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FOREWORD 

 

Alhamdulillah, all praise belongs to Allah SWT. Shalawat & Salam may 

always be abundant on the great example of the Prophet Muhammad SAW, 

and his family, friends and followers until the day of resurrection. Thanks to 

the grace and guidance of Allah SWT, the program of writing textbooks and 

references has been completed. 

The obligation of lecturers to write and produce books, both 

textbooks and reference books, has actually been regulated in Law Number 

12 of 2012 concerning Higher Education and Law Number 14 of 2005 

concerning Teachers and Lecturers and a number of other regulations. 

Article 12 of Law No. 12 of 2012 explicitly states that lecturers individually 

or in groups are required to write textbooks or textbooks published by 

universities as a source of learning. 

The Textbook and Reference Competition (KOBAR) of the 

Faculty of Tarbiyah and Teacher Training (FTK) of UIN Mataram in 2021 is 

an effort by the Faculty to contribute to the implementation of the law 

above, where quantitatively, research charts and publications of PTKI 

lecturers still need to be improved. Another goal is to improve the quality of 

learning by creating a conducive academic atmosphere and an effective, 

efficient learning process with easy access to learning resources for lecturers 

and students. This publication is also expected to support the improvement 

of lecturers' careers in the context of increasing lecturers' functional 

positions which ultimately has an impact on increasing the status and 

accreditation ratings of study programs and universities. 

Gradually, the Faculty continues to strive to increase the quantity 

and quality of book publications. In 2019 there were 10 titles of books and 

increased significantly in 2020 to 100 titles distributed in 50 titles of 

textbooks and 50 titles of reference books. The Faculty's efforts do not stop 

at the publication level, but continue with the registration of the Intellectual 

Property Rights (HKI) of lecturers at the Directorate General of Intellectual 

Property (DJKI) of the Ministry of Law and Human Rights of the Republic 

of Indonesia, so that in 2020 there will be 100 IPR lecturers. 
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The textbook and reference competition in 2021 is oriented 

towards interconnection-integration between religion and science, with the 

spirit of Horizon Science at UIN Mataram with inter-multi-transdisciplinary 

sciences that dialogue methods in conventional Islamic studies with 

deductive-normative-theological characteristics with contemporary 

humanities studies methods such as sociology, anthropology , psychology, 

economics, hermeneutics, phenomenology and also with the method of 

exact sciences (natural sciences) with an inductive-rational character. There 

are 75 books that will be competed and published in 2021 for reference 

books and 20 textbooks for lecturers. In addition to a book competition for 

lecturers, FTK UIN Mataram also organizes a book competition for 

students. There are 20 titles of books that are competed and have been 

compiled by students. This is certainly an achievement that should be 

grateful for in improving the literacy and scientific work of all the academic 

community of UIN Mataram. 

On behalf of the Faculty, I am grateful for the policies and support 

of the Rector of UIN Mataram and his staffs, the authors who have 

contributed to the 2021 book competition stage, and also the editors of the 

same field lecturers and publishers who without a touch of zauq, book 

performance would not be as interesting as this. There is no rose without 

thorn; of course, there are still shortcomings, both in terms of substance and 

technical writing, in this 'space' we expect critical suggestions from the 

audiences. Hopefully this agenda will become a charity and bring blessings 

to the academic community of UIN Mataram and the ummah in general. 

 

 
Mataram,  25 Oktober 2021  

              Dean  
 
 
 
 

     Dr. Jumarim, M.H.I 
     NIP. 197612312005011006 
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CHAPTER I 

INTRODUCTION 

This chapter poses the underlying background that inspires the 

author to write this book. The present chapter is divided into several 

subsections entailing the background, the aim of this book, and methods of 

inquiry employed in this book. 

A. Background 

Language teaching and assessment are two intertwined 

elements that are the core of our language curriculum and education. 

Assessment also plays a pivotal role in our daily instructions. As 

pointed out by Cheng and Fox, teachers are the key agents of 

assessment, demanding them to ensure the quality of assessment 

practices and make sure that assessment is carried out to support 

learning.1 However, the understanding of the basic terminologies 

pertinent to this subject matter is a precursor to its application. 

Numerous fuzzy terms are around to confuse readers, therefore 

focusing on some major terms on language assessment would be of 

great advantage. For instance, in many cases, the terms evaluation, 

assessment, measurement, and test might be mistakenly 

interchangeable due to their coexistence. It is worth noting, however, 

that all these items form a hierarchy and, in some cases, they are 

inseparable although it should be emphasized that assessment is 

highly possible without measurement particularly in the case of 

formative assessment or assessment for learning. In some cases, it is 

often inevitable to carry out an assessment prior to evaluation. 

Before putting the theories into practice, a good precursory 

understanding of concepts in language assessment is imperative since 

poor grounds will likely bring harmful effects for students. There 

have also been more new insights into language assessment in which 

now is geared toward formative and informative assessment after, in 

the past, most assessments were summative. Besides, the assessment 

of different language skills and elements requires different theoretical 

                                                             
1 Liying Cheng and Janna Fox, Assessment in the Language Classroom: Teachers Supporting 
Student Learning (Palgrave, 2017). 
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grounds and therefore critical review and understanding of each skill 

are inevitable. Given these backgrounds, this book attempts to 

synthesize and provide scrutinized accounts on several issues in 

language assessment. 

In the context of teaching and education, assessment skill is 

as important as teaching skill, therefore these two are inseparable. 

B. Aims of the Book 

This book aims to cast more light on the following inquiries. 

These questions guide what this book is about and help frame our 

understanding of the current landscape of language assessment. 

a. What are the key terms used in language assessment? 

b. What are the main principles and approaches that illuminate 

current language assessment practices? 

c. How has the landscape of assessment been changed recently? 

d. How should language skills and elements be assessed? 

C. Methods 

This book presents a study on language assessment by 

synthesizing the latest theories and development in the field under 

the narrative literature review method. However, in order for a 

literature review to become a genuine research method, the same 

procedures must be followed and action done as with any other 

research to guarantee the review is exact, precise, and trustworthy.2 

Reliable references including books and journal articles on 

assessment are the primary sources of data in this book. Each 

interrelated concept is linked and compared and on many occasions 

is exemplified to give practical insights to the readers. A narrative 

literature review necessitates thorough planning that comprises a few 

essential components. The review is carried out in this book using a 

nine-step process derived from Pautasso.3  

                                                             
2 Hannah Snyder, “Literature Review as a Research Methodology: An Overview and 
Guidelines,” Journal of Business Research 104 (2019): 333–339. 
3 Marco Pautasso, “The Structure and Conduct of a Narrative Literature Review,” A 
Guide to the Scientific Career: Virtues, Communication, Research and Academic Writing (2019): 
299–310. 
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 The first step is to choose a theme. This should be a well-

defined topic that is relevant to the author's research/teaching 

interests. 

 Second, a comprehensive search strategy involving a wide 

range of relevant terms and databases is required. Examining 

and citing publications cited in the retrieved material is 

beneficial along with effective reading.  

 Fourth, a decision should be made about whether to write a 

mini-review or a complete review.  

 Fifth, it is critical to keep the review focused while revising 

and restructuring the first draft, but to make it interesting to a 

wide audience.  

 Sixth, a good review of the literature is critical, consistent, and 

objective, not just a list of the major achievements in the field.  

 Seventh, the review's parts must be connected in a logical 

manner.  

 Eighth, getting peer input on the paper before submitting it 

for peer review is beneficial.  

 Finally, sharing the review on social media and posting it to 

online repositories can help it reach a larger audience. 
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CHAPTER 2 

BASIC CONCEPTS IN LANGUAGE ASSESSMENT 

A. Basic Termonologies 

This chapter has a great deal with the introductory concepts to language 

assessment which are necessary to establish a ground for thinking before the 

assessment can be linked to instructional practices. These concepts are 

expected to shed light on misconceptions about several interchangeably-

looking terminologies. The intended terms entail evaluation, assessment, 

measurement, and test. In addition, the roles of assessment in teaching and 

classroom activities are also discussed along with the use of technology in 

language assessment. 

 

Figure 1: The Relationship between Concepts in Assessment 

and Teaching4 

                                                             
4 H. Douglas Brown and Priyanvada Abeywickrama, Language Assessment  Principles and 
Classroom Practices, 3rd ed. (New York: Pearson, 2010). 

Teaching

Assessment

Measurement

Tests

Evaluation 
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a. Evaluation 

Etymologically speaking, the base word of evaluation is ‘value’ 

therefore evaluation poses the idea of putting values onto a set of items. 

In other words, placing values refers to decision-making or judgment on 

the results of assessment processes. For instance, determining whether 

one passes or fails in a course is carried through carefully examining the 

results and making meaning with them. In line with this, Brown and 

Abeywickrama define evaluation as making interpretation or judgment 

on given information-that is deciding whether test takers’ performance 

with regards to some references is good or bad.5 They further highlight 

that even without measurement, evaluation as simple as giving oral 

feedback (well done, nice insight) can take place.6 This surely explains 

that evaluation does not always entail measurement or testing. 

Evaluation, therefore, tends to be judgmental in that it becomes the 

final review used to gauge the effectiveness of instruction, especially in 

instructional cases. It answers the question like what has been learned 

and what to do next as a follow-up? Evaluation is a holistic and 

complex process that incorporates engagement with information or 

evidence before judgment and decision about a situation to be made. In 

the evaluation process, different types of information are expected to be 

yielded including the appropriateness, goodness, worthiness, and the 

like of things for which measurement and assessment have been made. 

Take for example, when students are being asked about the amount of 

time spent for a virtual meeting during an online instruction, they may 

say half an hour or an hour. For some, half an hour might be ideal while 

not for others. Here, half an hour or an hour is just the number or 

information, and it does not tell us whether those time options are 

appropriate. Deciding whether such a time span for online learning is 

appropriate or not is what we call evaluation. Teachers constantly 

evaluate their instruction on the basis of the comparison between what 

is expected and what is obtained. Compared to assessment, evaluation 

emphasizes the whole nature of instruction, thus some say that we 

assess students but we evaluate instruction. 

                                                             
5 Ibid. 
6 Ibid. 
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Table 1: Dimensions of Evaluation and Assessment7 

Dimension Assessment Evaluation 

Timing  Formative  Summative  

Focus of measurement  Process-oriented Product-oriented 

Relationship between 

administrator and 

recipient 

Reflective  Prescriptive  

Findings and uses Diagnostic  Judgmental  

Modifiability of criteria, 

measures 

Flexible  Fixed  

Standard of 

measurements 

Absolute Comparative  

Relation between 

objects of 

assessment/evaluation 

Cooperative  competitive 

 

b. Assessment 

The term assessment roughly refers to a set of procedures or 

processes of garnering information on the test taker’s sample of 

behavior which in classroom context can be either undertaken by 

teachers or students themselves. The sample meant implies that it is 

impossible to assess one’s whole ability or construct; samples of their 

responses to a task are used to make inferences about their proficiency. 

Therefore, the place of assessment is second below the evaluation. In 

the assessment, a variety of assessment techniques and instruments are 

employed to measure the intended sample of behavior such as 

observations, interviews, behaviors, and surveillance. An alternative 

account on assessment definition by Cheng and & Fox expounds that 

assessment involves two key points. First, assessment involves teachers 

and students, meaning that it can be carried out between teachers and 

students or between students and another student. Second, the 

                                                             
7 Daniel Kenneth Apple and Karl Krumsieg, Process Education: Teaching Institute 
Handbook: Teaching, Learning, Self-Grower, Assessment, Facilitation, Curriculum Design (Pacific 
Crest Software, 1998). 
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assessment may entail classroom tests and daily assessment plus high-

stake tests such as TOEFL or IELTS. 8  A more detailed explanation of 

assessment can be attributed to seeking evidence of students’ learning. 

Witte, for instance, defines assessment as an active process in which 

students’ learning evidence is collected and analyzed so as to reach an 

effective decision which in the end is aimed at promoting learning.9 In 

this sense, the definition of assessment may entail the following actions: 

1. Classroom assessment requires a consistent and 

ongoing process of student learning evidence 

collection. This may include the collection of 

different types of information over extended periods 

of time based on a particular need. 

2. The examination and review of that evidence are 

necessary and expected so that it can be determined 

whether effective learning is taking place and students 

are progressing because of it. 

3. Important instructional decisions and adjustments 

need to be based on the critical review of the 

collected information. 

4. Instructional decisions need to be made with the 

intent of promoting learning for all students in the 

classroom. This is the purpose and a big “why” of the 

assessment process: to make decisions that are in the 

best interests of students and their learning.10 

Further explanation is also provided by Russel and Airasian 

defining assessment as a process in which information is collected, 

synthesized and interpreted to make decisions.11 In addition to this, the 

assessment also encompasses the three domains of learning: cognitive, 

affective, and psychomotor dimensions. The assessment of cognitive 

domains entails the recall or recognition of knowledge and its 

development. Ubiquitously, cognitive domains may fall into a hierarchy 

                                                             
8 Cheng and Fox, Assessment in the Language Classroom: Teachers Supporting Student Learning. 
9 Raymond H Witte, Classroom Assessment for Teachers (McGraw-Hill, 2012). 
10 Ibid. 
11 Michael K Russell and Peter W Airasian, Classroom Assessment: Concepts and 
Applications, (B&B, 2012. 
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as found in Bloom’s Taxonomy. The assessment can be made to assess 

each level of cognitive skills or integrated skills.  

 

 
 

Figure 2: Bloom’s Taxonomy of Cognitive Complexity 

For better understanding of this taxonomy, the following 

detailed explanation is provided.

Create (Produce new or original work: Design, 
assemble, construct, conjencture, develop, 

formulate, author, investigate

Evaluate (Justify a stand decision: Appraise, 
argue, defend, judge, select, support, value, 

critique, weigh)

Analyse (Draw connectios among ideas: 
Differentiate, organize, relate, compare, contrast, 
distinguish, examine, experiment, question, test)

Apply (Use information in new situations : 
execute, implement, solve, use, demonstarte, 

interpret, schedule, sketch)

Understand (Explain ideas or concepts: classify, 
describe, discuss, explain, identify, locate, 

recognize, report, select, translate)

Remember (Recall facts and basic concepts 
(Define, duplicate, list, memorise, repeat, state)
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Table 2: Bloom’s Taxonomy Descriptions12 13 

The 

knowledge 

dimension 

Description Categories Definition 
Alternative 

Names 
Working 
Verbs 

Remember 
Retrieve relevant 

knowledge from 

long term memory 

Recognize  Locating knowledge 

in long term 

memory that is 

consistent with 

presented material 

Identify  Choose  
Define 
Find  
How 
Label 
List 
Match 
Name 
Omit 
Recall 
Relate 
Select 
Show 
Spell 
Tell 
What 

 Recall Retrieving relevant 

knowledge from 

long term memory 

Retrieve  

                                                             
12 Lorin W Anderson, Benjamin Samuel Bloom, and others, A Taxonomy for Learning, Teaching, and Assessing: A Revision of Bloom’s Taxonomy 
of Educational Objectives (Longman, 2001). 
13 Patricia Armstrong, “Bloom’s Taxonomy,” Vanderbilt University Center for Teaching (2016). 
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When 
Where 
Which 
Who 
Why 

Understand 
Demonstrate 

understanding 

of 

facts and ideas by 

organizing, 

comparing, 

translating, 

interpreting, 
giving 

descriptions, and 

stating main 
ideas. 

 

Interpret Changing from one 

form of 

representation (e.g., 

numerical) 

to another (e.g., 

verbal) (e.g., 

Paraphrase 

important speeches 

and documents) 

Clarify  

Paraphrase 

Represent 

Translate  

Classify 

Compare 
Contrast 
Demonstrate 
Explain 
Extend 
Illustrate 
Infer 
Interpret 
Outline 
Relate 
Rephrase 
Show 
Summarize 
Translate 

 

Exemplify Finding a specific 

example or 

illustration of a 

concept or principle 

(e.g., Give examples 

of various artistic 

painting styles) 

Illustrating 

Instantiate  

Classify Determining that 

something belongs 

Categorize 

Subsume  



Kasyfur Rahman, M.Pd.  11 

 

to a category 

(e.g., Classify 

observed or 

described cases of 

mental 

disorders) 

Summarize Abstracting a 
general theme or 
major point(s) (e.g. 
Write a 
generalizing short 
summary óf the 
event portrayed on a 
videotape) 

 

Abstract 

generalize 

Infer Drawing a logical 
conclusion from 
presented 
information 
(e.g., In learning a 
foreign language, 
infer grammatical 
principles from 
examples) 

Concluding 

Extrapolating 

Interpolating 

predicting 
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Compare Detecting 
correspondences 
between two ideas, 
objects, and 
the like (e.g., 
Compare historical 
events to 
contemporary 
situations) 

 

mapping, 

matching 

Contrasting 

 

Explain Constructing a 
cause-and-effect 
model of a system 
(e.g., ex 
plain the causes of 
important 18th 
Century events in 
France) 

 

Constructing 

models 

Apply 
Solve problems 

to new 

Execute Applying a 
procedure to a 
familiar task (e.g., 

Carrying out 

 

Apply 
Build 
Choose    
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situations by 

applying 
acquired 
knowledge, 
facts, 
techniques and 

rules in a 
different 
way. 

 

Divide one 
whole number by 
another whole 
number, both with 
multiple digits) 

Construct 
Develop 
Experiment 
with 
Identify 
Interview 
Make use of 
Model 
 Organize 
Plan 
Select 
Solve 
Utilize 

Implement Applying a 
procedure to an 
unfamiliar task (e.g., 
Use New 
ton's Second Law in 
situations in which it 
is appropriate) 

 

Using 
 

Analyze 
Examine and 

break 

information 

into 

parts by 
identifying 
motives or 
causes. 
Make inferences 
and find 

Differentiate Distinguishing 
relevant from 
irrelevant parts or 
important from 
unimportant parts 
of presented 
material, (e.g., 
Distinguish between 
relevant and 
irrelevant 
numbers in a 
mathematical word 

Discriminating, 

distinguishing, 

focusing selecting 

Analyse 
 Assume 
 Categorize 
 Classify 
  Compare 
  Conclusion 
  Contrast 
  Discover 
  Dissect 
  Distinguish 
  Divide 
  Examine 
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evidence 
to support 
generalizations. 

 

problem)   Function 
  Inference 
  Inspect 
  List 
  Motive 
  Relationships 
  Simplify 
  Survey 
  Take part in 
  Test for 
  Theme 
 

Organize Determining how 
elements fit or 
function within a 
coherence, structure 
(e.g.; Structure 
evidence in a 
historical 
description into 
evidence for and 
against a particular 
historical 
explanation) 
 

 

Finding 

integrating 

outlining, parsing, 

structuring 

Attribute Determine a point 
of view, bias, values, 
or intent under 
lying presented 
material (e.g., 
Determine the point 
of 
view of the author 
of an essay in terms 
of his or her 

Deconstructing 
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political perspective) 

 

Evaluate 
Present and 

defend 

opinions 

by making 
judgments about 
information, 

validity of ideas, 
or quality of 
work 
based on a set of 
criteria. 

 

Check Detecting 
inconsistencies or 
fallacies within a 
process or 
product; 
determining 
whether a process 
or product has 
internal consistency; 
detecting the 
effectiveness of a 
procedure as it is 
being implemented 
(e.g., Determine if a 
scientist's 
conclusions follow 
from observed data) 

 

Coordinating, 

detecting, 

monitoring, 

testing 

   Agree 
  Appraise 
   Assess 
  Award 
   Choose 
   Conclude 
   Criteria 
   Criticize 
   Decide 
  Deduct 
   Defend 
  Determine 
   Disprove 
   Estimate 
   Evaluate 
   Explain 
   Importance 
   Influence 
   Interpret 
  Judge 
   Justify 
   Mark 
   Measure 

Critique Detecting 
inconsistencies 
between a product 
and external criteria, 

Judging 
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determining 
whether a product 
has external 
consistency; 
detecting the 
appropriateness of a 
procedure for a 
given problem (e.g., 
Judge which of two 
methods is the best 
way to solve a given 
problem) 

 

   Opinion 
  Perceive 
  Prioritize 
  Prove 
  Rate 
Rule on 
   Select 
   Support 
   Value 
 

Create 
Compile 

information 

together in a 

different way by 

combining 

elements in a 

new pattern or 

proposing 

alternative 
solutions. 

Generate Coming up with 
alternative 
hypotheses based on 
criteria (e.g., 
Generate 
hypotheses to 
account for an 
observed 
phenomenon) 
6.2 

 

Hypothesizing   Adapt 
   Build 
  Change 
   Choose 
  Combine 
   Compile 
   Compose 
   Construct 
   Create 
   Delete 
   Design 
  Develop 
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Plan Devising a 

procedure for 
accomplishing some 
task (e.g., 
Plan a research 
paper on a given 
historical topic) 

 

Designing    Discuss 
    Elaborate 
   Estimate 
   Formulate 
   Happen 
   Imagine 
   Improve 
   Invent 
   Make up 
  Maximize 
   Minimize 
   Modify 
   Original 
   Originate 
   Plan 
   Predict 
   Propose 
   Solution 
   Solve 
   Suppose 
   Test 
   Theory 
 

 
Produce Inventing a product 

(e.g., Build habitats 
for a specific 
purpose) 

 

Constructing 
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In the context of assessment on affective domain, students 

are assessed on the basis of their behavior reflecting how they value 

their instructions, teachers, and peers through their attitude, feeling, 

value and emotion.  

Table 3: The Guide for Assessing Affective Domain14 

Level 
If the student 

must… 

Then use these key words in 
objectives, 

assignments and evaluations 

Receiving  …receive 
information about or 
give attention to this 
new attitude, value 
or belief. 

be alert to 
be aware of 
be sensitive to 
experience 
listen to 
look at 

perceive existence 
receive 
information on 
take notes on 
take notice of 
willingly attend 

Responding  …participate in, or 
react to this new 
attitude, value or 
belief in a positive 
manner. 

allow other to 
answer 
questions on 
contribute to 
cooperate with 
dialog on 

discuss openly 
enjoy doing 
participate in 
reply to 
respect those who 

Valuing  …show some 
definite involvement 
in or commitment to 
this new attitude, 
value or belief. 

accept as right 
accept as true 
affirm 
belief/trust in 
associate himself 
with 
assume as true 
consider 
valuable 

decide based on 
indicate 
agreement 
influence others 
justify based on 
seek out more 
detail 

Organizing  …integrate this new 
attitude, value or 
belief, with the 
existing organization 
of attitudes, values 
and beliefs, so 
that it has a position 
of priority and 

advocate 
integrate into 
life 
judge based on 
place in value 
system 

prioritize based 
on 
persuade others 
systematize 

                                                             
14 Ben Clay, “Is This a Trick Question? A Short Guide to Writing Effective Test 
Questions” (Kansas Curriculum Center, 2021). 
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advocacy. 
Characterizi
ng  

…fully internalize 
this new attitude, 
value or belief so 
that it consistently 
characterizes 
thought and action. 

act based on 
consistently 
carry out 
consistently 
practice 
fully internalize 

know by others as 
characterized by 
sacrifice for 
view life based on 

 

In the classroom setting, the assessment might be divided 

into two broad categories namely assessment for learning and 

assessment of learning. The former is the act of gathering and 

evaluating evidence for students and teachers to utilize in 

determining where they are in their learning process, where they need 

to go, and how to get there in the most efficient manner, whereas the 

latter refers to assessments that take place after a student has 

completed a course to determine whether or not learning has taken 

place. They're employed to make claims regarding a student's abilities 

at a given point in time, one's learning status. 

c. Measurement 

Measuring means quantifying or assigning numbers to a 

particular performance or trait.15 This means that numerical 

descriptions or scores are given to students’ performance, for 

instance, assigning 70 the result of a speaking test. It refers to a series 

of procedures and the calculation, outside its general meaning. 

