚĞƌŝŽƵƐǁ ŽƌůĚǁ ŝƚŚƚŚĞŚĞůƉ
ŽĨĞǆƉĞƌƚƐĂŶĚƉƌĂĐƟƟŽŶĞƌƐŝŶƚŚŝƐĚŽŵĂŝŶ͘
dŚĞWŝƐĂŝŵĞĚĂƚĂůůƚĞĂĐŚĞƌƐ͕ ǁ ŚĞƚŚĞƌƚŚĞǇĂƌĞŶĞǁ ƚŽƚŚŝƐĂƐƉĞĐƚŽĨƚĞƐƟŶŐ͕ Ğǀ ĂůƵĂƟŽŶ
ĂŶĚĂƐƐĞƐƐŵĞŶƚŽƌǁ ŝƐŚƚŽƌĞĨƌĞƐŚƚŚĞŝƌŬŶŽǁ ůĞĚŐĞĂŶĚƉƵƚŝƚƚŽƉƌĂĐƟĐĂůƵƐĞ͘ dŚĞƌĞǁ ŝůůĂůƐŽ
ďĞƌŽŽŵĨŽƌƋƵĞƐƟŽŶƐƚŽĞǆƉĞƌƚƐĂŶĚĚŝƐĐƵƐƐŝŽŶŽĨďĞƐƚƉƌĂĐƟĐĞ͘

Morning – Plenary Speakers
John Field

ŽŐŶŝƟǀ ĞƉƌŽĐĞƐƐĞƐŝŶůŝƐƚĞŶŝŶŐ
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Rita Green
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ŌĞƌŶŽŽŶ– Hands-on workshops
ůĞĚďǇE />ĂŶĚ>dϭϮϯ ǁ ŝƚŚŽƉƉŽƌƚƵŶŝƟĞƐƚŽŵĂƚĐŚƚŚĞƚŚĞŽƌǇĂŶĚŝĚĞĂƐƚŽǇŽƵƌǁ ŽƌůĚ
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https://tea.iatefl.org/upcoming-teasig-events/
https://secure.iatefl.org/registration/conf_reg_login.php
This event is being generously sponsored by Cambridge English Language Assessment.
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Education or evaluation?

Ilya Denisenko
Ilya Denisenko is Head of the
Languages Department at the
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This paper is based on a
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TEASIG Day at the IATEFL Conference in Glasgow in April
2017.
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Imagine that a graduate English exam is obligatory for all your students and it is taking place tomorrow. Will they pass? Imagine your
brightest students, will they have
any problems? Think of the student
that worries you most. Do you think
they will be lucky enough to get
through the test with mostly correct
answers? Is it the speaking and
ǁ ƌŝƟŶŐƉĂƌƚƐƚŚĂƚĐŽŶĐĞƌŶǇŽƵ͍  Ž
you agree that what we teach, what
students need, and what is being
tested are the same thing? When a
student gets top marks in an exam,
does it mean they are well prepared
for life and their career?

what you teach, what your students
need, and what the exam will test?

If you consider these competences
important, you no doubt spend conƐŝĚĞƌĂďůĞƟŵĞĂŶĚĞī ŽƌƚŽƌŐĂŶŝƐŝŶŐ
ƉƌĂĐƟĐĞŽĨƚŚĞŵ͘ zŽƵŵŝŐŚƚďĞ
struggling with the syllabus, trying
ƚŽĮ ŶĚĞŶŽƵŐŚƟŵĞĂŶĚƐĞĂƌĐŚŝŶŐ
for suﬃcient materials. You do it
simply because there is a real world
t Ğůů͕ǁ ĞƐƟůůŚĂǀ ĞŵĂŶǇƋƵĞƐƟŽŶƐ
outside the classroom and correct
ĂďŽƵƚĞǀ ĂůƵĂƟŽŶ͘ D ŽƐƚƚĞĂĐŚĞƌƐ
grammar alone won’t suﬃce. We,
usually agree that students should
as teachers, just need to suggest
be taught relevant skills but others
something more applicable to oﬃce
may claim that they themselves lack or freelance work in business.
the tools for developing such skills.
School is not just a place where
Normally, an EL teacher has to upknowledge and skills are learned.
grade students’ grammar and voEvery subject should contribute to
cabulary on diﬀerent topics as well
cross-subject competence building –
as develop students’ skills. Further‘should’, but doesn’t ‘have to’. HowŵŽƌĞ͕ ƐƵďƐĞƋƵĞŶƚĞǆĂŵŝŶĂƟŽŶƐǁ ŝůů Ğǀ Ğƌ͕ ƚŚĞƌĞĂƌĞƐƟůůƚŚŝŶŐƐƚŚĂƚĂƌĞĂ
add some more uncertainty, so the
ŵƵƐƚ͗ ƚŚĞƐǇůůĂďƵƐ͕ ĞĚƵĐĂƟŽŶĂůƉƌŽͲ
task formats used in exams should
gramme, year plan, and even the
be explained and thoroughly inteacher’s book guide.
ƐƟůůĞĚ͘ D ĂǇďĞĂůůƚŚŝƐĐƌŝƟĐĂůƚŚŝŶŬͲ
So, will an EL teacher risk the limŝŶŐ͕ /dĂŶĚĐŽŵŵƵŶŝĐĂƟǀ ĞĐŽŵƉĞͲ
ited hours available on building up
ƚĞŶĐĞƐŚŽƵůĚďĞůĞŌƚŽƐŽŵĞďŽĚǇ
language skills to develop someĞůƐĞďĞĐĂƵƐĞǁ ĞĚŽŶ͛ ƚŚĂǀ ĞƟŵĞĨŽƌ
thing that neither a test nor an exit?
am can really assess? What if they
Can you put an equals sign between ĚŽĮ ŶĚƚŚĞĞǆƚƌĂƟŵĞ͍
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English as a subject makes it possible to speak about anything from
ancient history to space ﬂight; it
ĚŽĞƐŶ͛ ƚŚĂǀ ĞĐŽŶƚĞŶƚƌĞƐƚƌŝĐƟŽŶƐ
(that depends on the cultural tradiƟŽŶƐŽĨǇŽƵƌĐŽƵŶƚƌǇ͕ŽĨĐŽƵƌƐĞͿ͘ 
This means that an EL lesson can be
built on various contexts, related to
interests, experience and the proĨĞƐƐŝŽŶĂůŽƌĨƵƚƵƌĞĞĚƵĐĂƟŽŶĂů
needs of the students. This objecƟǀ ĞŵĂŬĞƐĂŶŶŐůŝƐŚůĞƐƐŽŶ
unique in that it prepares students for real-life problems
ŵƵĐŚďĞƩ ĞƌƚŚĂŶĂŶǇƚŚŝŶŐĞůƐĞ
in the school curriculum.

ble-duty and works as a scaling and
a teaching tool. However, many
ƉƌĂĐƟĐŝŶŐƚĞĂĐŚĞƌƐĮ ŶĚŝƚƚĂŬĞƐƚŽŽ
ŵƵĐŚĞī ŽƌƚƚŽƐƉĞŶĚĂůŽƚŽĨƟŵĞ
Ğǀ ĂůƵĂƟŶŐƚŚĞŝƌƐƚƵĚĞŶƚƐ͕ ĂƚůĞĂƐƚ
ĨŽƌŵĂƟǀ ĞůǇ͘/ŶĂĚĚŝƟŽŶ͕ ŵŽƐƚƚĞĂĐŚͲ
ĞƌƐĚŽŶ͛ ƚƚƌǇƚŽĚĞǀ ĞůŽƉƚĞƐƟŶŐŵĂͲ
terials themselves. A well-organised
assessment system could solve such
problems.

“Another vital thing is to
make performance
meaningful for students,
which can be done
through the context of a
task. For this reason, tasks
should be correlated with
the students’ potential
knowledge and provide
them with relevant
feedback.”

ĚĞŶƚƐ͛ ƉŽƚĞŶƟĂůŬŶŽǁ ůĞĚŐĞĂŶĚƉƌŽͲ
vide them with relevant feedback.
D ĞĂŶŝŶŐĨƵůŵĞĂŶƐŝŶƚĞƌĞƐƟŶŐ͕ ĐŽŶͲ
nected with their experience, as
ǁ ĞůůĂƐƚŚŽƵŐŚƚĂŶĚĐƌĞĂƟǀ ŝƚǇƉƌŽͲ
voking.
Such meaningful contexts bolster
ŵŽƟǀ ĂƟŽŶ͘ t ŚĞŶĂƐƚƵĚĞŶƚĐĂŶ
apply their own personal experiĞŶĐĞ͕ ŝƚƉƌŽǀ ŝĚĞƐƐĐŽƉĞĨŽƌĐƌĞĂƟǀ ŝƚǇ
and readiness to work in the proƉŽƐĞĚƐĞƫ ŶŐ͘ 

I’d like to illustrate this with one
example. A school boy was considered to be a poorly performing pupil
by all his teachers. Even those who
An English lesson, moreover, is
didn’t actually teach him were
ĂŶŝĚĞĂůƟŵĞĂŶĚƉůĂĐĞƚŽďƵŝůĚ
Ăǁ ĂƌĞŽĨŚŝƐůŽǁ ƉŽƚĞŶƟĂů͘, ĞŽďǀ ŝͲ
up the crucial skills needed toously behaved in a way that was
day. A teacher doesn’t have to
consistent with how he was seen,
ƌĞĚƵĐĞŽƌĐĂŶĐĞůƚƌĂĚŝƟŽŶĂů
and his teachers usually didn’t exŐƌĂŵŵĂƌŽƌǀ ŽĐĂďƵůĂƌǇƉƌĂĐƟĐĞ
pect much of him. Yet, on an English
(if they can’t do without it) to
ƉƌŽũĞĐƚĂďŽƵƚĐĞƌƚĂŝŶƚŽƵƌŝƐƚĂƩ ƌĂĐͲ
ƐƉĂƌĞƐŽŵĞƟŵĞĨŽƌĂŶŽƚŚĞƌƚĂƐŬ͘ 
Imagine such a system exists. What
ƟŽŶƐŚĞǁ ĂŶƚĞĚƚŽƐĞĞŝŶŚŝƐĂƌĞĂ͕ 
dŚĞƌĞŝƐĂŶŽƚŚĞƌƐŽůƵƟŽŶ͘ 
ĂƌĞŝƚƐĐŚĂƌĂĐƚĞƌŝƐƟĐƐ͍ &ŝƌƐƚŽĨĂůů͕ŝƚ
he really did his best. It turned out
should be built on students’ perforThere is no need to go too deeply
that he was into extreme sports, for
mance. This means that students
ŝŶƚŽƚŚĞĐĂůĐƵůĂƟŽŶƐ͗ ƚŚĞůĂƌŐĞƐƚ
which there are many English words
need to be evaluated on how they
ĂŵŽƵŶƚŽĨƟŵĞƐƉĞŶƚŝŶĞǀ ĞƌǇĐůĂƐƐͲ
describing tricks, moves and equipĚĞĂůǁ ŝƚŚĂƌĞĂůƉƌĂĐƟĐĂůƚĂƐŬ͘ /ŶƚŚŝƐ
room around the world is used for
ment. So, English lessons can reach
ĐĂƐĞ͕ ŽďƐĞƌǀ ĂƟŽŶŽĨƚŚĞƐƚƵĚĞŶƚƐ͛ 
Ğǀ ĂůƵĂƟŽŶ͘ dŚĞƟŵĞ>ƚĞĂĐŚĞƌƐ
Ğǀ ĞƌǇŽŶĞ͘ D ĂƚŚƐŽƌŶĂƟǀ ĞůĂŶŐƵĂŐĞ
ǁ ŽƌŬƐŚŽǁ ƐƌĞĂůĂĐƋƵŝƐŝƟŽŶŽĨĐŽŵͲ
ƐƉĞŶĚŽŶƚĞƐƟŶŐĐĂŶďĞƵƐĞĚŵŽƌĞ
ƚĞĂĐŚĞƌƐƐƉĞŶĚĂůŽƚŽĨƟŵĞǁ ŝƚŚ
petences.
eﬃciently if it’s used for teaching
students but they don’t normally
purposes as well.
Another vital thing is to make perdiscuss personal things with them
formance meaningful for students,
and, if they do, they are unable to
Assessment is a valuable part of the
which can be done through the con- apply this in the lessons. English lesĞĚƵĐĂƟŽŶĂůƉƌŽĐĞƐƐƚŚĂƚŝƐŽŌĞŶŶŽƚ
text of a task. For this reason, tasks
sons, however, are more suited to
used enough. Many scholars have
should be correlated with the stuthis.
agreed that assessment has a douTEASIG—E Ğǁ ƐůĞƩ Ğƌ
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A task can be ŵƵůƟŽƌĐƌŽƐƐ-subject
because, in real life, we rarely come
across isolated tasks – think of conǀ ĞƌƐĂƟŽŶƐ͕ ƐĞŶĚŝŶŐĞ-mails, working
on projects, travelling and so on.
We base our work on all our skills
and experience, so teachers should
ƚƌǇƚŽƐĞƚƚŚĞƐĂŵĞĐŽŶĚŝƟŽŶƐĨŽƌ
their students. Knowing what topics
are being discussed in history or
ŵĂƚŚƐĂƚƚŚĞƐĂŵĞƟŵĞĐĂŶŚĞůƉŝŶ
developing such tasks.
ůƚŚŽƵŐŚĂƐƐĞƐƐŵĞŶƚŝƐŽŌĞŶƐƚƌĞƐƐͲ
ĨƵůĨŽƌƐƚƵĚĞŶƚƐ͕ ƐƚƌĞƐƐĚŽĞƐŶ͛ ƚŽŌĞŶ
ŚĂǀ ĞŶĞŐĂƟǀ ĞƌĞƐƵůƚƐ͘ ƐƚƌĞƐƐĨƵů
ƐŝƚƵĂƟŽŶĂůƐŽŵĂŬĞƐŝƚŵŽƌĞƌĞĂů͕
that is, closer to true foreign lanŐƵĂŐĞĐŽŵŵƵŶŝĐĂƟŽŶ͘ 
By combining the above ideas, we
can turn assessment into ĂƵƚŚĞŶƟĐ
ĂƐƐĞƐƐŵĞŶƚ͕ ƚŚĂƚŝƐ͕ Ğǀ ĂůƵĂƟŽŶŝŶĂ
ƐŝƚƵĂƟŽŶǁ ŚĞƌĞĨŽƌĞŝŐŶůĂŶŐƵĂŐĞ
competence is applied when it is
ĞƐƐĞŶƟĂůĂŶĚŶĂƚƵƌĂů͘
There are several ways to make asƐĞƐƐŵĞŶƚƉƌĂĐƟĐĂů͘K ŶĞƚŚĂƚĐĂŶďĞ
controlled at all stages is a project.
A project calls for students to perform a variety of tasks and check
diﬀerent goals. There can be several
stages, each with diﬀerent aims and
ŽďũĞĐƟǀ ĞƐ͘ 
The ﬁrst stage works as an introducƟŽŶƚŽƚŚĞƚŽƉŝĐ͘ t ƌŝƩ ĞŶĂŶĚĂƵĚŝŽ
tasks are given. If there is a need,
reading and listening skills can also
TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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be tested here. The materials set
the context for all subsequent work.

when viewing students working together.

At the second stage, students receive the project task, which usually
involves some research and producƟǀ ĞƉĂƌƚƐ͘ ƐƚƵĚǇƉůĂŶŝƐĞŝƚŚĞƌŐŝǀ Ͳ
en to the students or they develop
one themselves, with some points
ĂƐƋƵĞƐƟŽŶƐŽƌƐƚĂƚĞŵĞŶƚƐ͘ dŚĞŶ
ƚŚĞǇĐƌĞĂƚĞĂƉƌĞƐĞŶƚĂƟŽŶ͘ ƚƚŚĞ
ŶĞǆƚƐƚĂŐĞ͕ ƚŚĞǇŐŝǀ ĞĂƉƌĞƐĞŶƚĂƟŽŶ͘ 

To sum up, I’d like to emphasise
that, once the teacher decides to
develop and assess competence
ĂĐƋƵŝƐŝƟŽŶŚŽůŝƐƟĐĂůůǇ͕ĂƵƚŚĞŶƟĐ
assessment features can be very
ŚĞůƉĨƵů͘ƵƚŚĞŶƟĐĂƐƐĞƐƐŵĞŶƚĐĂŶ
be beneﬁcial for both teachers and
students. The former obtain an opportunity to see to what extent
their students have really acquired
various competences, and to draw
conclusions about the eﬃcacy of
ƚŚĞŝƌƚĞĂĐŚŝŶŐ͘ dŚĞůĂƩ ĞƌĐĂŶƚƌǇŽƵƚ
ƚŚĞŝƌƐŬŝůůƐƵŶĚĞƌŶĂƚƵƌĂůĐŽŶĚŝƟŽŶƐ͕ 
and understand their weaknesses
ĂŶĚĂďŝůŝƟĞƐďĞĨŽƌĞůĞĂǀ ŝŶŐƚŚĞƐĂĨĞͲ
ty of the classroom.

 ĞƉĞŶĚŝŶŐŽŶƚŚĞŽďũĞĐƟǀ ĞƐ͕ ƚŚĞ
teacher can add diﬀerent tasks to
the project: group research, collecƟǀ ĞŽƌĂůƉƌĞƐĞŶƚĂƟŽŶ͕ ǁ ƌŝƩ ĞŶƚĂƐŬ͕ 
ƉŽƐƚĞƌ͕ ŽƌůĞƩ Ğƌ͘ dŚĞŵĂŝŶĂŝŵŽĨ
this stage is to see the language
competence the students have truly
acquired, and analyse their performance. The teacher plays the role of
ŝŶƚĞƌůŽĐƵƚŽƌĂŶĚƐƟŵƵůĂƚĞƐĚŝƐĐƵƐͲ
ƐŝŽŶĂƌŽƵŶĚƚŚĞƉƌĞƐĞŶƚĂƟŽŶ͕ ĂƐŬͲ
ŝŶŐĂĚĚŝƟŽŶĂůƋƵĞƐƟŽŶƐĂŶĚďƌŝŶŐͲ
ing up points on some details that
can be upgraded and improved. This
provides considerable speaking
ƉƌĂĐƟĐĞĂŶĚƉƌŽĚƵĐĞƐƌĞůĞǀ ĂŶƚŝŶͲ
ĨŽƌŵĂƟŽŶĂďŽƵƚƐŬŝůůƐůĞǀ ĞůƐ͘ 
The feedback stage is crucial for auƚŚĞŶƟĐĂƐͲ
sessment.
The teacher can
ŝĚĞŶƟĨǇ
common
mistakes
more easily

ǀ ĂůƵĂƟŽŶŝƐĂƚƌĞĂƐƵƌĞĐŚĞƐƚǁ ŚĞŶ
it comes to teaching languages, and
teachers should be familiar with it
ĂŶĚƵƐĞŝƚ͘ D ƵůƟƉůĞĐŚŽŝĐĞƚĞƐƚƐ
ƐŚŽƵůĚďĞůĞŌĨŽƌŐĞŶĞƌĂůƚĞƐƟŶŐ
and other less fortunate subjects.
The EL teacher should try to make
ƚŚĞŵŽƐƚŽĨĞǀ ĂůƵĂƟŽŶ͕ ĞŶƐƵƌŝŶŐ
Ğǀ ĞƌǇĂƐƐĞƐƐŵĞŶƚƐĞƐƐŝŽŶŝƐĂƉƌĂĐƟͲ
cal one.
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What you can do for TEASIG

IATEFL TEASIG members all have one thing in common: their interest in issues connected with
ƚĞƐƟŶŐ͕ Ğǀ ĂůƵĂƟŽŶ͕ ĂŶĚĂƐƐĞƐƐŵĞŶƚ͘ ^ŽŵĞŵĞŵďĞƌƐĂƌĞĞǆƉĞƌƚƐŝŶƚŚĞĮ ĞůĚĂŶĚĐŽŶƚƌŝďƵƚĞƚŽƚŚĞ
^/' ďǇƐŚĂƌŝŶŐƚŚĞŝƌĞǆƉĞƌƟƐĞǁ ŝƚŚŽƚŚĞƌŵĞŵďĞƌƐŝŶǀ ĂƌŝŽƵƐǁ ĂǇƐ͗ ŚŽůĚŝŶŐǁ ĞďŝŶĂƌƐ͕ ƐƉĞĂŬŝŶŐĂƚ
ĐŽŶĨĞƌĞŶĐĞƐĂŶĚĞǀ ĞŶƚƐ͕ ĂŶĚǁ ƌŝƟŶŐĨŽƌƚŚĞE Ğǁ ƐůĞƩ Ğƌ͘ Ɛ/d&>ŝƐĂƚĞĂĐŚĞƌƐ͛ ĂƐƐŽĐŝĂƟŽŶ͕ ŵĂŶǇ
ŵĞŵďĞƌƐĂƌĞƚĞĂĐŚĞƌƐ͕ ƐŽŵĞũƵƐƚƐƚĂƌƟŶŐŽŶƚŚĞŝƌƚĞĂĐŚŝŶŐĐĂƌĞĞƌ͕ ĂŶĚŽƚŚĞƌƐĂůŽŶŐǁ ĂǇŝŶƚŽŝƚ͘ 
ŚŝŐŚŶƵŵďĞƌŽĨƚĞĂĐŚĞƌƐŚĂǀ ĞĂŐƌĞĂƚĚĞĂůŽĨĞǆƉĞƌŝĞŶĐĞŽĨƚĞƐƟŶŐ͕ ǁ ŚŝůĞŶŽƚĐŽŶƐŝĚĞƌŝŶŐƚŚĞŵͲ
selves experts, whereas others are keen to get into what they feel is an important and dynamic area
of teaching EFL. Many teachers hope to learn something from experts and from other teachers, and
ƚŽŚĂǀ ĞƚŚĞŽƉƉŽƌƚƵŶŝƚǇƚŽĂƐŬƋƵĞƐƟŽŶƐĂŶĚƐŚĂƌĞƚŚĞŝƌŽǁ ŶŝĚĞĂƐ͘ t ŚŝĐŚĞǀ ĞƌŐƌŽƵƉǇŽƵďĞůŽŶŐƚŽ͕ 
ƚŚĞƌĞĂƌĞŵĂŶǇǁ ĂǇƐŝŶǁ ŚŝĐŚǇŽƵĐĂŶĐŽŶƚƌŝďƵƚĞƚŽd^/' ĂŶĚŽƵƌĞī ŽƌƚƐƚŽƉƌŽǀ ŝĚĞĞī ĞĐƟǀ ĞƐĞƌͲ
vices to all our members. Here are a few ideas.