Measurement is the mechanism by which the utility of different 

educational variables such as method, the usefulness and intelligence 

of the different activities of the individuals concerned, interest, 

attitude, skill, character, and educational achievement is calculated. 

However, a distinction should be made between quantitative and 

qualitative descriptions of students’ performance. While the former 

refers to the measurement, the latter represents non-quantifiable 

information such as written descriptions or oral feedback. Numbers 

enable us to provide more precise descriptions of student 

                                                             
15 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices; 
Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
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achievement and to more readily compare one student to another. 

They can also motivate us to be more transparent in our scoring 

criteria for student responses, resulting in better objectivity.16 On the 

other hand, a qualitative description of students’ responses enables 

us to individualize our feedback to students’ performance.  

 

d. Test 

Test is one type of assessment. It is a formal and systematic 

procedure or technique of garnering information on students’ 

achievement or other cognitive skills.17 Tests are planned 

administrative operations that take place at specific points in a 

curriculum when students must summon all of their faculties to give 

their best effort, knowing that their responses will be recorded and 

analyzed a well as inspected. In comparison, Brown and 

Abeywicrama expound that a test, in scientific terms, refers to a 

method that is used to measure multiple traits such as ability, 

knowledge, or performance in given domains.18 This definition thus 

entails several components to consider. First, a test is a method in 

that it is an instrument taking the form of a set of procedures, 

techniques, or items which are explicit and structured and necessitate 

the test takers to show their performance. The next component is 

that a test must measure, meaning that it has to quantify what it 

measures whether in the form of letter grades or numerical scores. 

Another element of a test is measured ability, knowledge, or 

performance. In linguistics terms, these are known as performance 

and competence. Different types of tests can be used for different 

purposes or measuring different types of abilities. For instance, a test 

on the four skills of language (speaking, writing, listening, and 

reading) measures test takers’ performance, while a test on grammar 

or vocabulary measures their knowledge of such language aspects. 

The last component of a test is the domain. This term refers to the 

                                                             
16 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
17 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
18 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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B. 

boundary that sets criteria for assessment. For example, a vocabulary 

test may address simply lexical resources taught at a particular lesson.  

How assessment, measurement, and test are interconnected 

can also be seen in the following diagram showing that assessment 

does not always entail testing but also non-measurement. 

 
Figure 3: Process of Assessment19 

  The term assessment covers broader and more inclusive 

terms. While measurement deals with the quantitative descriptions of 

students, expressing the results of the assessment in numbers, it does 

not provide the qualitative description and the value judgment of the 

obtained results. In addition, as outlined above, the assessment does 

not always make use of measurement, but sometimes it also uses 

non-measurement that is beyond quantitative descriptions. 

 

A. NON-TEST 

In contrast to traditional tests as a means of measuring 

students’ sample behavior, non-test assessment boasts a more 

flexible style as it allows students to have more flexible time and 

                                                             
19 D Miller, RL Linn, and NE Gronlund, Measurement and Assessment in Teaching (Tenth 
Edit.) (New Jersey: Pearson Education Inc. Retrieved from http://www. amazon. com 
…, 2009). 
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manner. These are assessment strategies that allow students to 

demonstrate their gained knowledge and abilities from the subject 

rather than forcing them to respond. This is a genuine assessment 

tool for determining the effectiveness and efficiency of the teaching 

methodology, techniques, and styles used. The following are the 

typical examples of non-test assessment techniques: 

 Cartooning. Students will use drawings to depict situations 

and ideas. 

 Checklist: The teacher will create a list of objectives for 

students to accomplish, and students will be able to cross off 

each ability as they master it. 

 Daily Assignments: The student completes the work 

allocated to him or her on a daily basis, whether at school or 

at home. 

 Debates: Students debate and defend different viewpoints on 

a given issue. 

 Demonstrations. There will be demonstrations. Students 

perform a visual demonstration of a skill or activity. 

 Discussions. A class of students verbally interacts on a 

specified topic. 

 Games. Students are given interesting tasks to practice and 

review ideas by their teachers. 

 Journal: Students write on a daily basis about themes that are 

either assigned or personal to them. 

 Learning Centres: For hands-on learning, students employ 

teacher-provided activities. 

 Models: Students will portray situations and concepts 

through drawings. 

 Notes: After the class, students will write a summary of what 

they learned. 

 Organized notes and study guides: Students gather data in 

order to pass the test. 

 Panel: A group of students presents information orally. 
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C. 

 Portfolio: A compilation of student work that demonstrates 

the students' efforts, growth, and accomplishments in one or 

more areas of the curriculum. 

 Problem-solving: The students must follow a step-by-step 

procedure. 

 Projects 

Students conduct research on a topic and present it in a 

unique way. 

 Slates or Hand Signals: Students communicate their replies to 

the teacher using slates or hand signals. 

 Teacher Observation: The teacher monitors the pupils' work 

to ensure that they comprehend the assignment and are on 

track. 

 

B. PURPOSES OF ASSESSMENT 

Assessment as part of daily instructions also constitutes 

several purposes, particularly when contextualized in the classroom. 

Russell and Airasian, outline some of the most fundamental purposes 

of assessment being concerned by teachers such as building a 

classroom environment that supports learning, instructional planning 

and implementation, placement, provision of feedback and 

incentives, diagnosing students’ shortcomings as well as judging and 

grading academic achievement:20 

i. Building a supportive learning environment 

One of the central issues in the classroom is to establish 

comfort for students so that they show respect to others, stick to 

the rules and learn in a positive atmosphere. A typical example of 

this is the decision made after an observation of a pupil’s 

behavior, bullying his classmates. The teacher needs to 

immediately change the situation by for instance sending notes to 

the pupil’s parents so that there is no more bullying at schools. 

ii. Instructional planning and implementation 

An instruction can be planned on the basis of reviewing 

previous students’ test scores, standards set, and projecting what 

                                                             
20 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
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assignment should be given and not. This certainly reflects the 

plan based on reflection and review of the situation. However, 

more importantly, are the instructional practices in the classroom 

where teachers need to constantly make decisions and 

assessments. That is to say, a teacher may switch to different 

methods or strategies when he or she finds the students confused 

or not engage in the instruction. This is especially true when the 

students’ responses to the tasks given by the teacher indicate the 

difficulties, they are facing.  

iii. Placement of students 

Assessment is critical when teachers need to make decisions 

regarding the placement of students, for instance, students are 

grouped in reference to the assessment, students are placed with 

particular teachers, deciding which students to go to grammar or 

reading class, and the like.  

iv. Providing feedback and incentives 

Feedback is of paramount importance when it comes to 

improving students’ learning and this type of assessment is 

referred to as formative assessment or assessment for learning. 

For teachers to provide feedback, they should constantly assess 

students’ behavior and learning so that they can gain information 

serving as the basis of feedback and improvement. Take, for 

example, a teacher may recommend ways to improve a student’s 

writing after checking his or her diary. 

v. Diagnosing students’ difficulties 

Assessment may aim to identify hitches or problems students 

come across when learning so as teachers can prepare follow-up 

activities to helps students overcome their problems. Often 

teachers need to address and provide solutions to students’ 

misunderstandings or misconceptions or even difficulties in 

grasping the delivered materials. A good illustration for this is that 

when some students find it difficult to understand a given lesson, 

they may be provided extra classes or intervention to help them. 

vi. Judging and grading academic achievement 

Grading students’ achievement or performance can be 

associated with summative assessment, that is the type of 
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D. 

assessment carried out at the end of an instruction. Often, this 

purpose of assessment is termed assessment of learning. Apart 

from these purposes, assessment and evaluation may be aimed at 

the following objectives: 

 In order to instruct pupils in class, pupils are divided 

into groups. 

 To gather data on students' progress in order to plan 

lessons 

 To assess one's own teaching and instruction for 

strengths and flaws. 

 Students will receive feedback as they proceed 

through the course. 

 To encourage students to learn. 

 To ‘force' students to work harder. 

 To prepare students for future standardized 

examinations that they will be required to take 

 To determine my pupils' strengths and weaknesses 

 To formally document students' learning progress. 

 To figure out students' final grades 

 To provide information to the central administration  

 To submit data to a third-party financing source 

 

C. THE INTERFACE BETWEEN TEACHING AND 

ASSESSMENT 

Teaching and assessment are two inseparable aspects of 

language teaching. Assessment is as important as the teaching itself 

since it is impossible not to measure or check the extent to which our 

teaching achieves the goals set at the beginning of each teaching. 

This can only be measured through systematic assessment 

techniques. The results of the assessment are of paramount 

importance to inform better teaching practices and became the 

benchmarks for evaluating whether one can proceed to the next 

lessons, levels, or programs. In other words, the assessment provides 

information on the extent to which instructional processes are 
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effective. Apart from this, assessment has been part of the 

professional requirement for the teacher as much as teaching 

qualification. Consequently, a teacher has to equip themselves with 

competence in assessment. Witte, for, instance, outlines several core 

competences for teachers in terms of assessment as follows21: 

1. Basic understanding of assessment terminologies and the way to 

apply them. 

2. Ability to select appropriate assessment approaches in accordance 

with purposes, needs, and instructional situations. 

3. Skills to collect and disseminate data relating to assessment to 

school stakeholders. 

4. Embedment of self-assessment skills to students so that they are 

able to monitor themselves so as to achieve learning goals and 

individual desired outcomes. 

To illustrate the relationship between assessment and teaching, 

the following model of instruction-learning assessment will be of 

excellent information. As can be seen below, the first and foremost 

preliminaries that are under question are where the students are, 

meaning what is the current position or situation of the students. It is 

imperative to know first the starting point reflecting the degree to 

which students already have some background knowledge on the 

subject. This can be carried through pre-assessment activities. Once 

done, this activity will enable informed teachers to align the current 

students’ level and instructional materials that will help to decide how 

the students will progress. The next question to ponder is related to 

the objectives or goals of the assessment. In other words, teachers 

should be aware of the track the students are heading toward, whether 

or not they are on the right track as well as the necessary knowledge 

and skills to acquire before the final destination is reached. 

                                                             
21 Witte, Classroom Assessment for Teachers. 
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Figure 4: Instruction-learning-assessment Model22 

The distinction between evaluation, assessment, measurement, and 

test is based upon the coverage. All these terms are interwoven and form a 

hierarchy therefore, they all coexist. Evaluation is the broadest term that 

cannot be carried out without the narrower stages or aspects below it. Apart 

from this, teaching and assessment are inseparable since teaching without 

assessment is not meaningful.  

To examine the relationship between learning goals, teaching activity, 

and assessment the following figure is worthy of our careful thought. As 

illustrated below, assessment is important for teachers because it allows 

                                                             
22 Ibid. 
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them to check on their students' progress and give them important 

information. Instruction is a cyclical process that involves providing learners 

with support through evaluation and teaching. In this way, teaching and 

assessment are intertwined in the learning process. Teachers must ask 

themselves, have my students learned? and how far have they come in terms 

of assessment practices? 

 
 

Figure 5: Alignment of Learning Goals, Assessment and 

Classroom Activity23 

 

The diagram above illustrates how assessment, learning goals, and 

instructional practices are interrelated. The cycle starts with the learning 

goals which are usually outlined in the curriculum. This is the starting point 

of students’ learning. To achieve the objectives set beforehand, the activities 

in the class should be aligned and adhered to those objectives. To measure 

how far the students have reached the objectives during and after the 

instructional activities, the assessment procedure is imperative as it provides 

                                                             
23 Cheng and Fox, Assessment in the Language Classroom: Teachers Supporting Student 
Learning. 
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input and ground for revisiting the goals and instructional activities, enabling 

teachers to locate which areas need improvement and which goals or 

instructional practices that need to be modified. The assessment results will 

reflect what the students already learned and inform about what can be done 

for instructional improvement. 

To meet ideal an assessment, teachers should be equipped with 

competencies for effective assessment. Miller, Lin & Gronlund, for instance, 

outlined several competencies that teachers should meet in relation to 

assessment24: 

1. Teachers should have skills in selecting the most appropriate 

assessment methods appropriate for instructional decisions. 

The knowledge and skills on choosing the assessment 

method are the precursors to an informed decision for good 

instruction. This means that teachers should be familiar with 

assessment methods and alternatives as well as their strengths 

and weaknesses and the criteria for selecting these methods. 

2. Teachers should be skilled in designing appropriate 

assessment methods appropriate for instructional decisions. 

Although the teacher may use readily available assessment 

instruments, most of their decision-making regarding 

instruction comes from their own approaches they create and 

implement. 

3. Teachers should be skilled in terms of assessment 

administration, scoring, and interpretation of the results of 

externally or self-made assessment methods. Knowing how 

to select and develop the most appropriate assessment 

methods in fact is inadequate since the ability to apply them is 

also imperative.  

4. Teachers should be qualified to use assessment results to 

make a decision regarding individuals, plan teaching, develop 

curriculum, and improve school. 

5. Teachers should be skilled in terms of developing grading 

procedures for assessment. 

                                                             
24 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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6. Teachers should be competent in communicating assessment 

results to the stakeholders including the students themselves, 

parents, lay people, and other educators. 

7. Teachers should be skilled in the recognition of unethical and 

inappropriate assessment methods leading to the unfairness 

of the assessment. 

 

In the context of the instructional decision, assessment entails 

several general principles as outlined by Miller et al:25 

1. In the assessment process, specifying what to assess is on top 

of priority. 

This means that prior to the selection of the 

assessment procedure, the learning goals or outcomes should 

be clearly identified beforehand. Whether or not the 

assessment is effective highly depends upon what to be 

assessed involving the specifications characteristics to be 

measured.  

2. The selection of assessment procedure should be on the basis 

of its relevance to the to-be measured performance. 

Particular assessment procedures can be appropriate in 

some contexts and can be the reverse in different contexts. 

For example, in grammar instruction, the students are 

expected to be able to write a simple functional text in 

English. Therefore, on this basis, an appropriate selection of 

assessment procedure can be selected to measure such 

learning outcome which requires production. In other words, 

for this case, the most appropriate assessment procedure 

would be essay questions or performance-based assessment 

since the outcome is complex and require the students to 

organize and express ideas. 

3. A variety of procedures are required for a comprehensive 

assessment. 

No single assessment procedure can be used to 

assess a wide range of learning outcomes. Thus, the key to 

                                                             
25 Ibid. 
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successful assessment is using a variety of assessment 

procedures based on the learning outcomes. Simple learning 

outcomes like knowledge, understanding, and application can 

be assessed using multiple-choice or other objective tests, 

while complex learning outcomes such as integrating, 

organizing, and evaluating ideas are better assessed with open-

ended questions or essays or even projects.  

4. Being aware of the limitations of the assessment procedure is 

needed for its proper use. 

Although all assessment techniques have their own 

limitation, it does not negate their values. Rather, they provide 

cautions from which the assessment can be carried out more 

carefully and they can also be of help to use the assessment 

more effectively. 

5. Assessment is not the end, but a means to the end. 

Assessment is best viewed as the source of data that can 

inform instructional decisions rather than as the final stage of 

instructions. 

The following table illustrates different types of 

assessment based on the nature, form, use in the classroom, 

and methods of interpreting the results. Each type is also 

supplemented by examples of instruments in classroom use. 

These terms will be discussed further in the following 

chapters. 

Table 4: Types and Classification of Assessment26 

Basis for 

Classification 

Type of 

Assessment 

Function of 

the 

assessment 

Illustrative 

instruments 

Nature of 

Assessment 

Maximum 

performance 

Determine 

what 

students can 

do when 

performing 

at their best 

Aptitude 

test, 

achievement 

test 

                                                             
26 Ibid. 
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Typical 

performance 

Determine 

what 

students will 

do under 

natural 

conditions 

Attitude, 

interest, and 

personality 

inventories, 

observation, 

peer 

appraisal 

Forms of 

assessment 

Fixed-choice 

test 

Efficient 

measure of 

skills and 

knowledge, 

indirect 

indicator 

Standardized 

multiple-

choice test 

Complex-

Performance 

Assessment 

Measurement 

of 

performance 

in context 

problems 

valued in 

their own 

right 

Projects, 

essays, oral 

presentations 

Use in 

Classroom 

Instruction 

Placement Determines 

prerequisite 

skills, degree 

of mastery of 

course goals 

and/or best 

mode of 

learning. 

Readiness 

test, aptitude 

tests, pretest, 

self-report, 

observation 

Formative Determines 

learning 

progress, 

provides 

feedback to 

reinforce 

Teacher-

made tests, 

custom-

made test 

from 

publishers, 
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learning and 

corrects 

learning 

error 

observation 

Diagnostic  Determines 

causes of 

persistent 

learning 

difficulties 

Published 

diagnostic 

tests, 

teacher-

made 

diagnostic 

tests, 

observation 

Summative Determines 

end-of-

course 

achievement 

for assigning 

grades or 

certifying 

mastery of 

objectives 

Teacher-

made survey 

tests, 

performance 

rating scales, 

product 

scales 

Methods of 

interpreting 

results 

Criterion 

referenced 

Describes 

student 

performance 

according to 

a specified 

domain of 

clearly 

defined 

learning tasks 

Teacher-

made tests, 

custom-

made test 

from 

publishers, 

observation 

Norm 

referenced 

Describes 

student 

performance 

according to 

relative 

Standardized 

aptitude and 

achievement 

tests, 

teacher-
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E. 

position in 

some known 

group (e.g 

rank 10th in a 

classroom 

group of 30)  

made survey 

tetss, interest 

inventories, 

adjustment 

inventories. 

 

D. TECHNOLOGY ENHANCED LANGUAGE ASSESSMENT 

Nowadays the advent of technologies such as the presence of 

smartphones, tablets, computers, and many other devices have 

influenced learning and assessment is no exception. Many language 

tests are delivered through computers and the internet such as 

TOEFL IBT or Computer-Based IELTS. In language assessment, 

the integration of technology into assessment is referred to 

Computer-Assisted Language Assessment or Computer-Assisted 

Language Testing (CALT). The use of technology in language 

assessment brings both advantages and disadvantages. Among the 

advantages is apparently the efficiency and the adaptive capability. 

The use of computer adaptive testing, for example, has been proved 

successful when used for placement and proficiency. A computer-

adaptive test avoids items that are either too easy or too tough by 

assessing examinees' replies as they are submitted; such items waste 

time since they give little information about the examinee's 

competence.27 Another contribution of technology to language 

assessment is the use of multimedia particularly for listening 

assessment. Multimedia allows test creators to contextualize auditory 

language with pictures, as well as provide examinees discretion over 

their test-taking pace and requests for a repeat. Lastly, the use of 

natural language processing technology for evaluating the learners' 

spoken and written language is on the rise. However, issues and 

problems also emerge as a result of using technology in language 

assessment such as security, lacking human interactive elements 

especially in an oral test, infrastructure, and limited availability of 

                                                             
27 Carol A Chapelle and Erik Voss, “Utilizing Technology in Language Assessment,” 
Encyclopedia of language and education 7 (2008): 123–134. 
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open-ended tasks. In response to these issues, teachers and test 

creators now have access to a growing number of methods to defend 

against impersonal, mass-produced assessment formulae. Testers will 

be able to improve authenticity, boost interactive dialogue, and 

encourage autonomy by creatively utilizing technology 

advancements.28  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                             
28 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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CHAPTER 3 

PRINCIPLES OF LANGUAGE ASSESSMENT 

This chapter elaborates the main principles of language assessment 

that are the basis of designing and deciding how assessment should look like. 

By understanding these principles, a test constructor might think about how 

to meet all of them even though it is hard to maximize them at once. 

However, the test constructor needs to think about how to balance the 

principles according to the assessment objectives. 

A. THE KEY PRINCIPLES  

Principles derive a set of criteria or indicators that make a good 

assessment. Brown and Abeywickrama suggest at least five principles that 

should be considered when designing and administering an assessment 

entailing practicality, reliability, validity, authenticity, and washback effect.29 

In addition to these, Cheng & Fox consider assessment alignment and 

fairness as principles to take into account.30 Being aware of the following 

principles will enable language teachers to ponder them while devising and 

administering language assessment. 

a. Practicality 

An item is said to be practical when it is cost-efficient, timely 

effective, easily administered, and clearly scored. When an assessment 

does not meet these traits, it can be considered impractical. Further, 

Brown and Abeywickrama outline several characteristics that make a 

test practical as follows:31 

 Stays within budgetary limits 

 Can be completed by test takers in appropriate time 

constraints 

 Has clear directions for administration 

 Appropriately utilizes available human resources 

 Does not exceed available material resources 

                                                             
29 Ibid. 
30 Cheng and Fox, Assessment in the Language Classroom: Teachers Supporting Student 
Learning. 
31 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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 Considers the time and effort involved to both design 

and score 

 

While the term practicality may refer roughly to these items, it 

does not stand alone, and determining the boundary of practicality is 

somewhat daunting. Deciding which is practical and which is not is 

dependent upon time, energy, and financial necessity. The practicality 

should also be related to the test objectives, meaning that the 

assessment should be effectively addressing the objectives. 

 

b. Reliability 

 

Being reliable means being dependable or trustworthy. Such 

association appears as dependability is the result of consistency. A 

reliable assessment will yield similar results if administered at different 

times without taking into account the test takers’ development. A test is 

also said to be reliable when it has clear and uniform scoring criteria or 

rubrics, and when the test items are unambiguous to the test takers.  An 

assessment is said to be reliable when it entails the following sub-

criterion of reliability. 

1. Students-related reliability 

This sort of reliability deals with test-takers physical and 

mental state. Imagine a test administered twice on different 

occasions in which on one occasion the test’ taker is healthy 

while on the other one is unhealthy; the result would be unlikely 

reliable. Other typical examples on the issue of students’ related 

reliability are fatigue, illness, bad mood, bad nights’ rest, anxiety, 

and other emotional distractions. These problems may affect 

students’ performance during the assessment, providing an 

unreliable measure of students’ actual competence.  

2. Rater reliability 

Apart from the test-takers themselves, the rater’s role in 

terms of assessment reliability is also pivotal. Rater itself refers to 

those responsible for scoring or marking measurement and can 

be categorized into intra- and inter-rater reliability. 
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 Intra-rater reliability describes how a single rater can 

consistently mark the result of the assessment whether 

a test is administered to a person on two different 

occasions or two tests are administered to a single 

person yet the marking is consistent. This implies the 

necessity of bias avoidance from the rater’s internal 

decision in relation to the assessment result.  

 Interrater reliability, on the other hand, refers to more 

than one rater who assigns marks or scores to the 

same test result in a similar manner, therefore, yield a 

similar result. 

3. Administration-related reliability 

This type of reliability describes how the management of 

an assessment is carried out as it entails the circumstance under 

which the assessment is carried out or the surroundings. For 

instance, to yield a reliable result, a listening test would likely to 

have a quiet room where disturbance can be anticipated prior to 

the test administration. 

4. Test-reliability 

Apart from those mentioned above, the reliability factor may 

come from the test itself. A test that is administered twice to the 

same person which will likely have similar results can be said to 

be reliable. Unreliable assessments or tests can come from 

several sources including poorly written test items, too many 

items for the test takers to accomplish, or timed-test that 

increase test takers’ anxiety.  

Some important points regarding assessment reliability can 

be examined in the following list by Russel and Airasian.32 

1. Reliability refers to the consistency of assessment 

information. 

2. Reliability is not concerned with the 

appropriateness of the assessment information 

collected. 

                                                             
32 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
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3. Reliability exists in degrees (e.g. highly reliable, 

moderately reliable) 

4. Reliability is a necessary but insufficient 

condition for validity. 

The following are some considerations when 

maintaining reliability. 