E Ğǁ ƐůĞƩ Ğƌ

Contribute
 ďǇĂŶƐǁ ĞƌŝŶŐŵĞŵďĞƌƐƉŽƚůŝŐŚƚƋƵĞƐƟŽŶƐĂŶĚŐŝǀ ŝŶŐĂůůŵĞŵďĞƌƐĂŶŝĚĞĂŽĨǁ ŚŽĞůƐĞŝƐŝŶƚŚĞ^/'
 ďǇƐĞŶĚŝŶŐƵƐĂƐŚŽƌƚĂŶƐǁ ĞƌƚŽƚŚĞD ŽƐĂŝĐƋƵĞƐƟŽŶĨŽƌƚŚĞŶĞǆƚŝƐƐƵĞ
 ďǇƌĞƉŽƌƟŶŐŽŶĂŶǇ;ŚŽǁ Ğǀ ĞƌƐŵĂůůͿƌĞƐĞĂƌĐŚŝŶƚŽĂƐƐĞƐƐŵĞŶƚŽƌƚĞƐƟŶŐǇŽƵŚĂǀ ĞĚŽŶĞ
 ďǇƌĞƉŽƌƟŶŐŽŶĂŶĂƐƐĞƐƐŵĞŶƚŽƌƚĞƐƟŶŐĞǀ ĞŶƚŽƌĐŽŶĨĞƌĞŶĐĞǇŽƵŚĂǀ ĞĂƩ ĞŶĚĞĚ
Help the Editors by
 ĂƉƉƌŽĂĐŚŝŶŐƉŽƚĞŶƟĂůĐŽŶƚƌŝďƵƚŽƌƐ
 ĂƉƉƌŽĂĐŚŝŶŐƉŽƚĞŶƟĂůĂĚǀ ĞƌƟƐĞƌƐ
 proof-reading
 Őŝǀ ŝŶŐĨĞĞĚďĂĐŬŽŶƚŚĞE Ğǁ ƐůĞƩ Ğƌ;ǁ ŚĂƚǇŽƵůŝŬĞ͕ ǁ ŚĂƚǇŽƵǁ ŽƵůĚůŝŬĞƚŽƐĞĞ͕ ĂŶĚǁ ŚĂƚǇŽƵĚŽŶ͛ ƚůŝŬĞ
– ďƵƚƉůĞĂƐĞƉƌŽǀ ŝĚĞĂŶĂůƚĞƌŶĂƟǀ Ğǁ ŚĞƌĞƉŽƐƐŝďůĞ͊ Ϳ

K ƚŚĞƌƉƵďůŝĐĂƟŽŶƐ

>ĞƚƵƐŬŶŽǁ ǁ ŚĂƚŽƚŚĞƌƉƵďůŝĐĂƟŽŶƐǁ ĞĐŽƵůĚŽī Ğƌ͘

Website

Send
 ŝŶĨŽƌŵĂƟŽŶŽŶĞǆ
ƚĞƌŶĂůĞǀ ĞŶƚƐ͕ ƐĞŵŝŶĂƌƐ͕ ǁ ŽƌŬƐŚŽƉƐ͕ ĂŶĚĐŽŶĨĞƌĞŶĐĞƐ;ƐƚƌŝĐƚůǇĐŽŵŵĞƌĐŝĂůĂĐƟǀ ŝƟĞƐ͕ 



including fee-ďĞĂƌŝŶŐĐŽƵƌƐĞƐ͕ ǁ ŝůůŶŽƚďĞĂĚǀ ĞƌƟƐĞĚĨƌĞĞŽĨĐŚĂƌŐĞͿ͘ ĚĞĐŝƐŝŽŶŽŶǁ ŚĞƚŚĞƌƚŽŝŶĐůƵĚĞ
ĂŶǇĞǀ ĞŶƚŝƐĂƚƚŚĞĚŝƐĐƌĞƟŽŶŽĨƚŚĞ^/' Ž-ordinator(s).
feedback on the website (what you like, would like to see, and don’t like)

D ĂŬĞƐƵŐŐĞƐƟŽŶƐĨŽƌƐƉĞĂŬĞƌƐĂŶĚĨŽƌŵĂƚƐ͘ 

Webinars
Events





Help to organize an event in your area.
Provide technical support with live-streaming and recording of sessions.
Act as a helper at a TEASIG event.

Social media




Encourage colleagues to join TEASIG social media groups.
Start and contribute to discussions.

TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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Maximising collaboration in oral English testing:
an example from China
/ŶƚƌŽĚƵĐƟŽŶ

Susanna Wickes
began teaching in her home
town of Edinburgh in 2009.
Since then she has taught in
Australia, India, Ireland and most extensively - China. During her years in this country
she has developed research
interests in assessment, learner autonomy, and collaboraƟǀ ĞůĞĂƌŶŝŶŐ͕ ƉĂƌƟĐƵůĂƌůǇŝŶ
the university context. She
currently teaches EAP at the
h Ŷŝǀ ĞƌƐŝƚǇŽĨE Žƫ ŶŐŚĂŵ
Ningbo China.
susannawickes@gmail.com
This paper is based on a
ƉƌĞƐĞŶƚĂƟŽŶŐŝǀ ĞŶĂƚƚŚĞ
TEASIG Day at the IATEFL
Conference in Glasgow in
April 2017.

TEASIG—E Ğǁ ƐůĞƩ Ğƌ
Issue 63

The teaching and assessment of
spoken English has arguably been
neglected by China’s exam-focused
ĞĚƵĐĂƟŽŶĐƵůƚƵƌĞ͘ &ŽƌŚŝŶĞƐĞƐƚƵͲ
dents, becoming conﬁdent users of
ŶŐůŝƐŚŽī ĞƌƐŵǇƌŝĂĚŽƉƉŽƌƚƵŶŝƟĞƐ͕ 
ďƵƚƐŝŶĐĞ͚ƐƵĐĐĞƐƐ͛ ƐŽŽŌĞŶŵĞƌĞůǇ
equates to passing exams, many of
ƚŚĞƐĞǇŽƵŶŐƉĞŽƉůĞŚĂǀ ĞůŝƩ ůĞĐŽŶͲ
ĐĞƉƟŽŶŽĨůŝĨĞůŽŶŐůĞĂƌŶŝŶŐ͘ /Ɛƚƌŝǀ ĞĚ
ƚŽĐŚĂŶŐĞƚŚŝƐĂƫ ƚƵĚĞǁ ŝƚŚŵǇƐƚƵͲ
dents by designing a speaking test
which aimed to be both useful and
meaningful: a spontaneous group
ĐŽŶǀ ĞƌƐĂƟŽŶĂĐƟǀ ŝƚǇ͘dŚŝƐĂƌƟĐůĞ
begins with a few background details and then explains the test’s
design and marking procedures.

ŽƚŚĞƌĂĐƟǀ ŝƟĞƐ͕ ŵĂŬŝŶŐŝƚĐŚĂůůĞŶŐͲ
ing to observe or obtain samples of
‘natural’ speech to monitor, and
ƵůƟŵĂƚĞůǇĂƐƐĞƐƐ͕ ƚŚĞŝƌƉƌŽŐƌĞƐƐ͘ 

Developing the conﬁdence,
knowledge and skills required for
engaging in informal discussion was
ƚŚĞĐĞŶƚƌĂůůĞĂƌŶŝŶŐŽďũĞĐƟǀ ĞŽĨŽƵƌ
18-week course. Our weekly lessons
focused on various themes – ŽŌĞŶ
suggested by the learners – and included related vocabulary and
ŐƌĂŵŵĂƟĐĂůƐƚƌƵĐƚƵƌĞƐǁ ŝƚŚƌĞŐƵůĂƌ
ƉĂŝƌĂŶĚŐƌŽƵƉĚŝƐĐƵƐƐŝŽŶĂĐƟǀ ŝƟĞƐ
ƚŽŵĂǆŝŵŝƐĞƐƉĞĂŬŝŶŐŽƉƉŽƌƚƵŶŝƟĞƐ
as well as build knowledge and skills
ƚŚƌŽƵŐŚĂĐƟǀ ĞƉƌĂĐƟĐĞ͘ dŽĨŽƐƚĞƌ>Ϯ
ĐŽŶĮ ĚĞŶĐĞƚŚĞĨŽĐƵƐǁ ĂƐƐŚŝŌĞĚ
from accuracy to ﬂuency and I encouraged the learners to speak as
much as possible without worrying
The learners and the course
about mistakes. They had good reĐĞƉƟǀ ĞŬŶŽǁ ůĞĚŐĞŽĨŐƌĂŵŵĂƌ͕ ƐŽ/
My class, at a public university in
ŬŶĞǁ ǁ ŝƚŚƉƌĂĐƟĐĞƚŚĞǇĐŽƵůĚŐƌĂĚͲ
Inner Mongolia, China, consisted of
Į ŌĞĞŶD ĂŶĚĂƌŝŶ>ϭůĞĂƌŶĞƌƐǁ ŚŽĂůů ually begin to noƟce and correct
their errors.
struggled with oral English to some
degree. As English majors, their
compulsory modules included gramTest design
ŵĂƌ͕ ůŝƐƚĞŶŝŶŐ͕ ƌĞĂĚŝŶŐ͕ ǁ ƌŝƟŶŐĂŶĚ
ƚƌĂŶƐůĂƟŽŶ͕ ŵŽƐƚůǇƚĂƵŐŚƚďǇŶĂƟǀ Ğ ŽŶĚƵĐƟŶŐĂŶĞŶĚ-of-term achieveŚŝŶĞƐĞƚĞĂĐŚĞƌƐŝŶƉƌĞƉĂƌĂƟŽŶĨŽƌ ment exam was a course requireŶĂƟŽŶĂůĞǆĂŵƐůŝŬĞdD ;dĞƐƚĨŽƌ
ment, but I was given the freedom
English Majors) and CET (College
to design, administer and mark the
English Test). Since oral ﬂuency is
ƚĞƐƚ͘ ĐƌƵĐŝĂůĐŽŶƐŝĚĞƌĂƟŽŶĨŽƌŶŽŶnot integral to these exams, speakƚƌĂĚŝƟŽŶĂůĂƐƐĞƐƐŵĞŶƚŝƐƚŚĂƚƚĞƐƚƐ
ŝŶŐĐůĂƐƐĞƐĂƌĞŶŽƌŵĂůůǇůĞŌƚŽĨŽƌͲ
should be “integrated with the goals
ĞŝŐŶƚĞĂĐŚĞƌƐ͕ ǁ ŚŽƐĞŝŶƚĞƌĂĐƟǀ Ğ
of the curriculum and … have a conƚĞĂĐŚŝŶŐŵĞƚŚŽĚƐŽŌĞŶĐŽŶƚƌĂĚŝĐƚ ƐƚƌƵĐƟǀ ĞƌĞůĂƟŽŶƐŚŝƉǁ ŝƚŚƚĞĂĐŚŝŶŐ
ƚŚĞƚƌĂĚŝƟŽŶĂůƚĞĂĐŚĞƌ-centred curand learning” (McNamara, 2000,
riculum. Because of these factors,
Ɖ͘ ϳ Ϳ͘ ͚ĐŽŶǀ ĞƌƐĂƟŽŶ͛ ƚĞƐƚĂĐƟǀ ŝƚǇ
most of my learners were anxious
clearly reﬂected the course objecabout speaking spontaneously in
Ɵǀ ĞĂŶĚƚŚĞĐŽŵŵƵŶŝĐĂƟǀ Ğ͕ ŇƵĞŶĐǇ
ĐůĂƐƐĂŶĚŽŌĞŶŵĞŵŽƌŝƐĞĚĂŶĚƌĞͲ
-based classroom content, thus
ĐŝƚĞĚƚĞǆƚƐĚƵƌŝŶŐƉƌĞƐĞŶƚĂƟŽŶƐŽƌ
ﬁrmly linking the test to the learning
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goal. The test results then enabled
the learners to gauge their progress,
diagnose their needs, and set new
goals.

Test method and content

ůƚŚŽƵŐŚĐŽŶǀ ĞƌƐĂƟŽŶ-style tests
can take place between two people
– a test taker and an assessor/
The individual competences reinterlocutor or two test takers – I
ƋƵŝƌĞĚĨŽƌĐŽŶǀ ĞƌƐĂƟŽŶĂŶĚŝŶĨŽƌͲ
organised my learners into groups
mal discussion were adapted from
of three as talking in groups can rethe CEFR (Council of Europe, 2001)
duce anxiety (He & Dai, 2006). Peer
and are shown below with a deŝŶƚĞƌĂĐƟŽŶĂůƐŽƉƌŽŵŽƚĞƐŵŽƌĞƌĞͲ
ƐĐƌŝƉƟŽŶŽĨƚŚĞĂďŝůŝƚǇůĞǀ Ğů/ĞǆͲ
ĂůŝƐƟĐĐŽŵŵƵŶŝĐĂƟŽŶƚŚĂŶĂƐƐĞƐƐŽƌ
pected my learners to reach in each
-ĞǆĂŵŝŶĞĞĐŽŶǀ ĞƌƐĂƟŽŶĂƐůĞĂƌŶĞƌƐ
category. These competences were
are in an “equal power posiƚĂƵŐŚƚĂŶĚƉƌĂĐƟƐĞĚƚŚƌŽƵŐŚŽƵƚƚŚĞ ƟŽŶ͟ ;>ƵŽŵĂ͕ ϮϬϬϰ͕ Ɖ͘ ϭϴϳ ͿĂŶĚĐĂŶ
term and provided the basis for the
ĚĞŵŽŶƐƚƌĂƚĞŵŽƌĞŝŶƚĞƌĂĐƟǀ ĞĨƵŶĐͲ
ƟŽŶƐƚŚĂŶƐŝŵƉůǇĂŶƐǁ ĞƌŝŶŐĂŶŝŶͲ
marking rubrics.
ƚĞƌůŽĐƵƚŽƌ͛ ƐƋƵĞƐƟŽŶƐ͘ dŚŝƐĞŶĂďůĞƐ
 >ŝŶŐƵŝƐƟĐĐŽŵƉĞƚĞŶĐĞƐ
the assessor to observe, rather than
 Phonological
 Lexical
 ' ƌĂŵŵĂƟĐĂů
 ^ĞŵĂŶƟĐ

 The learner can use appropriate and intelligible
words, expressions and
structures, with clear, intelůŝŐŝďůĞƉƌŽŶƵŶĐŝĂƟŽŶ͕ ƚŽ
express his/her ideas.
 WƌĂŐŵĂƟĐĐŽŵƉĞƚĞŶĐĞƐ
 Discourse competence
 &ƵŶĐƟŽŶĂůĐŽŵƉĞƚĞŶĐĞ

 The learner can use appropriate techniques to iniƟĂƚĞ͕ ĞŶŐĂŐĞŝŶĂŶĚŵĂŝŶͲ
ƚĂŝŶĐŽŶǀ ĞƌƐĂƟŽŶ͖ ĐĂŶĂƐŬ
ƋƵĞƐƟŽŶƐ͕ ĂŐƌĞĞ͕ ĚŝƐĂŐƌĞĞ͕ 
ĞƚĐ͘ ͖ ĐĂŶŐŝǀ ĞĚĞƐĐƌŝƉƟŽŶƐ͕ 
ĞǆƉůĂŶĂƟŽŶƐ͕ ĞƚĐ͘ ǁ ŚĞƌĞ
appropriate, and can perform all of these in a conﬁdent manner without excesƐŝǀ ĞƉĂƵƐŝŶŐŽƌŚĞƐŝƚĂƟŽŶ͘ 
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ƌĞůĂƟŽŶƐŚŝƉƐ͕ ĞŶǀ ŝƌŽŶŵĞŶƚ͕ ƚƌĂǀ Ğů
and ĞĚƵĐĂƟŽŶ – were all familiar to
the learners and were considered
equally ‘diﬃcult’ as they could all be
discussed at any level from basic
and concrete to more abstract and
complex. Knowing the six topics in
advance allowed learners to pracƟƐĞĂŶĚƌĞǀ ŝƐĞƌĞůĞǀ ĂŶƚǀ ŽĐĂďƵůĂƌǇ
and grammar, thus reducing nerves
and maximising fairness, but not
ƌĞǀ ĞĂůŝŶŐƚŚĞƐƉĞĐŝĮ ĐƚŽƉŝĐƵŶƟůƚŚĞ
test ensured that learners could not
͚ ĐŚĞĂƚ͛ ďǇƐĐƌŝƉƟŶŐĂŶĚŵĞŵŽƌŝƐŝŶŐ
ƚŚĞŝƌĐŽŶǀ ĞƌƐĂƟŽŶƐ͘ 
dĞƐƚĂĚŵŝŶŝƐƚƌĂƟŽŶ

ŌĞƌĞǆƉůĂŝŶŝŶŐĂŶĚƉƌĂĐƟƐŝŶŐ
the assessment format, the test
was administered during class
ƟŵĞŝŶƚŚĞƐĞĐŽŶĚ-last week of
term, leaving the ﬁnal week free
for a peer/self-Ğǀ ĂůƵĂƟŽŶƐĞƐͲ
ƐŝŽŶ͘ /ŝŶŝƟĂƚĞĚĂƐŚŽƌƚ͕ ƵŶĂƐͲ
sessed ‘warm up’ to help the test
takers relax, then a group member was asked to randomly select
ƉĂƌƟĐŝƉĂƚĞŝŶƚŚĞĂĐƟǀ ŝƚǇĂŶĚƚŚĞƌĞͲ one of the six cards, which provided
ĨŽƌĞƉĂǇŵŽƌĞĂƩ ĞŶƟŽŶ͘ ĚĚŝƟŽŶĂůͲ ƚŚĞƚŽƉŝĐĨŽƌƚŚĞĐŽŶǀ ĞƌƐĂƟŽŶ͘ /
ůǇ͕ŐƌŽƵƉĂƐƐĞƐƐŵĞŶƚŝƐƉƌĂĐƟĐĂůĂŶĚ ƐƚĂƌƚĞĚƚŚĞƌĞĐŽƌĚĞƌĂŶĚƐĞƚĂƟŵĞƌ͕ 
ǁ ŚŝĐŚďĞĞƉĞĚĂŌĞƌƐĞǀ ĞŶŵŝŶƵƚĞƐ
Ğĸ ĐŝĞŶƚ͖ ƚŚĞĮ ŌĞĞŶƚĞƐƚƚĂŬĞƌƐ
to let the group know they had
worked in ﬁve groups, allowing all
reached the minimum limit for comthe tests to be completed during
ƉůĞƟŶŐƚŚĞƚĂƐŬ͘ dŚŝƐŵĞƚŚŽĚĂůͲ
one two-hour lesson.
lowed the learners to end their disOpen-ĞŶĚĞĚĐŽŶǀ ĞƌƐĂƟŽŶĐŽŶƚĞŶƚ
cussion when and how they wished,
was prompted using topic cards.
thus producing a more representaBefore the test week, six broad
Ɵǀ Ğ͕ ƵŶĐŽŶƚƌŝǀ ĞĚĐŽŶǀ ĞƌƐĂƟŽŶƐĂŵͲ
themes covered in the course were
ƉůĞ͘ dŚĞƟŵĞƌǁ ĂƐƐĞƚƚŽďĞĞƉĂŐĂŝŶ
ĐŚŽƐĞŶďǇƐƚƵĚĞŶƚǀ ŽƚĞĂŶĚǁ ƌŝƩ ĞŶ
ĂŌĞƌƚĞŶŵŝŶƵƚĞƐ– the upper limit –
on the backs of six cards. During the
to tell the group to round things oﬀ
test, one card was randomly selectŝĨƚŚĞǇǁ ĞƌĞƐƟůůƚĂůŬŝŶŐ͘ E ŽƚĞƐǁ ĞƌĞ
ĞĚƚŽŝŶƐƉŝƌĞĂƐŚŽƌƚĐŽŶǀ ĞƌƐĂƟŽŶ͘ 
not allowed before or during the
The topics – personality, technology,
ĐŽŶǀ ĞƌƐĂƟŽŶĂŶĚƚĞƐƚƚĂŬĞƌƐǁ ĞƌĞ