 The proper review of content before an 

examination ensures that students are 

prepared in a uniform and consistent manner.  

 Directions for any assessment activity must 

be clear and understood by all participants.  

 During all evaluation activities, consistent 

administration methods must be followed at 

all times. Test items or activities must be 

given and scored in a consistent and accurate 

manner (which necessitates the use of 

objective scoring systems).  

 Maintaining a consistent and suitable 

completion time assists in ensuring equity and 

fairness for all participants in an assessment 

activity. 

 During an examination, distractions and 

disruptions must be avoided at all costs. 

c. Validity 

Validity, also known as accuracy, may refer to whether the 

assessment measures what it is supposed to measure. Analogically 

speaking, when an arrow is pointed toward the target, it will highly 

likely hit it. The arrow represents the assessment; when it precisely 

measures students’ performance or achievement based on standards 

set out, then it can be said to be valid. Compared to other principles, 

validity is the most important aspect in assessment.3334 Valid findings 

from tests, measures, or assessment methods are required; otherwise, 

                                                             
33 W James Popham, Classroom Assessment: What Teachers Need to Know (ERIC, 1999). 
34 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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incorrect inferences would be drawn, and achieving consistent and 

dependable findings each time will not change that fact.35 However, 

validity is more than just a matter of accuracy as it also entails 

educational decision-making. Russell and Airasian define validity as 

concern about whether the gathered information is pertinent to the 

decision to make.36 The assessment information garnered here must 

be accurate as it informs the decision. Popham explains that when 

more about students with regard to educationally relevant variables is 

known by the teachers, the better educational decisions are to be 

made by the teachers about those students.37   

To illustrate these concepts, we may imagine an English 

teacher who discovers that her students know much more about 

English grammar than she previously expected, then she would likely 

to set more advanced topics of grammar in her lesson. However, her 

decision to tackle more sophisticated grammar should be grounded 

in an accurate assessment of her students’ knowledge of the 

grammar. The more accurate the assessment data serving as the 

foundations of the decision, the more the decision qualities are 

improved or vice versa. Another example that is worthy of our 

attention is that if a teacher wants to know the extent to which her 

students meet the curricular objectives, she would likely to sample 

the students’ performance on the intended objective using, for 

example, a test, since it is impossible to measure students’ whole 

ability regarding the objectives. This sample performance is used to 

generalize whether the students master the entire curricular 

objectives.  

To summarize, Brown and Abyekrama outline several 

characteristics of test validity as follows:38 

1. Measures exactly what it proposes to measure 

2. Does not measure irrelevant or ‘contaminating’ 

variables 

                                                             
35 Witte, Classroom Assessment for Teachers. 
36 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
37 Popham, Classroom Assessment: What Teachers Need to Know. 
38 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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3. Relies as much as possible on empirical evidence 

(performance) 

4. Involves performance that samples the criterion 

(objective) 

5. Offers useful meaningful information about the 

test taker’s ability 

6. Is supported by theoretical rationale or arguments 

 In addition to these, we need to keep in mind the nature of 

validity as outlined by Miller et al39: 

1. Validity represents the appropriateness of use and 

interpretation of assessment procedure for a given group 

of individuals, not the procedure itself. 

2. Validity is about the degree of extent as there is no such 

thing as valid and invalid, rather whether the assessment 

procedure is very or less valid. 

3. Validity is always specific to the use or interpretation of 

the population of test-takers. 

4. Validity is a unitary concept, meaning that the nature of 

validity is based on standards set by the professional 

testing organization. 

5. Validity entails an overall evaluative judgment. 

Apart from these, validity is a complex construct as it may 

cover several kinds of evidence of validity. 

1. Content-related evidence 

Content validity is the term to describe how an assessment 

measures the skills or language elements it is meant to measure. 

Take, for example, when a tester wants to measure reading 

proficiency, then the assessment should be devised to focus on 

reading assessment in which the test used should therefore 

reflect reading skills. 

 

2. Criterion-related evidence 

This type of validity refers to the extent to which the 

assessment meets the indicators or objectives or standards set 

                                                             
39 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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beforehand. For instance, when a teacher wants to measure his 

students’ vocabulary mastery, he must ensure that the assessment 

techniques he uses really measures based on the lesson objectives 

he set prior to the test or assessment. Here is an interesting 

illustration from Popham.40 

 
Figure 6: Alignment between Curricular Aim and 

Educational Test 

3. Construct evidence 

Construct roughly means theory therefore construct 

validity illuminates how the assessment really reflects the theory 

under which the assessment is devised. Take for example, when 

one is willing to measure vocabulary mastery one should 

incorporate the elements mentioned in the theory such as 

meaning, use, and spelling. 

4. Face evidence 

Face refers to the extent to which the assessment appears 

or seems to measure what it is supposed to measure. In other 

words, this sort of validity describes the looks of the assessment 

and does not really reflect the deep occurrence. 

Russel and Airasian summarize the following key points 

to validity.41 

1. Validity is concerned with this general question: 

“to what extent is this decision based on 

appropriate assessment information?” 

                                                             
40 Popham, Classroom Assessment: What Teachers Need to Know. 
41 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
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2. Validity refers to the decision made from the 

assessment information, not the assessment 

approach. 

3. Validity is a matter of degree (e.g. highly valid, 

moderately valid, invalid) 

4. Validity is always determined by a judgment made 

by the test user. 

5. Consequential validity 

This kind of validity emphasizes the relationship 

between organizing or structuring assessment to gain optimal 

impact it can bring to students’ performance. The term 

"consequential validity" refers to all of a test's effects, such as 

its accuracy in assessing specified criteria, its impact on test 

takers' preparation, and the (intended and unexpected) social 

implications of a test's interpretation and use.42 

To sum up, the key types of validity can be examined 

in the following diagram. 

 

Figure 7: Types of Validity43 

d. Authenticity 

Authenticity means the extent to which the assessment is 

representative of what the examinees will need in the world beyond 

                                                             
42 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
43 Witte, Classroom Assessment for Teachers. 
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the assessment. Bachman and Palmer define authenticity as the 

degree of correspondence between the characteristics of test tasks 

and the characteristics of the target language use task.44 When you 

claim authenticity in a test task, you're basically suggesting that the 

activity is likely to be performed in the actual world. Many test item 

types fall short of simulating real-life situations.45 

e. Alignment 

In this respect, alignment refers to a linear or harmonious 

relationship among curriculum, instruction, standards, and 

assessment. This further implies choosing the most appropriate 

assessment methods that can reflect the desired goals. The degree to 

which curriculum, instruction, standards, and assessments are all in 

harmony (tests). We must use acceptable assessment methods that 

reflect or depict clear and acceptable learning outcomes or goals in 

order to establish alignment.46 

 

f. Fairness 

This principle reflects equal opportunities for the students to 

demonstrate their achievements from which scores yielded are 

comparably valid.47 This means that the assessment should be 

adequately transparent in that it provides the students with clear 

learning objectives, criteria of scoring as well as how they are 

assessed. Fairness can also be understood as leaving out 

discrimination, bias, or stereotyping to students. For example, 

students with disabilities should be accommodated and be given 

extra treatment. 

B. PUTTING THE PRINCIPLES INTO CLASSROOM 

PRACTICES 

When it comes to classroom language assessment, teachers should be 

aware of the facts that all the principles should be taken into considerations. 

                                                             
44 Lyle F Bachman, Adrian S Palmer, and others, Language Testing in Practice: Designing 
and Developing Useful Language Tests, vol. 1 (Oxford University Press, 1996). 
45 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
46 Cheng and Fox, Assessment in the Language Classroom: Teachers Supporting Student 
Learning. 
47 Ibid. 
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However, it is virtually impossible to maximize all of them. Therefore, it is 

better to balance them all and align them with the objectives of our 

assessments. Witte outlines interesting criteria on what is and what is not 

classroom assessment as follows: 

Table 5: Criteria for of Classroom Assessment48 

Classroom Assessment Not classroom assessment 

 An active process of data 

collection and review 

 A continuous feedback loop 

for students 

 

 Identified learning targets 

and goals known by 

students 

 

 Awareness of student 

knowledge and skills before 

lesson objectives are 

pursued 

 Use of appropriate measures 

to obtain needed 

information 

 A professional skill that 

requires both time and 

practice 

 If taught, a lifelong skill for 

both teacher and pupil 

 A way of confirming 

teaching effectiveness  

 Just giving tests or quizzes 

to get grades  

 Disconnected and 

inconsistent student 

feedback 

 Unidentified or vague 

outcomes or learning 

endpoints 

 Starting a lesson without 

knowing students’ pre-

knowledge and skills level 

 Using whatever measure is 

available, provide or 

convenient 

 A quick pick-up skill for a 

teacher 

 

 A narrow and restricted 

process skill 

 A needless requirement and 

a waste of time and effort 

 As illustrated above, classroom assessment is carefully planned and 

systematic and requires teachers’ skills in assessment design. While 

assessment itself requires an active, continuous process undertaken by the 

                                                             
48 Witte, Classroom Assessment for Teachers. 
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teachers with clearly defined learning outcomes, in reality, many teachers at 

school have taken these for granted. A classroom assessment also takes into 

account students’ background knowledge as well as is appropriately selected 

to meet the learning outcomes and students’ current level of knowledge and 

skills in order to help teachers improve teaching effectiveness. Finally, skill 

in assessment is perhaps as important as skill in teaching, requiring teachers 

to undergo a lifelong learning exploring theories, principles, applications, 

and new trends in language assessment. 
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CHAPTER 4 

APPROACHES TO LANGUAGE ASSESSMENT 

In this chapter, some of the ubiquitous approaches to language 

assessment are discussed. The approaches themselves developed and 

evolved over a period of time as more criticisms over previously known 

approaches are growing. In this chapter, both strengths and weaknesses of 

most approaches are also discussed to shed light on the decision of what 

approach to consider. 

A. THE MAIN APPROACHES 

Approach is defined as the theoretical view underpinning what 

and how the assessment is. The approach further informs the methods, 

procedures, and techniques of language assessment. Simply put, 

approaches to language assessment illuminate the underlying beliefs that 

direct how the assessment is devised. In this section, four main 

approaches to language assessment are discussed, involving discrete, 

integrative, communicative, and performance-based approaches. The 

following are some of the approaches discussed in the literature of 

language assessment. 

B. DISCRETE APPROACH 

The underlying belief of this approach can be attributed to 

structural linguists and behavioristic psychologists who believe that 

language should be assessed in separate elements, therefore, the 

assessment is carried out in a discrete fashion, namely each language 

skill and element are assessed separately. The typical format for such 

assessment approach is grammar and vocabulary tests in the form of 

multiple-choice items as well as exercises on translations. Item 

independence is a term used to describe this. Discrete-point items are 

used to assess only one aspect of a construct at a time. For instance, one 

question or item on a grammar test might be about the use of articles; 

the following question (item) would be about adjectives, and so on. 

Discrete-point tests (e.g., multiple-choice, true/false) often use forms 

with right or wrong responses. This approach puts an emphasis on 

sentence-level grammatical paradigms, definitions of lexical items, and 
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translating text from first to second language.49 This claim is also closely 

associated with divisibility theory, which claims that language can be 

broken down into separate parts; each of which can be tested 

successfully. The main characteristic of this approach is objective 

measurement as it incorporates statistical analysis. Another characteristic 

of this approach is that it stems from a psychometric assumption in 

which the test should be valid and reliable. Apart from these 

characteristics, this approach is also decontextualized and leads to be 

inauthentic. The following are typical examples of assessment 

instruments and techniques used based on the discrete approach. 

1. True/False items 

2. Yes/No items 

3. Multiple Choice items 

4. Phonemic discrimination 

5. Minimal pairs 

6. Paraphrase recognition 

7. Response evaluation 

8. Phoneme recognition 

9. Spelling 

10. Grammar 

 

Nowadays, this approach is still largely in use, especially for large-

scale standardized tests. 

The strengths: 

 A large range of materials to be placed in the tryouts can be 

protected by the test of this method. 

 The test enables the students' answers to be quantified. 

 The test is also accurate in terms of scoring because of its 

objectivity; the scoring is efficient, even if it can be carried 

out by the computer. 

The limitations: 

 It is potentially time and energy-consuming to create discrete 

point test objects. 

                                                             
49 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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 Where verbal contact usually takes place, the test does not 

involve social meaning. 

 The success of the test is not easily inferred from the test 

taker's ability to communicate in real-life circumstances. 

 

C. INTEGRATIVE APPROACH 

Unlike the structuralist approach, the integrative approach bases 

its assumption on unitary trait theory that claims language should be 

assessed in unity therefore it assesses more than one skill at once. The 

focus of this approach apart from integrated skills is on both meaning 

and context. Nonetheless, the integrative approach is often criticized for 

being focused on knowledge or competence rather than the use of 

language. Typical examples of this approach can be found in such tests 

as dictation, oral interview, cloze test, and the following instrument or 

techniques. 

1. Cloze tasks 

2. Summarizing 

3. Dictation 

4. Translation 

5. Essays 

6. Oral interviews 

7. Interview 

8. Role play 

9. Gap-filling 

10. Summarizing 

The strengths: 

 For students in testing, the approach to meaning and the 

overall communicative influence of discourse would be very 

beneficial. 

 This approach will view the skill of pupils from a global 

viewpoint. 

 The strength of the test is that it is relatively cheap and easy 

to produce, such as dictation, writing, and cloze test 

The limitations: 
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 Even if it is easier to measure integrated skills, teachers 

should also recognize the value of measuring skills based on 

specific needs, such as writing only, speaking only, 

 The rating is not effective and not precise. 

Table 6: Comparison between Discrete  

and Integrative Approach50 

Discrete approach Integrative approach 

 Language embodies 

bits of linguistic 

structures. Language 

items are fragmented 

and decontextualized.  

 Test items cannot 

predict test takers’ 

performance. Test 

takers should manifest 

their knowledge of 

grammar structures. 

Language rests on 

habit formation.  

 Skills and subskills 

(listening, speaking, 

grammar, reading, 

writing, phonology, 

morphology) are 

tested in a discrete 

way i.e., 

separately. 

 Language typifies an 

amalgamation of 

components.  

 Language items are 

integrated and 

contextualized.  

 It is possible to 

predict the test takers’ 

performance.  

 Test takers should 

show not only their 

knowledge of 

structures but also 

their ability to use 

them in context.  

 Language is grounded 

in guessing.  

 Skills and subskills are 

tested in a 

combined way 

 

D. COMMUNICATIVE APPROACH 

In response to the lack of measurement on the use of 

language, the communicative approach emerges with an emphasis on 

                                                             
50 Sahbi Hidri, “Discrete Point and Integrative Testing,” The TESOL encyclopedia of 
English language teaching. John Wiley & Sons. https://doi. org/10.1002/9781118784235. 
eelt0375 (2018). 
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the use of language on daily basis. That is to say, the typical 

assessment that is underpinned by this approach makes use of our 

daily communication such as attending the lecture, seminar, 

conference, and the like. Communicative approach also puts the 

emphasis on the use rather than the usage, therefore, justifies one’s 

success in communication as a basis of judgment.  As communicative 

approach is based on the authentic use of language, it should 

therefore take into account psycholinguistic and sociolinguistic 

elements of the assessment. In addition, communicative approach 

makes use of qualitative judgment instead of the quantitative one. 

The purpose of communicative language tests is to determine 

how well testees can use language in real-life settings. The emphasis 

on appropriateness rather than the capacity to produce grammatically 

accurate phrases is centered on testing productive capabilities. When 

assessing receptive abilities, the focus is on comprehending the 

speaker's or writer's communicative goal rather than picking out 

precise facts. In fact, in communicative testing, the two are 

frequently mixed such that the testee must both grasp and respond in 

real-time. Students in a class may listen to a lecture, but they must 

afterward use the lecture's information in a paper. Here are some 

examples of the contexts in which communicative assessment can be 

administered. 

 Choosing a movie to watch with a buddy 

 In a restaurant, placing an order 

 Making recommendations to a buddy who has sought 

help 

 In a business meeting, giving a PowerPoint 

presentation 

 Obtaining information via the telephone 

A communicative assessment asks students to perform an 

authentic assignment, which is a task that is a genuine representation 

of a learner's experiences in the actual world. As a result, the test may 

contain reading, writing, and speaking components. This means it 

will be a test of both receptive and productive abilities, as well as 

language recognition and production. 

The strengths: 
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 To assess the language usage of the students, the assessments 

are more practical as the students in a role as if they were to 

interact in the real world/everyday lives. 

 It increases the enthusiasm of students as they can see the 

application of language in the real world that they learned in 

class. 

The weaknesses: 

 Time and energy-consuming 

 Extrapolation Problem (we cannot guarantee that the 

students who successfully accomplish the task in class will 

also be successful in communication in real life) 

E. PERFORMANCE-BASED APPROACH 

When a student is put in any context and asked to 

demonstrate what they know or can do in that context, any 

evaluation can be considered a type of success. This approach 

emerges from criticism of standardized tests which cannot elicit 

actual performance on the part of the test takers.51 Performance-

based assessment assumes that when students are given the 

opportunity to perform and demonstrate what they know according 

to their own plan, collect data, infer trends, draw an inference, take a 

stand or deliver a presentation, students can learn better. In other 

words, performance-based assessment requires the test takers to 

demonstrate multiple actions, or samples of these cations which will 

be systematically monitored and evaluated by teachers, or perhaps by 

self or peers through direct observation. Russel and Airasian further 

explain that performance assessment seeks to describe an assessment 

requiring students’ demonstration of skills and knowledge in the 

form of formal product or performance in which multiple objectives 

are expected to be achieved.52 However, Witte points out that this 

type of assessment requires the completion of a performance 

event/task on the part of the students.53 In addition to this, another 

                                                             
51 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
52 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
53 Witte, Classroom Assessment for Teachers. 
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crucial part of the performance assessment is the evaluation of the 

task given in relation to the performance event. Typical illustrations 

for this approach are oral or written production, open-ended 

responses, group performance, and integrated performance. 

According to Brown, in developing performance-based assessment, 

we as a teacher should consider the following principles:54 

 State the overall output target of performance 

 Identify the performance goals (criteria) in detail 

 Prepare learners for success in a stepwise progression 

 Use a trustworthy assessment form, checklist, or rating sheet 

 Treat performances as input opportunities and provide 

feedback systematically. 

By learning demonstrations and authentic work projects, the 

opportunity is provided to students to perform an activity that is 

expected to be accurately done and minimally outside the guidance.55 

Additionally, several key features of performance assessment can be 

examined below. 

 Higher-level cognitive processing skills are typically 

required in the completion of the performance event. 

 Multiple skill integration involving different knowledge, 

skill, and ability sets are 

evidenced within a performance event. 

 Performance events reflect real-world skills, 

experiences, and the capacity to do and complete a 

task. 

 Performance events are typically reviewed through an 

objective, systematic scoring of the quality of the 

student work based on listed standards or 

proficiencies.56 

                                                             
54 H. Douglas Brown, Principles of Language Teaching and Learning (White Plains, NY: 
Longman, 2000). 
55 Witte, Classroom Assessment for Teachers. 
56 Ibid. 
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The following are some examples of tasks underpinned by the 

performance-based approach: 

 Writing an application letter 

 Delivering speech to persuade people 

 Creating video on tourist spot 

 Debates on given issue 

The strengths of weaknesses of performance-based 

assessment are as follows.  

The strengths: 

 Increasing incentive for learning (The students tend to be 

more motivated and involved when they are allowed to 

perform according to their own plan, collect data, infer a 

pattern, draw conclusions, take a stand, or deliver a 

presentation. 

 Important (it is a meaningful assessment since we require 

students to show what they can do through project, 

performance, or observation. It will give them learning 

experience more than just paper and pencil test). 

 Authentic (since the materials and topics we use in class is 

authentic, the students can see the relation of what they learn 

with the reality in their daily lives) 

 Challenge students' high-order thinking (In order to prepare 

for the best performance, the students will try their best to 

analyze the problem deeper and find many learning sources 

by themselves) 

The limitations: 

 In any step they are going to be in, time-consuming teachers 

need to have instruction. For example, we need to review 

every single student paper one by one every week while 

reviewing the students to build an essay portfolio, and when 

it has been updated, we need to check it again. 
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 Expensive Costs (Students: the students should provide extra 

money to prepare the performance such as costumes for role 

play) 

 Challenge the teacher to balance classroom objectives and 

learning goals with performance evaluation. 

This chapter has elaborated on the most prominent approaches in 

language assessment including essay translation method, 

structuralist/discrete approach, integrative approach, communicative 

approach, and performance-based assessment. Each has its strengths and 

weaknesses and as a test constructor and administrator, these approaches are 

worth our consideration. 
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CHAPTER 5 

DIMENSIONS OF LANGUAGE ASSESSMENT 

 

This chapter discusses some landscapes of assessment in language 

education which include assessment of, for, as, and in learning as well as the 

notion of formative, summative, traditional and authentic assessment. Each 

concept is explored and the differences among them are highlighted and the 

discussion will show that all these dimensions are necessary for different 

purposes, so rather than making a distinction among them, it is way better to 

see them form a continuum. 

 

A. ASSESSMENT OF LEARNING 

Assessment of learning, also known as summative assessment, is 

the most common type of assessment in schools. Its aim is summative, 

with the goal of certifying learning and reporting to parents and 

students on kids' progress in school, often by indicating students' 

relative standing in relation to other students.57 In classrooms, 

assessment of learning is generally done at the conclusion of anything 

(e.g., a unit, course, grade, key stage, or program) and takes the form of 

tests or examinations that include questions chosen from the content 

covered during that time. The outcomes of Assessment of Learning are 

conveyed symbolically, typically as marks across many topic areas to 

report to parents. In this sense, teacher’s roles are as follows: 

 The learning is designed by the teacher. 

 The teacher gathers proof. 

 The teacher evaluates what students have learned (and 

what has not) 

B. ASSESSMENT FOR LEARNING 

The production of descriptions that may be employed in the 

service of the next stage of learning is emphasized in the assessment for 

learning. In this case, teachers collect a wide range of data in order to 

modify learning, design assessment tasks that provide a window into 

what students know and can do already, and use the insights gained 

                                                             
57 Lorna M Earl, Assessment as Learning: Using Classroom Assessment to Maximize Student 
Learning (Corwin Press, 2012). 
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from the process to design the next steps to provide them with 

information that will be useful for their planning and teaching.58 

Marking is not intended to make comparison judgments among 

students, but rather to emphasize each student's strengths and 

deficiencies and offer them comments that will help them learn more 

effectively. Although instructors play a major role in assessment for 

learning, they utilize their personal knowledge of the students, as well as 

their awareness of the context of the assessment and the curriculum 

goals, to identify specific learning needs. The following are the main 

characteristics of this type of assessment. 

 The learning is designed by the teacher. 

 The teacher creates assessments and provides feedback 

to the students. 

 The teacher evaluates what students have learned 

(Student develops insight into what has not) 

 

C. ASSESSMENT AS LEARNING 

Assessment as learning reinforces and expands on the function 

of formative assessment for learning by stressing the student's position 

not only as a contributor to the assessment and learning process but 

also as a vital link between them. The link is the student. Students can 

make sense of material, link it to past knowledge, and master the skills 

needed as active, engaged, and critical assessors. It happens when 

students independently monitor what they are learning and utilize the 

feedback to create modifications, adaptations, and even substantial 

changes in what they comprehend. The ultimate objective is Assessment 

as Learning, in which students are their own best evaluators. 

 Learning is co-constructed by the teacher and the 

student. 

 Co-construction of the assessment by the teacher and the 

student 

 The teacher and student collaborate to create a learning 

progress map. 

 
                                                             
58 Ibid. 
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Table 7: Comparisons between Assessment  

of, for and as Learning 

Approach Purpose Reference 

Points 

Key 

Assessor 

Assessment 

of Learning 

Judgment 

about 

placement, 

promotion, 

credentials, 

etc. 

Other 

students 

Teacher 

Assessment 

for Learning 

Information 

for teachers’ 

instructional 

decisions 

External 

standards or 

expectation 

Teacher 

Assessment 

as Learning 

Self-

monitoring 

and self-

correction or 

adjustment 

Personal 

goals and 

external 

standards 

Students 

 

D. ASSESSMENT IN LEARNING 

Assessment in learning poses the idea of students’ self-directing 

their assessment in which the teacher serves as a coach or mentor. In 

this respect, assessment is more student-centered, and more decisions 

are made by the students. 

 The student is the focal point of learning. 

 The student monitors, evaluates, and reflects on his or 

her learning. 

 The student begins learning demonstrations (to self and 

others) 

 The teacher serves as a coach and mentor. 
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Figure 8: Features of Assessment of, for, and as 

Learning59 

 

E. FORMATIVE AND SUMMATIVE ASSESSMENT 

The term formative, as opposed to summative, can be briefly 

defined on the basis of its purposes. Therefore, formative assessment is 

intended to assess two main constructs namely students’ ongoing 

understanding of subject matter as well as teaching effectiveness. The 

purpose of such assessment is to improve learning, provide feedback to 

                                                             
59 Ibid. 

Student 

Engagemen

t/agency 

Teacher Directedness 
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teachers, and make an adjustment to teaching according to the 

information gathered from the assessment.  

Normally, formative assessment is not graded and not 

incorporated in the decision of the final score. Typical examples of this 

kind of assessment are question and answer sessions, homework, 

observation, and self-evaluations. Due to its ongoing nature, formative 

assessment may take the form of impromptu and planned assessment. 

Impromptu refers to a set of assessments that are carried out without 

any plan prior to the administration. This may be undertaken when 

discussion or question and answer sessions occur between teachers and 

students at any time during the lesson. For instance, the teacher's 

attempt to elicit information on students’ prior understanding as a 

warming up might be attributed to formative assessment. Another 

impromptu formative assessment technique might be the teacher’s 

attention to classroom circumstances in which the students’ do not feel 

engaged in a classroom or indicate misunderstanding due to confusion 

about the material the teacher may do an intervention to overcome such 

a situation.  

Table 8: Main Differences between Summative and 

Formative Assessment 

Formative Summative 

 Used throughout 

learning process 

 Provides iterative 

feedback 

Dialogue based, may be 

ungraded 

 Identifies gaps and 

misunderstandings in 

the learning process 

 Demonstrates evolving 

understanding of a topic 

 More valid than 

conventional tests, 

especially for higher 

 Used at the end of a 

learning process 

 Evaluates learning 

against a benchmark or 

standard 

 Provides a numeric grade 

that summarizes how 

much a student has 

learned 

 Efficient to grade 

No feedback on the 

learning process itself 

 Typically high stakes, 

making up a significant 
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order thinking skills 

 More interesting to 

students and thus more 

motivating 

 Can assess more clearly 

what students have and 

haven’t learned 

 Process can be costly in 

terms of time, effort, 

equipment, materials, 

facilities, or funds. 

 Rating process is 

sometimes more 

subjective than 

traditional exams 

portion of the grade 

 Information from 

summative assessments 

can be used formatively 

as well, in that both 

students and faculty can 

use it to guide their 

efforts moving forward 

Summative assessment aims to measure the cumulative learning the 

students had undergone over a time period in order to assess learning 

quality and judge it based on predetermined standards.  In addition, 

summative assessment may further be used to determine whether one can 

advance to the next level of education, make a decision on awards, or 

provide career support. Typical examples of summative assessment are 

national examinations, papers, projects, portfolios, and so forth.  

Dixon and Worrell point out that the best form of summative 

assessment is performance-based assessment in which the teachers provide 

an opportunity for the students to demonstrate what they have learned that 

may be further be categorized into product, performance, and process 

assessment.60 

The essential purpose of formative assessments is to move students’ 

learning forward while their learning is still in the process of developing. It 

operates as a feedback loop in which both teachers and students can play 

active roles in enabling learning by consistently working to build and 

consolidate student understating and skills during the course of a lesson. 

                                                             
60 Dante D. Dixson and Frank C. Worrell, “Formative and Summative Assessment in 
the Classroom,” Theory Into Practice 55, no. 2 (2016): 153–159. 
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Summative assessments are used to evaluate student learning, skill 

acquisition, and academic achievement at the conclusion of a defined 

instructional period. Generally speaking, summative assessments are defined 

by three major criteria:  

 The tests, assignments, or projects are used to determine 

whether students have learned what they were expected to 

learn.  

 They are given at the conclusion of a specific instructional 

period, and therefore they are generally evaluative, rather than 

diagnostic.  

 Summative assessment results are often recorded as scores or 

grades that are then factored into a student’s permanent 

academic record. 

 The goal of formative assessment is to monitor student learning to 

provide ongoing feedback that can be used by instructors to improve their 

teaching and by students to improve their learning.  

In contrast, the goal of summative assessment is to evaluate student 

learning at the end of an instructional unit by comparing it against some 

standard or benchmark.  

Table 9: Summative Vs Formative Assessment61 

Characteristics Formative 

Assessment 

Summative 

Assessment 

Purpose To improve teaching 

and learning 

To diagnose students’ 

difficulties 

Evaluation of learning 

outcomes 

Placement, promotion 

decisions 

Formality Usually informal Usually formal 

Timing of 

administration 

Ongoing, before and 

during instruction 

Cumulative, after 

instruction 

Developers Classroom teachers to 

test publishers 

Classroom teachers to 

test publishers 

                                                             
61 Ibid. 
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Level of stakes Low-stakes High-stakes  

Psychometric rigor Low to high Moderate to high 

Types of questions 

asked 

What is working? 

What needs to 

improve? 

How can it be 

improved? 

Does student 

understand the 

material? 

Is the student prepared 

for the next level of 

activity? 

 

Examples Observations 

Homework 

Q & A session 

Self-evaluation 

Reflection on 

performance 

Curriculum-based 

measures 

Projects 

Performance 

assessment 

Portfolios 

Papers 

In-class examination 

State and national tests 

Formative assessments help students identify their strengths and 

weaknesses and target areas that need work. They also help faculty recognize 

where students are struggling and address problems immediately. On the 

other hand, information from summative assessments can be used 

formatively when students or faculty use it to guide their efforts and 

activities in subsequent courses. 

F. INFORMATIVE ASSESSMENT 

Informative assessment examines how instructors and students 

utilize assessment data to better understand and enhance learning. 

Informative assessment combines research on high-performing educational 

systems, highly effective instructors, and how students learn with research 

on assessment for learning.62 From teaching perspective, effective 

instructors provide an assessment that reflects how students think rather 

than what they know, how much work they do, or how well they present to 

elicit students' pre-existing, often imperfect, understandings and 

                                                             
62 Margaret Forster, “Informative Assessment—Understanding and Guiding Learning” 
(2009). 
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misunderstandings in order to find acceptable beginning points for 

customized teaching and learning. On the other hand, from learning 

perspective, effective learners regard themselves as owners of their learning; 

they are aware of learning aims and success criteria. Taken together, effective 

instructors and students have a common concept of what it means to 

advance, including a sense of what is valued (e.g. the learning intentions and 

the criteria for success).63 Therefore effective assessment should take into 

account the following ideas: 

 Notwithstanding the age-grade framework of learning, 

identifying and working from people' existing knowledge, skills, 

and values 

 Measuring not just particular content taught, but also the 

quality of students' thinking, including the depth of conceptual 

understanding—and doing so using a variety of sophisticated 

assessment methodologies 

 Modifying instruction to account for assessment outcomes 

 Giving effective feedback to students; that is, feedback that 

helps students realize their next steps in learning and how to 

take them, as well as feedback that helps students get active in 

their own learning. 

 

Table 10: Landscape of Assessment Practices64 

Assessment 

Focus 

Teacher/system 

directed 

assessment 

Teacher-

directed 

assessment 

Cooperatively 

managed 

assessment 

Student direct 

assessment 

Learning 

program 

Teacher/system 

designs the 

learning 

The teacher 

allows 

negotiation of 

the learning 

program 

Teacher and 

students co-

construct the 

learning 

program 

Student initiates 

and designs the 

learning program 

Evidence of 

learning 

Teacher/system 

determines 

evidence of 

learning 

The teacher 

allows 

negotiation of 

the 

Teacher and 

students co-

construct the 

demonstration 

Student 

determines the 

demonstrations of 

learning 

                                                             
63 Ibid. 
64 Jim Davies, “C21+ Foundations” (PowerPoint Slides presented at the Short Term 
Awards Building 21st Century SKills, Flinders University, July 7, 2021). 
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demonstrations 

of learning 

of learning 

Judgment of 

learning 

Teacher/system 

judges what has 

been learned and 

not learned 

The teacher 

allows self-

assessment of 

the evidence of 

learning 

Teacher and 

students co-

construct the 

learning 

progress map 

Students monitors, 

assesses and 

reflects on learning 

Purpose of 

learning 

The assessment is 

used for 

summative and 

accreditation 

purposes 

The assessment 

is used for 

summative and 

developmental 

purposes 

The 

assessment is 

used for 

summative and 

developmental 

purposes 

The assessment is 

used for self-

development 

purposes 

 SUMMATIVE FORMATIVE INFORMATIVE 

 

G. TRADITIONAL ASSESSMENT VS ALTERNATIVE 

ASSESSMENT 

 

Traditional assessment is typically associated with the midterm or 

final exam. Since traditional assessments such as these exams fail to measure 

deeper forms of learning, we're thinking about alternative forms of 

assessments which can do so. Assessment should not only be aimed to 

evaluate what students already learned but also to motivate, to develop 

thinking, and to do a reflection. According to Russel and Airasian, the term 

authentic assessment can be used interchangeably with alternative or 

performance-based assessment.65 Here is where alternative assessment 

shines.  

Authentic or alternative assessments, which are alternatives to regular 

tests and exams, provide a true assessment of what the student has learned 

by focusing on what the student has actually learned by looking at their 

application of that information. Alternative modes of assessment can be 

used to see what students can and cannot do rather than what they know 

and don't know. Rather than just delivering information as responses to 

specific questions, they prefer to evaluate applied proficiency rather than 

evaluating knowledge, allowing for problem-solving and reflection. 

                                                             
65 Russell and Airasian, Classroom Assessment: Concepts and Applications, (B&B. 
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Table 11: Comparison between Traditional and Alternative 

Assessment66 

 Traditional 

Assessment  
Alternative Assessment  

What Makes it 

Authentic 

Requires right 

answer  

Requires high-quality 

performance 

or product, along with 

justifications 

of decisions. 

Students must be able 

to think 

through why they 

made decisions 

that resulted in final 

product. 

Questions must be 

unknown to 

students in advance 

Instructions/questions/p

urpose 

must be known to 

students in advance. 

Tasks that are to be 

judged should 

be known ahead of 

time. Rubrics 

should be provided. 

Disconnected from 

the real world  

Tied to real-world 

contexts and 

constraints. Requires 

student to 

solve realistic problem. 

Task is similar in 

nature as to what 

would be encountered 

by a real-life 

practitioner. 

Isolations of skills, 

focus on facts  

A range of 

skills/knowledge need 

to be integrated in order 

to solve a 

problem. 

Tasks are multi-step 

and multifaceted. 

Easily scored  

Includes complex tasks 

for which 

there may not be a right 

answer. 

Meaningful 

assessment and 

feedback is 

emphasized. 

“One shot” 

approach  
Iterative in nature.  

Knowledge and skills 

are used in 

more than one way. 

                                                             
66 “Authentic Assessment,” Center for Innovative Teaching and Learning, accessed June 17, 
2021, https://citl.indiana.edu/teaching-resources/assessing-student-
learning/authentic-assessment/index.html. 
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Given a score  

Opportunity to provide 

diagnostic 

feedback. 

Designed to give 

practical experience 

and improve future 

performance. 

H. FORMAL AND INFORMAL ASSESSMENT 

One way to figure out how assessment plays its role is through 

the degree of its formality. Formal assessment is a systematic and planned 

procedure devised to provide an appraisal of students’ achievement to the 

teachers and students.67 In this respect, techniques of assessment used can 

vary from test and non-test such as systematic observation on students’ 

performance or portfolio.  

On the other hand, informal assessment tends to be impromptu, 

incidental, or unplanned. This can take the form of comments or feedbacks 

on students’ works. For example, saying ‘well-done’ or ‘great’ for students’ 

observed performance or putting ‘smiley’ on students’ assignment sheets. 

The type of assessment employed must be appropriate for the task at hand. 

To assess overall success, compare a student's performance to others their 

age or grade, or discover comparable strengths and shortcomings with peers, 

formal or standardized measurements should be utilized. Informal 

evaluations, also known as criterion-referenced or performance-based 

evaluations, should be used to guide instruction. 

 

I. STANDARDIZED AND NON-STANDARDIZED 

ASSESSMENT 

 

Standardization refers to the consistency of scoring, administering, 

and interpreting findings. Standardized tests are always performed, scored, 

and interpreted in the same way after being normed on an acceptable 

reference group. A standardized exam is one that is given and graded in a 

consistent, or "standard" way.  

Standardized tests are created with the same questions, 

circumstances for administration, scoring techniques, and interpretations 

each time they are given. They are also given and scored in a predetermined, 

                                                             
67 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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consistent manner. Assessment devices are gadgets that are used to 

determine how well a pupil has acquired a specific subject and/or how well 

they will perform in future undertakings.  

On the other hand, non-standardized tests are those that do not 

follow the rules of standardized tests and in which the student's evaluation is 

not uniform. The test items are not standardized or there are various 

questions for various students. Typical examples of such kinds of tests are 

teacher-made tests. 

J. SELF AND PEER ASSESSMENT 

In the context of classroom language assessment, one of the most 

prominent ways of letting the learners develop a clear picture of their 

learning goals is to have self and peer assessment. Both can be carried in at 

least two procedures. One way, the students are provided with criteria to 

judge themselves or their peers using the simplified criteria. However, they 

should be trained well to have a better impact on their learning. Another 

way, teachers should provide a model or samples of performance which is 

assessed based on criteria the let the students rate themselves or their peers 

using the same criteria. This is intended to expose the transparency in 

assessment. It is critical that classroom time be focused on educating 

learners to rate their own work and the work of their peers in order for self- 

and peer assessment to operate successfully.68 More specifically, a teacher 

may ask their students to write a diary or record of their activities then rate 

how their works have progressed and developed over time. Another form of 

self and peer assessment in practice is the use of assessment cards, audio or 

video diaries, or blogs. This is closely lined to the term portfolio, a collection 

of students’ works, written or spoken, to show what they can do with the 

language.  

As can be seen above, the assessment may vary depending on the 

objectives. Therefore, there seems to be no single best type to claim. 

However, different types of assessment have different objectives. Teachers 

and educators have to carefully select the assessment types that suit their 

needs and situation. 
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CHAPTER 6 

TYPES OF TEST 

This chapter deals with the types of test according to some 

categories. Understanding each type of test and its categories will shape your 

decision-making in the assessment process and allow you to construct a test 

that best suits your objectives. A test can be categorized into various types 

based on certain criteria such as the response type (objective vs subjective), 

score interpretation (criterion reference, norm-referenced), purposes 

(achievement, proficiency, diagnostic, placement), way of administration 

(direct vs indirect) and the approach (discrete vs integrative). 

A. TYPES OF TEST ACCORDING TO THE PURPOSES 

a. Diagnostic Test 

The purpose of this test is to diagnose specific aspects of a 

language, offering a checklist of features for the teacher to use in 

discovering difficulties encountered by the students. A diagnostic 

test's goal is to identify areas of a language that a student should 

work on or that a course should cover.69 For example, a writing 

diagnostic pretest would elicit a written sample from students, 

allowing the teacher to identify which rhetorical and linguistic 

characteristics in the course require extra attention. If for instance, 

the students lack the cohesion of their writing, the teacher may set 

the lesson to spend more time on cohesive devices and how they 

are used in sentences and paragraphs. 

b. Proficiency Test  

The purpose of a proficiency test is to test global competence 

in a language. It tests overall ability regardless of any training they 

previously had in the language. This test does not focus on a single 

course, curriculum, or talent in the language; rather, it assesses total 

proficiency.70 Standardized multiple-choice items on grammar, 

vocabulary, reading comprehension and aural comprehension have 

typically been used in proficiency assessments. Many commercially 

available proficiency tests are available. 

                                                             
69 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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c. Achievement Test  

The purpose of achievement tests is to determine whether 

course objectives have been met with skills acquired by the end of a 

period of instruction. It analyzes the extent to which students have 

acquired language that has already been taught. As pointed out by 

Miller et al, the achievement test, also known as published test, is 

widely used in primary and secondary schools and underpinned by 

norm-referenced types of test, meaning that it measures the level of 

students’ achievement across a variety of knowledge and skills 

comparing their performance with other students’ performance 

within the same reference group (Nationwide with the same grade 

level).71 The specification of the achievement test should be 

determined on the basis of the following statements: 

 The objectives of the lesson, unit, or course being assessed 

 each objective's relative importance (or weight) is calculated 

 during the unit of time, tasks were employed in classroom 

lessons,  

 deadlines for both the test and the distribution of results to 

students, possibility of providing formative feedback72 

Achievement test furthermore falls into two types, namely 

standardized and informal classroom test. The former is carefully 

designed with achievement domains that are clearly defined, specific 

guidelines for administering and scoring, as well as norms for 

representative groups for whom the test is designed. Millet et al list 

several main characteristics of standardized achievement tests as 

follows:73 

 The test items have a high technical quality. 

 The guidelines for administering and scoring are so precise that 

they can be used by different users. 

 To help interpret the result for assessment based on the test, 

norms based on national samples of students are provided. 
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 Information on comparable and equivalent forms of test is 

provided. 

 Accessory and complementary materials such as a manual is 

provided as a guide for administering and scoring the test, 

evaluating qualities, and interpreting the results. 

 
Sources of samples for standardized achievement test74 

The latter type of achievement test, the informal classroom 

one is usually designed by the teacher on a micro-scale. Although 

relatively similar to standardized achievement tests particularly in 

terms of clear directions to students, informal classroom 

achievement test to some extent differs from the standardized one 

when it comes to the nature of learning outcomes and measured 

content, the test reliability, quality of test items, the procedure of 

test administration and scoring as well as test result interpretation. 

Here is a chart of comparison between the advantages of both 

types of achievement tests. 
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Table 12: Advantages of Standardized and Informal 

Achievement Test.75 

 

 
d. Aptitude Test  

Aptitude test can provide information about individuals’ 

readiness for instruction, identification of different achievers (low 

and high), identifying learning problems, and help students to plan 

their learning. The purpose of a language aptitude test is to predict 

a person’s success in exposure to a foreign language. An aptitude 

test is used to assess the capacity or general ability to acquire a 

foreign language a priori (before enrolling in a course) and the 

likelihood of success. In other words, it indicates the present level 

of learner’s abilities which are useful to predict future performance. 

However, it is worthy of our attention that aptitude test does not 

measure fixed ability.76 

Generally speaking, compared to achievement tests aiming to 

measure what has been learned by students, aptitude test tends to 

measure the ability to learn new tasks. However, this distinction 

should be carefully examined since aptitude test actually measures 
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what students have previously learned from their past experiences, 

and achievement test results might be also used to predict 

performance in the future. Thus, the difference between both types 

lies in the types of learning measured and the types of prediction 

for which each test is most useful. In the context of language 

assessment, a common content-based language achievement test 

measures knowledge of subject matter and skills to use the language 

learned. On the other hand, a school-oriented attitude test is aimed 

to measure verbal and problem-solving abilities. Language aptitude 

assessments were apparently created to apply to any language 

learning in a classroom setting. For example, SAT (Scholastic 

Aptitude Test), Modern Language Aptitude Test (MLAT), and 

Pimsleur Language Aptitude Battery (PLAB). 

e. Placement Test 

The placement test goal is to assign a student to a specific 

level or area of a language program or school. This is usually 

administered before a program or course is run. For example, when 

one desires to take an English course, she would need to take the 

placement test to determine at which level of course (beginner, 

elementary, pre-intermediate, intermediate, and so forth) she should 

attend. 
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Figure 9: Types of Test According to the Purposes 

 

 

 

B. TYPES OF TESTS ACCORDING TO THE RESPONSE 

TYPES 

a. Objective test 

This kind of test requires test takers to select the correct 

answer from several options or to supply words or phrases to 

complete a statement.  The most typical examples of such test are 

multiple-choice items, matching items, true-false items, completion 

items, and their variation. Objective test is likely to be appropriate 

to use when the number of individuals to be tested is large, when 

highly reliable scores are required and when impartiality on scoring 

is needed.  

b. Subjective test 

Subjective test involves examiner or raters’ judgment. Typical 

examples of this test are open-ended questions, short answer 

questions, performance test, and the like. Subjective test seems to 

be appropriate to use when the number of individuals to be tested 

Proficiency Test: assesses the global/overall 
language ability of  an individual irrespective 

of  their levels. 

Achievement Test: measures the progress or 
what has been learned towards course 

objectives

Aptitude test: assess the ability to learn a new 
language which can be useful to predic future 

language performance

Placement Test: assess students' current level 
so that they can be placed in a course.

Diagnostic Test: identifies strenths and 
weaknesses of  remdiation
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is small and the test is not meant to be reused, the test is intended 

to encourage and reward the test takers’ skill development, the 

examiner is more interested in seeing the test takers’ attitude rather 

than their achievement. 

Table 13: Differences between Objective and 

Subjective Test 

Subjective Objective 

easy to design difficult to design 

difficult to score Easy to score 

suit a small number of testees suit a large number of testees 

can be used to evaluate 

overall achievement       

can be used to test specific 

areas of language       

cannot be scored by 

machines 

can be scored by machines 

require self-expression on the   

part of the testees 

require selection of the right 

answers 

require recognition and 

production 

require recognition more than 

production       

 

 

 

 

C. TYPES OF TEST ACCORDING TO THE SCORE 

INTERPRETATION 

a. Criterion-referenced test 

Criterion-referenced test measures test taker’s 

performance based on a set of standards or specific mastery of 

skills. Thus, it aims to identify which test takers can meet such 

standards. It also measures what the test takers know and do 

not know at the time of testing. For example, if a test is 

intended to determine how well students demonstrate mastery 

of the material specified (e.g. types of tense), it is CRT. CRT 

can be used for most regular assessments, quizzes and final 

exams performed in classroom teaching. 

 



76  Language Learning Assessment: Linking Theory to Practice 

 

b. Norm-referenced test 

This test known also as standardized test measures the 

test takers’ performance in comparison with other test takers of 

the same assessment. Therefore, the score of the test taker is 

interpreted with reference to other test takers’ scores.   The 

scoring of norm-referenced test is based n bell curve thus only 

half of the test takers’ scores is above 50th percentile. Examples 

of NRTs include IQ tests, developmental screening tests (used 

to identify learning disabilities in young children or determine 

eligibility for special educational services), cognitive ability 

tests, readiness tests, etc. SAT (Stanford Achievement Test), 

CAT (California Achievement Test), MAT (Metropolitan 

Achievement Test), TOEFL, IELTS, etc. are best practices of 

the norm-referenced test. This test in summary is used to 

identify which candidate is the best compared to others and 

educators usually use it for evaluating the efficacy of 

instructional services, helping to assess the preparedness of 

students for programs, and assessing impairment diagnosis for 

eligibility. Compared to the CRT, the two assessments have 

similarities and differences. The things both have in common 

are as follows: 

1. Both need the achievement domain to be measured to 

be specified. 