“Although conversation-style
tests can take place
between two people
I organised my learners into
groups of three as talking in
groups can reduce anxiety.”
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ŶŽƚŐŝǀ ĞŶƟŵĞƚŽƉƌĞƉĂƌĞ͘ dŚŝƐǁ ĂƐ
a deliberate decision to maximise
ĂƵƚŚĞŶƟĐŝƚǇ͕ĂƐ͚ƌĞĂů͛ĐŽŶǀ ĞƌƐĂƟŽŶƐ
are spontaneous. I only intervened
ŝĨƚŚĞĐŽŶǀ ĞƌƐĂƟŽŶŚĂĚĐŽŵƉůĞƚĞůǇ
halted or if the learners directly
ĂƐŬĞĚŵĞĂƋƵĞƐƟŽŶ͕ ǁ ŚŝĐŚƚŚĞǇ
could choose to do.

appropriate and intelligible words
During the test, I simpliﬁed this into
and construct intelligible phrases
a basic 5x5 grid so I could make
and sentences. Learners were
ƋƵŝĐŬŶŽƚĞƐĂŌĞƌĞĂĐŚĐŽŶǀ ĞƌƐĂƟŽŶ
marked down if their errors impedand then use these with the full rued understanding, but mistakes and bric when listening to the recordslips were disregarded. Pronunciaings.
ƟŽŶǁ ĂƐĂůƐŽĚĞĮ ŶĞĚŝŶƚĞƌŵƐŽĨ
Peer and self-assessment
intelligibility, though a high score in
Another rubric was created for peer
this category also involved good
and self-Ğǀ ĂůƵĂƟŽŶ͕ ĂŶĚƚŽŐŝǀ ĞĂ
ĐŽŶƚƌŽůŽĨŝŶƚŽŶĂƟŽŶĂŶĚƐǇůůĂďůĞ
Teacher marking
group score. This ﬁve-ƉŽŝŶƚŚŽůŝƐƟĐ
stress. Fluency was deﬁned accordscale made for an eﬃcient,
/ŶĂƵƚŚĞŶƟĐƚĞƐƚƐŝƚŝƐǀ ŝƚĂůƚŽŝŶǀ Žůǀ Ğ ing to the learning goal of speaking
ƐƚƌĂŝŐŚƞŽƌǁ ĂƌĚŵĂƌŬŝŶŐƉƌŽĐĞƐƐ
learners in the assessment process
that promoted discussion and negoas it enables them to develop
ƟĂƟŽŶĂŵŽŶŐƐƚůĞĂƌŶĞƌƐ͘ dŽŵĂǆͲ
“To maximise learner
awareness and take responsibility
imise learner involvement in this
for their own learning (O’Malley &
involvement in this process,
process, the class was responsible
Pierce, 1996), however peer and
the class was responsible
ĨŽƌĐƌĞĂƟŶŐƚŚĞƐĐĂůĞĚƵƌŝŶŐŽŶĞŽĨ
self-ĂƐƐĞƐƐŵĞŶƚĐĂŶŽŶůǇƌĞĂůŝƐƟĐĂůͲ
their lessons. In small groups, they
for creating the scale
ly supplement the expert evaluawere asked write a short descripƟŽŶŽĨƚŚĞƚĞĂĐŚĞƌ;>ƵŽŵĂ͕ ϮϬϬϰͿ͘ 
during one of their lessons.”
ƟŽŶŽĨǁ ŚĂƚƚŚĞǇƚŚŽƵŐŚƚĐŽŶƐƟͲ
For these reasons, I made marking
tuted an ‘excellent’ and a ‘not so
ĂĐŽůůĂďŽƌĂƟǀ ĞĞŶĚĞĂǀ ŽƵƌ͕ ǁ ŝƚŚĂŶ
good’ performance, and eventually,
ĂŶĂůǇƟĐƌĂƟŶŐƐĐĂůĞĨŽƌƚĞĂĐŚĞƌĂƐͲ
ĂŌĞƌƐŽŵĞƌĞƉŽƌƟŶŐĂŶĚĐŽŵƉĂƌͲ
spontaneously
and
conﬁdently
withƐĞƐƐŵĞŶƚĂŶĚĂƐĞƉĂƌĂƚĞŚŽůŝƐƟĐ
ing, we wrote a ﬁve-point scale that
out unnatural pauses and excessive
scale for peer and self-assessment,
ŚĞƐŝƚĂƟŽŶ͘ /ŶƚĞƌĂĐͲ
ƚŚĞůĂƩ ĞƌĚĞǀ ŝƐĞĚďǇƚŚĞůĞĂƌŶĞƌƐ͘ 
ƟŽŶŝŶĐůƵĚĞĚƚƵƌŶͲ
dŚĞƚĞĂĐŚĞƌ͛ ƐƐĐĂůĞǁ ĂƐǁ ƌŝƩ ĞŶƚŽ
rate and score individual test takers’ taking, co-ŽƉĞƌĂƟŶŐ
ƉĞƌĨŽƌŵĂŶĐĞƐŝŶƚŚĞĐŽŶǀ ĞƌƐĂƟŽŶƐ͕  ĂŶĚƉĂƌƟĐŝƉĂƟŽŶ͘ 
Finally, ‘evidence of
and was adapted from the commulearning’ was includŶŝĐĂƟǀ ĞůĂŶŐƵĂŐĞĐŽŵƉĞƚĞŶĐĞƐ
ed to assess learnŵĞŶƟŽŶĞĚĞĂƌůŝĞƌ͗
ers’ use and under1. >ŝŶŐƵŝƐƟĐĐŽŵƉƌĞŚĞŶƐŝďŝůŝƚǇ
standing of taught
content, rated ac2. Phonological comprehensibility
cording to its fre3. Fluency
quency, accuracy
and appropriate us4. ŽŶǀ ĞƌƐĂƟŽŶĂůŝŶƚĞƌĂĐƟŽŶ
age.
5. Evidence of learning
I adapted ﬁve de͚ >ŝŶŐƵŝƐƟĐĐŽŵƉƌĞŚĞŶƐŝďŝůŝƚǇ͛ǁ ĂƐ
scriptors from the
included to discourage test takers
CEFR and wrote
from overly focusing on accuracy
them as ﬁve-point
and thereby threatening ﬂuency. It
ƐĐĂůĞƐŝŶĂƐƉŽƐŝƟǀ Ğ
was deﬁned as being able to use
wording as possible. Teacher’s marking rubric (adapted from CEFR)
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everyone agreed on.
ǁ ĞĞŬĂŌĞƌƚŚĞƚĞƐƚ͕ ƚŚĞůĞĂƌŶĞƌƐ
returned to their groups and I
played the recordings. Each group
agreed on a number from one to
ﬁve to score each recording, including their own, and wrote some conƐƚƌƵĐƟǀ ĞĐŽŵŵĞŶƚƐŽŶĂŶĂŶŽŶǇͲ
ŵŽƵƐĞǀ ĂůƵĂƟŽŶƐŚĞĞƚ͘ /ĨĂŶƵŵďĞƌ
could not be agreed on, group
members could award a half mark
such as 3.5. I recorded the scores

Peer and self-assessment rubric

learners with evidence that the
learning goal had been achieved;
the students were able to have
ƐƉŽŶƚĂŶĞŽƵƐŶŐůŝƐŚĐŽŶǀ ĞƌƐĂƟŽŶƐ͘ 
However, the nature of open-ended
ŐƌŽƵƉĐŽŶǀ ĞƌƐĂƟŽŶƚĞƐƚƐƉŽƐĞƐ
some validity issues. Assessing
learners in groups introduces numerous variables, making it diﬃcult
to isolate individual performances.
t ŚŝůĞƚŚŝƐŝƐƉƌŽďůĞŵĂƟĐ͕ ŝƚŵƵƐƚďĞ
ƌĞŵĞŵďĞƌĞĚƚŚĂƚĐŽŶǀ ĞƌƐĂƟŽŶŝƐ
inherently collaboraƟve
and context
bound,
and so
ŝƐŽůĂƟŶŐ
speech
and test
items
would invalidate the whole test.

and calculated an average for each
group, adding it to all the members
of that group on top of their individual scores. At the end of class the
Ğǀ ĂůƵĂƟŽŶƐŚĞĞƚƐǁ ĞƌĞĚŝƐƚƌŝďƵƚĞĚ
to the learners to be read and discussed.

Another issue is that learners inevitably act diﬀerently when being assessed (Luoma, 2004), most likely
due to test anxiety and the desire to
demonstrate their best performance (He & Dai, 2006). Of course
neither of these would be present in
͚ ƌĞĂůǁ ŽƌůĚ͛ ĐŽŶǀ ĞƌƐĂƟŽŶƐ͘ dŽŵŝŶŝͲ
Group marks encourage learners to
mise such threats I did everything
work together and take joint repossible to ensure my learners felt
sponsibility for their performance
ĂƚĞĂƐĞ͕ ŝŶĐůƵĚŝŶŐŐŝǀ ŝŶŐƚŚĞŵƟŵĞ
while individual marks make learnƚŽƉƌĞƉĂƌĞĂŶĚƉƌĂĐƟĐĞĂŶĚĂůůŽǁ Ͳ
ers accountable for their own conƚƌŝďƵƟŽŶƐ;K ͛ D ĂůůĞǇΘWŝĞƌĐĞ͕ ϭϵϵϲͿ͘  ing them to choose their own
dŚƵƐ͕ ĂůůŽĐĂƟŶŐďŽƚŚŵĂǆŝŵŝƐĞƐƚŚĞ groups.
ďĞŶĞĮ ƚƐŽĨĐŽůůĂďŽƌĂƟǀ ĞůĞĂƌŶŝŶŐ
yet remains fair for everyone.
Conclusion
A note on validity
Success in the test provided me and
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students develop the skills,
knowledge and conﬁdence to engage in English language conversaƟŽŶƐ͘ dŚĞĐůĂƐƐƌŽŽŵĐŽŶƚĞŶƚƚŚĂƚ
provided the basis of the test facilitated a meaningful and valuable
learning experience, and the collaboraƟve evaluaƟon process promoted inter-peer dialogue and encouraged learners to take control of
their learning. Though group tests
introduce inevitable threats to validity I took acƟon to minimise these,
ĐƌĞĂƟŶŐĂƚĞƐƚƚŚĂƚ/ĐŽŶƚĞŶĚŝƐĂƵͲ
ƚŚĞŶƟĐ͕ ĨĂŝƌĂŶĚƵƐĞĨƵů͘
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/ŶĂƌĞĐĞŶƚũŽƵƌŶĂůĂƌƟĐůĞ͕ /ƉƌĞƐĞŶƚͲ
ĞĚŵǇŝŶŝƟĂůƌĞƐĞĂƌĐŚŝŶƚŽƐƚƵĚĞŶƚƐ͛ 
openness to a new approach to givŝŶŐĨĞĞĚďĂĐŬŽŶǁ ƌŝƩ ĞŶǁ ŽƌŬ–
Learner-Driven Feedback (LDF).
Here is the reference for the full
ĂƌƟĐůĞ;Ăǀ ĂŝůĂďůĞŽƉĞŶůǇĂƐĚŝƚŽƌ͛ Ɛ
Choice on the ELTJ website): Maas,
͘ ͕ ͚ZĞĐĞƉƟǀ ŝƚǇƚŽ>ĞĂƌŶĞƌ-Driven
Feedback in EAP’, ELT Journal, 71/2
(2017), pp. 127-140.

 Using technology to deliver

feedback

With regard to involving students in
a feedback dialogue, Bloxham and
ĂŵƉďĞůů;ϮϬϭϬͿƚƌŝĂůůĞĚ͚/ŶƚĞƌĂĐƟǀ Ğ
Coversheets’, which students use to
ƉŽƐĞƋƵĞƐƟŽŶƐĂďŽƵƚƚŚĞŝƌĞƐƐĂǇƐ
ǁ ŚĞŶƐƵďŵŝƫ ŶŐĚƌĂŌƐ͘ ůŽǆŚĂŵ
and Campbell found that most students in their study were grateful to
receive feedback that was more inThe LDF approach understands that
dividualised than usual, which then
ůĞĂƌŶĞƌƐŽŌĞŶĨĞĞůŚĂƉƉŝĞƌƌĞĐĞŝǀ ŝŶŐ ĂůƐŽŵŽƟǀ ĂƚĞĚƚŚĞŵƚŽĞǀ ĂůƵĂƚĞ
feedback from a teacher than
their own work more thoroughly.
through peer review or self-ĞĚŝƟŶŐ͘  Moreover, the teachers involved
In LDF, learners ‘drive’ feedback by
reported being able to provide feedĂƐŬŝŶŐƋƵĞƐƟŽŶƐĂďŽƵƚƚŚĞŝƌǁ ŽƌŬ͕ 
ďĂĐŬŽŶĚƌĂŌƐŵŽƌĞƋƵŝĐŬůǇ͕ďǇŽŶůǇ
and then re-ĚƌĂŌďĂƐĞĚŽŶƚŚŝƐ
ĐŽŵŵĞŶƟŶŐŽŶĂƌĞĂƐŚŝŐŚůŝŐŚƚĞĚŝŶ
feedback. The teacher gives the
ƐƚƵĚĞŶƚƐ͛ ƋƵĞƐƟŽŶƐ͘
feedback, but the learners decide
Campbell and Schumm-Fauster
how and on what they receive com(2013) also required their EAP stuments: they can choose between
ĚĞŶƚƐƚŽƉŽƐĞĨĞĞĚďĂĐŬƋƵĞƐƟŽŶƐ
various formats (e.g. hand-ǁ ƌŝƩ ĞŶ͕ 
ŽŶƚŚĞŝƌǁ ŽƌŬǁ ŚĞŶƐƵďŵŝƫ ŶŐĞƐͲ
email, audio recording), and are reƐĂǇĚƌĂŌƐ͘ , ĞƌĞ͕ ƐƚƵĚĞŶƚƐŶŽƚĞĚ
ƋƵŝƌĞĚƚŽƉŽƐĞƋƵĞƐƟŽŶƐƚŽǁ ŚŝĐŚ
ƚŚĞŝƌƋƵĞƐƟŽŶƐŝŶĨŽŽƚŶŽƚĞƐŽƌŝŶ
the teacher responds (e.g. about
the text’s margins. The students
grammar, vocabulary/register, refwere surveyed and reported ﬁnding
erencing, text structure).
ƚŚĞĨĞĞĚďĂĐŬƉĞƌƐŽŶĂůĂŶĚŵŽƟͲ
Some Background
ǀ ĂƟŶŐ͕ ĂŶĚĞī ĞĐƟǀ ĞŝŶŵĞĞƟŶŐ
their individual needs regarding acaI devised this approach by combinĚĞŵŝĐǁ ƌŝƟŶŐ͘ 
ing insights from other fairly recent
studies on giving feedback on L2
Studies into using technology to deǁ ƌŝƟŶŐ͕ ƉĂƌƟĐƵůĂƌůǇŝŶWĐŽŶƚĞǆƚƐ͘  liver feedback have explored, for
I looked into two key areas:
example, using audio recordings or
emails. Johanson (1999) lists some
 Making feedback more dialogic
advantages of recording audio feed-
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back for ESL students, which include
ŝƚƐƉŽƐƐŝďůǇƐĂǀ ŝŶŐƚĞĂĐŚĞƌƐƟŵĞ͕ 
making comments clearer through
ŝŶƚŽŶĂƟŽŶ͕ ĂŶĚĨĞĞůŝŶŐŵŽƌĞƉĞƌͲ
sonal to students. These ideas are
supported by studies outside ELT,
such as Brearley and Cullen (2012),
who found three minutes of audio
recording could include ~500 words
of feedback and did not take more
ƟŵĞƚŚĂŶŵĂƌŬŝŶŐĞƐƐĂǇƐďǇŚĂŶĚ͘ 
ůƐŽŝŶǀ ĞƐƟŐĂƟŶŐĚŝŐŝƚĂůĨĞĞĚďĂĐŬ͕ 
Farshi and Safa (2015) compared
grades of EFL students who received hand-ǁ ƌŝƩ ĞŶ͕ ĞŵĂŝůĞĚ͕ Žƌ
ŶŽĐŽƌƌĞĐƟǀ ĞĨĞĞĚďĂĐŬŽŶǁ ƌŝƩ ĞŶ
tasks for one term, and found
that emailed feedback led to signiﬁcantly greater improvement
on post-test grades than handǁ ƌŝƩ ĞŶĨĞĞĚďĂĐŬ͘ 

 ĂƐŬƋƵĞƐƟŽŶƐĂďŽƵƚĂŶǇaspect

ŽĨƚŚĞŝƌǁ ƌŝƟŶŐ͕ Ğ͘ Ő͘ ƚĞǆƚƐƚƌƵĐͲ
ture, referencing, vocabulary,
grammar, etc.
 pose both speciﬁc and general
ƋƵĞƐƟŽŶƐ͘ 
 ŝŶĐůƵĚĞƚŚĞŝƌƋƵĞƐƟŽŶƐĂƐĨŽŽƚͲ
notes or in margins, or at the end
of the text.
At the end of semester, I surveyed
the 40 students to discover their
Ăƫ ƚƵĚĞƐƚŽǁ ĂƌĚƐƚŚĞ> &ĂƉƉƌŽĂĐŚ͘ 

“Students’ comments to
open-ended survey
questions highlighted some
reasons why audio recordings and email were so
popular, for example,
mentioning that feedback
was more detailed and

My Research
To put this summary in context,
readers need to know that I used
> &ŽŶƚŚƌĞĞĚƌĂŌƐŽĨĂŶĞƐƐĂǇ
that my undergraduate EAP students (B2 level on CEFR) wrote during one semester at a German university. The students could:
 choose between various (not

mutually exclusive!) modes of
feedback: in-ƚĞǆƚĐŽƌƌĞĐƟŽŶƐ͕ 
ĐŽƌƌĞĐƟŽŶƐǇŵďŽůƐ͕ ŚĂŶĚǁ ƌŝƩ ĞŶ
feedback, email, audio recording,
or face-to-ĨĂĐĞĐŽŶƐƵůƚĂƟŽŶ͘ 
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Some Findings
The delivery modes most students
requested were audio recording (by
67% of students) and email (60%).
dŚĞĮ ŐƵƌĞƐĨŽƌŚĂŶĚǁ ƌŝƩ ĞŶĐŽŵͲ
ments (13%) and in-ƚĞǆƚĐŽƌƌĞĐƟŽŶƐ
(20%) were much lower, which
seems to show that students are
happy to move away from
͚ ƚƌĂĚŝƟŽŶĂů͛ŚĂŶĚ-ǁ ƌŝƩ ĞŶĨĞĞĚďĂĐŬ͘
Students’ comments to open-ended
ƐƵƌǀ ĞǇƋƵĞƐƟŽŶƐŚŝŐŚůŝŐŚƚĞĚƐŽŵĞ
reasons why audio recordings and
email were so popular, for examƉůĞ͕ ŵĞŶƟŽŶŝŶŐƚŚĂƚĨĞĞĚďĂĐŬǁ ĂƐ
ŵŽƌĞĚĞƚĂŝůĞĚĂŶĚƟŵĞůǇ͕ĂŶĚĨĞůƚ
more individualized than the feedback they were used to, and that,
ŝŶĂƵĚŝŽƌĞĐŽƌĚŝŶŐƐ͕ ŝŶƚŽŶĂƟŽŶ
ŚĞůƉĞĚƚŚĞŵƚŽŝĚĞŶƟĨǇƉŽƐŝƟǀ Ğ
ĂŶĚŶĞŐĂƟǀ ĞĐŽŵŵĞŶƚƐ͘ 