2. Both require test item samples that are relevant and 

representative. 

3. Both test items are of the same type. 

4. Both utilize the same item writing rules (except for 

item difficulty). 

5. Both are assessed on the same quality characteristics 

(validity and reliability). 

6. Both are beneficial in educational evaluation. 

On the other hand, the differences can be seen in terms 

of test characteristics and logistics.  
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Table 14: Differences between CRT and NRT77 

Dimension Differences CRT NRT 

Test 

Characteristics 

Underlying 

purposes 

Foster 

learning 

Classify/group 

students 

Types of 

decisions 

Diagnosis 

/progress 

/achievement 

Aptitude 

/proficiency 

/placement 

Levels of 

generality 

Classroom 

specific 

Overall global 

Students’ 

expectation 

Know content Do not know 

content 

Score 

interpretation

s 

Percent  Percentile  

Score report 

strategies 

Score with 

answer 

Score without 

answer 

Logistics Group size Small  Large  

Range of 

abilities 

Homogeneou

s  

Heterogeneou

s  

Test length Smaller  Larger  

Time 

allocated 

Shorter  Longer  

Cost 

involved 

Teacher-

constructed 

Fee-involved 

 

As seen in the illustration both CRT and NRT differ 

broadly in terms of test characteristics and logistic 

dimensions. Therefore, teachers should be aware of these 

differences so as to help them determine when to use each of 

the two appropriately and not to judge which is better than 

another. Miller et al suggest that instead of comparing CRT 

                                                             
77 Shafaat Hussain, Tessema Tadesse, and Sumaiya Sajid, “Norm-Referenced and 
Criterion-Referenced Test in EFL Classroom,” International Journal of Humanities and 
Social Science Invention 4, no. 10 (2015): 24–30. 
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and NRT is it better to treat them as a continuum.78 In the 

following illustration, while CRT accentuates the description 

of the performance, the NRT stresses discrimination among 

individuals. Similarly, the growing trend shows compromise 

the two test types; official test publishers nowadays have 

attempted to use both of the test types by providing more 

description for the norm-referenced test and norm-referenced 

interpretation for test built for criterion-referenced test. 

 
Figure 10: A Continuum between CRT and NRT 

D. TYPES OF TEST ACCORDING TO THE WAY OF 

ADMINISTRATION 

a. Direct test 

When the response of the learner includes actually 

conducting the communicative ability or recognition/production 

task that is being tested, a test item is directly direct. Direct testing 

is generally correlated with productive abilities since there is a 

measurable performance (speech/writing by the student) that can 

be heard/seen in the evaluation of productive abilities. In other 

words, direct testing requires the students to perform an authentic 

action and is often carried out in an integrative fashion. For 

instance, in the speaking test, the test takers are required to speak. 

Here are more examples of direct testing. 

 Interviews and presentations 

 Essay questions 

                                                             
78 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 

criterion-
referenced 
assessment

combined 
type

norm-
referenced 
assessment
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 Reading with students’ oral or written responses 

 Following oral instruction to complete a task 

b. Non-direct test 

Indirect evaluation items aim to assess the awareness and 

skill of students by getting to what lies beyond their sensitive and 

efficient abilities. One main characteristic of this test is it 

measures students’ knowledge. The development of processes 

designed to tap into the enabling abilities underpinning the 

macro abilities results in the indirect evaluation of the capacity in 

question. Therefore, if we assume that grammatical knowledge 

leads to the ability to write, then a grammar test may be used as 

an indirect writing test. For instance, the “Structure & Written 

Expression” section of the TOEFL. 

E. TYPES OF TEST ACCORDING TO THE APPROACH 

a. Discrete Point test 

One variable at a time is tested by discrete point tests. 

Language is shown to consist of smaller units, and by checking 

each unit at a time, it can be possible to assess language. As an 

example of a discrete point test, a multiple-choice style test is 

generally cited, although essays are widely known as the epitome 

of integrative tests. 

b. Integrative test 

Integrative assessments are designed to allow the use of 

several talents at one time. The language viewpoint is that of an 

interconnected whole that cannot be split up into smaller units 

or parts. 

Different types of tests have different goals, constructions 

and orientations. Thus, it is wise to choose which test to use 

based on the category as there is no best test in general. The 

types of the test that is planned to use should match the 

objective the examiners wish to examine.  
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CHAPTER 7 

TEST DEVELOPMENT 

This chapter greatly deals with the main considerations and key steps 

in designing language tests for classroom purposes. Although specific skills 

require different specifications, there are general rules that can be applied 

and this chapter will begin the common principles of designing a test. 

However, it is worthy of investigation that we look into several approaches 

to test construction as follows. 

A. THEORIES OF TEST DEVELOPMENT 

In this section, three theories pertinent to the development of 

test entailing classical test theory (CTT), Item Response Theory (IRT) 

dan Generalizability Theory (GT) are discussed.  

a. Classical Test Theory 

Basically, classical test theory sets out how well we understand 

mental characteristics or traits, most of which are directly unobservable 

such as knowledge, skills, or other psychological elements. Classical 

theory is also said to be strongly associated with reliability and 

measurement error. CTT is a psychometric concept that is focused on 

the construction and enhancement of educational and psychological 

measurement.79 In psychometric tradition, assessment and measurement 

root in statistical procedure and techniques such as correlation and 

reliability analysis. This theory is based on the premise that systematic 

differences in examinee responses are caused only by differences in the 

ability of interest.80 Often regarded as ‘true score theory’, CTT is 

formulated as follow: 

X= T+E 

                                                             
79 Charles Secolsky and D Brian Denison, Handbook on Measurement, Assessment, and 
Evaluation in Higher Education (Routledge, 2017). 
80 Carlo Magno, “Demonstrating the Difference between Classical Test Theory and 
Item Response Theory Using Derived Test Data,” The international Journal of Educational 
and Psychological assessment 1, no. 1 (2009): 1–11. 
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Where X (observed test scores) is composed of T (true score) 

and (E) Error Score. This formula implies that a true score can be 

achieved by an individual if there is no error in measurement. However, 

since the measurement instrument is imperfect, there is always a chance 

of error in measurement, hence the observed score obtained by an 

individual may differ from his true ability. The classical test model has 

the following assumptions: (a) true and error scores are uncorrelated, (b) 

the average error score in the population of examinees is zero, and (c) 

error scores on parallel tests are uncorrelated.81 The anticipated test 

score across parallel forms is defined as a true score, and the resulting 

characteristics of error are determined. Note that parallel forms are 

described as tests that assess the same content, have the same true score 

for all examinees, and have the same magnitude of measurement errors 

across forms. The standard deviation of errors is the primary measure 

of the error in classical test theory. This is commonly referred to as the 

standard error of measurement. 

b. Item Response Theory 

Item Response Theory is similar to the CTT in that it still 

belongs to the psychometric theory. This kind of testing based on item 

analysis evaluates the likelihood of getting certain things correct or 

incorrect.82 Another account states that item response theory is a 

statistical theory that describes how examinee item and test performance 

is related to the abilities assessed by the test items.83 

c. Generalizability Theory (GT) 

GT stems from the CTT framework which measures reliability 

using the ubiquitous Pearson product-moment. However, such test 

statistic is only useful when X and Y in a pair can be identified and this 

is not always the case. There are times when it is difficult to identify X 

and Y. Thus, Karl Pearson himself posed an alternative name Inter-

                                                             
81 Ronald K Hambleton and Russell W Jones, “Comparison of Classical Test Theory 
and Item Response Theory and Their Applications to Test Development,” Educational 
measurement: issues and practice 12, no. 3 (1993): 38–47. 
82 Magno, “Demonstrating the Difference between Classical Test Theory and Item 
Response Theory Using Derived Test Data.” 
83 Hambleton and Jones, “Comparison of Classical Test Theory and Item Response 
Theory and Their Applications to Test Development.” 
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Class Correlation (ICC) to measure the correlation among elements 

within a class or a group. Rooted from this ICC, several scholars like 

Cronbach et al posed the idea of GT. In contrast to the ICC, GT 

considers a variety of causes of measurement error rather than assuming 

a single source of measurement error. 84 Rather than aiming to estimate 

a true score, as in CTT, GT focuses on the universe score, or the 

average score that would be anticipated across all potential 

measurement variances (e.g., different raters, forms, or items). This 

universe score is thought to indicate the worth of a certain characteristic 

for the measuring item. 

B. STAGES IN TEST DEVELOPMENT 

Designing test items for a test package is not an easy task as it 

requires several stages through which a test constructor can scaffold 

the process. One of the most simplified frameworks for designing a 

test is presented by Brown and Abeywickrama as follows: 

 
Figure 11: Steps Language Test Development85 

 

                                                             
84 Amy M Briesch et al., “Generalizability Theory: A Practical Guide to Study Design, 
Implementation, and Interpretation,” Journal of school psychology 52, no. 1 (2014): 13–35. 
85 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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a. Determining Test Purpose 

The initial necessary step of designing a language test is to set 

back and think about the purpose of the test. Consider what makes the 

test is useful and what criterion can be achieved from the test 

administration. Take, for example, a grammar quiz aimed at reviewing 

what students have learned from the previous meeting. Since the quiz 

serves as a prompt for discussion and learning in the classroom, it will 

enable students to do self-assessment, allowing themselves to map out 

their strengths and weakness. Therefore, this assessment is formative in 

nature and should not be recorded, yet is used as the basis of the 

teacher’s decision. Another example that is worth our attention is a 

midterm writing test. This sort of assessment technique sims to measure 

what students’ have learned during the first half of the semester thus is 

summative in nature. The results should be recorded and are not used 

for learning purposes. This test is also used to ensure whether the 

criteria or lesson objectives set in the syllabus have been met by the 

students or not.  

b. Deciding abilities to test 

Apart from test purposes, a teacher also needs to take into 

account what his or her students should know and do with the language 

being learned. In the case of language classrooms, what language 

abilities to assess the need to be determined beforehand. These abilities 

may range from the use of forms of language up to more complex 

constructs such as the ability to write an essay in a cohesive way.  

c. Outlining test specification 

The most important stage of test construction is drawing up test 

specifications. The test specification is a document that provides 

information or statements on what is tested and how it is tested. 86 This 

specification provides a blueprint for test item writers and enhances the 

validity of the test. A test specification should be as detailed as possible, 

clearly written, and should be confidential particularly if aimed at 

                                                             
86 Charles J Alderson et al., Language Test Construction and Evaluation (Cambridge 
University Press, 1995). 
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developing a high-stake test. The term specification in this respect may 

entail whom the test is aimed at, how many sections are there, what 

skills or language abilities are desired to be assessed, how long the time 

allotment is, and so forth. This specification should be used when 

checking and reviewing test items. Besides the test constructors, test 

specification is needed by the test validator to establish the test validity. 

That is, test specification will help validators to think about the 

theoretical foundation on language and proficiency underpinning the 

test construction. 

According to Alderson, et al., a test specification must include all 

or most of the following items:87 

1. Test purpose 

2. Description of the test taker 

3. Test level 

4. Constructs 

5. Description of language course or textbook 

6. Number of sections/papers 

7. Time for each section/paper 

8. Weighting for each paper/section 

9. Target language situation 

10. Text types 

11. Text length 

12. Language skills to test 

13. Language elements to be tested 

14. Test tasks 

15. Test method 

16. Rubric/ 

17. Criteria for marking  

18. Descriptions of typical performance for each 

level or what students can do. 

19. Sample papers 

20. Samples of students’ performance on tasks 

                                                             
87 Ibid. 
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A good example of test specification for the English language can be 

seen in the Oxford test of English 2018. Here is a sample of the test format. 

 

Figure 12: Oxford Test of English 2018 

d. Devising Test Items 

Alderson et al suggest that those having experiences of teaching 

skills or language elements to be assessed will be helpful particularly 

when it comes to what students find easy or difficult, cultural 

background, or their interest.88 This is especially true when designing 

achievement tests, as the one who knows better about the extent to 

which students have progressed and have attained goals in the 

curriculum. However, experience alone is not sufficient to reach quality 

test design as qualifications are also imperative. Many tests nowadays are 

also designed by professional test writers. Despite having excellence in 

                                                             
88 Ibid. 
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terms of replicating or reproducing test items from one occasion to 

another, professional test designers might encounter less sensitivity in 

terms of the audiences or test takers. Therefore, the best solution to 

overcome this problem is that experienced teacher's team up with 

professional test designers to devise the desired test items.  

It is worth noting that even though the prescribed stages of test 

development are systematic, during one of these stages several 

shortcomings or problems, therefore sometimes test designers have to 

loop back or recycle the process.89  

i. Test Vs Exercise 

 Unlike exercise, test items should have clear and 

unambiguous instruction which ensures their validity and reliability. 

On the other hand, exercise generally is not expected to have a high 

level of validity. However, knowledge and skills in creating exercise 

can be of use in test development. Alderson et al stress out that the 

key difference between an exercise and a test is that in the former, 

the students receive assistance, while in the latter they do not.90  

ii. Designing Multiple-Choice Items 

This kind of test is perhaps among the most complicated ones 

in terms of development, yet the easiest one when it comes to 

scoring. Multiple-choice items, which appear to be simple to develop 

on the surface, are actually quite challenging to design well.  A 

multiple-choice format for test items is distinguished by an item that 

includes a stem statement or phrase that poses an issue or asks a 

question, followed by two to five response choices, one of which 

answers the stem sentence or phrase.91. The stem might be in the 

form of direct questions or incomplete statements, while the correct 

option among the alternatives is called the answer while the incorrect 

                                                             
89 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
90 Alderson et al., Language Test Construction and Evaluation. 
91 Steven J. Osterlind, Constructing Test Items: Multiple-Choice, Constructed-Response, 
Performance and Other Formats, 2nd ed., Evaluation in Education and Human Services 
(Springer Netherlands, 1998), accessed July 6, 2021, 
https://www.springer.com/gp/book/9780792380771. 
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ones serve as distractors (decoys or foils). Here are samples of 

multiple-choice items. 

 Direct question forms 

According to the passage, what is a quadrivium?  

(A) Four musical instruments  

(B) A lesson dedicated to music  

(C) A division comprising four subjects  

(D) A music college in Andalusia  

 

 Incomplete statement forms 

According to the passage, a quadrivium is 

(A) Four musical instruments  

(B) A lesson dedicated to music  

(C) A division comprising four subjects  

(D) A music college in Andalusia  

 

Although debates on the use of multiple-choice items have 

been around for ages, this format is still usable for several purposes 

including proficiency testing. Multiple-choice tests can be used to 

measure simple to complex learning outcomes, resulting in a wide 

array of uses. Standardized test also makes use of such test type. 

However, for classroom context, multiple-choice items are not 

recommended as it cannot be used to measure such learning 

outcomes as organizing and presenting ideas.92 There are also several 

drawbacks of this test as follows: 

 Only recognition knowledge is tested using this method. 

 Guessing can have a significant impact on test results. 

 What can be tested is highly limited by the approach. 

 Writing successful items is difficult. 

 Washback that is beneficial may be modest. 

                                                             
92 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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 Cheating may be made easier.93 

Before designing a multiple-choice test, it is worthy of 

examination to look closer at the uses of MC items. Miller et al, listed 

several contexts in which MC items can be used appropriately 

including measuring knowledge outcomes and measuring the 

outcomes of understanding and application.94 

A) Measuring knowledge outcomes 

 Knowledge of terminologies 

One of the most basic types of outcomes that can be 

measure by multiple-choice items is knowledge of 

terminologies. In use, the students might be asked to select 

the word or phrases that have a similar meaning to the given 

words or phrases or to identify the meaning of a term based 

on a given context such as in a reading test. 

Example, 

The word "treatise" in line 28 is closest in meaning to  

(A) treatment 

(B) recording  

(C) agreement 

(D) paper 

 Knowledge of specific facts 

 Knowledge of facts is necessary as the foundation for 

developing understanding, thinking, and other complex 

learning outcomes. Usually, MC items in this sense is used 

with question words such as who, where, when, and what 

although they can take various forms beyond these. 

Example, 

Who first invented the most accurate indicators of Qibla 
direction?  
(A) Deus.  
(B) Al Khalili  

                                                             
93 Arthur Hughes, Testing for Language Teachers (Cambridge University Press, 2003). 
94 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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(C) AL-Dimyathi.  
(D) The Ottoman.  

 

 Knowledge of principles 

Items for measuring knowledge of principles can be 

designed as easily as that of knowledge of facts.  

Example, 

The principle of washback reflects how assessment 
(A) impacts students’ learning.  
(B) shows consistent result  
(C) measures what it is supposed to do 
(D) is administered effectively  

 Knowledge of methods and procedures 

Knowledge of procedures is very common to measure 

using multiple-choice items. One way, the teacher can assess 

students’ knowledge of the procedure to ensure that they can 

practice in laboratory or practicum courses. Another way, 

knowledge of methods and procedure is essential especially 

when it comes to practical applications such as governmental 

procedures such as the making of driver's license, passport, 

and the like. 

Example, 

The first step to make a passport is to 
(A) go to the immigration office  
(B) prepare required documents  
(C) pay the administration fee 
(D) have an interview with the officer  

B) Measuring the outcomes of understanding and application 

Many believe that multiple-choice items are ideal to use when 

it comes to measuring knowledge outcomes. However, this sort of 

test is adaptable to measure complex learning outcomes beyond 

factual knowledge. However, as Miller et al point out, the 
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multiple-choice test can be used to measure complex learning 

outcomes such as understanding and applications if they are new 

to students.95 Simply put, in order to measure interpretation and 

applications, novelty is required. 

 The ability for identifying the applications of facts and 

principles 

MC items might test one’s ability to transfer knowledge 

into its application in a given context. This can be done by 

asking the test takers to identify and choose the correct 

application of certain concepts in a new situation. Thus, MS 

items cannot only measure understanding, but also applications 

of facts and principles. 

Example, 

The principle of reliability can be applied to 
(A) research  
(B) study  
(C) exercise 
(D) business  

 

 The ability to interpret cause-and-effect relationship 

Interpreting different relationships between facts can be 

used to measure understanding and one of the relationships is 

cause-and-effect.  In the MC items, students are required to 

choose the best explanation for a given specific cause and 

effect relationship. 

Example, 

More exposure to second language will make L2 learners better 

language users because  

(A) it improves learners’ communication skills  

(B) it provides opportunities to be in contact with authentic 

language use  

(C) it slows the impact of language learning impediments down 

                                                             
95 Ibid. 
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(D) it accelerates the acquisition of new vocabulary  

 Ability to justify methods and procedure 

In relation to methods and procedures, students might 

have the knowledge and understanding of the correct method, 

procedure, or sequence of stages to get things done. However, 

beyond these, we might assess whether they know why such 

step or method is the best option using multiple-choice items. 

Example, 

Why do more people save their money in the bank? 

(A) it is safer and more efficient  

(B) it allows them to save a big amount of money  

(C) it multiplies their money 

(D) it has a lot of bonuses  

Suggestions in Constructing Mc Items 

Despite these shortcomings, multiple-choice test is still widely 

used even in international standardized test like TOEFL and 

IELTS. Not only is it reliable, it is also practical particularly in 

terms of scoring. Nonetheless, multiple-choice items are very 

often used along with subjective tests to overcome their 

limitations. Here are some tips for designing multiple-choice 

items. 

1. Create a meaningful stem that presents a definite 

problem.  

A well-constructed multiple-choice item consists of a 

stem meaningful even without the alternatives. It is often 

found that the stem is an incomplete statement and this 

practice does not only make the stem not present a definite 

problem but also bring about the heterogeneity of the 

alternatives as the stem is not well-structured. Compare the 

following pair of examples: 

Poor Indonesia 

A. is a country with few archipelagos 
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B. has been the most advanced country 

C. was colonized by Japan before its 

independence 

D. is led by a prime minister 

Good The last country that colonized Indonesia was 

A. USA 

B. Netherland 

C. Portugal 

D. Japan 

 

2. The stem should include the most relevant item and as 

much as possible of the item. 

The stem containing the most necessary items will create 

the most concise stem with the most information in it so as to 

present the key elements of the desired learning outcome. This 

will not only reduce the time for reading the stem but also 

provide a clearly stated problem. One of the best ways to reach 

stem conciseness is to use an incomplete-statement form. 

However, it should be noted that in the case of problem-

solving-based item construction, the use of irrelevant material 

is necessary to check whether students can identify the most 

relevant material to the problem solution. Similarly, in the 

grammar recognition test, the use of repeated words in the 

alternatives is intended for grammatical consistency and better 

clarity. 

Poor Indonesia 

A. is a country with few archipelagos 

B. has been the most advanced country 

C. was colonized by Japan before its 

independence 

D. is led by a prime minister 

Good The last country that colonized Indonesia was 

A. USA 

B. Netherland 

C. Portugal 
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D. Japan 

Best The last country that colonized Indonesia was 

A. USA 

B. Netherland 

C. Portugal 

D. Japan 

 

3. Use stem in negative statement only when significant 

learning outcomes require it. 

Most of the problems related to learning outcomes 

should be tested using positive terms and the use of statement 

in negative terms should be avoided since it can be confusing 

for the test takers.  The use of NO, NOT, EXCEPT, THE 

LEAST to measure principles that do not apply, the least 

important method or the poorest reason does not indicate the 

most significant learning outcomes. However, there are times 

when negatively stated stem in useful especially when wrong 

information or procedure can have fatal consequences. For 

instance, wrong step in a laboratory practicum or in the 

installation of electrical equipment can harm the equipment 

and the users. It is also better to use negative markers at the 

end of the statement rather than in the middle. 

Poor Which is NOT mentioned in the passage?  
A. Yellow dwarf  
B. White dwarf  
C. Black dwarf  
D. Red giant 

Good All of the following are mentioned in the passage 

EXCEPT 

A. Yellow dwarf  
B. White dwarf  
C. Black dwarf  
D. Red giant 

 

4. All the options/alternatives should be consistent in terms 

of grammar with the stem. 
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Grammatical consistency of the alternatives and the stem 

is mainly intended to avoid irrelevant clues in the options as 

well as to show proper grammatical usage. In many cases, the 

grammar of the correct answer is given more attention so that 

it serves as clues for the test takers, therefore the distractors 

should be grammatical consistent too with the stem. However, 

in the case of grammar assessment, the use of inconsistent 

grammar between the stem and the options is useful to check 

how the students can apply certain grammatical rules. 

Poor It can be inferred from the passage that current 
musical notation 

(A) is spread by the Italians 
(B) has been modified by the Arabs  
(C) was invented by Muslims   
(D) will no longer be used   

 
Good It can be inferred from the passage that current 

musical notation was 
(A) invented by an Italian 
(B) taught to Muslims by an Italian  
(C) based upon Muslim work   
(D) not related to Muslim work   

 

5. Each multiple-choice item should contain only one clear 

unambiguous answer. 

The correct option in a multiple-choice item test should 

have only one correct answer since having more than one 

correct answer poses two problems. Firstly, scoring the 

answers could be daunting as the number of correct answers 

differs across test-takers, and calculating the correct answers 

can be awkward and undesirable. Second, using more than one 

correct answer is no other than presenting true false items in 

multiple-choice format, making the test takers think about true 

and false for each alternative and not to compare all the 

options. 

Poor It can be inferred from the passage that current 
musical notation 

(A) is spread by the Italians 



Kasyfur Rahman, M.Pd.  95 

 

(B) has been modified by the Arabs  
(C) was invented by Muslims   
(D) will no longer be used   

 
Good It can be inferred from the passage that current 

musical notation was 
(A) invented by an Italian 
(B) taught to Muslims by an Italian  
(C) based upon Muslim work   
(D) not related to Muslim work   

 

6. Items constructed for measuring understanding should 

boast the right amount of novelty. 

New situation is required as the context given for the 

multiple-choice items and it should not be too much or far 

from the given examples of the situation in class. If the 

problem presented has too much novelty, the students might 

not be able to answer due to the absence of factual information 

about the situation being tested. Several ways can be carried 

out to avoid too much novelty for multiple-choice items such 

as choosing the situation based on students’ daily experiences 

or basing the item on factual information needed or phrasing 

the item. 

Poor It can be inferred from the passage that current 
musical notation 

(A) is spread by the Italians 
(B) has been modified by the Arabs  
(C) was invented by Muslims   
(D) will no longer be used   

 
Good It can be inferred from the passage that current 

musical notation was 
(A) invented by an Italian 
(B) taught to Muslims by an Italian  
(C) based upon Muslim work   
(D) not related to Muslim work   

 

7. All the distractors must be made plausible 
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The distractors in a multiple-choice item serve to distract 

the uninformed test takers, thus they have to be as appealing as 

the correct answer for the students who have not achieved the 

learning outcomes.  The distractors must have been selected by 

some students otherwise if none of the distracters is ever 

selected by the students then the distractors do not function 

and should be revised.  

Poor The book was written by 
(A) J.K. Rowling 
(B) Alexander Arnold  
(C) Thomas Muller   
(D) Michael Hart   

 
Good The book was written by 

(A) J.K. Rowling 
(B) J.R Tolkien  
(C) J.K. Rowman   
(D) J.R. Thomas   

Here are some tips for creating plausible distractors:96 

a. Employ the errors the students commonly make 

b. Use item-relevant options that sound important. 

c. Use words that have a verbal association with the stem. 

d. Utilize language textbooks or phraseology sources that have 

the appearance of truth. 

e. Use incorrect answers that students will likely choose due to 

their misunderstanding or carelessness. 

f. Use content-similar and homogenous distractors to the 

correct answer. 

g. Use distractors that have parallel structure and are 

grammatically consistent with the stem item. 

h. Make the distractors similar in terms of length, vocabulary, 

sentence structure, and thought complexity. 

Note that distractors should distract the uninformed and not 

mislead or trick the students. 

8. Avoid verbal associations between the stem and the 

correct answer. 
                                                             
96 Ibid. 
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The verbal association between the stem and the correct 

answer tends to hint at the clues for the test takers especially 

those who rely on their rote memory or verbal associations. 

However, such associations are better used in the distraction at 

an appropriate amount or without overuse. Nevertheless, 

overused verbal associations in the distractors will make the 

students aware that those distractors are not the correct 

answer. 

Poor Which one of the following offices provides service 
for passport making?  

(A) Police station 
(B) Immigration office  
(C) News agency   
(D) Central Bureau of Statistics 

 
Good Which one of the following offices provides service 

for passport making?  
(A) Post office 
(B) Immigration office  
(C) Embassy office   
(D) Central Bureau of Statistics 

9. The relative length of the options should not provide clues 

to the correct answer for the test takers. 

It is suggested that the length of the alternatives should 

be relatively equal to avoid providing clues to the correct 

answer. However, often the correct answer needs to be 

specified thus requires longer text. To overcome this, the 

distractors can be expanded to have relatively equal to the 

correct answer. Alternatively, the correct answer being 

consistent in terms of length for all items should be avoided, 

meaning that the length of the correct answer should vary from 

one item to the others. 

Poor How was the elephant sent to Aachen?  
(A) It was domesticated in Baghdad before being 

sent to Aachen.  
(B) It had been shipped through different types 
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of transports. 
(C) It was transported by ship.  
(D) It reached Aachen shortly before Harun Al-

Rashid died.  
 

Good How was the elephant sent to Aachen?  
(A) It was domesticated in Baghdad before being 

sent to Aachen.  
(B) It had been shipped through different types 

of transports. 
(C) It was transported by ship in approximately 

ten days. 
(D) It reached Aachen shortly before Harun Al-

Rashid died.  
 

10. The correct answer should be placed randomly in each 

item’s alternatives in equal numbers. 

Placing the correct answer in the alternatives should not 

indicate a regular pattern therefore the correct answers should 

accommodate all the available options. For instance, forty MC 

items with four options (A-D) should have around ten correct 

answers placed on each of the letters in random order. 

11. Use special alternatives such as ‘none of the above’ or ‘all 

of the above’ carefully. 

These options are often intended to increase the 

difficulty level of the test item as well as to make the students 

consider all the options before making a decision on the 

correct answer. However, either ‘none of the above’ or ‘all of 

the above’ can be used on very few occasions.  

The former item, for example, should be used to measure 

factual knowledge in correct-answer type answers and not best-

answer type with varying degrees of correctness and should be 

used when the options represent the absolute standard of 

correctness. Another situation is when similar to the one 

applied for the negatively stated items in which the students 

should avoid the options that pose harmful effects or when 

knowing what not to do is important. 
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12. MC items should not be used when other item types are 

more appropriate. 

Use MC items cautiously when the desired learning 

outcomes can be measured by such items and use other 

assessment techniques to measure learning outcomes that 

cannot be measures or less appropriate be measured by MC 

items. For instance, when the learning outcome is the ability to 

organize and present ideas, construct models and the like, a 

performance-based task should be preferred. On other 

occasions when the possible options available are only two 

(fact vs opinion) true false items are much preferred over MC 

items. 

Table 15: Checklist for Constructing MC Items97 

 Descriptors Yes No 

1 
Is this the most appropriate for measuring 

the learning outcome? 

  

2 
Does each stem of item present a 

meaningful problem? 

  

3 
Are the stems free from irrelevant 

information? 

  

4 
Does the statement in the stem use positive 

terms (if possible)? 

  

5 
If emphasized, is the use of negative 

wording (NOT, EXCEPT, etc) in capital 

letters? 

  

6 
Do the options exhibit grammar 

consistency with the stems? 

  

7 
Are the options brief and free of needless 

words? 

  

8 
Are the alternative answers have similar 

length and form? 

  

9 
Is there simply one correct and clearly 

stated answer? 

  

                                                             
97 Ibid. 
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10 
Are the distractors plausible to the low 

achievers? 

  

11 
Are the items free of verbal hints to the 

answer? 

  

12 
Are the verbal options arranged in 

alphabetical order? 

  

13 
Are options in number structured in 

numerical order? 

  

14 
Do the items avoid the use of ‘none of the 

above’ or ‘all of the above’ (use sparingly)? 

  

15 
Are the items still relevant to the desired 

learning outcomes after being revised? 

  

16 
Have the items been reserved for a time 

before reviewing them? 

  

iii. Designing Short-Answer Items 

Basically, a short-answer item requires the test takers to supply 

words, phrases, numbers or symbols as required in a completion 

item. However, both differ in presenting the problem. The short-

answer item uses a direct question, while the completion item 

employs an incomplete statement. Short-answer items are suitable to 

use when it comes to a variety of simple learning outcomes ranging 

from knowledge of facts and principles up to the simple 

interpretation of data. A short-answer item is also simple to construct 

due to the simple learning outcomes and recall/recognition based on 

memorized information it measures. In addition, this type of test 

item requires the students to supply the answer instead of guessing, 

thus partial knowledge possessed by the students is not adequate to 

answer this kind of test item. However, short-answer item also 

comes with limitations in terms of measuring com plex learning 

outcomes and scoring. In terms of scoring, varying degree of 

students’ answer can be problematic as short answer is open-ended 

item allowing the students to supply various answers except for 

answers in numbers or symbols. 

Example, 
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a. IELTS certificate is only valid for ___ years (2) 

b. When I want cut some vegetables for soup I will need ….. (a 

knife) 

Suggestions in Constructing Short-Answer Items 

Similar to other types of test item, short-answer test items 

should be constructed in the way that its limitations can be 

reduced and it functions as intended.  

1. Express the item so that it provides a brief and specific 

answer. 

Phrasing the question should lead to a specific and one 

clear answer. Thus, it reduces the possibility of multiple 

answers from the students. Have a look at the sample below. 

Poor Any word that serves as the subject of a 
sentence is (noun) 
 

Good Any word that serves as the subject of a 
sentence is classified into (noun) 
 

2. Do not extract statements from a textbook as a basis of 

short answer item. 

Constructing short-answer items by taking out statements 

from a textbook verbatim should be avoided as it isolates the 

statements from their contexts hence leading to too general 

ideas and ambiguity. Instead, a test constructor should revise 

the statements so that it is not solely based on what students 

memorize from the textbook. 

Poor A verb is a (content word) 
 

Good In contrast to preposition which is one type 
of function word, verb is a (content word) 
 

3. Direct questions are more preferable than the incomplete 

statements. 

Direct questions have two main benefits over the 

incomplete statement involving its natural use in the classroom 
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and better structure. When linked to instructional activities in 

class, it sounds more natural to the students as we usually start 

a discussion with a question. Besides, the structure of the 

question enables us to get rid of potential ambiguity of the 

statement thus can be directed to clear learning outcomes 

intended to be measured. 

Poor Mehmed II successfully conquered 

Constantinople at the age of ___ (21) 

Good At what age did Mehmed II successfully 

conquer Constantinople? (21) 

4. Indicate the type of the answers required when the 

intended answers are expressed in numerical units. 

It is suggested to indicate the measurement units when 

the answer is number. For instance, when required the test 

takers fill in the blanks that require them to express numbers 

for distance, it is better to specify the measurement unit used 

such as miles or kilometers.  

Poor How tall is the tree now? (20 feet) 

Good How tall is the tree now? (20) feet 

5. Blanks for the answers should be equally long and be 

placed next to the question. 

The length of the blanks should be kept equal to reduce 

the chance of clues to the length of the answer. 

Poor How tall is the tree now? (20 feet) 

Good How tall is the tree now? (20) feet 

6. Do not include too many blanks when using completion 

items. 

There is a risk of losing the meaning of the statement if 

too many blanks are deployed. Multiple blanks are also better 

to use for intelligence rather than an achievement test. 

Poor How tall is the tree now? (20 feet) 

Good How tall is the tree now? (20) feet 
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iv. Designing True-False Items 

A true-false item in a test expects the students to choose one of 

two given alternatives (true or false, correct or incorrect, right or 

wrong, and yes or no). true false items are usually used to measure 

simple learning outcomes such as identifying the correctness of 

stated facts, principles, definitions, and the like.  

One of the most apparent advantages of true-false items is 

their efficiency in terms of time spent by the students to examine and 

answer the test items. Those who advocate the use of this type of test 

expound that verbal knowledge is the base of educational knowledge 

and this knowledge can be expressed in propositions that can be 

judged as true or false. Another obvious advantage of this test type is 

the large samples of course materials that can be obtained. Despite 

these, constructing a clear and unambiguous true-false item is not 

easy as it requires much item construction skill. Another major 

disadvantage of true-false items is related to the learning outcomes it 

measures and the chance of guessing the correct answers. The use of 

true-false items is limited at the knowledge level thus cannot be used 

to measure learning outcomes beyond this level. In addition, since 

the options available are two, the chance of guessing is quite high. 

Nevertheless, this type of test is useful for measuring students’ 

achievement when there are only two alternatives such as right or 

left, who and whom, more or less as well as distinguishing facts from 

opinion, cause vs effect, superstition vs scientific belief, valid and 

invalid information, and relevant vs irrelevant information.98 

Example: 

Determine whether the following statements are grammatically 

correct or not by indicating whether each is TRUE or FALSE. 

1. Excuse me, do you know where can I find the cheapest Hotel in 

Medina?  (T/F) 

                                                             
98 Ibid. 
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2. You will be asked for responsibility in the hereafter for whatever 

you did. (T/F) 

3. If he knows how to save some money, he would not suffer from 

starvation. (T/F) 

4. The book you bought last week was written by Emma. (T/F) 

Suggestions in Constructing True-False Items 

1. Avoid using broad general statements 

2. Avoid trivial statements 

3. Avoid using negative statements particularly the double negatives 

4. Avoid long and complex sentences. 

5. Avoid including two ideas in one statement except for measuring 

cause and effect. 

6. When using opinion, attribute it to the source. 

7. Both true and false statements have equal length. 

8. The number of true and false statements should be equal.99 

v. Designing Matching Exercise 

Traditionally, a matching task comprises two columns, each of 

which contains a number, word, or symbol that should be matched. 

The items of the column which need matched items are named 

premises while the remaining items in the counterpart column are 

called responses. In the task, usually, the students are required to 

match the items in the columns by associating the premises with the 

responses. The use of matching items is limited to measuring factual 

knowledge on the basis of simple association in which the students 

have to identify the relationship between the premises and responses. 

Matching items are also used to match pictures with words such as in 

maps, charts, and diagrams. One obvious advantage of matching 

items is its compact form which can measure a large amount of 

factual knowledge within a very short time. However, matching items 

are limited to measuring factual knowledge based on memorization 

learning as well as the difficulties in determining the homogenous 

                                                             
99 Ibid. 
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materials seen from the learning objectives and outcomes. This tends 

to make the test contain less significant materials. 

 

Example: 

Directions: On the line next to each children’s book in Column A 

print the letter of the animal or insect in Column B that is the main 

character in that book. Each animal or insect in Column B can be 

used only once. 

Column A    Column B 

____1. Charlotte’s Web  A. Bear 

____2. Winnie the Pooh  B. Chimpanzee 

____3. Black Beauty   C. Cricket 

____4. Tarzan   D. Deer 

____5. Pinocchio   E. Horse 

____6. Bambi    F. Pig 

(Adapted from Clay100) 

Suggestions in Constructing Matching Exercise 

1. Use homogeneous material for a single matching exercise. 

2. Include the premises and responses in an inequal number and let 

the students choose the responses once, more than once, or not at 

all.  

3. Make sure the premises are brief and put shorter responses on the 

right. 

4. Put the responses in a logical order by arranging the words in 

alphabetical order or the numbers in sequence. 

5. Indicate in the instructions the basis for matching the items, 

6. Put a single matching exercise on one page. 

 

 

                                                             
100 Clay, “Is This a Trick Question? A Short Guide to Writing Effective Test 
Questions.” 
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vi. Designing Interpretive Exercise 

One of the tasks that measures students’ complex learning 

outcomes such as applying principles, interpreting relationships, 

recognizing and stating inferences as well as recognizing relevant 

information is interpretive exercise. Interpretive exercise also known 

as classification exercise comprises a set of objective items based on a 

common set of stimuli.101 Commonly, the items could be a series of 

combinations between multiple-choice items and true-false items, 

while the stimuli might be in the form of pictures, maps, graphs, or 

written materials.  

 Interpretive exercise has both advantages and limitations. In 

terms of benefits, the introductory materials in the interpretive 

exercise enable us to measure the ability to interpret written 

materials, maps, graphs, pictures, and other media commonly used in 

everyday communications. Another advantage is that since 

interpretive exercise comprises more than one objective item, it 

allows us to measure complex learning outcomes. the next advantage 

is the great depth and breadth of achievement that can be measured 

by the interpretive exercise eliminates irrelevant factual information 

in the measurement of complex learning outcomes.  

 In terms of limitations, interpretive exercise is difficult to 

construct since finding new materials for students that are aligned 

with the expected learning outcomes requires much effort. Even 

after the needed materials are found, they have to be edited and 

reworked to make them match the testing purposes. Furthermore, 

determining the indicators of a specific behavior in the measured 

learning outcomes for the test items is daunting. This is due to the 

circular stages in the process of its construction which is time-

consuming and requires more skills in comparison with constructing 

single objective items. The next drawback is that interpretive exercise 

construction demands heavy reading skills particularly in the part of 

writing the introductory materials.  

                                                             
101 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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Learning outcomes measured by objective interpretive exercise102 

1. Ability to identify cause and effect relationship 

2. Ability to identify the application of principles 

3. Ability to identify the relevance of arguments 

4. Ability to identify a reasonable hypothesis 

5. Ability to identify valid conclusions 

6. Ability to identify unstated assumptions 

7. Ability to identify data limitations 

8. Ability to identify the adequacy of a procedure 

Suggestions in Constructing Interpretive Exercise 

1. Introductory materials should be selected on the basis of course 

objectives. 

2. Select the introductory materials that are aligned with the students’ 

curricular experience and level of reading ability. 

3. Select introductory materials that are novel to the students. 

4. Select brief yet meaningful introductory material. 

5. Refine the introductory material in terms of clarity, conciseness, 

and more interpretive values. 

6. Design an item that requires the students to carry out analysis and 

interpretation of the introductory material. 

7. Ensure that the number of the test items is proportionally equal to 

the length of the introductory material. 

8. Observe any suggestions pertinent to the construction of the 

interpretive exercise. 

9. For the key-type test items, the categories should be homogenous 

and mutually exclusive. 

10. When applicable, devise key standard categories for key-type test 

items. 

vii. Designing Essay Questions 

Essay question is one type of subjective test item as it provides 

students with freedom of response. Although many teachers use 

essay questions to measure students’ simple learning outcomes such 

                                                             
102 Ibid. 
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as the ability to identify factual information, essay question in fact is 

much potential and better to be used to measure complex learning 

outcomes such as the ability to conceptualize, construct, organize, 

generate, interpret, integrate, relate and evaluate ideas. Despite these, 

essay question is not easy to score, unlike the objective test items. 

Miller et al suggest that essay question is useful when it comes to 

measuring learning outcomes for content subjects such as history, 

literature, civics and mathematics.103 By using essay questions in these 

contexts, the teachers can evaluate how well the students 

communicate ideas. This also works for non-content subjects such as 

writing in which the students should be able to communicate their 

ideas in the form of a variety of writing genres. This can be carried by 

asking the students to distinguish between different text types or to 

asked them about the writing process itself.  

One clear advantage of using essay questions is that it measures 

complex learning outcomes which cannot be measured by other 

procedures as long as it is carefully designed based on course 

objectives pertinent to specific and complex learning outcomes and it 

must be devised to engage students in the targeted thinking skills. 

Another advantage that is worthy of our attention is that essay 

questions especially the extended-response type enable us to 

emphasize the integration and application of thinking and problem-

solving skills. The last potential benefit of this type of task is the 

direct evaluation of students’ writing skills and its contribution to 

students’ learning. In contrast, essay questions have also certain 

limitations as follows. The first shortcoming is unreliable scoring. To 

overcome this limitation, a specific scoring rubric should be devised. 

Another drawback is the amount of time consumed to do the 

scoring. The last drawback is the limited samples of contents it 

provides. 

 Essay question mainly falls into two kinds, restricted-

response and extended-response essay question. The former limits 

the contents usually indicated in the scope of the topic and the 

                                                             
103 Ibid. 
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response generally indicated in the question.   One way to use 

restricted-response types is by creating questions based on a 

presented problem. Take a look at the example below. 

Example: 

What are the main differences between the usages of gerund and 

infinitives? 

Write an instruction in five stages for a teen who has never used a 

lift. 

Compared to the extended-response type, the restricted-

response type is, due to its structured nature, more applicable to 

measure specific learning outcomes related to application and 

interpretation of data, similar to the interpretive task except that in 

essay question, the students are asked to supply the answer. On the 

other hand, learning outcomes that put the emphasis on integration, 

organization and originality do not seem to be appropriately 

measured by restricted-response type but the extended-response type 

would do. 

The extended-response type allows the students to select 

relevant information to be organized in accordance with their best 

judgment and to integrate and evaluate the ideas as they think 

appropriate.104 With such freedom, the students have more choices 

to demonstrate their abilities particularly pertinent to higher-order 

thinking skills. Nonetheless, although the use of extended-response 

type enables students to be creative and employ higher-order 

thinking skills, it is inefficient in measuring specific learning 

outcomes and scoring. 

Example: 

Some people think that cultural traditions may be destroyed 

when they are used as money-making attractions aimed at tourists. 

Others believe it is the only way to save these traditions. Discuss 

both sides and give your opinion. 

                                                             
104 Ibid. 
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Table 16: Learning Outcomes Measured   

by Essay Questions105 

Restricted-response 

1. Ability to explain cause 

and effect relationship 

2. Ability to describe the 

application of principles 

3. Ability to present 

relevance of arguments 

4. Ability to formulate 

reasonable hypothesis 

5. Ability to formulate valid 

conclusions 

6. Ability to state necessary 

assumptions 

7. Ability to describe data 

limitations 

8. Ability to explain 

methods and procedures 

Extended-response 

1. Ability to produce, 

organize and express 

ideas 

2. Ability to integrate 

learning in different areas 

3. Ability to create original 

procedures (such as 

designing experiment) 

4. Ability to summarize 

5. Ability to write stories 

(narrative essay) 

6. Ability to explain 

concepts or principles 

(expository essay) 

7. Ability to persuade reader 

(persuasive essay) 

                                                             
105 Ibid. 
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Suggestions in Constructing Essay Question 

1. Limit the use of essay questions to measure learning 

outcomes that cannot be measured by object test items. 

2. Design questions that stimulate the specific skills specified 

in the learning standards. 

3. Make sure the instruction is clear or task is clearly defined. 

4. Indicate the tie limit for each test item. 

5. Avoid using optional questions. 

viii. Designing Performance-Based Tasks 

Although the term performance-based assessment is 

sometimes referred to authentic or alternative assessment, it is more 

descriptive and less exaggerated. Similar to essay questions, 

performance-based assessment should be primarily used to measure 

complex learning outcomes which cannot be achieved by objective 

test items. This means that performance assessment suits the need to 

measure the ability to apply principles such as identification, 

organization, integration and evaluation are being emphasized and 

the measurement that requires the students to create a product such 

as presentation or paper. This type of assessment also brings some 

advantages involving first, these assessments can communicate the 

instructional goals entailing the complex performances in their 

natural setting inside or outside school.106 Other advantages of 

performance assessments include the measurement of complex 

learning outcomes other types of assessments cannot measure, the 

measurement of the process and product based on the performed 

task and they are aligned with modern learning theory, meaning that 

the students are regarded as active participants in meaning 

construction. However, performance-based assessment also comes 

with several shortcomings including the issues of reliability 

particularly in terms of scoring and grading and the issues related to 

the time needed for the students to perform a task. 

                                                             
106 Ibid. 
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Apart from these, performance tasks can also be divided into 

two types: restricted-response and extended-response types.  Here 

are brief illustrations of both types according to Miller et al. 

Table 17: Abilities to Measure in Restricted and Extended 

Performance-Based Task107 

Types of tasks Examples of complex learning 

outcomes that can be measured 

Restricted response Ability to: 

Read aloud 

Ask directions in foreign language 

Construct a graph 

Use a scientific instrument 

Type a letter 

Extended response Ability to: 

Build a model 

Collect, analyse and evaluate data 

Organize ideas, create visuals, and 

make an integrated oral 

presentation 

Create a painting or perform with a 

musical instrument 

Repair an engine 

Write a creative short story 

 

As can be seen in the table above, restricted-response 

performance task has a limited task type in comparison with its 

extended counterpart. Moreover, the instruction is also more 

focused. This kind of task is often started with multiple-choice items 

or short answer questions then is expanded by requiring the students 

to provide explanations for their answers or the reason why the other 

answers are not chosen. On the other hand, the extended-response 

performance task requires the students to search and provided 

information beyond what is given in the task. The students may be 
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asked the search and collect data pertinent to the task. Therefore, 

unlike the restricted-type performance tasks which tend to be more 

structured, the extended type gives more freedom for the students to 

collect, organize, integrate and evaluate the information they need.  

Suggestion For Designing Performance-Based Tasks 

1. Make sure to focus on the learning outcomes that require 

students’ complex cognitive skills and performances. 

2. Choose and develop tasks that epitomize the content and skills 

pertinent to the learning outcomes desired. 

3. Keep down the performance tasks that require skills irrelevant to 

the assessment purpose. 