Y ƵĞƐƟŽŶƐĂůƐŽĂƐŬĞĚǁ ŚŝĐŚĂƐƉĞĐƚƐ
of general language accuracy stuvidualized than the feeddents felt had signiﬁcantly or
back they were used to.”
somewhat improved by working
with LDF. High numbers of students
felt they had improved their use of
dŚĞƋƵĞƐƟŽŶŶĂŝƌĞŝŶĐůƵĚĞĚƋƵĞƐͲ
ƚƌĂŶƐŝƟŽŶƐŝŐŶĂůƐ;ϰϮй ƐŝŐŶŝĮ ĐĂŶƚůǇ͕
ƟŽŶƐŽŶƐƚƵĚĞŶƚƐ͛ ƉĞƌĐĞƉƟŽŶŽĨƚŚĞ 33% somewhat), general grammar
usability of various delivery modes,
(42% signiﬁcantly, 40% somewhat)
ƚŚĞƉĞƌĐĞŝǀ ĞĚĞī ĞĐƟǀ ĞŶĞƐƐŽĨ> &
and sentence structure (60% signiﬁfor improving their language accura- cantly, 33% somewhat). Naturalness
cy and academic skills related to
of expression, text structure and
essays, and any problems they exgeneral vocabulary were also perperienced with LDF.
ceived as having improved at least
somewhat by most students. The

timely, and felt more indi-
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ƌĞĂƐŽŶƐĨŽƌƚŚĞƐĞƉĞƌĐĞƉƟŽŶƐ͕ ĂƐ
reported in open-ended survey
ƋƵĞƐƟŽŶƐ͕ ĐĞŶƚƌĞĚĂƌŽƵŶĚƚŚĞĨĞĞĚͲ
back being more speciﬁc and placed
throughout the text, in contrast to
ƌĂƚŚĞƌŵŽƌĞƐƵŵŵĂƟǀ ĞĨĞĞĚďĂĐŬ
ĐŽŵŵĞŶƚƐƵƐƵĂůůǇǁ ƌŝƩ ĞŶĂƚƚŚĞ
ends of texts.

on average 1.7 points higher than
those received on an assignment
ǁ ŝƚŚƚƌĂĚŝƟŽŶĂůĨĞĞĚďĂĐŬŝŶƚŚĞ
same term. The students’ essay
scores on an assignment with tradiƟŽŶĂůĨĞĞĚďĂĐŬŝŶƐĂŵĞƚĞƌŵĂƐƚŚĞ
LDF assignment were on average
just 0.64 points higher than those
received one year earlier – smaller
dŚĞĂĐĂĚĞŵŝĐǁ ƌŝƟŶŐƐŬŝůůƐŽĨĐƌŝƟĐĂů
improvements here would seem to
thinking and self-ĞĚŝƟŶŐǁ ĞƌĞƐĞĞŶ
indicate that LDF had a role to play.
as having signiﬁcantly improved by
over half of the students surveyed,
and as having somewhat improved
Discussion
ďǇĂƌŽƵŶĚϰϬй ͘ >ĂƌŐĞŵĂũŽƌŝƟĞƐŽĨ
These results show that learners
students also reported perceiving
ƌĞƐƉŽŶĚĞĚƉŽƐŝƟǀ ĞůǇƚŽƚŚĞ> &ĂƉͲ
improvement in logical argumentaƟŽŶƐŬŝůůƐ;ϴϳ й ͿĂŶĚƚŚĞŝƌĂďŝůŝƚǇ
“Students’ willing use of digital
to engage in academic discourse
delivery modes for feedback
(80%). Overall, over three quarcan be practical for teachers,
ters of the students surveyed
felt that LDF had been more
who can often provide more,
helpful in improving their acaand more detailed, feedback
demic skills related to essay
more quickly than by writing
ǁ ƌŝƟŶŐƚŚĂŶƚŚĞŚĂŶĚ-ǁ ƌŝƩ ĞŶ
comments by hand.”
ĨĞĞĚďĂĐŬƚŚĞǇƚƌĂĚŝƟŽŶĂůůǇƌĞͲ
ceive.

ĂƵƚŽŶŽŵǇ͕ĂŶĚƉĞƌƐŽŶĂůŝƐĂƟŽŶ͘ 
These issues are not unique to EAP,
and thus the LDF approach may
ǁ ĂƌƌĂŶƚƉŝůŽƟŶŐŝŶŽƚŚĞƌĐŽŶƚĞǆƚƐ͕ 
too.

Comparisons of students’ grades on
the essays for which they received
LDF and their grades on other essay
assignments supported the selfƌĞƉŽƌƚĞĚƉĞƌĐĞƉƟŽŶƐ͕ ĂŶĚĐŽŶͲ
ﬁrmed that there was some real
improvement. On a grading system
out of 15 points, students’ essay
scores on the LDF assignment were
on average 2.22 points higher than
those received one year earlier and

There are, of course, a few caveats
to these promising ﬁndings. For example, students may not know
which aspects of their work to ask
ĂďŽƵƚ͕ ŽƌŵĂǇŶŽƚďĞĂďůĞƚŽŝĚĞŶƟͲ
fy their own weaknesses, and lowerlevel learners may not have suﬃcient meta-language to pose eﬀecƟǀ ĞĨĞĞĚďĂĐŬƋƵĞƐƟŽŶƐ͘ /ĂĚĚƌĞƐƐ
some of these drawbacks below.
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proach and that it was beneﬁcial for
ƚŚĞŝƌǁ ƌŝƩ ĞŶǁ ŽƌŬ͘ The ﬁndings thus
highlight LDF as a viable feedback
ƉƌĂĐƟĐĞŝŶƚŚŝƐĐŽŶƚĞǆƚ͕ ǁ ŝƚŚĂĚͲ
vanced-level EAP students. Students’ comments in response to
open-ĞŶĚĞĚƐƵƌǀ ĞǇƋƵĞƐƟŽŶƐŚŝŶƚ
at concepts which may underpin the
eﬃcacy of the approach: LDF addresses issues of intelligibility,
‘authority’ over the texts, learner

Students’ willing use of digital delivery modes for feedback can be pracƟĐĂůĨŽƌƚĞĂĐŚĞƌƐ͕ ǁ ŚŽĐĂŶŽŌĞŶ
provide more, and more detailed,
feedback more quickly than by
ǁ ƌŝƟŶŐĐŽŵŵĞŶƚƐďǇŚĂŶĚ͘ /ƚĐĂŶ
also be eﬃcient for tutors to give
feedback on selected aspects of the
ǁ ƌŝƟŶŐĚƵƌŝŶŐƚŚĞĚƌĂŌŝŶŐƐƚĂŐĞ͕ 
ƌĂƚŚĞƌƚŚĂŶĂƩ ĞŵƉƟŶŐƚŽĂĚĚƌĞƐƐ
all of the issues at once. Involving
students in the decisions about
the delivery of their feedback and
content may also help remove
some urgency from teachers to
agree on one ‘correct’ feedback
procedure, and can moreover
ĞŶŚĂŶĐĞĚŝī ĞƌĞŶƟĂƟŽŶďǇĂůůŽǁ Ͳ
ing for students to request feedback that suits their individual
strengths and weaknesses.
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 If possible, provide students with

a grading matrix so they know
ǁ ŚĂƚĂƐƉĞĐƚƐŽĨƚŚĞŝƌǁ ƌŝƟŶŐƚŚĞǇ
ƐŚŽƵůĚƉĂǇĂƩ ĞŶƟŽŶƚŽ͘ 

 LDF is easiest (I ﬁnd) if students

submit their work electronically.
 Decide which delivery modes you

wish to oﬀer, and how students
ƐŚŽƵůĚƉŽƐĞƚŚĞƋƵĞƐƟŽŶƐ;Ğ͘ Ő͘ 
footnotes, comments in margins,
or cover-sheet).

 Encourage students to pose both

ƐƉĞĐŝĮ ĐƋƵĞƐƟŽŶƐ;Ğ͘ Ő͘ t ŚŝĐŚ
word is most appropriate here?)
ĂŶĚŐĞŶĞƌĂůƋƵĞƐƟŽŶƐ;Ğ͘ Ő͘ /ƐƚŚĞ
vocabulary I’m using formal
enough?).

 Allow any/only feedback delivery

modes that are workable in your
context. (i.e. perhaps not face-toĨĂĐĞĐŽŶƐƵůƚĂƟŽŶŝĨǇŽƵŚĂǀ Ğϯ ϬϬ
students!)
 Talk through the LDF process and
provide a handout to support stuĚĞŶƚƐƚŚĞĮ ƌƐƚƟŵĞ;ƐͿƚŚĞǇǁ ŽƌŬ
with it.

 For audio recordings or emailed

feedback, insert line numbers to
be able to refer to
speciﬁc parts of the
text.
 For audio recordings,

you can email students an .mp3 ﬁle, or
use free recording
websites such as
www.vocaroo.com
and send students the
links to their feedback.

ƟŵĞůǇŵĂŶŶĞƌĂŶĚĂůůŽǁ ĞŶŽƵŐŚ
ƟŵĞďĞƚǁ ĞĞŶĚƌĂŌƐƵďŵŝƐƐŝŽŶƐ
for students to thoroughly engage with the feedback.

 Remind students to

training on what makes for a
ŐŽŽĚƌĞƐƉŽŶƐĞƚŽƚŚĞǁ ƌŝƟŶŐƚĂƐŬ
at hand so that they can ask
about these points in their own
ǁ ƌŝƟŶŐ͘
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> &ǁ ŝůůƉƌŽďĂďůǇƐĂǀ ĞǇŽƵƟŵĞ͘ 
(You might even want to throw
out your red pens!)

ĨĞĞĚďĂĐŬƋƵĞƐƟŽŶƐŝŶƐƚƵĚĞŶƚƐ͛ 
L1.

 Aim to provide feedback in a

 Give students guidance and/or

 Sit back and enjoy a cup of tea, as

 If necessary and feasible, allow

 ŽŵďŝŶĞ> &ǁ ŝƚŚǁ ƌŝƟŶŐǁ ŽƌŬͲ

shops, peer review, and other
ǁ ĂǇƐŽĨŐĞƫ ŶŐƐƚƵĚĞŶƚƐƚŚŝŶŬŝŶŐ
more carefully about their work,
to scaﬀold the LDF process.

dents do not request feedback
on, and use these to plan future
teaching or workshops.

ŚĂǀ ĞƚŚĞŝƌǁ ƌŝƩ ĞŶ
text at hand whilst
listening to / reading
the feedback.

Foto: Sharon Hartle

dŝƉƐĨŽƌŝŵƉůĞŵĞŶƟŶŐ> &

Note down common
problems that stu-
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TEASIG
webinars
2017

The webinar can be accessed on the day at: ŚƩ Ɖ͗ ͬ ͬ ŝĂƚĞŇ͘ ĂĚŽďĞĐŽŶŶĞĐƚ͘ ĐŽŵͬ ƚĞĂƐŝŐǁ ĞďŝŶĂƌƐ
and is open to everybody. It will be recorded, and the recording will be accessible to everybody for a
ǁ ĞĞŬŽŶƚŚĞd^/' ǁ ĞďƐŝƚĞ͕ ĂŌĞƌǁ ŚŝĐŚŝƚǁ ŝůůŽŶůǇďĞĂǀ ĂŝůĂďůĞƚŽ/d&>ŵĞŵďĞƌƐ͘ d^/' ǁ ĞďŝŶĂƌƐ
ǁ ŝůůďĞĐŽŶƟŶƵŝŶŐŝŶϮϬϭϳ ĂŶĚĚĞƚĂŝůƐǁ ŝůůďĞĂŶŶŽƵŶĐĞĚŽŶƚŚĞd^/' ǁ ĞďƐŝƚĞ͘ 

Date

Presenter
Felicity O’Dell and
Russell Whitehead

19.12.17

' Ğƫ ŶŐŝƚƌŝŐŚƚ͕ ŐĞƫ ŶŐŝƚǁ ƌŽŶŐ͗ 
ĂƚŽƵƌŽĨƚŚĞ>dϭϮϯ ƚĞƐƟŶŐƉƌŝŶĐŝƉůĞƐ͘

This webinar with Felicity O’Dell and Russell Whitehead will
ĚŝƐĐƵƐƐ>dϭϮϯ ͛ ƐůŝƐƚŽĨƚĞŶƉƌŝŶĐŝƉůĞƐĨŽƌ͚ŐŽŽĚ͛ ƚĞƐƟŶŐ͕ ƐŚĂƌŝŶŐ
plenty of examples of successful and unsuccessful items and
tasks. This promises to be a useful round-up for newcomers
and experienced testers alike.

Gudrun Erickson

26.02.18

Title

dŚĞ ƵĂů&ƵŶĐƟŽŶŽĨ ƐƐĞƐƐŵĞŶƚ–
Enhancing Learning and Equity

dŚŝƐǁ ĞďŝŶĂƌǁ ŝůůĨŽĐƵƐŽŶƚŚĞĚƵĂůĨƵŶĐƟŽŶŽĨĂƐƐĞƐƐŵĞŶƚ͕ 
whether in classrooms or large scale contexts, namely to
enhance learning as well as fairness and equity. Gudrun will
discuss the balancing act between the two, emphasizing
ĐŽŵŵŽŶƉƌŝŶĐŝƉůĞƐƚŚĂƚŶĞĞĚƚŽŐƵŝĚĞƉůĂŶŶŝŶŐ͕ ƉƌĂĐƟĐĞƐĂŶĚ
materials at individual as well as structural levels.
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Giving testing some good press for a change
Assessment as learning check - a meaningful paradigm shift
for trainee teachers

Lynn Williams
grew up and went to school near
Manchester, England. She studied
for a language degree at university and later added a teaching
ƋƵĂůŝĮ ĐĂƟŽŶ͘ ^ŚĞŶŽǁ ƚĞĂĐŚĞƐ
English language and literature at
a Swiss grammar school and also
works as a teacher trainer at the
W, &, E t ŝŶĂƐĞů͘^ŚĞŝƐƉĂƌƟĐƵͲ
larly interested in assessment
ƉƌĂĐƟĐĞƐ͕ ƚŚĞƚĞĂĐŚŝŶŐŽĨůŝƚĞƌĂͲ
ƚƵƌĞ͕ ĂŶĚŽƉƉŽƌƚƵŶŝƟĞƐĨŽƌŝŶĚŝͲ
ǀ ŝĚƵĂůŝƐĂƟŽŶ͘
ůǇŶŶ͘ ǁ ŝůůŝĂŵƐΛ Ĭ Ŷǁ ͘ ĐŚ
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ŌĞƌƐĞǀ ĞƌĂůǇĞĂƌƐŝŶƚĞĂĐŚĞƌĞĚƵͲ
school learners. To this end, trainĐĂƟŽŶ/ĐŽŶƟŶƵĞƚŽďĞĂŵĂǌĞĚďǇ
ee teachers are regularly asked to
the trainee teachers in my seminar
design a task or sequence of tasks
groups. They consistently bring with for one or more lessons in which
them a huge amount of knowledge, ƚŚĞǇƉƵƚƚŚĞŝƌƚŚĞŽƌĞƟĐĂůƌĞĂĚŝŶŐƐ
ǁ ŚĞƚŚĞƌůŝŶŐƵŝƐƟĐ͕ ůŝƚĞƌĂƌǇŽƌĐƵůƚƵƌͲ ŝŶƚŽƉƌĂĐƟĐĞ͘
al. They also bring a wealth of skills
Against this backdrop we engage
in areas ranging from tutoring to
with many key issues of upper secĂĚŵŝŶŝƐƚƌĂƟŽŶ͘ &ŝŶĂůůǇ͕ĂŶĚŝŶŵǇ
ondary (language) learning, looking
view crucially, for the purposes of
into principles of lesson-planning
training new teachers who are alert
and curricula, the four skills, and
and aware, they have of course
task- and competence-oriented
clocked up thousands of hours as
learning. Within this demanding
learners in school contexts themmenu of important angles, one maselves. These vital experiences
jor area it's easy to feel over(good lessons and bad, inspiring
whelmed by as a beginning teacher
topics and less inspiring ones) can
is surely that of assessment and
very usefully be put to work in a
ƚĞƐƟŶŐ͘ dĞƐƟŶŐŐĞƚƐĂůŽƚŽĨďĂĚ
range of ways in our seminars –
press: pupils
from examining
have on oclearner (and
“The link between
casion been
ƚĞĂĐŚĞƌ͊ ͿŵŽƟǀ ĂͲ
known to
teaching and assessment
ƟŽŶ͕ ĨŽƌĞǆĂŵƉůĞ͕ 
complain
is not always clear at first
ƚŽƌĞŇĞĐƟŶŐŽŶ
about the
sight and sometimes
classroom methvolume of
ods which learners
needs to be made more
material to
appreciate. This
explicit.”
be learned,
provides an ideal
and teachers
ƐŝƚƵĂƟŽŶĨŽƌƉƌŽͲ
about all the
ĚƵĐƟǀ ĞƐĞŵŝŶĂƌ
marking they
work which focuses on classroom
have to do. For this reason, as well
ƉƌĂĐƟĐĞ;ƐͿ͘
as many others, I feel it's important
dŚŝƐĨŽĐƵƐŽŶĐůĂƐƐƌŽŽŵƉƌĂĐƟĐĞ
ƚŽƉƵƚĂƉŽƐŝƟǀ ĞƐƉŝŶŽŶĂƐƐĞƐƐŵĞŶƚ
ŶĞĐĞƐƐŝƚĂƚĞƐĂƉƌĂŐŵĂƟĐĂƉƉƌŽĂĐŚ and to show trainee teachers that
to learning how to teach, and we
assessment can be a manageable,
ƚŚĞƌĞĨŽƌĞǁ ŽƌŬǀ ĞƌǇƉƌĂĐƟĐĂůůǇŝŶ
ƌĞǁ ĂƌĚŝŶŐĂŶĚƵůƟŵĂƚĞůǇŝŶƚĞƌͲ
our seminar sessions. It goes withĞƐƟŶŐĂƐƉĞĐƚŽĨƚĞĂĐŚŝŶŐĂŶĚůĞĂƌŶͲ
out saying that, as a university
ing.
ƚĞĂĐŚĞƌĞĚƵĐĂƟŽŶĚĞƉĂƌƚŵĞŶƚ͕ ǁ Ğ
We typically start by looking at clasconsistently draw on research ﬁndƐŝĐƚĞƐƚĚĞƐŝŐŶĂŶĚĨŽƌŵĂƚƐ͕ ŝĚĞŶƟĨǇͲ
ŝŶŐƐĂŶĚĂĐĐĞƉƚĞĚďĞƐƚƉƌĂĐƟĐĞŝŶ
ing the markers of a successful test,
our work, but we nevertheless alĂŶĚĂƚƚŚĞƐĂŵĞƟŵĞĐŽŶƚĞǆƚƵĂůŝƐͲ
ǁ ĂǇƐŚĂǀ ĞŝŶŵŝŶĚƚŚĞƵůƟŵĂƚĞ
ŝŶŐŽƵƌŝŶƚƵŝƟǀ ĞƌĞĂĐƟŽŶƐĂŐĂŝŶƐƚĂ
transfer to the classroom and possiďĂĐŬŐƌŽƵŶĚŽĨƚŚĞƚŚĞŽƌĞƟĐĂůƵŶͲ
ďůĞŝŵƉůĞŵĞŶƚĂƟŽŶǁ ŝƚŚƐĞĐŽŶĚĂƌǇ
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ĚĞƌƉŝŶŶŝŶŐƐŽĨƚĞƐƚĚĞƐŝŐŶ͘ ŌĞƌ
ĐŽŶƐŝĚĞƌŝŶŐƚŚĞŽƌĞƟĐĂůĂƐƉĞĐƚƐƐƵĐŚ
as validity and reliability, we move
on to look at seemingly banal but
ƵůƟŵĂƚĞůǇĞƐƐĞŶƟĂůƉƌĂĐƟĐĂůĂƐƉĞĐƚƐ
like concise and precise rubric forŵƵůĂƟŽŶŽƌĞǀ ĞŶŶƵŵďĞƌŝŶŐůŝŶĞƐŝŶ
a reading text for ease of orientaƟŽŶǁ ŚĞŶĚŝƐĐƵƐƐŝŶŐĂƚĞƐƚŝŶĐůĂƐƐ
at a later date.