4. Scaffold the task in order to enable students to understand the 

tasks and the expected performance. 

5. Construct a clearly defined task instruction so that the students 

know specifically what to do. 

6. Communicate the scoring rubrics and task expectations to the 

students before they carry out the performance tasks. 

ix. Designing Portfolio Assessment 

The use of portfolios for assessment has been increasing over 

the past decade. Portfolio itself by definition is a purposeful 

collection of pieces of student work that depicts his accomplishment. 

However, it is worth noting that this collection should be based on 

purposes otherwise irrelevant works might be included. For example, 

when intended to measure students’ achievement, pieces of their 

work to be collected must be their recent best works. If aimed to see 

students’ learning growth, then substantial works should reflect a 

time period/span. Miller et al further outline more possible aims of 

creating portfolios such as for instruction and assessment.108 In terms 

of instructional purpose, a portfolio is aimed to enhance students’ 

learning by having them self-evaluate their learning, while for 

assessment purposes, it is used to provide a partial basis for students’ 

grades. The portfolio may consist of some of the following works: 
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 Drafts and final versions of essays and compositions  

 Reports, projects, and presentation plans  

 Poetry and creative prose artwork, pictures, and newspaper or 

magazine clippings 

 Presentations, demonstrations, and other events may be 

recorded in audio and/or video format. 

 Personal observations in notebooks, diaries, and other 

writings 

 Written homework activities, exams, and test scores 

 Lecture summaries 

 Comments, evaluations, and checklists for self- and peer 

assessments 

Portfolio has both strengths and weaknesses just like any other 

assessment procedure. Portfolio can be integrated into instruction as 

it informs the teachers about students’ achievement or progress so 

that they can plan better instruction. Creating a portfolio is also an 

excellent chance for the students to show what they can do while 

learning to self-evaluate their works and being responsible for what 

they do. Another advantage of portfolio is that it encourages 

collaboration between teachers and students to reflect on their 

progress, and it can provide valuable information and reports to the 

parents regarding students’ progress and achievement. On the other 

hand, portfolio has two main drawbacks including impracticality and 

poor reliability. Using and evaluating portfolio can be time-

consuming and it is difficult to set criteria for rating scales since it 

covers a wide array of materials. 

Here is an example of a portfolio structure adapted from 

Gomez109. This sample is used to collect students’ works at high 

school within a time span of a semester. 

C. Cover Sheet 

The required contents of each portfolio are described on this 

cover sheet for the students. 

                                                             
109 Emily Lynch Gómez, Assessment Portfolios and English Language Learners: Frequently 
Asked Questions and a Case Study of Brooklyn International High School (LAB, Northeast and 
Islands Regional Educational Laboratory, Brown University, 1999). 
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II. Letter on Personal and Academic Growth 

A letter prepared by the student detailing his or her personal 

and intellectual progress over the semester must be included in 

each portfolio. 

III. Best Work 

During the semester, students must also explain their greatest 

work to each teacher. This should also be supported by the 

appendix of their works. 

IV. Work I would like to do over 

Students must also give a self-evaluation of a project that 

might use some work. 

V. Essay 

Include an essay that outlines the student's knowledge of the 

subject. 

VI. Goals 

A statement outlining three goals for the next semester. 

VII. Appendices 

Portfolio checklist and presentation, presentation grading, 

daily class activity log, and sample of students’ self-assessment. 

Stages in Designing Portfolio Assessment 

a) Set clear purposes 

Defining the portfolio purpose is a very fundamental starting 

point as it restricts what is to be included and not in the portfolio. 

One good way to set the purpose is by referring to Gottlieb’s 

developmental framework for the nature and purpose of portfolio 

abbreviated CRADLE.110 Students' lives and identities are 

reflected in their COLLECTIONS in portfolios. A good portfolio 

requires REFLECTIVE practice in the form of diaries and self-

assessment checklists. As they evaluate quality and growth 

throughout time, both the instructor and the student must take 

the function of ASSESSMENT seriously. In addition, a portfolio 

is a major DOCUMENT that indicates student success, not only a 

supplementary document to examinations and grades. It has the 

                                                             
110 Margo Gottlieb, “Nurturing Student Learning Through Portfolios.,” TESOL journal 
5, no. 1 (1995): 12–14. 
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potential to act as a vital LINK amongst school stakeholders; it is 

a product developed with pride and originality in mind. Finally, 

portfolio EVALUATION is a time-consuming but rewarding 

process that results in accountability. 

b) Devise specific guidelines 

Indicate what materials should be included in the portfolio with 

guidelines. Name the sorts of work that should be included once 

the objectives have been established. 

c) Design transparent assessment criteria. 

It is critical to inform students about the assessment 

criteria in a clear and concise manner. This is both the most 

crucial and the most difficult component of portfolio creation. 

For students to gain the most advantage, two sources must be 

used: self-assessment and instructor assessment. 

d) Determine time allotment 

Include time for portfolio creation within the program and 

ascertain that the students have time set out for portfolio 

development (including in-class time). 

e) Schedule review and conferencing sessions 

Set review and conference schedules on a regular basis. This 

will avoid students hurrying to finish everything at the end of the 

semester. 

f) Determine portfolio placement location 

Designate a location where portfolios may be easily accessed. 

In case it is hard to set the place, encourage the students to create 

their own location and to bring the materials to class only when 

needed. 

g) Provide positive final assessment 

Give positive final assessment with washback and if possible, 

the portfolios can be scored or graded. 
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Figure 13: Sample of Portfolio Cover Sheet111 

 

 

                                                             
111 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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x. TIPS FOR DESIGNING TEST LAYOUT  

Here are several tips to consider when designing the layout of 

the test. 

1. Include the following in clear, succinct directions: 

 How should responses be recorded if they are not to be written 

on the exam? 

 Whether or not to demonstrate problem-solving work 

 The point value of various objects 

 If an answer sheet is supplied, instructions on how to employ it 

should be included. 

2. Avoid dividing a test item into 2 separate pages. 

3. Allow adequate room for each item.  

3. Allow adequate room for each item.  

5. Group items that are alike together. 

6. If the test is lengthy, it may be beneficial to arrange topics by a 

substance as well. 

7. If the students write on the test, leave room for their names. 

8. In each area, begin with the easiest elements.112 

e. Administering the Test 

Students must feel well prepared for their performance once 

the test has been designed and is ready to administer. If the 

conditions for taking the test are not properly provided, an otherwise 

effective and valid test may fail to achieve its aim. To assist students 

to overcome unneeded fear, gain confidence, and see the test as an 

opportunity to learn, we need to consider some of the steps to take 

to ensure that the exam is administered correctly and that results are 

achieved. The following are some main considerations when 

administering the test prototype.113 

Considerations for the pre-test (the day before the in-class essay): 

                                                             
112 Clay, “Is This a Trick Question? A Short Guide to Writing Effective Test 
Questions.” 
113 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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1. Provide pertinent exam information prior to the start of the test. 

a. circumstances for the examination (time limits, no portable 

electronics, breaks, etc.). 

b. Students should bring the following resources with them. 

c. the sorts of items that will be on the test (item types) 

d. Suggestions on techniques that will allow you to perform at 

your best. 

e. criteria for evaluation (rubrics, show benchmark samples). 

2. Provide an overview of the elements that make up narrative and 

descriptive essays. 

3. Allow students to ask and respond to any queries they may have. 

Details on how to administer the test: 

4. Arrive early to ensure that the classroom environment (lighting, 

temperature, a visible clock for all, furniture arrangement, etc.) is 

favourable to learning. 

5. If audio, video, or other technology is required for administration, 

make sure to test everything ahead of time. 

6. Have additional paper, writing implements, or other things on 

hand to respond with. 

7. Get going on time. 

8. Disseminate the actual test. 

9. Remain calmly seated at the teacher's desk, ready to answer 

inquiries as they arise. 

10. If you're giving a timed test, let pupils know when they're going 

to run out of time and urge them to finish their work. 

 

f. Designing Scoring and Grading System 

i. Scoring System 

One of the most important aspects of the assessment 

process is the appropriate scoring and grading. Scoring reflects the 

weight assigned to each section and the items within each 

section.114 When objective test items requiring the students to 

select the correct answer or produce a limited answer (a word or 

phrase), an answer key can be used for scoring. Scoring techniques 

                                                             
114 Ibid. 



120  Language Learning Assessment: Linking Theory to Practice 

 

for such closed-ended test items commonly fall into two 

categories: dichotomous scoring and polytomous scoring/partial 

credit scoring. The former is used when the items are scored 

either right or wrong. For instance, the correct response receives 

‘1’, while the incorrect one receives ‘0’. The latter scoring 

technique, on the other hand, adds levels of correctness in 

objective test items where several areas of language are assessed. 

Take, for example, a fill-in blank test item requiring the students 

to supply the correct words both grammatically and lexically. Each 

of these two areas is scored 1 if correct and when totalled they 

count 2, or if the supplied word is correct lexically only, the score 

in terms of grammatical accuracy is 0 and the lexical correctness is 

1, thus the total score is 1. Partial credit scoring is useful when 

measuring students’ knowledge in detail particularly for 

achievement testing or diagnostic purposes. However, generating 

the scoring key would be sophisticated as it requires well 

determined and identified level of correctness during test item 

construction. 

In the case of scoring subjective or open-ended test items, 

the best way to score is by using a rating scale or commonly 

known as a rubric. A rubric serves as a guide to help the teachers 

to score the students’ performance based on an array of criteria. 

In general, the approach to developing a rubric is twofold: 

intuitive and empirical. Language teachers with expertise or 

specialists in the subject give descriptors of competence and 

determine performance levels in the intuitive approach and this 

approach is the most often used in the classroom-based 

assessment.115 On the other hand, the empirical technique, also 

known as the data-based approach, entails studying the language 

used by test takers and then using that information to create 

descriptors and determine performance levels. Here are samples 

of holistic rubric for oral presentation and analytic rubric for 

writing. 
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4. Above Average: The audience is able to easily identify the focus of 

the work and is engaged by its clear focus and relevant details. 

Information is presented logically and naturally. There are no more 

than two mechanical errors or misspelled words to distract the 

reader. 

3. Sufficient: The audience is easily able to identify the focus of the 

student work which is supported by relevant ideas and supporting 

details. Information is presented in a logical manner that is easily 

followed. There is minimal interruption to the work due to 

misspellings and/or mechanical errors. 

2. Developing: The audience can identify the central purpose of the 

student work without little difficulty and supporting ideas are present 

and clear. The information is presented in an orderly fashion that can 

be followed with little difficulty. There are some misspellings and/or 

mechanical errors, but they do not seriously distract from the work. 

1. Needs Improvement: The audience cannot clearly or easily identify 

the central ideas or purpose of the student work. Information is 

presented in a disorganized fashion causing the audience to have 

difficulty following the author's ideas. There are many misspellings 

and/or mechanical errors that negatively affect the audience's ability 

to read the work. 

Figure 14: Sample of Holistic Rubric for Oral Presentation116 

 

 

 

                                                             
116 “Types of Rubrics | Rubrics | Feedback & Grading | Teaching Guides | Teaching 
Commons | DePaul University, Chicago,” accessed July 24, 2021, 
https://resources.depaul.edu/teaching-commons/teaching-guides/feedback-
grading/rubrics/Pages/types-of-rubrics.aspx. 
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Table 18: Sample of Analytic Rubric for Paper Presentation117 

 Needs 
Improvement 
(1) 

Developing 
(2) 

Sufficient 
(3) 

Above 
Average (4) 

Clarity (Thesis 
supported by 
relevant 
information and 
ideas.) 

The purpose of 
the student 
work is not 
well-defined. 
Central ideas 
are not focused 
to support the 
thesis. 
Thoughts 
appear 
disconnected. 

The central 
purpose of 
the student 
work is 
identified. 
Ideas are 
generally 
focused in a 
way that 
supports the 
thesis. 

The central 
purpose of 
the student 
work is clear 
and ideas are 
almost always 
focused in a 
way that 
supports the 
thesis. 
Relevant 
details 
illustrate the 
author’s 
ideas. 

The central 
purpose of 
the student 
work is clear 
and 
supporting 
ideas always 
are always 
well-focused. 
Details are 
relevant, 
enrich the 
work. 

Organization 
(Sequencing of 
elements/ideas) 

Information 
and ideas are 
poorly 
sequenced (the 
author jumps 
around). The 
audience has 
difficulty 
following the 
thread of 
thought. 

Information 
and ideas are 
presented in 
an order that 
the audience 
can follow 
with 
minimum 
difficulty. 

Information 
and ideas are 
presented in 
a logical 
sequence 
which is 
followed by 
the reader 
with little or 
no difficulty. 

Information 
and ideas are 
presented in 
a logical 
sequence 
which flows 
naturally and 
is engaging 
to the 
audience. 

Mechanics 
(Correctness of 
grammar and 
spelling) 

There are five 
or more 
misspellings 
and/or 
systematic 
grammatical 
errors per page 

There are no 
more than 
four 
misspellings 
and/or 
systematic 
grammatical 

There are no 
more than 
three 
misspellings 
and/or 
grammatical 
errors per 

There are no 
more than 
two 
misspelled 
words or 
grammatical 
errors in the 
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or 8 or more in 
the entire 
document. The 
readability of 
the work is 
seriously 
hampered by 
errors. 

errors per 
page or six or 
more in the 
entire 
document. 
Errors 
distract from 
the work. 

page and no 
more than 
five in the 
entire 
document. 
The 
readability of 
the work is 
minimally 
interrupted 
by errors. 

document. 

To better develop a rubric the following steps can be taken into 

account. 

1. Defining the Measured Ability or Construct 

The first step when creating a rubric is to identify the 

ability or construct that the test is assessing. The ability 

components are the requirements that each response must meet. 

For example, a rubric may be used to describe content, structure, 

and grammar as criteria and then assess the construct of writing 

and whether a learner's performance is above, meets, or falls 

below the required ability level based on those specifications. 

However, at this stage, careful attention should be paid to the 

types of rubrics being developed whether it is holistic or analytic. 

A learner's response is assessed in terms of the total quality 

shown in holistic scoring, and the performance is given a single 

score. The response is assessed in terms of particular aspects of 

the ability or concept in analytical scoring. As a result, each 

characteristic has its own subscale and rating. 

2. Choosing the Right Levels 

The next step is to choose the levels or bands in which to 

categorize a learner's response. The number of levels in a rubric 

is also determined by the rubric's purpose and the meaning of the 

score. A criterion's existence or absence, or whether a standard 

was satisfied, can be demonstrated using only two rating levels. 

To offer extra information, four or five rating levels might be 

employed, such as starting, developing, competent, and achieved. 
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Although more rating levels can give more detail, using more 

than five levels might be problematic, especially when 

distinguishing descriptions across so many levels. 

3. Creating Level Descriptors 

The final step in the procedure is to write the descriptions 

for each level. Successful descriptions should describe behavior 

that can be seen and measured. For example, a guide for grading 

a writing test may include the following description: The essay 

successfully handles the writing objective; it has a clear thesis that 

is backed by details; it is well-organized, and it uses a diversity of 

syntax and word choices. Descriptors should also be kept as 

succinct as feasible and provide sufficient specifics to explain 

what a student can accomplish rather than what they cannot do. 

After all of these have been finished, the rubric should be piloted 

and revised when necessary. 

ii. Grading System 

 Grades are often required to summarize the students’ overall 

achievement in one semester. Brown and Abeywickrama outline two 

types of grading, namely absolute and relative grading.118 Absolute 

grading is used when predetermined criteria of performance on a 

numerical point system are used, such as having defined points for a 

midterm test, points for a final exam, and points earned throughout 

the semester. Meanwhile, relative grading is generally achieved by 

establishing cutoff points for grades and ranking pupils in order of 

performance (percentile rankings). Grading "on the curve," a term 

derived from the typical bell curve of normative data shown on a 

graph, is an older, rather uncommon form of relative grading. 

Traditionally, letter grades are the most commonly used grading 

system nowadays as illustrated below. 

A = excellent 

B = good 

C = adequate 

                                                             
118 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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D = inadequate/unsatisfactory 

F = failing/unacceptable 

 In practice, however, many teachers encounter issues in 

grading as they are not always adhered to the predetermined grading 

standards. In fact, while teachers may theoretically adhere to a set of 

standards, they may not follow those expectations in practice. 

Similarly, grade inflation is often done by teachers; their good nature 

and empathy for students led them to award grades that are higher 

than the norms and expectations.  

 Grading plays an important role for instructional purposes at 

schools as it provides reports on students’ achievement expected to 

improve students’ learning. However, this expectation can be 

manifested if it provides clarification of the instructional objectives, 

the indication of students’ learning strengths and weaknesses, 

information on students’ personal and social development and 

contribution to students’ motivation.119 Another use of grading in the 

achievement report is to provide reports to the parents or guardians 

as well as information for administrative purposes such as graduation 

or honor and guidance. 

 In reality, grading may come in different forms and serve 

different aims. The following are some of the grading systems that 

have been applied so far by schools: 

1. Letter Grade 

In this grading system, letter usually in A, B, C, D or E is 

used to indicate the learning achievement students have reached. 

In many cases, instead of using letter, numbers like 100, 90, or 95 

is used but the system is the same. Though concise and 

convenient, letter-based grading also comes with drawbacks as 

follows: 

a. They are accomplished on the basis of achievement, habit, 

good behavior and efforts. 

                                                             
119 Miller, Linn, and Gronlund, Measurement and Assessment in Teaching (Tenth Edit.). 
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b. The students’ proportions of assigned letter grades differ 

across teachers. 

c. They do not indicate the strengths and weaknesses of 

students’ learning. 

In response to these limitations, the grade categories are often 

modified by the schools into more or less categories such as 

novice, proficient, exceptional, distinguished, advanced and the 

like. 

2. Pass-fail Categories 

This two-category grading system is useful when used as 

prerequisites for those who desire to take elective courses. This 

grading system is also often used in line with pure mastery 

approach. However, just like the letter grade system, the pass-fail 

category does not provide sufficient information about students’ 

current level of learning performance and the prediction of 

students’ future performance. 

3. Objectives Checklist 

Checklists are useful for determining "can do” and "can't do,” 

but they are less helpful than scaled rubrics. In general, checklists 

aren't utilized to identify a product's or performance's relative 

quality. Checklists are helpful in the following situations: 

 To keep track of what has been seen 

 For self-assessment. 

 To keep track of how far one has come over time 

 To specify the non-negotiables. 

 To assist pupils in completing their tasks. 

Example: 

Activities Checklist Yes No 

Can name five hobbies 

 

  

Can name five activities other than 

hobbies 
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Can create simple sentences about 

likes & dislikes regarding hobbies and 

leisure time 

 

  

Can ask a question about what others 

do in their free time 

  

Objectives checklist is generally good because it is simple to 

create and use, matches closely with tasks, is excellent for self and 

peer evaluation, informs learners of work requirements, allows them 

to self-monitor progress, and can be shared with parents and other 

stakeholders. However, the observation checklist has flaws, such as 

offering limited information on how to enhance performance and 

failing to indicate relative performance quality. 

4. Letter to parents/guardians 

5. Portfolios 

6. Parent-teacher conferences 
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CHAPTER 8 

ASSESSING LISTENING 

This chapter aims to introduce you to the basic understanding of 

how listening skills can be assessed. It includes the basic ideas and theories 

on listening complemented with several examples of widely applicable 

samples of tests or assessment based upon three mainstream approaches to 

listening assessment, namely discrete, integrative and communicative 

approach. 

A. UNDERSTANDING LISTENING 

Listening is a process through which meaning is decoded through 

an acoustic signal. In the literature, listening process can be classified into 

two approaches: bottom-up and top-down views. The bottom-up view 

sees listening process as a sequence of a definite order starting from the 

lowest unit (acoustic input) decoded into phonemes then move to the 

identification of lexical unit which later continues to the higher stage of 

recognizing syntactical structure then to the semantic analysis to arrive at 

the literal understanding of the utterance. After this stage, the listener will 

probably arrive at the interpretation of the meaning based on 

communicative situation. However, as opposed to this view, people often 

make a prediction about what will be said based on various knowledge. 

For example, syntactic knowledge can be used to identify words, 

knowledge of the topic may help understanding the syntax and 

knowledge of context might help interpret the meaning. In other words, 

top-down approach sees the listening process, not as a one-way process 

but rather as an involvement of various types of knowledge to understand 

that might occur simultaneously or not in a fixed order. Often this view is 

referred to as the interactive process.  

B. LANGUAGE KNOWLEDGE IN LISTENING 

It is ubiquitous that there are two types of knowledge of language: 

declarative and procedural knowledge (know what and know-how). 

Declarative knowledge refers to the knowledge about things while 

procedural knowledge is the knowledge of how to do things. For 

example, knowing that each sentence must have a subject and a verb is 
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declarative knowledge but knowing how to combine these two to make a 

complete sentence is procedural knowledge.  

Let’s begin with the understanding of words as the smallest unit.  

Words can be understood typically through two stages: recognizing the 

word itself and identifying its meaning. Thus, the first stage is knowing 

what the exact word is first. Often our knowledge of syntax helps us 

identify the exact word as in I mean this vs, you’re so mean. Our 

knowledge of grammar tells us that the word means in the former 

sentence is a verb and the latter is an adjective. The knowledge of the 

topic also plays important role in decoding the word here. Our 

knowledge of the context might in many cases help us to decode what 

word we heard. In many cases, words are linked to their associations, for 

example, a doctor is associated with illness, patient, medicine and 

prescription. 

The next type of understanding is understanding the idea or 

proposition. By and large, listeners capture the summary of the meaning 

of an utterance or the gist and connect it to another gist of a text. The 

process of building the relationship between the meaning of individual 

words and the meaning of the whole utterance is called parsing. This 

parsing requires syntactic and semantic clues.   

The last processing involves understanding connected discourse. 

This kind of understanding falls into cohesion and foregrounding.  

C. WORLD KNOWLEDGE IN LISTENING 

It is apparent that when trying to understand written or oral text, 

we make use of our knowledge on non-linguistic aspects such as the 

surroundings or the contexts. World knowledge plays at least two roles in 

one’s comprehension of a text: first, it restricts the boundaries of our 

interpretation of the text and second, it may help us fill in the missing 

information which is not explicitly stated in the text.120 World knowledge 

is essential when used to make inference which may fall into three 

categories: propositional inference, an interpretation that follows logically 

from the given statement, enabling inference, a kind of construal that 

                                                             
120 Gary Buck, Assessing Listening (Cambridge: Cambridge University Press, 2001). 
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relates causally between events or concepts and pragmatic inference, the 

one that is not necessarily part of the text inference, yet expands the 

interpretation of the text.  

One kind of world knowledge can be associated with the contextual 

uses of language. Context of situation, for instance, describes how 

language is used appropriately not only in terms of the lexicogrammatical 

resources but also in the situation where it takes place. In this sense, we 

must consider the sociolinguistic appropriacy in which different language 

elements are used for people of different statuses. It is different when we 

address strangers, children or friends. Beyond this, a link should also be 

made to pragmatic use of language, the interpretation of the text in 

relation to its context which is strongly connected to the term speech 

acts. 

D. FEATURES OF SPOKEN TEXT 

Phonological modification 

Phonological modification seems to occur more often in informal 

or casual settings since in formal speaking the speaker is likely to speak 

more carefully. Phonological modification may take the form of 

assimilation, elision and intrusion. Assimilation is when an adjacent sound 

influences how the other sound is pronounced for example would you is 

pronounced as wudju. Elision, on the other hand, is dropping sounds 

when speaking fast. For example, next week is pronounced nexwik. The 

last is intrusion which means a sound is introduced between other 

sounds. For example, far away when pronounced alone the r is not 

pronounced in British English but when it is linked to the word, it will be 

pronounced.121 

Prosodic features 

Prosodic characteristics are features that occur in related speech 

when we bring sounds together. It is as important to teach prosodic 

characteristics to learners as effective communication depends on 

                                                             
121 Ibid. 
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intonation, stress and rhythm as well as on the correct pronunciation of 

sounds. Prosodic characteristics include intonation, tension and rhythm. 