ƵŶƐƵƌƉƌŝƐŝŶŐ͕ ƚŚĂƚ/Ζǀ ĞŶŽƟĐĞĚŽǀ Ğƌ
the years is that trainee teachers
frequently associate assessment
with tests. In response to this obserǀ ĂƟŽŶ͕ /ŚĂǀ ĞƚǇƉŝĐĂůůǇƐƚĂƌƚĞĚĂ
seminar session on assessment and
ƚĞƐƟŶŐǁ ŝƚŚĂĨƵŶĚĂŵĞŶƚĂůĚŝƐĐƵƐͲ
sion on the nature of assessment
with a task like this:
A test is an assessment
but an assessment is not
necessarily a test!
Discuss what you understand by this and be prepared to feedback in the
seminar group.

Furthermore, I encourage trainee
teachers to engage with principles
of backwash, my message being
ĞƐƐĞŶƟĂůůǇ͗
K ŶĐĞǇŽƵĂƌĞƐĂƟƐĮ ĞĚǁ ŝƚŚƚŚĞ
test, use it to inform students /
shape your teaching / student
ƉƌĞƉĂƌĂƟŽŶǁ ŝƚŚŽƵƚĚŝƐĐůŽƐŝŶŐŬĞǇ
aspects.
^ŽŵĞƚŚŝŶŐŝŶƚĞƌĞƐƟŶŐ͕ ĂŶĚƉĞƌŚĂƉƐ

As we know, the range of
ŽƉƟŽŶƐǁ ŚŝĐŚŐŽďĞǇŽŶĚ
the classic 'test' scenario
is huge, ranging from quiz
ƋƵĞƐƟŽŶƐĂƚƚŚĞĞŶĚŽĨĂ
lesson to self-Ğǀ ĂůƵĂƟŽŶ
according to prescribed learning
ŽďũĞĐƟǀ ĞƐ͘ dƌĂŝŶĞĞƚĞĂĐŚĞƌƐĂƌĞ
therefore encouraged to trawl
through their (language) learning
ďŝŽŐƌĂƉŚŝĞƐƚŽŝĚĞŶƟĨǇƉŽƐƐŝďůĞĂƐͲ
ƐĞƐƐŵĞŶƚƐĐĞŶĂƌŝŽƐ͕ ƉĂƌƟĐƵůĂƌůǇ
those that explode the classic canon
ŽĨĐŽŶƚƌŽůůĞĚŐƌĂŵŵĂƌƉƌĂĐƟĐĞĞǆͲ
ercises. In a further step, the trainees devise an appropriate assessment strategy for a teaching unit
they are developing and
ƌĞŇĞĐƚŽŶƚŚĞƌĂƟŽŶĂůĞ
behind their choice.
However, in my experience, the link between
teaching and assessment
is not always clear at ﬁrst
ƐŝŐŚƚĂŶĚƐŽŵĞƟŵĞƐ
needs to be made more
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explicit. For example, trainee teachĞƌƐĨƌĞƋƵĞŶƚůǇ;ĂŶĚũƵƐƟĮ ĂďůǇͿƚĂŬĞ
ĂƚŽƉŝĐŽƌƉĂƌƟĐƵůĂƌĂƌƟĐůĞŽƌĮ ůŵ
ĐůŝƉĂƐƚŚĞƐƚĂƌƟŶŐƉŽŝŶƚĨŽƌĂƉŽƚĞŶͲ
ƟĂůƚĞĂĐŚŝŶŐƵŶŝƚǁ ŝƚŚŽƵƚŶĞĐĞƐƐĂƌŝͲ
ly having any special learning objecƟǀ ĞŝŶŵŝŶĚ– they simply trust their
ŝŶƐƟŶĐƚƐ͕ ŬŶŽǁ ŝŶŐƚŚĂƚŝƚŝƐůŝŬĞůǇƚŽ
ŵŽƟǀ ĂƚĞƵƉƉĞƌƐĞĐŽŶĚĂƌǇůĞĂƌŶĞƌƐ
or that it serves to exemplify a parƟĐƵůĂƌůĂŶŐƵĂŐĞƉŽŝŶƚǁ ŝƚŚŝŶƚŚĞ
ĐŽŶƚĞǆƚŽĨĂŶĂƵƚŚĞŶƟĐƚĞǆƚ– bingo! And good for them!
In my seminars, therefore, as well as
ŝŶŝŶĚŝǀ ŝĚƵĂůĐŽĂĐŚŝŶŐƐĞƫ ŶŐƐĂŶĚŝŶ
ǁ ƌŝƩ ĞŶĨĞĞĚďĂĐŬŽŶĚƌĂŌƵŶŝƚƐ͕ /
seek to guide trainee teachers towards examining the underlying
ƌĂƟŽŶĂůĞĨŽƌƚŚĞƵŶŝƚ͕ ƚŚĞƌĞĂƐŽŶƐ
ǁ ŚǇƚŚĞǇŚĂǀ ĞĐŚŽƐĞŶƚŚĞƉĂƌƟĐƵůĂƌ
topic, text or task. Having established the competences or
knowledge they want their upper
secondary learners to acquire, it
becomes easier for them to think
ĂďŽƵƚƚŚĞŝƌ;ŝŵƉůŝĐŝƚͿŽďũĞĐƟǀ ĞƐĨŽƌ
the unit and, consequently, also
about how they can then check that
ƚŚĞƐĞŽďũĞĐƟǀ ĞƐŚĂǀ ĞďĞĞŶ
achieved. This is the point at which
ǁ ĞƚƵƌŶŽƵƌĂƩ ĞŶƟŽŶƚŽĂƐƐĞƐƐŵĞŶƚ
procedures. Trainees realise –
ƐŽŵĞƟŵĞƐǁ ŝƚŚĂũŽůƚ͕ ƐŽŵĞƟŵĞƐ
with a degree of disappointment,
ďƵƚŵŽƌĞŽŌĞŶƚŚĂŶŶŽƚǁ ŝƚŚƌĞůŝĞĨ
– that a classic 'test' might not be
necessary to check their learners'
progress. Or it might not be feasible,
plausible or manageable within certain constraints. Or, quite simply, it
might not be the best way of checking learning.
"So what is the best way?" my train-
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ees then start to wonder, and I'm
always nothing short of thrilled at
this point. It means we are breaking
away from the mindset that sees
teachers replicate the kind of test
they themselves sat at school or
those that they might ﬁnd through
external searches for material,
ŽŌĞŶĚĞƐŝŐŶĞĚƚŽĮ ƚĂůů͘ƚƚŚŝƐ
point, let it be said that a good test
is a good test, no quibbles there
(and I've taken, set and corrected
enough of them by now!), but we
ĂƌĞŶŽǁ ĂƚĂũƵŶĐƚƵƌĞƐĞƫ ŶŐŽƵƚ
into new territory – namely the reĂůŝƐĂƟŽŶƚŚĂƚĂŐŽŽĚĂƐƐĞƐƐŵĞŶƚ
doesn't need to be a test at all…

aged to engage with a variety of
ƋƵĞƐƟŽŶƐƚŽŚĞůƉƚŚĞŵƌĞĮ ŶĞƚŚĞŝƌ
assessment strategy. These might
ƉƌŽĚƵĐƟǀ ĞůǇŝŶĐůƵĚĞƚŚĞĨŽůůŽǁ ŝŶŐ͗



Is the assessment task manageable? (Timing, level, resources,
teacher feedback)

In my opinion, the 'best' way to assess a unit of work is at the same
ƟŵĞĂŶŽďũĞĐƟǀ ĞĂŶĚƐƵďũĞĐƟǀ Ğ
ĚĞĐŝƐŝŽŶ͘ K ďũĞĐƟǀ ĞďĞĐĂƵƐĞŵƵĐŚ
ŽĨƚŚĞůŝƚĞƌĂƚƵƌĞŽŶƚĞƐƟŶŐƌŝŐŚƚůǇ
argues that an assessment should
mirror the learning as far as this
makes sense (i.e. it would be odd to
follow up a series of discussion lessons to develop ﬂuency with a discrete-item grammar test, and by
ƚŚĞƐĂŵĞƚŽŬĞŶ͕ ǁ ƌŝƟŶŐĂ
ĨŽƌŵĂůůĞƩ ĞƌŵĂǇŶŽƚŶĞĐĞƐͲ
sarily be the best way to
check learners' understanding of a range of new grammar points). Once trainee
ƚĞĂĐŚĞƌƐŚĂǀ ĞŝĚĞŶƟĮ ĞĚ
what they consider to be
the best way to check learning of the unit they have put
together – i.e. that which
best aligns with the learning
they are striving for and the
overall competenceoriented outcome they are
aiming at – they are encour-



/ƐƚŚĞĂƐƐĞƐƐŵĞŶƚƚĂƐŬŵŽƟͲ
ǀ ĂƟŶŐ͍ ; ŽĞƐŝƚŽī ĞƌůĞĂƌŶĞƌƐ
choices? Does it appeal to
diﬀerent interests? Does it take
up a relevant topic?)
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Does the assessment method
reﬂect the style of work undertaken? (Does it assess the
learning which has gone before? Are learners wellprepared to respond to the
task? In what way will it
demonstrate learners' grasp of
ƚŚĞƚŽƉŝĐŝŶƋƵĞƐƟŽŶ͍ Ϳ

K ŶĐĞƚƌĂŝŶĞĞƚĞĂĐŚĞƌƐŚĂǀ ĞΖǀ ĞƩ ĞĚΖ
their assessment procedure to
check its viability in these areas,
ƚŚĞǇĂƌĞŝŶĂƉŽƐŝƟŽŶƚŽŵĂŬĞĮ ŶĂů
adjustments and reﬁne their assessment task. In a ﬁnal step, we typi-

cally share teaching units and the
related assessments at the end of
the semester. There is no small degree of pride during this phase and,
having had the privilege of guiding
ƚƌĂŝŶĞĞƚĞĂĐŚĞƌƐŝŶƚŚĞƌĞĂůŝƐĂƟŽŶ
of their proposed assessment tasks,
I understand their pride! I also hope
that a few key tenets will stay with
ƚŚĞŵĂŌĞƌŽƵƌũŽŝŶƚǁ ŽƌŬŽŶĂƐƐĞƐƐͲ
ment strategies:


^ĞĞƚŚĂƚƚĞƐƟŶŐŝƐĂďŽƵƚŵŽƌĞ
ƚŚĂŶũƵƐƚĂƩ ĂŝŶŝŶŐƐĐŽƌĞƐ͘ 
Make tests worthwhile to all
ŝŶǀ Žůǀ ĞĚ͗ ŵŽƟǀ ĂƟŶŐ͕ ĨŽĐƵƐĞĚ͕ 
ƌĞĂůŝƐƟĐ͕ ŝŶĨŽƌŵĂƟǀ Ğ͘



>ŝŶŬƚĞƐƟŶŐƚŽĐůĂƐƐƌŽŽŵǁ ŽƌŬ
as far as possible scores. Make
tests worthwhile to all classƌŽŽŵǁ ŽƌŬĂŶĚƚĞƐƟŶŐ͘ 

These are principles which guide my
own classroom work, leading to
learning which I hope is all the richer, sustainable and more enjoyable
for it.
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Assessment in the upper secondary ELT classroom
(introductory handout for trainee teachers)
&ŽƌŵƐŽĨƚĞƐƟŶŐĂŶĚĂƐƐĞƐƐŵĞŶƚ
It is important to note that an assessment does not necessarily need to be a test. It is equally possible
ƚŽĐŚĞĐŬǁ ŚĞƚŚĞƌƐƚƵĚĞŶƚƐŚĂǀ ĞĂĐŚŝĞǀ ĞĚƚŚĞƌĞůĞǀ ĂŶƚůĞĂƌŶŝŶŐŽďũĞĐƟǀ ĞƐĨŽƌĂƵŶŝƚŝŶĂĚŝī ĞƌĞŶƚĂƐͲ
sessment set-ƵƉƚŚĂŶĂĨŽƌŵĂůǁ ƌŝƩ ĞŶƚĞƐƚ;ŽƌƚŚĞĞƋƵŝǀ ĂůĞŶƚƐƉĞĂŬŝŶŐĂƐƐĞƐƐŵĞŶƚͿ͘ ^ŽŵĞŝĚĞĂƐŝŶͲ
clude:
- ĐŽŶĐĞƉƚƋƵĞƐƟŽŶƐ;ǁ ƌŝƩ ĞŶŽƌŽƌĂůͿŝŶĚŝǀ ŝĚƵĂůůǇ͕ŝŶŐƌŽƵƉƐŽƌŝŶƚŚĞƉůĞŶĂƌǇ;Ăůǁ ĂǇƐǁ ŝƚŚĨĞĞĚďĂĐŬĂŶĚ
ƚĞĂĐŚĞƌĐůĂƌŝĮ ĐĂƟŽŶͬ ĞǆƉĂŶƐŝŽŶǁ ŚĞƌĞŶĞĐĞƐƐĂƌǇĂŶĚĂƉƉƌŽƉƌŝĂƚĞͿ
- self-Ğǀ ĂůƵĂƟŽŶ;ďĂƐĞĚŽŶƚĞĂĐŚĞƌƉƌŽŵƉƚƐͿ
- ƉĞĞƌĨĞĞĚďĂĐŬ;ĨŽůůŽǁ ĞĚďǇĚŝƐĐƵƐƐŝŽŶŝŶƉůĞŶĂƌǇͬ ĐŽŶƐƵůƚĂƟŽŶǁ ŝƚŚƚŚĞƚĞĂĐŚĞƌͿ
- ǁ ƌŝƩ ĞŶŽƌŽƌĂůĨĞĞĚďĂĐŬĐŽŵŵĞŶƚƐĨƌŽŵƚŚĞƚĞĂĐŚĞƌ
- ĂŶĂƉƉůŝĐĂƟŽŶŽĨƚŚĞĐŽŵƉĞƚĞŶĐĞƐĂĐƋƵŝƌĞĚŝŶĂŶĞǁ ƐĞƫ ŶŐ;ƚƌĂŶƐĨĞƌͿ
- a product (poster, mind map, reader's guide, handout, ﬂyer, theatre programme…)
Principles of assessment
ůůĨŽƌŵƐŽĨĂƐƐĞƐƐŵĞŶƚŵƵƐƚĚĞŵŽŶƐƚƌĂƚĞŐĞŶƵŝŶĞǀ ĂůŝĚŝƚǇĂŶĚƐƚĂŶĚƵƉƚŽƐĐƌƵƟŶǇ͘dŚĞƌĞĨŽƌĞ͕ 
- ĂĚŚĞƌĞƚŽƚŚĞƐƚĂŶĚĂƌĚƉƌŝŶĐŝƉůĞƐŽĨƚĞƐƟŶŐ;ƌĞůŝĂďŝůŝƚǇ͕ǀ ĂůŝĚŝƚǇ͕ĨĂŝƌŶĞƐƐͿĂŶĚŽī ĞƌŽƉƉŽƌƚƵŶŝƟĞƐĨŽƌ
ƉŽƐŝƟǀ ĞďĂĐŬǁ ĂƐŚ
- communicate test requirements, format and criteria early on
- ďĞƉƌĞƉĂƌĞĚƚŽĂŶƐǁ ĞƌĂŶǇƋƵĞƐƟŽŶƐ;ĂŶĚƌĞ-think as and when necessary)
WƌĂĐƟĐĂďŝůŝƚǇ
dĞƐƚƐƐŚŽƵůĚďĞƐƚƌĂŝŐŚƞŽƌǁ ĂƌĚĨŽƌƚĞĂĐŚĞƌƐƚŽĂĚŵŝŶŝƐƚĞƌĂŶĚƐƚƵĚĞŶƚƐƚŽƚĂŬĞ͕ ĂŶĚƐŚŽƵůĚŶŽƚƉƌĞͲ
sent unnecessary challenges in marking.
t ƌŝƩ ĞŶƚĞƐƚƐƐŚŽƵůĚ͙ 
- test what has been learned
- ƌĞŇĞĐƚƉƌĞǀ ŝŽƵƐƚĞĂĐŚĞƌŝŶĨŽƌŵĂƟŽŶŽŶƚŚĞƚĞƐƚ
- Žī ĞƌĐůĞĂƌŝŶƐƚƌƵĐƟŽŶƐĂŶĚŝŶĚŝĐĂƚĞŵĂƌŬƐƉĞƌƋƵĞƐƟŽŶ
- ideally, present a variety of tasks
- give all students a fair chance, and strong students the chance to excel
&ĞĞĚďĂĐŬͬ ĐŽƌƌĞĐƟŽŶƐĂƌĞĞƐƐĞŶƟĂůĂŶĚƐŚŽƵůĚ͙ 
- clearly show students where they went wrong, help address these points, and oﬀer students paths
for development
- report on performance in content terms, insofar as this is being tested

Suggested further reading
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&ƵůĐŚĞƌ͕ ' ;ϮϬϭϬͿ͘ WƌĂĐƟĐĂůůĂŶŐƵĂŐĞƚĞƐƟŶŐ͘ >ŽŶĚŽŶ͗ , ŽĚĚĞƌĚƵĐĂƟŽŶ͘ 
, ƵŐŚĞƐ͕ ͘ ;ϮϬϬϯ Ϳ͘ dĞƐƟŶŐĨŽƌ>ĂŶŐƵĂŐĞdĞƐƟŶŐ;ϮŶĚĞĚ͘ ͿĂŵďƌŝĚŐĞ͗ ĂŵďƌŝĚŐĞh Ŷŝǀ ĞƌƐŝƚǇWƌĞƐƐ͘ 
D ĐE ĂŵĂƌĂ͕ d͘ ;ϮϬϬϬͿ͘ >ĂŶŐƵĂŐĞdĞƐƟŶŐ͘ K ǆĨŽƌĚ͗ K ǆĨŽƌĚh Ŷŝǀ ĞƌƐŝƚǇWƌĞƐƐ͘ 
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“En mi humilde opinión”1 …listening to Mexican students’
perceptions of an English language proficiency test
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/ŶŚŝƐϮϬϬϰĂƌƟĐůĞŝŶLanguage Assessment Quarterly͕ ĂĚǀ ŽĐĂƟŶŐƚŚĞ
need to “broaden, deepen and consolidate” many of our ideas about
ůĂŶŐƵĂŐĞƚĞƐƟŶŐ͕ ƵŵŵŝŶŐŵĂŬĞƐ
the convincing argument that more
research is needed on the role of
ƐƚĂŬĞŚŽůĚĞƌƐŝŶůĂŶŐƵĂŐĞƚĞƐƟŶŐ
contexts and areas that have tradiƟŽŶĂůůǇďĞĞŶŽǀ ĞƌůŽŽŬĞĚ;ƵŵŵŝŶŐ͕ 
2004, p.3). It can be successfully
argued that one of these neglected
areas is Mexico. Mexico seems to
ﬁnd itself in the paradoxical situaƟŽŶŽĨŵĂŶǇ>ĂƟŶŵĞƌŝĐĂŶĐŽƵŶͲ
tries which, while witnessing a pronounced increase in demand for
high quality English language inƐƚƌƵĐƟŽŶĂŶĚĂƐƐĞƐƐŵĞŶƚ͕ ŚĂǀ Ğ
failed to produce a signiﬁcant body
ŽĨƌĞƐĞĂƌĐŚŝŶǀ ĞƐƟŐĂƟŶŐƚŚĞƐƉĞĐŝĮ Đ
variables that help to deﬁne the
uniqueness of their contexts.
Without doubt, one of these variables is the students or candidates
who actually take language tests.
Their story is largely untold, and in
ƌĞĐĞŶƚůĂŶŐƵĂŐĞƚĞƐƟŶŐůŝƚĞƌĂƚƵƌĞŝƚ
is diﬃcult to ﬁnd an issue that more
scholars seem to agree on than the
idea that candidates are among the
most important – yet neglected –
ƐƚĂŬĞŚŽůĚĞƌƐŝŶůĂŶŐƵĂŐĞƚĞƐƟŶŐ͘ 
Shohamy (2001) perceives that “it is
through the voices of test takers
who report on their experiences and
consequences that the features of
ƚŚĞƵƐĞŽĨƚĞƐƚƐĐĂŶďĞŝĚĞŶƟĮ ĞĚ͘ 
zĞƚ͕ ŝŶƚŚĞƚĞƐƟŶŐůŝƚĞƌĂƚƵƌĞ͕ ƚĞƐƚ
ƚĂŬĞƌƐĂƌĞŽŌĞŶŬĞƉƚƐŝůĞŶƚ͖ ƚŚĞŝƌ
personal experiences are not heard
or shared” (p.7). Cumming (2004)

maintains that “serious consideraƟŽŶŽĨƚŚĞƵƐĞƐŽĨůĂŶŐƵĂŐĞĂƐƐĞƐƐͲ
ŵĞŶƚƌĞƋƵŝƌĞƐĂĚŽƉƟŶŐƌĞƐĞĂƌĐŚ
ŵĞƚŚŽĚƐƚŚĂƚŝŶǀ ĞƐƟŐĂƚĞƉĞŽƉůĞ͛ Ɛ
Ăƫ ƚƵĚĞƐ͕ ďĞůŝĞĨƐ͕ ĐƵůƚƵƌĂůǀ ĂůƵĞƐ͕ 
ĂŶĚǁ ĂǇƐŽĨŝŶƚĞƌĂĐƟŶŐ;͙ Ϳ^ƵĐŚ
inquiry is indispensable for understanding why people perform the
ways they do in language assessment, and thus necessary for validaƟŽŶ͟ ;Ɖ͘ ϵͿ͘
The purpose of this study, therefore, was to give free rein to the
neglected voices of test candidates
ŝŶŽŶĞƉĂƌƟĐƵůĂƌĐŽŶƚĞǆƚ͘ Ɛ
McNamara and Roever (2006) insist,
͞ ůĂŶŐƵĂŐĞƚĞƐƟŶŐŚĂƐĂƌĞĂůŝŵƉĂĐƚ
on real people's lives” (p.8). This
impact starts with the stakeholders
who are immediately aﬀected by
the test, i.e. test candidates and test
developers, and extends outward to
society at large. This impact also
implies a signiﬁcant amount of responsibility on the part of test developers to ensure that the tests
they write and administer are as
valid and reliable as possible.
One of the most valuable techniques for helping test developers
to measure test validity is by listening to candidates’ voices. Candidate
ƉĞƌĐĞƉƟŽŶƐ͕ ĨĞĞůŝŶŐƐ͕ ƉŽŝŶƚƐŽĨ
ǀ ŝĞǁ ͕ Ăƫ ƚƵĚĞƐ͕ ŽƉŝŶŝŽŶƐĂŶĚƐƵŐͲ
ŐĞƐƟŽŶƐ͕ ƚĂŬĞŶƚŽŐĞƚŚĞƌ͕ ĐĂŶƐĞƌǀ Ğ
ĂƐĞǀ ŝĚĞŶĐĞŽĨƚŚĞƉŽƐŝƟǀ ĞĂŶĚŶĞŐͲ
aƟve consequences of tests. In adĚŝƟŽŶ͕ ĨĞĞĚďĂĐŬĨƌŽŵĐĂŶĚŝĚĂƚĞƐ
can serve as the impetus for discussions that can, and should, be happening among a variety of stakeholders (Madaus, in press, as cited
in Shohamy, 2001, p.149). Enlarging
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the dialogue in this way can help
further promote not just the validity
of individual tests, but also of the
test system͕ ǁ ŚŝĐŚŶĞĞĚƐƚŽĐŽŶƟŶͲ
ually “encourage testers, teachers,
test takers, and the public at large
ƚŽƋƵĞƐƟŽŶƚŚĞƵƐĞƐŽĨƚĞƐƚƐ͕ ƚŚĞ
materials they are based on, and to
ĐƌŝƟƋƵĞƚŚĞǀ ĂůƵĞƐĂŶĚďĞůŝĞĨƐŝŶŚĞƌͲ
ent in them” (Shohamy, p.131).

ůŝĐŝƟŶŐĐĂŶĚŝĚĂƚĞŽƉŝŶŝŽŶƐĂďŽƵƚƚŚĞ
processes of preparing for and takŝŶŐƚŚĞƚĞƐƚ͕ ĂŶĚƚŚĞŶďǇƐŽůŝĐŝƟŶŐ
ƚŚĞŝƌƐƵŐŐĞƐƟŽŶƐŽŶŚŽǁ ƚŚĞƐĞƉƌŽͲ
cesses might be improved.

dŚĞĂƌƟĐůĞŚĂƐƐŝǆƉĂƌƚƐ͘ WĂƌƚϭŽƵƚͲ
lines the goal of the study. Part 2
summarises the EXAVER English lanŐƵĂŐĞĐĞƌƟĮ ĐĂƟŽŶƚĞƐƚƐ͕ ǁ ŚŝĐŚ
ƐĞƌǀ ĞĚĂƐƚŚĞƉƌĂĐƟĐĂůĐŽŶƚĞǆƚŽĨ
the study. Part 3 explains the methodology of the study. Parts 4 and 5
Žī Ğƌ͕ ƌĞƐƉĞĐƟǀ ĞůǇ͕ĂŶŽǀ Ğƌǀ ŝĞǁ ĂŶĚ
a discussion of the ﬁndings. Finally,
Part 6 oﬀers some general conclusions.

1
A2
Waystage
Upper Beginner
EXAVER is the name of
2
the tests used as the baB1
Threshold
Lower Intermediate
sis of the study, and re3
ĨĞƌƐƚŽĂƟĞƌĞĚ-suite of
B2
Vantage
ŶŐůŝƐŚůĂŶŐƵĂŐĞĐĞƌƟĮ ĐĂͲ Upper Intermediate
ƟŽŶƚĞƐƚƐĚĞǀ ĞůŽƉĞĚĂŶĚ
2.2 Test Structure
administered by the Universidad
Each EXAVER test contains three
Veracruzana (UV) in the southeastseparate papers. The structure of
ern Mexican state of Veracruz. The
ﬁrst suite was developed in the year each paper is described below.
2000 by a small group of English
Table 2: EXAVER test structure
language teachers at the UV, as well ;ĂŌĞƌ ƵŶŶĞ͕ ϮϬϬϳ Ϳ
ĂƐďǇƌĞƉƌĞƐĞŶƚĂƟǀ ĞƐĨƌŽŵƚŚĞ

1. Goal of the study

Ϯ͘ WƌĂĐƟĐĂůĐŽŶƚĞǆƚŽĨƐƚƵĚǇ͗ƚŚĞ
EXAVER English Language
ĞƌƟĮ ĐĂƟŽŶdĞƐƚƐ
Ϯ͘ ϭ' ĞŶĞƌĂůĚĞƐĐƌŝƉƟŽŶ

EXAVER tests are administered
twice a year at 11 language centers
throughout Veracruz.
Table 1: Levels of EXAVER tests and
their corresponding CEFR Levels
(adapted from Abad et al., 2011)

EXAVER

CEFR

Council of Europe

The study foPaper 1
Paper 2
Paper 3
cused speciﬁZĞĂĚŝŶŐĂŶĚt ƌŝƟŶŐ
Listening
Speaking
cally on what
 5 parts
 4 parts
 3 parts
Bachman and  Variety of tasks: matching,
 Range from comprehension of
 Combine some type of interPalmer (1996)
ŵƵůƟƉůĞĐŚŽŝĐĞ͕ ŵŽĚŝĮ ĞĚ
ƌĞůĂƟǀ ĞůǇƐŚŽƌƚŝŶĨŽƌŵĂůĐŽŶǀ ĞƌͲ
view task (interlocutor to candiconsider as
cloze text
ƐĂƟŽŶƐƚŽĐŽŵƉƌĞŚĞŶƐŝŽŶŽĨ
date), discussion task
ŵŽƌĞĨŽƌŵĂůĂŶĚƐƵďƐƚĂŶƟĂůůǇ
(between a pair of candidates)
 /ŶĚŝƌĞĐƚŵĞĂƐƵƌĞŽĨǁ ƌŝƟŶŐ
one of the
ů
ŽŶŐĞƌ
Đ
ŽŶǀ
ĞƌƐĂƟŽŶƐ
and a long-turn task
three ways
(interlocutor to candidate)
that language
tests have a
direct impact on test candidates,
ƌŝƟƐŚŽƵŶĐŝů͕ĂŵďƌŝĚŐĞƐƐĞƐƐͲ
2.3 dĞƐƚůŽĐĂůŝǌĂƟŽŶ
namely, the consequences that can- ment, and Roehampton University’s
didates experience as a result of
Center for Language Assessment
According to O’Sullivan (2011), one
preparing for and taking these tests
and Research (CLARe). The conŽĨƚŚĞĚĞĮ ŶŝŶŐĐŚĂƌĂĐƚĞƌŝƐƟĐƐŽĨƚŚĞ
(p.31). In order to measure this imstruct behind the EXAVER tests is to
ys ZĞǆĂŵŝŶĂƟŽŶƐŝƐƚŚĂƚƚŚĞǇ
pact, it was necessary to liberate
measure three language proﬁciency ƌĞƉƌĞƐĞŶƚ͞ ƚŚĞĮ ƌƐƚƐǇƐƚĞŵĂƟĐ
the voices of the candidates who
ůĞǀ ĞůƐŝĚĞŶƟĮ ĞĚŝŶƚŚĞŽƵŶĐŝůŽĨ
ĂƩ ĞŵƉƚƚŽĐƌĞĂƚĞĂ͚ůŽĐĂů͕͛ Ăī ŽƌĚĂͲ
ƉĂƌƟĐŝƉĂƚĞĚŝŶƚŚĞƐƚƵĚǇ͕ĂŶĚƚŚŝƐ
Europe's Common European Frame- ble, and sustainable language test
became the study’s primary goal.
work of Reference for Languages
system” (O’Sullivan, p.10). In focusThis was accomplished, ﬁrst, by so(CEFR), summarised in Table 1. The
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ŝŶŐƚŚĞŝƌĂƩ ĞŶƟŽŶŽŶƚŚĞůŽĐĂůŐĞŽͲ
ŐƌĂƉŚŝĐĐŽŶƚĞǆƚŽĨƚŚĞĞǆĂŵŝŶĂƟŽŶƐ
(southeastern Mexico) and the parƟĐƵůĂƌŶĞĞĚƐŽĨƚŚĞĐĂŶĚŝĚĂƚĞƐǁ ŝƚŚͲ
in that context (students, primarily,
of the Universidad Veracruzana),
EXAVER’s test developers have
helped create a process now known
ĂƐ͞ ůŽĐĂůŝǌĂƟŽŶ͟ ͘ K ͛ ^Ƶůůŝǀ ĂŶĚĞĮ ŶĞƐ
ƚŚŝƐĂƐ͞ ƚŚĞƉƌĂĐƟĐĞŽĨƚĂŬŝŶŐŝŶƚŽ
account those learning-focused facƚŽƌƐƚŚĂƚĐĂŶŝŵƉĂĐƚŽŶůŝŶŐƵŝƐƟĐ
ƉĞƌĨŽƌŵĂŶĐĞ͙ ĂŶĚƚŚĞƌĞĐŽŐŶŝƟŽŶ
of the importance of test context on
test development…” (O’Sullivan,
p.6).
Economic aﬀordability was one of
the ﬁrst local variables that EXAVER’s test developers considered.
As the majority of EXAVER’s candiĚĂƚĞƐĐŽƵůĚŶŽƚ;ĂŶĚƐƟůůĐĂŶŶŽƚͿ
aﬀord the cost of more reputable
ŝŶƚĞƌŶĂƟŽŶĂůŶŐůŝƐŚůĂŶŐƵĂŐĞĐĞƌƟͲ
Į ĐĂƟŽŶƚĞƐƚƐ͕ ys Z͛ ƐƚĞƐƚĚĞǀ ĞůͲ
opers decided to create a suite of
economically aﬀordable tests, in
line with median to lower income
brackets based on the Mexican minimum wage.2 Table 3 shows the current costs (as of September 2017) of
taking an EXAVER test, with approximate equivalents in Euros.3
As of January 2017, the Mexican
minimum wage was approximately
80 pesos per day.
For more details on the EXAVER exĂŵŝŶĂƟŽŶƐĂŶĚƚŚĞys ZƚĞƐƚ
system, especially as they relate to
ůŽĐĂůŝǌĂƟŽŶ͕ ƐĞĞďĂĚĞƚĂů͕
“Developing aﬀordable, ‘local’ tests:
the EXAVER Project” in Language
dĞƐƟŶŐ͗ dŚĞŽƌŝĞƐĂŶĚWƌĂĐƟĐĞƐ͕ Ě͘ 
Barry O’Sullivan (Palgrave Macmillan, 2011) pages 228-243.
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dĂďůĞϯ ͗ ŽŵƉĂƌĂƟǀ ĞĐŽƐƚŽĨƚĂŬŝŶŐĂŶ
EXAVER test
LEVEL

Cost in MX Pesos

EXAVER 1
EXAVER 2
EXAVER 3

500
550
600

ƉĂƌƟĐŝƉĂƚĞŝŶĂƐĞŵŝ-structured inƚĞƌǀ ŝĞǁ ͘ dŚŝƐƌĞůĂƟǀ ĞůǇŚŝŐŚƌĂƚĞŽĨ
response was the ﬁrst
Cost in Euros
ŝŶĚŝĐĂƟŽŶŽĨƚŚĞĂƉƉĂƌͲ
Approx. 23 ent strong desire of EXAApprox. 25 VER’s candidates to have
Approx. 27 their voices heard.

3. Methodology

Web-ďĂƐĞĚƋƵĞƐƟŽŶŶĂŝƌĞƐƵƌǀ ĞǇ

A mixed methods (quan → QUAL)
ĂƉƉƌŽĂĐŚĨŽƌĚĂƚĂĐŽůůĞĐƟŽŶĂŶĚ
analysis was used for the study. The
ƋƵĂŶƟƚĂƟǀ ĞĚĂƚĂĐĂŵĞĨƌŽŵƚŚĞ
responses of 245 EXAVER candidates who completed a web-based
ƋƵĞƐƟŽŶŶĂŝƌĞ͕ ǁ ŚŝĐŚǁ ĂƐĂĚŵŝŶŝƐͲ
tered in the summer of 2010 followŝŶŐƚŚĞƐƉƌŝŶŐϮϬϭϬĂĚŵŝŶŝƐƚƌĂƟŽŶ
of EXAVER’s three levels. The quesƟŽŶŶĂŝƌĞŝŶĐůƵĚĞĚϰϮĐůŽƐĞĚ-format,
ŵƵůƟƉůĞ-ĐŚŽŝĐĞƋƵĞƐƟŽŶƐ͕ ĂŶĚƚǁ Ž
open-ĞŶĚĞĚƋƵĞƐƟŽŶƐ͘ K ĨƚŚĞ
closed-ĨŽƌŵĂƚƋƵĞƐƟŽŶƐ͕ ϭϬĞŵͲ
ƉůŽǇĞĚĂ>ŝŬĞƌƚ^ĐĂůĞ͕ ǁ ŝƚŚŽƉƟŽŶƐ
spanning from 1 to 5, to ascertain
candidates' opinions about several
topics related to the test. Excel Version 2003 was used to analyze the
ĚĂƚĂ͘ dŚĞƋƵĂůŝƚĂƟǀ ĞĚĂƚĂĐĂŵĞ
from the author’s research journal
from March to October 2010, and
from semi-structured interviews
conducted in October 2010 with
ĨŽƵƌŽĨƚŚĞƋƵĞƐƟŽŶŶĂŝƌĞΖƐƌĞƐƉŽŶĚͲ
ents.

ƐƌĞƐĞĂƌĐŚŝŶƐƚƌƵŵĞŶƚƐ͕ ƋƵĞƐƟŽŶͲ
ŶĂŝƌĞƐŚĂǀ ĞƚŚĞŝƌĚŝƐƟŶĐƚĂĚͲ
vantages and disadvantages. With
ƌĞŐĂƌĚƚŽƚŚĞůĂƩ Ğƌ͕ ƌĞƐĞĂƌĐŚĞƌƐ
ƐŽŵĞƟŵĞƐĐŽŵƉůĂŝŶĂďŽƵƚƚŚĞůĂĐŬ
ŽĨĚĞƉƚŚĂŶĚƌŝĐŚŶĞƐƐŝŶŵƵůƟƉůĞchoice responses (Dörnyei, 2007,
p.115). For this reason, the researcher included two open-ended
ƋƵĞƐƟŽŶƐŝŶƚŚĞƐƵƌǀ ĞǇĂůŽŶŐǁ ŝƚŚ
ƚŚĞϰϮŵƵůƟƉůĞ-ĐŚŽŝĐĞƋƵĞƐƟŽŶƐ͘ 
While the responses to all of the
ƐƵƌǀ ĞǇ͛ƐƋƵĞƐƟŽŶƐƉƌŽǀ ŝĚĞĚŝŵͲ
portant feedback, the responses to
the two open-ĞŶĚĞĚƋƵĞƐƟŽŶƐ
(numbers 17 and 30) are noteworthy, due both to the high number of
candidates who responded to them
(well over half of the total 245 candidates who took part in the survey), as well as to the diversity of
their answers. Summaries of these
responses follow.5

4. Findings 4
Out of the 964 candidates who took
an EXAVER test in May 2010, 245 of
them (or 25%) responded to the
web-based survey. Of these, 99 (or
ϰϬй ͿƟĐŬĞĚƚŚĞďŽǆĂƚƚŚĞĞŶĚŽĨ
the survey, signifying their desire to

Y ƵĞƐƟŽŶϭϳ ͗ “Do you feel that there
is anything we could include on the
EXAVER website that might help
future candidates to feel less anxious and/or more conﬁdent before
taking the test? If so, please write
your comment(s) below, taking all
the space that is necessary.” QuesƟŽŶϭϳ ǇŝĞůĚĞĚϭϰϰƌĞƐƉŽŶƐĞƐ͕ ŽƌŐĂͲ
nized into the following categories:
 Ϯϯ ƉŽƐŝƟǀ ĞƌĞƐƉŽŶƐĞƐ͕ ƐƵĐŚĂƐ͗
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 “I didn’t hire a tutor or use any

 “The EXAVER staﬀ appeared

books to prepare for the test, as
/ĨŽƵŶĚƚŚĞŝŶĨŽƌŵĂƟŽŶŽŶƚŚĞ
website very useful.”

to be very knowledgeable and
when they gave the instrucƟŽŶƐŝŶŶŐůŝƐŚ͕ ŝƚǁ ĂƐǀ ĞƌǇ
clear, which set me at ease
and made me feel more conﬁdent.”

 ϮϰŶĞŐĂƟǀ ĞƌĞƐƉŽŶƐĞƐ͕ ƐƵĐŚĂƐ͗
 ͞ dŚĞǁ ĂŝƟŶŐƟŵĞƚŽŐĞƚǇŽƵƌ

grade is too long...you really
need to ﬁnd a way to make it
go faster.”

 “I would have beneﬁted from

a greater variety, and greater
scale of diﬃculty, of test prepĂƌĂƟŽŶŵĂƚĞƌŝĂůƐ– the Sample Tests on the website were
really easy and not very helpful.”

 ϵϳ ƐƵŐŐĞƐƟŽŶƐ͕ ŶŽƚĂďůǇĨŽƌ

ĨƵƌƚŚĞƌĚŽĐƵŵĞŶƚĂƟŽŶŽƌ
materials to include on the
EXAVER website, such as:
 a video of a sample speaking

test

 a bibliography of literature to

consult to help prepare for
the test

 ĂĚĞƐĐƌŝƉƟŽŶŽĨŚŽǁ ŐƌĂĚĞƐ

are calculated



ϲϭŶĞŐĂƟǀ ĞĐŽŵŵĞŶƚƐ͕ ƐƵĐŚ
as:
 ͞ t ŚŝůĞǁ ĂŝƟŶŐŝŶůŝŶĞƚŽĞŶͲ

ter the test center, I was told
that my name was not on the
list even though I had my regŝƐƚƌĂƟŽŶƌĞĐĞŝƉƚ͘ /ŶƚŚĞĞŶĚ/
was able to take the test, but
I felt very nervous.”

 ϮϴƐƵŐŐĞƐƟŽŶƐ͕ ƐƵĐŚĂƐ͗
 “It would be nice to have a

more detailed report on how I
fared in the test, such as
knowing how I performed on
each part of the test, maybe
in terms of percentages.”

5. Discussion
5.1 Speciﬁc concerns

dŚĞƉŚƌĂƐŝŶŐŽĨY ƵĞƐƟŽŶϭϳ ͕ ǁ ŝƚŚ
special emphasis on the words
“more conﬁdent” and “less anxY ƵĞƐƟŽŶϯ Ϭ͗ “Do you have any othŝŽƵƐ͟ ͕ ǁ ĂƐŝŶƚĞŶƟŽŶĂůŝŶŽƌĚĞƌƚŽ
ĞƌĐŽŵŵĞŶƚƐ;ƉŽƐŝƟǀ ĞŽƌŶĞŐĂƟǀ ĞͿ
reﬂect the researcher’s premise that
ĂŶĚͬ ŽƌƐƵŐŐĞƐƟŽŶƐƚŚĂƚǇŽƵ͛ ĚůŝŬĞƚŽ
the less anxious and more conﬁdent
add regarding the speciﬁc test you
candidates feel before taking a test,
ƚŽŽŬŽƌĂďŽƵƚƚŚĞys ZĞƌƟĮ ĐĂͲ
the more likely they are to perform
ƟŽŶdĞƐƚƐŝŶŐĞŶĞƌĂů͍ /ĨƐŽ͕ ƉůĞĂƐĞ
ďĞƩ Ğƌ͘ 6 dŚĞƌĞůĂƟǀ ĞůǇůŽŶŐůŝƐƚŽĨ
write them below, taking all the
ƐƵŐŐĞƐƟŽŶƐ;ϵϳ ŝŶƚŽƚĂůͿƚŚĂƚĐĂŶĚŝͲ
space that is necessary.” Y ƵĞƐƟŽŶ
dates gave in response to this ques30 yielded 127 responses.
ƟŽŶŚĂǀ ĞƉƌŽǀ ĞŶƵƐĞĨƵůŝŶŚĞůƉŝŶŐ
 ϯ ϴƉŽƐŝƟǀ ĞƌĞƐƉŽŶƐĞƐ͕ ƐƵĐŚĂƐ͗
EXAVER’s test developers improve
the quality of the website’s preparaƟŽŶŵĂƚĞƌŝĂůƐƐŽƚŚĂƚĐĂŶĚŝĚĂƚĞƐ
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can indeed feel more conﬁdent and
less anxious before taking a live
test.
Y ƵĞƐƟŽŶϯ ϬƐŚŽƵůĚƐĞĞŵĨĂŵŝůŝĂƌƚŽ
ƋƵĂůŝƚĂƟǀ ĞƌĞƐĞĂƌĐŚĞƌƐ͕ ƐŝŶĐĞŝƚŝƐ
the classic “Do you have anything
else to add?” that usually appears at
the end of an interview. It was considered necessary as a ‘safety net’
to ensure that candidates had the
opportunity to state anything and
everything they wished to about
preparing for and taking an EXAVER
test.
K ŶĞŽĨƚŚĞŶĞŐĂƟǀ ĞƌĞƐƉŽŶƐĞƐƚŽ
Y ƵĞƐƟŽŶϯ Ϭ͕ ƌĞĨĞƌƌŝŶŐƚŽĂĐĂŶĚŝͲ
date’s sense of anxiety over their
name not being found on the oﬃcial
list of test registrants, relates to the
ƚŚĞŵĞŽĨY ƵĞƐƟŽŶϭϳ ͘ /ƚƐŚŽƵůĚƌĞͲ
mind testers of the importance of
ĂĚŽƉƟŶŐŵĞĂƐƵƌĞƐƚŚĂƚŚĞůƉƚŽ
avoid circumstances that can potenƟĂůůǇĐĂƵƐĞƵŶŶĞĐĞƐƐĂƌǇƐƚƌĞƐƐĂŶĚ
anxiety for candidates. Test examiners and administrators should develop a list of things that could possibly
go wrong on the day of the test,
ŝĚĞŶƟĨǇŝŶŐĂŶĞī ĞĐƟǀ ĞƐŽůƵƟŽŶĨŽƌ
each of them. Such a list should
then be printed and given to test
invigilators.
ǇĐŽŶƚƌĂƐƚ͕ ŽŶĞŽĨƚŚĞƉŽƐŝƟǀ ĞƌĞͲ
ƐƉŽŶƐĞƐƚŽY ƵĞƐƟŽŶϯ ϬŝůůƵƐƚƌĂƚĞƐ
ŚŽǁ ĂƐĞĞŵŝŶŐůǇƌŽƵƟŶĞƚĂƐŬ
(calmly and clearly reading the iniƟĂůŝŶƐƚƌƵĐƟŽŶƐŽŶĐĞĐĂŶĚŝĚĂƚĞƐĂƌĞ
seated) can actually serve to minimize test anxiety and boost candidates’ sense of conﬁdence. Both
examples reinforce the importance
ŽĨĞŶƐƵƌŝŶŐƚŚĂƚƚŚĞƚĞƐƚ͚ƌĞĐĞƉƟŽŶ͛ 
process (the way that candidates
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are physically greeted and treated
by examiners and invigilators both
prior to and during the test) is as
smooth and professional as possible.
5.2 General concerns

For this reason, one might correctly
refer to the ‘ﬁnal consequences’ of
ĐŽŶƐĞƋƵĞŶƟĂůǀ ĂůŝĚŝƚǇ͘dŚĞĮ ŶĂůĂĐͲ
ƟŽŶƐƚĂŬĞŶďǇƚĞƐƚĚĞǀ ĞůŽƉĞƌƐŵĂǇ
very well serve to increase the ocĐƵƌƌĞŶĐĞŽĨƉŽƐŝƟǀ ĞĐŽŶƐĞƋƵĞŶĐĞƐ
for future candidates and to de-

Candidate responses to both the
ƋƵĞƐƟŽŶŶĂŝƌĞĂŶĚƚŚĞƐĞŵŝ“With regard to the questionstructured interviews providĞĚĂƌŝĐŚƌĞƉƌĞƐĞŶƚĂƟŽŶŽĨƚŚĞ
naire, the quantity and variety
diversity of opinions, feelings,
of responses bring to mind
ƉĞƌĐĞƉƟŽŶƐ͕ ĂŶĚĂƫ ƚƵĚĞƐ
Shohamy’s observation that
that EXAVER candidates have
the overwhelming majority of
about the tests. They also protest candidates not only have
vided EXAVER’s test developers with important insights
a strong need and desire to
ŝŶƚŽƐŽŵĞŽĨƚŚĞƉŽƐŝƟǀ ĞĂŶĚ
express their feelings about the
ŶĞŐĂƟǀ ĞĐŽŶƐĞƋƵĞŶĐĞƐĨŽƌ
test they took, but they also
test candidates as a result of
have the inherent right to do
preparing for and taking a lanso, and it is the responsibility of
guage test. With regard to the
ƋƵĞƐƟŽŶŶĂŝƌĞ͕ ƚŚĞƋƵĂŶƟƚǇ
language teachers and testers
and variety of responses bring
to enable them to do so.”
to mind Shohamy’s (2001) obƐĞƌǀ ĂƟŽŶƚŚĂƚƚŚĞŽǀ Ğƌǁ ŚĞůŵŝŶŐ
majority of test candidates not only
ĐƌĞĂƐĞƚŚĞŽĐĐƵƌƌĞŶĐĞŽĨŶĞŐĂƟǀ Ğ
have a strong need and desire to
consequences.
express their feelings about the test
dŚĞĨŽůůŽǁ ŝŶŐĂĐƟŽŶƐ͕ ďĂƐĞĚŽŶĐĂŶͲ
they took, but they also have the
didate feedback from this and other
inherent right to do so, and it is the
studies, have already been taken (or
responsibility of language teachers
are currently being undertaken) by
and testers to enable them to do so
EXAVER administrators and serve to
(p.156). By providing for this, she
illustrate how a language test board
feels that testers can help democracan convert candidate feedback into
ƟǌĞƚŚĞĂĐƚŽĨƚĂŬŝŶŐĂƚĞƐƚƐŽƚŚĂƚ
ƉŽƐŝƟǀ ĞŝŵƉĂĐƚĨŽƌĨƵƚƵƌĞĐĂŶĚŝͲ
the experience becomes more of a
dates:
ĐŽůůĂďŽƌĂƟǀ Ğ͕ ŚŽƌŝǌŽŶƚĂůƉƌŽĐĞƐƐ͕ 
rather than an authoritarian, top ^ƚƌĞĂŵůŝŶĞĚƌĞŐŝƐƚƌĂƟŽŶƉƌŽĐĞƐƐ͕ 
down one (Shohamy, p. 136-137).
making it much easier for current
and future candidates to register
It can be argued, however, that the
for the tests
most important step that takes
place in the overall process of solic E Ğǁ ŽŶůŝŶĞŐƌĂĚĞĂůůŽĐĂƟŽŶƉƌŽͲ
ŝƟŶŐĐĂŶĚŝĚĂƚĞĨĞĞĚďĂĐŬŝƐǁ ŚĂƚ
ĐĞƐƐƚŽƐƵďƐƚĂŶƟĂůůǇƌĞĚƵĐĞƚŚĞ
testers ﬁnally end up using it for.
ǁ ĂŝƟŶŐƟŵĞĨŽƌƌĞĐĞŝǀ ŝŶŐŐƌĂĚĞƐ
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 Sample Speaking Test for each of

EXAVER’s three levels uploaded
to the EXAVER website so that
ƉŽƚĞŶƟĂůĐĂŶĚŝĚĂƚĞƐŚĂǀ ĞĂŶ
idea of the format of the test as
well as the type of tasks they can
expect (These tests complement
ƚŚĞƐĂŵƉůĞƌĞĂĚŝŶŐ͕ ǁ ƌŝƟŶŐ͕ ĂŶĚ
listening tests on the website
ƐŝŶĐĞys Z͛ ƐŝŶĐĞƉƟŽŶ͘ Ϳ

  ƌĂŌŝŶŐŽĨĂůŝƐƚŽĨĂĚŵŝŶŝƐƚƌĂͲ

Ɵǀ ĞƉƌŽĐĞĚƵƌĞƐƚŚĂƚŵĂǇďĞ
ƉƌŽďůĞŵĂƟĐĨŽƌĞǆĂŵŝŶĞƌƐĂŶĚ
invigilators on the test day, along
ǁ ŝƚŚĐŽƌƌĞƐƉŽŶĚŝŶŐƐŽůƵƟŽŶƐ

  ŝƐƐĞŵŝŶĂƟŽŶŽĨĐĂŶĚŝĚĂƚĞ

ĨĞĞĚďĂĐŬƋƵĞƐƟŽŶŶĂŝƌĞƐĂƐĂǁ ĂǇ
ŽĨĐŽŶƟŶƵŝŶŐƚŽŵŽŶŝƚŽƌƚŚĞƉŽƐͲ
iƟve and negaƟve consequences
for candidates taking the tests

 Analysis and discussion of ap-

ƉƌŽƉƌŝĂƚĞĂĐƟŽŶ;ƐͿďĂƐĞĚŽŶĐĂŶͲ
didate responses

 Follow-through to conﬁrm that

ĂƉƉƌŽƉƌŝĂƚĞĂĐƟŽŶǁ ĂƐƚĂŬĞŶ

6. Conclusion
By now it has perhaps become apparent to the reader that what canĚŝĚĂƚĞĨĞĞĚďĂĐŬŝŶůĂŶŐƵĂŐĞƚĞƐƟŶŐ
actually relates to is a type of assessment that is more inclusive and
ĚĞŵŽĐƌĂƟĐŝŶŶĂƚƵƌĞƚŚĂŶƚŚĞƚƌĂĚŝͲ
ƟŽŶĂů͕ĂƵƚŚŽƌŝƚĂƌŝĂŶƚǇƉĞƚŚĂƚǁ ĂƐ
prevalent in so many assessment
contexts throughout the world during much of the 20th century and,
indeed, prior to that. 7
When test developers refuse to solicit candidate feedback, or do so
without following through on it, the
ƵŶĚĞŵŽĐƌĂƟĐŶĂƚƵƌĞŽĨƚŚĞĂƐƐĞƐƐͲ
ment can be seen in terms of the
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power and control that testers exert over candidates. Conversely,
when test developers solicit candiĚĂƚĞĨĞĞĚďĂĐŬĂŶĚƚĂŬĞƉŽƐŝƟǀ Ğ
ĂĐƟŽŶƐďĂƐĞĚŽŶŝƚ͕ ƚŚĞĚĞŵŽĐƌĂƟĐ
nature of the assessment is evidenced as a horizontal and collaboƌĂƟǀ ĞƉƌŽĐĞƐƐ͘ D ŽƌĞŽǀ Ğƌ͕ ƚŚŝƐƉƌŽͲ
ĐĞƐƐĞŶĐŽƵƌĂŐĞƐƚŚĞƉĂƌƟĐŝƉĂƟŽŶ
of not merely a few, but a wide variety of stakeholders, thereby
strengthening even further the
ĚĞŵŽĐƌĂƟĐŶĂƚƵƌĞŽĨƚŚĞĂƐƐĞƐƐͲ
ment.

with real people in the real world,
 ĞŝŶŐƌĞƐƉŽŶƐŝďůĞĂŶĚĞī ĞĐƟǀ Ğ
ƌĞĂů;ĂŶĚŽŌĞŶƟŵĞƐƵŶĨŽƌĞƐĞĞĂďůĞ
examiners, e.g. giving fair and
or uncontrollable) problems are
non-ƉĂƌƟĂůƚƌĞĂƚŵĞŶƚƚŽĂůůĐĂŶͲ
ůŝŬĞůǇƚŽĐŽŶƟŶƵĞƚŽŽĐĐƵƌ͘ , Žǁ Ğǀ Ͳ
didates and following-up with a
er, when it comes to designing and
‘post-exam’ report with a list of
administering tests, there are many
things that went right and wrong
things that testers can indeed conduring the test
trol, including:
By concerning themselves with
these and other important
variables, language testers can help safeguard
“When test developers refuse to
the overall fairness and
solicit candidate feedback, or
integrity of the test and
do so without following through
the test system. In so
on it, the undemocratic nature
doing, they also help to
underscore the diﬀerof the assessment can be seen in
ence between assessterms of the power and control
ments that, on the one
that testers exert over candihand, are moving todates. Conversely, when test dewards a more dynamic,
velopers solicit candidate feedresponsible and demoĐƌĂƟĐŵŽĚĞů͕ĂŶĚŽŶƚŚĞ
back and take positive actions
other hand, ones that
based on it, the democratic naĐŽŶƟŶƵĞƚŽƌĞŵĂŝŶ
ture of the assessment is evimore stagnant and condenced as a horizontal and colǀ ĞŶƟŽŶĂůŝŶŶĂƚƵƌĞ͘ 
laborative process.”

Another important point that language test developers should consider when judging the validity of
their assessments is that language
ƚĞƐƟŶŐ͕ ůŝŬĞĂŶǇƚǇƉĞŽĨƚĞƐƟŶŐ͕ ŝƐ͕ 
at best, an inexact science. There
are many things that can go wrong
on the day of a test which can interfere in its validity. The air condiƟŽŶŝŶŐŝŶĂŚŽƚĂŶĚŚƵŵŝĚƌŽŽŵ
could stop working, forcing candidates to ﬁnish the test in uncomĨŽƌƚĂďůĞƉŚǇƐŝĐĂůĐŽŶĚŝƟŽŶƐ͘ Ŷ
oral examiner could ask a candidate
ǁ ŚĂƚƚŚĞǇĚŝĚŽŶƚŚĞŝƌůĂƐƚǀ ĂĐĂƟŽŶ
without knowing that someone in
 Concern for the test’s most imthe candidate’s family died at that
portant stakeholder: the candiƟŵĞ͘ /ŶďŽƚŚŽĨƚŚĞƐĞŶŽƚŽǀ ĞƌůǇ
date
extraordinary cases, the candi The psychometric quality of the
ĚĂƚĞ͛ ƐĐŽŶĐĞŶƚƌĂƟŽŶĐŽƵůĚƉŽƐƐŝďůǇ
test, i.e. its validity and reliability
be aﬀected, thereby modifying
 ŽůůĞĐƟǀ ĞĞůĞŵĞŶƚƐŽĨƚŚĞƚĞƐƚ
his/her performance. This could
ƐǇƐƚĞŵŽƌƚŚĞŽƉĞƌĂƟŽŶƐƚŚĂƚ
ĐŽŶƐĞƋƵĞŶƚůǇŶĞŐĂƟǀ ĞůǇŝŵƉĂĐƚŽŶ
are external to the test per se,
the candidate’s score and provide a
ƐƵĐŚĂƐƚŚĞƚĞƐƚƌĞŐŝƐƚƌĂƟŽŶ͕ ŽƌŝͲ
ĨĂůƐĞƌĞŇĞĐƟŽŶŽĨŚŝƐŽƌŚĞƌƚƌƵĞ
ĞŶƚĂƟŽŶ͕ ĂŶĚƉƌĞƉĂƌĂƟŽŶƉƌŽͲ
ability.
cesses and the way that candiThe above examples represent real
dates are treated by examiners
ƐŝƚƵĂƟŽŶƐƚŚĂƚŚĂǀ ĞƚĂŬĞŶƉůĂĐĞ
and invigilators on the day of the
during real EXAVER test administratest
ƟŽŶƐ͘ ƐůĂŶŐƵĂŐĞƚĞƐƚĞƌƐǁ ŽƌŬ
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ůŽĐĂůŝǌĂƟŽŶ͕ ƐĞĞďĂĚĞƚĂů͕
“Developing aﬀordable, ‘local’ tests:
the EXAVER Project” in Language
dĞƐƟŶŐ͗ dŚĞŽƌŝĞƐĂŶĚWƌĂĐƟĐĞƐ͕ Ě͘ 
Barry O’Sullivan (Palgrave Macmillan, 2011) pages 228-243.

Palmer’s similar hypothesis (1996,
p.32).
7. dŚĞƚƌĂĚŝƟŽŶĂůŽƌĂƵƚŚŽƌŝƚĂƌŝĂŶ
ŵŽĚĞůŽĨĞĚƵĐĂƟŽŶĂŶĚĂƐƐĞƐƐŵĞŶƚ
ŝƐƐƟůůƉƌĞǀ ĂůĞŶƚŝŶŵĂŶǇƉĂƌƚƐŽĨƚŚĞ
world today, including in many eduĐĂƟŽŶĂůĐŽŶƚĞǆƚƐŝŶD ĞǆŝĐŽ͘ 

4.  ƵĞƚŽƐƉĂĐĞĐŽŶƐŝĚĞƌĂƟŽŶƐ͕ Į ŶĚͲ
ŝŶŐƐƌĞůĂƚĞĚƚŽƚŚĞƋƵĂůŝƚĂƟǀ ĞƉŚĂƐĞ
of the study could not be included
but are available from the author at
dewing@uv.mx
5. The web-ďĂƐĞĚƋƵĞƐƟŽŶŶĂŝƌĞŽƌŝŐŝͲ
nally appeared in Spanish and was
subsequently translated into English. Candidate responses to the
ƋƵĞƐƟŽŶŶĂŝƌĞĨŽůůŽǁ ĞĚƚŚŝƐƐĂŵĞ
ƉĂƩ ĞƌŶ͘
6. While it could be argued that this
premise is based on common sense,
it actually mirrored Bachman and
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IATEFL TEASIG Webinar
Developing a test: Where do you start? When should you stop?
24 October 2017
Jo Tomlinson
As we didn’t get time to discuss the scenarios at the end of the webinar, Jo has provided us with
a small collection of thoughts and considerations. She is sure there are many more.

You are responsible for developing an intermediate level test for your school. There are
ten intermediate classes with ten different
teachers. They all use different course
books. If the students do well enough, they
can move to the next level. Teachers don’t
have a lot of time for marking. Tests will be
run monthly and there will be 150 students
taking the test.
to improve their working capability in English. All new employees already have a B2
level of English.

Possible approaches/considerations:
- Collect course books used and analyse language, functions, skills etc. used in each book.

Possible approaches/considerations:
- Analyse the language, functions and skills that
are used in the role by studying existing workers. Are they using a script? Do they go off
script?

- Identify common crossovers.
- Evaluate whether the test should include any
skills element, taking timing and resources into
account.

- Consider the impact carefully; could employees lose their job due to this test? Do they know
or not know this? Do you know this?

- Consider that you may need multiple versions.
- Pilot tests with the teachers (ask them to complete within the time etc).

- Practicality is less of an issue compared to
scenario 1, and you may be able to activate the
test language in authentic tasks that they will
carry out in their work.

- For practicality, you could assess the functioning after the first tests (at a most basic level, ask
teachers to name the students in class that are
the strongest and weakest, and compare
against results).

- Ensure test design has clear links to the modules that you can recommend.

- Changes can be made after testing to further
improve test functioning, possibly based on
placement of students and how well this is working.

- Consider carefully when the tests will be done;
there could be some interactivity here between
their training for the job and their test performance.

You are designing a business English test
for telesales workers. You will be responsible for giving the test to new workers
(roughly 5 workers a month), and with the
results they will be given specific modules
TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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- Pilot the test on existing employees; they could
reap the benefits of free further training ideas!
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The unanswered questions asked during the
course of the webinar have been answered by
Jo in the following:

ue the opinions of those involved, and express
this in a dialogue, the more likely they are to value the end product.

Is a test always a compromise governed by
rules?

How much value do you place on ancillary
parts of test development such as item writing, rater training, statistical analysis, and
pilot feedback?

I would say so. From my experience, test development and the resulting test is always a series
of compromises. Test development often requires two (possibly) distinct approaches. The
first is understanding and using good practice
standards. The second is pragmatism. Put simply, it’s the compromise between what should be
done and what can be done. I’m sure all of us
testers have an ideal way of testing in a specific
situation, but available resources often limit that.
We just have to do the best we can with what
we’ve got!

These areas are fundamental to test development, but the part they play depends on the test
design and context. However, if your test design
includes these elements and they aren’t carried
out well enough, then you can’t actualise that
particular test design. Take, for example, criteria
that raters don’t particularly understand or are
self-conflicting; it doesn’t matter if you have the
best plans in the world, the results from that test
won’t be able to tell you much.

Isn't test development more cyclical than
linear? Or like a jigsaw puzzle where the
pieces never manage to fit together?

What type of test do you personally like constructing best?
This is a difficult question because I enjoy constructing all tests (honestly!). I would say I particularly enjoy analysing the construct. I work
with a colleague who comes from a linguistics
background in contrast to my testing background, so you can imagine the conversations. I
particularly enjoy work that gives us the creative
means to try something new. Integrated tests
are interesting to work on, simply because they
can be quite challenging from a development
angle.

I think it definitely can be. Especially if the test is
to be repeated (perhaps with subsequent versions) over time. If there is a single test being
created, I personally like the stair metaphor as it
gives an idea of moving onwards (and upwards!), yet we must acknowledge and embrace
the fact that we’re bound to move up and down
quite a few stairs before getting to the top.
I also like the jigsaw puzzle idea. Perhaps our
aim should be to fit enough pieces together to
be able to ‘see the picture’!

Can you tell us something more about notetaking as a task? Is note-taking a fair way of
testing these days, as we write so little? Or
could we do it on a tablet?

How important is it that you speak to all
stakeholders in their own language – learners, school head, HR, bosses, parents?

Let’s look at this from an EAP perspective. Note
-taking still exists, of course, and might be called
the most authentic (yet messy) way of testing
listening. There is a lot that can go wrong with
note-taking as a testing tool, especially in the

When creating a test, I see no reason why we
shouldn’t do this if we can. The more we know
from everybody involved, the more we can understand the context. Almost nobody likes anything that is forced upon them. The more we valTEASIG—E Ğǁ ƐůĞƩ Ğƌ
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rating, yet there are ways in which these problems can be limited.

ment and what they mean (e.g. ‘convincing’,
‘minimal’ etc.) and show examples of these.
Timing is also important; ensure the training/
standardisation is fresh in raters’ heads wherever possible, and perhaps double mark and feedback (depending on whether this is feasible).

However, as we discussed in the webinar, notetaking in general is moving on. More and more
students are recording their lectures and taking
photos of the slides. Now, I suppose an essential question for us as test developers is ‘What
are those students doing with that information
after the lecture?’

How much space do you think there is for
creativity in testing?
I hope there is a lot of space for creativity. The
more we can facilitate testing that is learner and
context specific, the more meaningful it can be
for the test-takers and also in terms of results
within the particular context. I think that one of
our aims as test developers (and perhaps this is
sometimes understated) is to assess in a way
that candidates find a test a joy to do, rather
than a hurdle to overcome.

Good point regarding the way different examiners interpret particular assessment criteria (e.g. spelling). How should we deal with
this and make sure that different assessors
interpret the assessment criteria they're supposed to be using in the same way? Regular
monitoring and annual (re-)training sessions
don't seem to help a lot as the grades are
still different when we do random monitoring.
Yes, I think it’s always a somewhat constant
struggle. If we take spelling into consideration,
then from my experience allowing degrees of
flexibility in spelling can be extremely problematic as what is an acceptable error for one rater
will be unacceptable for another. There are also
numerous problems with having a list of
‘acceptable spelling errors’. In this instance, I
would be tough and say no deviation from the
correct spelling is allowed. I also explain why
and ask the raters whether they think it is fair
that one student should ‘pass’ while another
should ‘fail’ due to a generous rater giving a few
more marks and a tougher rater giving a few
less. Most agree that it’s not acceptable.
In terms of wider interpretation of the marking
criteria, I think it is essential to discuss the fundamental terms for which we perhaps take for
granted that we all have a shared meaning (for
example, ‘task achievement’ or ‘cohesion’), as
well as analyse and discuss degrees of achieveTEASIG—E Ğǁ ƐůĞƩ Ğƌ
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TEASIG Member Spotlight: Dr Christine Coombe
.

Where are you based?
Dubai, UAE

Do you see yourself as
more of a teacher or
as more of a tester?
I’d like to say ‘both’
but in actual fact I am
now spending more of
ŵǇƟŵĞĂƐĂƚĞĂĐŚĞƌ͘

How long have you been there? / Which other
countries have you worked in?
I’ve been in the Gulf for 25 years and have worked in
the US, France, Oman and the UAE.
How long have you been a member of IATEFL?
As far back as I can remember.

Do you work in a team
or alone?
I believe that teamwork is crucially important so I work in
teams much more so
than alone.

Why did you choose TEASIG as your SIG?
D ǇƉƌŝŵĂƌǇĂƌĞĂŽĨƐƉĞĐŝĂůŝǌĂƟŽŶŝƐƚĞƐƟŶŐͬ
assessment.
Are you a member of any other SIGs?
No not with IATEFL but I chair two SIGs with in
d^K >ƌĂďŝĂ͗ ƚŚĞdĞƐƟŶŐ͕ ƐƐĞƐƐŵĞŶƚĂŶĚǀ ĂůƵĂͲ
ƟŽŶ^/' ĂƐǁ ĞůůĂƐƚŚĞ>ĞĂĚĞƌƐŚŝƉĂŶĚD ĂŶĂŐĞŵĞŶƚ
SIG.

Do you set tests?
zĞƐ͕ /ĚŽďƵƚŵŽƌĞŽĨŵǇ͚ƚĞƐƟŶŐ͛ ƟŵĞŝƐƐƉĞŶƚĞĚͲ
ŝƟŶŐƚĞƐƚƐƚŚĂƚŽƚŚĞƌƐŚĂǀ Ğǁ ƌŝƩ ĞŶĂŶĚĂĚǀ ŝƐŝŶŐŽŶ
ƚĞƐƟŶŐĂŶĚĂƐƐĞƐƐŵĞŶƚŵĂƩ ĞƌƐ͘

What do you get out of TEASIG?
TEASIG is a community within IATEFL where everyone has the same or similar interests; I enjoy this
ĚǇŶĂŵŝĐĂŶĚĞƐƉĞĐŝĂůůǇŵĞĞƟŶŐƚĞƐƚĞƌƐĨƌŽŵĂƌŽƵŶĚ
the world and learning about what they are doing
ŶŽƚŽŶůǇŝŶƚŚĞĮ ĞůĚŽĨ>dďƵƚŝŶůĂŶŐƵĂŐĞƚĞƐƟŶŐ
and assessment.

What sort of tests are they? How high are the
stakes for the test-takers?
They are usually midterm or ﬁnal assessments of
ďŽƚŚƚŚĞĨŽƌŵĂƟǀ ĞĂŶĚƚŚĞƐƵŵŵĂƟǀ ĞŬŝŶĚ͖ ƚŚĞ
ůĂƩ ĞƌĂƌĞƉƌĞƩ ǇŚŝŐŚƐƚĂŬĞƐĂƐƚŚĞǇƵƐƵĂůůǇĐŽƵŶƚĨŽƌ
30% of a student’s ﬁnal grade.

t ŚĂƚŽƚŚĞƌƐĞƌǀ ŝĐĞƐŽƌĂĐƟǀ ŝƟĞƐǁ ŽƵůĚǇŽƵǁ ĞůͲ
come?
I would welcome more peer-edited and reviewed
ƉƵďůŝĐĂƟŽŶƐĨƌŽŵŽƵƌĐŽŵŵƵŶŝƚǇ͘

Are the tests you set published in any form?
Not any more although I worked for many years as
the Chief Examiner for the English B component of
ƚŚĞ/ŶƚĞƌŶĂƟŽŶĂůĂĐĐĂůĂƵƌĞĂƚĞĂŶĚŵĂŶǇŽĨƚŚŽƐĞ
tests were published.

What sort of work do you do?
/ĂŵĂĨƵůůƟŵĞĨĂĐƵůƚǇŵĞŵďĞƌĂƚ ƵďĂŝD ĞŶ͛ ƐŽůͲ
lege where I teach General Studies courses.

 ŽǇŽƵĞŶũŽǇƐĞƫ ŶŐƚĞƐƚƐ͍
zƵƉ͕ ĂŌĞƌƚƌĂǀ ĞůůŝŶŐ͕ ǁ ĂƚĐŚŝŶŐ' ĂŵĞŽĨdŚƌŽŶĞƐĂŶĚ
scuba diving, it’s my favorite thing to do!

, Žǁ ŵƵĐŚŽĨǇŽƵƌǁ ŽƌŬƟŵĞŝƐƐƉĞŶƚŽŶƚĞƐƟŶŐ͕ 
Ğǀ ĂůƵĂƟŽŶĂŶĚĂƐƐĞƐƐŵĞŶƚ͍ In my job about 15%
ŽĨŵǇƟŵĞŝƐƐƉĞŶƚŽŶĂƐƐĞƐƐŵĞŶƚŽƌĂƐƐĞƐƐŵĞŶƚ
ƌĞůĂƚĞĚĂĐƟǀ ŝƟĞƐ͖ ŝŶŵǇƟŵĞŽƵƚƐŝĚĞƚŚĞǁ ŽƌŬƉůĂĐĞ/
ƐƉĞŶĂĂŐƌĞĂƚĚĞĂůŽĨƟŵĞƚƌĂŝŶŝŶŐƚĞĂĐŚĞƌƐŚŽǁ ƚŽ
ǁ ƌŝƚĞƚĞƐƚƐĂŶĚǁ ƌŝƟŶŐďŽŽŬƐŽŶĂƐƐĞƐƐŵĞŶƚ͘
TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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Can you use the same set of skills and principles in
several diﬀerent contexts?
I believe so. I feel the way we package ourselves
and this includes our skills and principles is very important.
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 ŽǇŽƵĐĂƌƌǇŽƵƚƌĞƐĞĂƌĐŚŽŶƚĞƐƟŶŐĂŶĚƌĞůĂƚĞĚ
ﬁelds?
Yes.

/ƉƌĞƩ ǇŵƵĐŚĚŽŝƚĂůů͕ƚĞƐƚƐĞƫ ŶŐ͕ ĂĚǀ ŝƐŝŶŐŽŶƚĞƐƚƐ͕ 
marking, examining etc.
ŚƌŝƐƟŶĞ͕ ƚŚĂŶŬǇŽƵǀ ĞƌǇŵƵĐŚ͊

, Ăǀ ĞǇŽƵƉƵďůŝƐŚĞĚŽŶƚĞƐƟŶŐŝƐƐƵĞƐ͍ 
Yes, I have a few research-ďĂƐĞĚĂƌƟĐůĞƐŝŶƚŽƉƟĞƌ
ũŽƵƌŶĂůƐůŝŬĞ>ĂŶŐƵĂŐĞdĞƐƟŶŐ͕ d^K >Y ƵĂƌƚĞƌůǇĂŶĚ
Language Teaching. However, my favorite kind of
publishing is on helping teachers increase their assessment literacy.

Email: ccoombe@hct.ac.ae

, Ăǀ ĞǇŽƵƐƉŽŬĞŶĂƚĐŽŶĨĞƌĞŶĐĞƐŽŶƚĞƐƟŶŐŝƐƐƵĞƐ͍
Yes, lots.
 ŽǇŽƵĚŝƐĐƵƐƐƚĞƐƟŶŐŝƐƐƵĞƐǁ ŝƚŚĐŽůůĞĂŐƵĞƐ͍ 
D ǇĐŽůůĞĂŐƵĞƐŽŌĞŶĐŽŶƐƵůƚŵĞŽŶƚĞƐƟŶŐŝƐƐƵĞƐ͘
Do you feel qualiﬁed to set tests?
Yes very much so.
/ĨǇŽƵĚŽŶŽƚƐĞƚƐĞƚƐ͕ ǁ ŚĂƚƚĞƐƟŶŐ-related work do
you do (advisory, marking, curriculum design …)?

TEASIG—E Ğǁ ƐůĞƩ Ğƌ
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TEASIG Member Spotlight: Gladys Quevedo Camargo
.

Where are you based?
I´m based in Brasília, the capital of Brazil, right in the
centre of the country.

Ğǀ ĂůƵĂƟŽŶĂŶĚĂƐͲ
sessment?
A lot, not only as a
teacher but also as a
researcher and as an
MA tutor.

How long have you been there?
For almost ﬁve years.
Which other countries have you worked in?
I´ve worked only in Brazil.

Do you see yourself
as more of a teacher
or as more of a tester?
As a teacher, for sure.

How long have you been a member of IATEFL?
For about 4 years I think.
Why did you choose TEASIG as your SIG?
ĞĐĂƵƐĞ/ƚŚŝŶŬƚĞƐƟŶŐ͕ Ğǀ ĂůƵĂƟŽŶĂŶĚĂƐƐĞƐƐŵĞŶƚ
are crucial issues for any language teacher to know
about.

Do you work in a team or alone?
Mostly alone, unfortunately.
Do you set tests?
Yes, I do.

Are you a member of any other SIGs?
No, I´m not.

What sort of tests are they?
D ŽƐƚŽĨƚŚĞƟŵĞƚŚĞǇĂƌĞĐůĂƐƐƌŽŽŵƚĞƐƚƐ͕ ďƵƚ/Ăŵ
ĂůƐŽƉĂƌƚŽĨƚŚĞĐŽŵŵŝƩ ĞĞƚŚĂƚƐĞƚƐĞŶƚƌĂŶĐĞĞǆĂŵƐ
for the post-ŐƌĂĚƵĂƟŽŶƉƌŽŐƌĂŵŵĞŝŶƉƉůŝĞĚ>ŝŶͲ
ŐƵŝƐƟĐƐŽĨŵǇĚĞƉĂƌƚŵĞŶƚ͘ 

What do you get out of TEASIG?
The most important thing, in my opinion, is that
TEASIG allows me to be in contact with people that
share the same interests as mine – this allows me to
learn from other people, exchange ideas with people from diﬀerent parts of the world and ﬁnd soluƟŽŶƐƚŽĐŽŵŵŽŶƉƌŽďůĞŵƐǁ ĞŵŝŐŚƚŚĂǀ ĞŝŶŽƵƌ
daily work.

How high are the stakes for the test-takers?
They are high states because they are related to the
student´s progress at university – in the case of the
ĐůĂƐƐƌŽŽŵƚĞƐƚƐ͕ ĂŶĚƚŚĞƐƵĐĐĞƐƐŽƌŶŽƚŝŶƐƚĂƌƟŶŐĂŶ
MA.

t ŚĂƚŽƚŚĞƌƐĞƌǀ ŝĐĞƐŽƌĂĐƟǀ ŝƟĞƐǁ ŽƵůĚǇŽƵǁ ĞůͲ
come?
As I don´t live in Europe, I would very much welcome
ŚĂǀ ŝŶŐŵŽƌĞŝŶĨŽƌŵĂƟŽŶŽŶǁ ŚĂƚǁ ĂƐƉƌĞƐĞŶƚĞĚ
and discussed in the events promoted by the
d^/' ͕ ƉĂƌƟĐƵůĂƌůǇƚŚĞŽŶĞ-day ones!

Are the tests you set published in any form?
No, they´re for our own use.
 ŽǇŽƵĞŶũŽǇƐĞƫ ŶŐƚĞƐƚƐ͍ 
Yes, a lot!

What sort of work do you do?
I am an English language teacher educator and I
teach both undergraduate (future English teachers)
and MA students (most of them teachers working in
public schools).

Can you use the same set of skills and principles in
several diﬀerent contexts?
Yes, sure, as long as you know the basic principles of
assessment.
 ŽǇŽƵĐĂƌƌǇŽƵƚƌĞƐĞĂƌĐŚŽŶƚĞƐƟŶŐĂŶĚƌĞůĂƚĞĚ
ﬁelds?

, Žǁ ŵƵĐŚŽĨǇŽƵƌǁ ŽƌŬƟŵĞŝƐƐƉĞŶƚŽŶƚĞƐƟŶŐ͕ 
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Issue 63

40
40

.

Yes. At the moment I´m carrying out some research
on assessment literacy in Brazil for my post-doc
studies.
, Ăǀ ĞǇŽƵƉƵďůŝƐŚĞĚŽŶƚĞƐƟŶŐŝƐƐƵĞƐ͍ 
zĞƐ͕ /ǲ
ǀ ĞŐŽƚƐŽŵĞĂƌƟĐůĞƐƉƵďůŝƐŚĞĚŝŶƌĂǌŝůĂŶĚ
one abroad.
, Ăǀ ĞǇŽƵƐƉŽŬĞŶĂƚĐŽŶĨĞƌĞŶĐĞƐŽŶƚĞƐƟŶŐŝƐƐƵĞƐ͍ 
Yes, I have.
 ŽǇŽƵĚŝƐĐƵƐƐƚĞƐƟŶŐŝƐƐƵĞƐǁ ŝƚŚĐŽůůĞĂŐƵĞƐ͍ 
Yes, a lot and whenever I have the opportunity!
Do you feel qualiﬁed to set tests?
Yes, but assessment is a very broad and complex
area, so there´s always something to learn.
Gladys, thank you very much!
Email: gladysquevedocamargo@gmail.com
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The aims of IATEFL are to:
· Benefit English language teachers all over the world providing opportunities for
personal and professional development.
· Enable

the international network of ELT professionals to grow, by encouraging and
fostering the regional and local groupings, so that members can learn from each
other.

· Encourage

grassroots professionalism where all categories of members at whatever
stage of their career can make significant contributions and continue to learn.
Linking, developing & supporting ELT professionals worldwide
IATEFL Patron: Professor David Crystal

Who is IATEFL for?
IATEFL is truly international with the majority of our members living in countries where
English is not the first language. Members contribute greatly to the life of the Association
in a wide variety of ways: through participation in our 16 Special Interest Groups (SIGs);
contributions to any of our magazines: IATEFL Voices and SIG publications; volunteering
on IATEFL committees; communicating developmental ideas to Head Office and giving papers at, or simply attending our many conferences, workshops and seminars. The Association is managed and administered from an office in Faversham, UK. The nine remunerated
staff are supported by volunteer committees, including the IATEFL Trustees and the Special Interest Group committees consisting of ELT professionals from a range of countries.

ŽƉǇƌŝŐŚƚE ŽƟĐĞ
/d&>ƌĞƚĂŝŶƐƚŚĞƌŝŐŚƚƚŽƌĞƉƌŽĚƵĐĞƉĂƌƚŽƌĂůůŽĨƚŚŝƐƉƵďůŝĐĂƟŽŶŝŶŽƚŚĞƌƉƵďůŝĐĂƟŽŶƐ͕ ŝŶĐůƵĚŝŶŐ
ƌĞƚĂŝůĞĚŝƟŽŶƐ͘
ŽŶƚƌŝďƵƟŽŶƐƚŽƚŚŝƐƉƵďůŝĐĂƟŽŶƌĞŵĂŝŶƚŚĞŝŶƚĞůůĞĐƚƵĂůƉƌŽƉĞƌƚǇŽĨƚŚĞĂƵƚŚŽƌƐ͘ ŶǇrequests to
ƌĞƉƌŽĚƵĐĞĂƉĂƌƟĐƵůĂƌĂƌƟĐůĞƐŚŽƵůĚďĞƐĞŶƚƚŽƚŚĞƌĞůĞǀ ĂŶƚĐŽŶƚƌŝďƵƚŽƌĂŶĚŶŽƚ/d&>͘
ƌƟĐůĞƐǁ ŚŝĐŚŚĂǀ ĞĮ ƌƐƚĂƉƉĞĂƌĞĚŝŶ/d&>ƉƵďůŝĐĂƟŽŶƐŵƵƐƚĂĐŬŶŽǁ ůĞĚŐĞƚŚĞ/d&>ƉƵďůŝĐĂƟŽŶ
ĂƐƚŚĞŽƌŝŐŝŶĂůƐŽƵƌĐĞŽĨƚŚĞĂƌƟĐůĞŝĨƌĞƉƌŝŶƚĞĚĞůƐĞǁ ŚĞƌĞ͘ 
++++++++++++++++++++++++++++++++++++++++++++++++++
Disclaimer
Views expressed in this IATEFL— Newsletter Issue 63 (December 2017) are not necessarily
those of the editor(s), of IATEFL TEASIG, of IATEFL or its staﬀ or trustees.
TEASIG—E Ğǁ ƐůĞƩ Ğƌ
Issue 63

42
42