 

Speech rate 

Speech rate is one's speed of articulation, typically including the 

pause period between sentences or thinking groups. Other features of 

spoken language are Discourse structure Non-verbal signals 

E. TYPES OF LISTENING 

Understanding the basic types of listening will enable us to define 

specific objectives or criteria in the assessment. As outlined below, 

listening type may fall into four categories from which intensive, 

responsive, selective and extensive listening types are derived. 
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Figure 15: Types of Listening122 

Intensive listening refers to the perceived components of language 

such as phoneme or discourse markers of a larger stretch of language, 

while responsive listening requires the test takers to make an equally short 

response to the listened short stretch of language (greeting, questions, 

and the like). Further, in selective listening, the test takers are required to 

comprehend bits of information from longer stretches or language such 

as monologue. For instance, they listen to radio news they identify the 

                                                             
122 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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information in long term 
memory.

retention of  
meaning

• you use (bottom up) linguistic 
decoding skills and/or (top down) 
background schemata to bring a 
plausible interpretation to the 
message and assign a literal and 
intended meaning to the utterance.

interpretation
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missing information such as names, numbers or directions. The last type 

of listening is extensive. This kind of listening aims to measure students’ 

global understanding of a spoken text by identifying main ideas/gist or 

making inferences. Normally the test takers will listen to lengthy lectures 

or monologues. 

F. APPROACHES TO ASSESSING LISTENING 

a. Discrete approach 

The basic assumption of the discrete approach to testing listening is 

that elements or units of language can be tested in isolation or separately. 

The underlying reason behind this is that language has too many elements 

to test, therefore sampling some most important elements of language 

and test these elements would be representative of the knowledge of the 

whole language. This approach is the most basic approach in language 

assessment and is heavily influenced by two paradigms: structuralism as 

linguistic paradigm and behaviorism as the psychological paradigm. The 

following are the most typical test format used under the discrete 

approach:  

Phonemic discrimination task 

In this sort of task, the test-takers listen to one word in isolation 

then determine which word they heard. In many cases, this task takes the 

form of a minimal pair or two words that are different in one phoneme. 

This type of task is appropriate to use when the test takers have problems 

in their first languages when distinguishing certain sounds.123 Here is an 

example: 

 Test takers hear: I saw him walk alone in the yard. 

 They read: I saw him walk/talk alone in the yard. 

A pictorial test item can also be used to measure ability to 

discriminate words. The students might be given a set of pictures with 

accompanying spoken words and then be asked to match the picture with 

based on what they hear.  

                                                             
123 Buck, Assessing Listening. 
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1 2 3 4 

 

Test takers hear: 

1 Pin  Pen  Pain  Point  

2 Bin  Bind  Band  Din  

3 Chord  Lord  Boar  Board  

4 Blue  Glue  Clue  Cue  

 

Paraphrase Recognition 

This task is not simply based on the basic idea of testing small 

parts of an utterance, but also takes into account the accompanying 

points being tested. A form of listening activity that tests a student's 

ability to listen to a short stretch of language and rephrase it is called 

recognition. This thorough listening activity aids students in 

comprehending the degrees of the English language and improves their 

ability to acquire and comprehend information. This assessment activity 

focuses on micro-skills in listening comprehension. Students are asked to 

listen to words, phrases, and sentences and then select the proper 

paraphrase from a selection of options. 

Example: 

Test takers hear:  

The meeting was called off due to an emergency. 

They read:  

a. The meeting calls the participants to gather. 

b. In the meeting, no one is allowed to make a phone call. 

c. The meeting was held using teleconference. 
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d. The meeting was cancelled. 

Or 

Recording:  

Man: My name is Thomas. What is your name? 

Woman: My name is Janet. Nice to meet you. Are you from Africa? 

Man: No, I am an American. 

Choices: 

(a) Thomas is from America 

(b) Thomas is African 

Response Evaluation 

Similar to paraphrase recognition, response evaluation also 

focuses on more than one point tested. However, it requires the hearer 

or test-takers to choose the best response to the utterance they heard. 

Another activity used in listening tests is responsive listening. This task 

is more realistic and is more likely to be employed in a real-life situation 

inside or outside of the classroom. It enables students to function in a 

typical English setting while also teaching them functional skills (i.e. 

asking for directions). Specific or open-ended inquiries might be used in 

responsive listening. The accuracy with which students answered the 

question is used to evaluate their responses. With open-ended 

responsive projects, students can speak and write their responses. See 

the following example: 

Test takers hear: How long does it take to reach the peak of this 

mountain? 

They read:  

a. It’s around twenty miles. 

b. It’s about half an hour. 

c. Yes, it does 

d. It takes everything you have 
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b. Integrative Approach 

This approach to listening assessment is based upon the 

assumption that testing should not address one point at a time, but 

many points at a time. This approach assumes that there is a 

relationship that governs various elements of a language; a concept 

known as expectancy grammar. Thus, the knowledge about the 

language is not enough, but we have to know how it is used; how the 

elements of a language relate to each other. The emphasis of 

integrative testing is on the processing of the language rather than the 

knowledge about it as emphasized by the discrete approach. 

Here are some of the most typical formats of test used in the 

integrative approach: 

 

Gap Fillings 

In this type of test, the test takers are given the transcript of the 

spoken text and then some words are deleted. The test-takers listen to 

the audio and fill in the blanks based on what they heard. In some 

cases, when the deletion of the words is systematic (every nth of words 

is deleted), the test is called listening cloze test.  

Here is an example: 

Test takers hear: By the end of this course, you are highly expected to 

possess relevant skills in conducting research using three different 

approaches: qualitative, quantitative and mixed-method approach. 

They read:  

By the end of this course, you are highly __________ to possess 

relevant skills in ___________ research using three different 

approaches: ____________, quantitative and mixed-method 

approach. 

Information Transfer 

 Information transfer task requires the students to provide 

short answers by completing forms, labelling maps, and showing 

routes from a map. The following is sample of listening test for this 

type. 
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Direction:  

Label the map below 

Write the correct letter A-H next to questions 15-20. 

 

(15) Scarecrow ____ 

(16) Maze ____ 

(17) Cafe____   

(18) Black Barn ____   

(19) Covered picnic area ____   

(20) Fiddy House ___ 

(Source: https://ieltsetc.com/listening-section-2/125) 

                                                             
124 “IELTS Listening Tips for Section 2 Maps and Directions,” n.d., accessed July 25, 
2021, https://ieltsetc.com/listening-section-2/. 

https://ieltsetc.com/listening-section-2/
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Dictation 

Dictation is perhaps the most widely used test in integrative 

approach. It requires the test takers to listen then write what they have 

heard. Dictation is considered integrative test as it is related to several 

aspects of language involving the acoustic signal, phonology, 

morphology, lexical recognition syntax and semantics even though it 

was once assumed to simply measure one’s recognition of spelling and 

punctuation. Buck mentions that typical dictation test is carried out 

through two stages.126 The first one, the test-takers just listen and try 

to understand and in the second stage, they are required to write what 

they have heard. In this second stage usually, the text is broken into 

several segments and with a pause between each segment. During 

these pauses, the test takers use their time to write down the segments 

they heard. 

Example: 

Test takers hear: I am an Indonesian who currently lives in Poland. 

When I came here for the first time, I was so excited to see European 

styles and culture all across the downtown. Despite the culture shock 

that I came across on several occasions, I got used to the life of the 

capital city of Poland, Warsawa. However, the biggest challenge I have 

ever encountered was not the culture itself, but the weather. Here in 

Warsawa, the temperature is usually close to zero centigrade. What 

people call summer even is quite cold for me compared to the weather 

in Indonesia.   

They listen again and write:  

1. I am an Indonesian who currently lives in Poland.  

2. When I came here for the first time,  

3. I was so excited to see European styles  

4. and culture all across the downtown.  

5. Despite culture shock that I came across on several occasions,  

                                                                                                                                                            
125 “IELTS Listening Tips for Section 2 Maps and Directions,” n.d., accessed July 25, 
2021, https://ieltsetc.com/listening-section-2/. 
126 Buck, Assessing Listening. 
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6. I got used to the life of the capital city of Poland, Warsawa. 

However, the biggest challenge I have ever encountered  

7. was not the culture itself, but the weather.  

8. Here in Warsawa, the temperature is usually close to zero 

centigrade.  

9. What people call summer even is quite cold for me compared to the 

weather in Indonesia.   

One way to score dictation is by totaling the number of correct 

or incorrect marks for each segment. For high-ability test-takers, 

synonyms of the words they heard can be considered correct. One 

problem with dictation is the scoring technique as it is often 

problematic when dealing with low-ability test takers. They often make 

many mistakes and the raters should be aware that dictation is not a 

test of spelling. Thus, mistakes in spelling can be ignored. Their 

mistakes often appear in the syntactical structure of the segments so 

that it is unclear what to score. To overcome such situation, it is better 

to use partial dictation in which some of the text is already written in 

the answer sheet. 

Sentence Repetition Task 

This sort of task is a variation of dictation except that the test 

takers respond orally. This task is appropriate for young learners who 

are less literate. However, it is important to note that to be a 

meaningful task, a sentence repetition task should provide a 

challenging task otherwise it simply tests one’s recognition of sounds 

and their ability to repeat them. It should be designed to activate the 

test takers’ working memory therefore processing could occur.  

Example: 

Repeat each of the following sentences after you hear it. 

1. I am always captivated by musical performance 

2. I love animation movies 

3. I can’t stand standing too long 

4. I’m dreaming of having a new house 
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Statement Evaluation 

Statement evaluation may fall into two forms of test. First, the 

test takers are required to listen to a text the evaluate the truth of the 

test. However, the major drawback of this format is that it also 

measures the test takers’ background knowledge. Second, the test-

takers listen to two statements then compared them to determine 

whether they mean the same thing or not.  

Test takers hear:  

a. The fire was put out after hours of trials. 

b. The fire brigade successfully extinguished the fire. 

Translation 

This type of test requires the test takers to listen to audio in 

English then write them in their native language. This type of test 

seems to measure the actual comprehension of the test takers. 

However, the problem with this test is that the tester and the test 

takers must have the same native language or at least know about the 

test takers’ native languages.  

Example: 

Test takers hear:  

The rabbit-hole went straight on like a tunnel for some way and 
then dipped suddenly down, so suddenly that Alice had not a moment 
to think about stopping herself before she found herself falling down a 
very deep well. 

 
They translate into their native language (Indonesian):  

Lubang kelinci itu lurus memanjang seperti sebuah terowongan, kemudian  

Alice tiba-tiba terjun ke bawah sampai-sampai dia tak sempat memikirkan cara 

untuk  berhenti. Dirinya terjatuh ke dalam sebuah sumur yang sangat dalam. 

c. Communicative Approach 

The basic idea of communicative approach in assessing listening is 

that the assessment techniques measure the use of language for 
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communicative purposes in a particular situation. It focuses more on 

the ‘use’ rather than the ‘usage’. The use refers to the objective and 

usage refers to the mastery of pattern or structure to achieve the 

objective. Buck argues that the main drawbacks of communicative 

tests lie in two aspects: too many communicative situations and 

multiple interpretations. 127First, there are so many communicative 

situations, contexts and topics to assess. Samples from these aspects 

would not likely be generalizable as one’s success in one 

communicative situation does not indicate that he would be successful 

in other communicative events. The demands of communicative 

contexts in designing communicative tasks are also time-consuming in 

comparison with a decontextualized test. Second, there is a high 

possibility of multiple interpretations of the texts especially when 

assessing broader communicative skills such as pragmatic inferences.  

Communicative approach to language assessment has several 

typical characteristics that make it differ from other approaches. 

Communicative approach is firstly characterized by an authentic text. 

Authentic in this respect may refer to the text taken from the target 

language situation which has the characteristics of the target language 

use. However, retrieving authentic text from the target language 

situation is actually not adequate to state that the assessment is 

authentic. Besides taking the texts from the target language use or 

situation, the assessment should also require the test takers to deal 

with the corresponding language use. In other words, the focus of the 

assessment must be on both the source of the texts and the 

relationship between the texts and the listeners (what students can do 

with the texts). An example of communicative language testing would 

be a task that requires the test takers to listen to a flight announcement 

and take notes. Here are some possible examples of communicative 

listening tasks: 

 

 

                                                             
127 Ibid. 
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Note-taking 

Professorial lectures are a regular aspect of a non-native English 

user's experience in the academic realm. The test-takers can take notes 

as one of various response formats.  

Editing 

Editing is a term that refers to the process of Another realistic 

activity that demands the test-taker to listen for differences in both 

written and spoken stimuli. Because there are usually only a few 

particular changes to identify, scoring has a high degree of consistency. 

This is how the task is carried out. 

 The written stimulation material was read by the test takers (a 

news report, an e-mail from a friend, notes from a lecture, or an 

editorial in a newspaper). 

 Test takers hear a spoken version of the stimulus that differs 

from the original written form in a limited number of facts or 

opinions. 

 Test takers circle any words, phrases, facts, or opinions that 

differ between the two copies of the textual stimuli. 

Interpretive task 

An interpretative task requires the test-taker to infer a response 

by extending the stimulus material over a longer period of time. 

Paraphrasing a narrative or conversation is one of the above-

mentioned rigorous listening exercises.  

 song lyrics 

 (recited) poetry 

 radio/television news reports 

 an oral account of an experience 

Test-takers are then directed to interpret the stimulus by 

answering a few open-ended questions, such as: 

 “Why was the singer feeling sad?” 
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 “What events might have led up to the recitation of this poem?” 

 “What do you think the political activists might do next and 

why?” 

 “What do you think the storyteller felt about the mysterious 

disappearance of her necklace?” 

(Adapted from Brown and Abeywickrama)128 

Retelling 

Test-takers must listen to a tale or news event and simply recount 

or summarize it, either verbally (on an audiotape) or in writing, in a 

related exercise. To demonstrate comprehensive comprehension, test-

takers must identify the gist, major idea, purpose, supporting points, 

and/or conclusion. The scoring is influenced by a minimum number 

of items that must be included in the retelling.  

As elaborated from the main content of this chapter, spoken text 

in listening has several features include phonological modification, 

prosodic features, etc. which should be taken into consideration when 

constructing a listening test. Several types of tests on listening can also 

be used to measure different aspects of the test takers’ knowledge and 

skills.  

 

 

 

 

 

 

 

 

 

 

                                                             
128 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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CHAPTER 9 

ASSESSING READING 

In this chapter, a great deal of discussion on the assessment of 

reading is presented. As one of the receptive skills, reading plays an 

important role to provide input for other skills such as speaking and writing. 

In this chapter, the nature of reading and its implication on reading 

assessments are discussed along with examples of tests that can be used to 

measure certain aspects of reading, 

A. THE NUTS AND BOLTS OF READING 

Reading can be approached with either process and product. 

Process refers to the thinking one’s doing while reading while the product 

approach focuses on understanding or comprehension. While the process 

approach has a great deal with the method or ways to understand what he 

read, to decipher the information, to relate ideas in the text product 

approach does not account for such processes. No matter which ways, 

method or processes one has been going through, the understanding of 

different read would be similar. Reading is not simply about getting 

information from the text but also working with the text.129 To be able to 

read texts, one should meet several requirements entailing the breadth 

and size of vocabulary, prior knowledge on the topics, as well as high 

order cognitive skills. In addition, to comprehend a text, one should be 

able to make links between pieces of ideas resulting in a mental 

representation of the text.130 Several factors play a pivotal role in 

determining one’s comprehension of text including reader characteristics, 

text properties and task demand which is sociocultural context-bound.131  

 

 

                                                             
129 Dr Hermida, “The Importance of Teaching Academic Reading Skills in First-Year 
University Courses,” The International Journal of Research and Review 3 (2009): 20–31. 
130 Panayiota Kendeou, Krista R. Muis, and Sandra Fulton, “Reader and Text Factors 
in Reading Comprehension Processes,” Journal of Research in Reading 34, no. 4 (2011): 
365–383. 
131 C. E. Snow, “Reading Comprehension: Reading for Learning,” International 
Encyclopedia of Education 5 (2010): 413–418. 
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B. READER CHARACTERISTICS 

One of the most fundamental factors affecting one’s 

comprehension is reader characteristics. This term might entail inner 

cognitive properties such as motivation, learning style, strategies, 

vocabulary inventory, as well as one’s prior knowledge to the topics of 

the texts. However, this factor should not be taken into account in 

isolation. Reader characteristics should also be regarded in interaction and 

interdependencies with other factors such as textual and contextual 

properties of the text.132  

C. TEXT PROPERTIES 

 Textual properties may also become an important factor in one’s 

attempt of comprehending academic text. Factors that come from the 

text itself is also a determinant factor along with the reader factor. The 

structure of a text, for example, might help direct the readers to the 

points they are seeking as each subgeneric structure consists of different 

functions. There is also evidence that text structure in interaction with 

one’s prior knowledge shapes one’s comprehension of a text.133 In 

addition, the topic that interests the readers, the physical layout of the 

text (fonts, indents, images) might also be influential in reading 

comprehension. 

D. TASK DEMAND 

 Another factor that defines successful reading comprehension is the 

task undertaken by the readers.134 The task demand for reading varies 

according to the educational and contextual situation. In a context, one 

might be required simply to read for information and simply remember 

new information to pass a test. On the other hand, in a different context, 

one might be required to construct meaning from text by evaluating the 

arguments of the authors and revisit his or her prior knowledge on the 

topic being read when necessary. This issue is perhaps relevant to the 

                                                             
132 Panayiota Kendeou and Paul Van Den Broek, “The Effects of Prior Knowledge 
and Text Structure on Comprehension Processes during Reading of Scientific Texts,” 
Memory & cognition 35, no. 7 (2007): 1567–1577. 
133 Ibid. 
134 Snow, “Reading Comprehension: Reading for Learning.” 
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term surface and deep approach to reading.135 Reading for information 

such as reading pamphlets, email, or chat does not require a deep 

approach as it is intended to read for information that does not 

necessarily use a lot of cognitive resources and time.  

 

 

E. SKILLS IN READING 

It is very common to hear about the two types of skills in reading, 

namely micro-skills and macro skills. However, a more recent account on 

reading skills by Grabe proposes six types of skills in reading such as: 

1. Automatic recognition skills 

Readers with automatic recognition skills can recognize letters 

and words without being aware of the process. Good readers can 

read quickly because they can recognize most words instinctively, 

which allows them to assimilate information quickly. 

2. Vocabulary and structural knowledge 

To grasp the meaning of the reading or to infer the meaning of 

terms new to them, readers must know a significant percentage 

(about 95 percent) of the words in any particular book. Vocabulary is 

not learned in large chunks, but rather through gradual acquisition 

and continual reinforcement. Readers must understand not just one 

meaning of a word in one context, but also its alternate meanings in 

other situations, as well as other features of the term, such as its 

grammatical qualities. 

Meanwhile, grammatical structures give important 

information to readers, allowing them to comprehend the meaning 

links between words and sentences in a reading text. 

3. Formal discourse structure knowledge 

The student can better grasp and retain the material if they 

understand the structure of formal discourse / rhetorical organizing 

patterns (i.e. formal schemata). The explicit instruction of rhetorical 

structure of text aided ESL students' reading comprehension, 

according to research. 

                                                             
135 Hermida, “The Importance of Teaching Academic Reading Skills in First-Year 
University Courses.” 
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4. Content/world background knowledge 

Reading comprehension and memory are greatly aided by 

activating the reader's knowledge of the text's subject matter and 

cultural context. According to research, L2 learners may retain more 

information from literature on themes they are acquainted with than 

from readings of similar difficulty on subjects they are unfamiliar 

with. Furthermore, readers may more readily grasp and recall writings 

whose content is based on their own culture than texts whose 

content is based on civilizations that are foreign and distant. 

5. Synthesis and evaluation skills 

Fluent readers are able to make judgments about the material, 

the author's aim, and the text's value in addition to comprehending it. 

They frequently employ methods such as forecasting to help them 

anticipate text development and evaluate the author's point of view 

as they read. 

6. Metacognitive knowledge and skills monitoring 

Metacognitive knowledge refers to the understanding of how 

people think and manage their cognitive processes. It comprises 

linguistic knowledge and the capacity to detect structural and 

rhetorical elements of work while employing appropriate techniques 

to achieve certain objectives. 

Recognizing major concepts, changing reading rate for 

skimming, scanning, paraphrasing, and summarizing, predicting 

meaning from word construction rules, prefixes, and suffixes, and 

taking notes are all metacognitive abilities used throughout the 

reading process. A major component of competent reading, 

especially for older readers, is the capacity to effectively employ 

metacognitive techniques to the reading process.136 

F. TOP-DOWN VS BOTTOM-UP APPROACH TO READING 

PROCESS 

Top-down approach to reading process emphasizes that it is a 

sequential process in which the reader starts with graphic stimuli, decodes 

                                                             
136 William Grabe, “Current Developments in Second Language Reading Research,” 
TESOL Quarterly 25, no. 3 (1991): 375–406. 
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them into sounds, recognizes the words then decodes the meanings.137 

These sequences have independent subprocesses in that the higher-up 

processes cannot interact or feedback the lower components. As opposed 

to the top-down approach, the bottom-up approach emphasizes the 

importance of reader schemata and contribution. Schemata is a network 

of information that is activated when reading to filter the information. In 

other words, schemata are the knowledge the reader brings to the text. 

Alderson mentions several implications of reading theories on the 

design of reading tests as follows: 

a. Reading might be assessed on the basis of a content-based battery. 

b. Reading should be tested on a range of relevant skills and strategies. 

c. The texts used for assessing reading should be long enough and 

should be doable within the time range given. 

d. Background knowledge should be taken into consideration as an 

influential factor in comprehension 

e. The test should be open to multiple interpretations and possibilities. 

f. Group tasks for students’ discussion about texts can be arranged for 

non-high stakes tests. 

g. The assessment procedure should not discourage the extensive 

reading task. 

h. Identification skills are important and there is a need to find out the 

means of measuring them. 

i. The results of tests should be carefully examined as the setting of the 

test might fail to minimize the extrinsic motivation of the test takers. 

j. There is a possibility that integrative test is undesirable since the skills 

being measured are unclear. 

k. More exploration of the ways of assessing synthesis and evaluation 

skills as well as metacognitive knowledge and skills monitoring can 

be assessed. 

l. Test designers should reflect on what extent the test can reflect both 

the reading process and product.138 

 

 

                                                             
137 J Charles Alderson, Assessing Reading (Cambridge: Cambridge University Press, 
2000). 
138 Ibid. 
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G. TECHNIQUES FOR TESTING READING 

Talking about the techniques in assessing reading, it should be 

noted that there is no best method that can fulfill varied purposes of the 

reading assessment. Each test type is used in accordance with the specific 

purpose and efficiency. Some kinds of tests are so ubiquitous in reading 

assessment incusing cloze tests and multiple-choice items. Each has both 

strengths and weaknesses. Even in the IELTS, multiple-choice items are 

still used along with other types of tests such as completion items, true-

false items, matching items, and so forth. It is important to note too that 

in testing reading, there are two common paradigms such as discrete 

point and integrative paradigm. The discrete point approach emphasizes 

testing of a thing at a time while the integrative one intends to see the 

global idea of how the test takers can read or ‘the whole is better than the 

sum of the parts. 

Cloze test and Gap-filling tests 

Even though looking similar in the outlook, the cloze test and gap-

filling test are somewhat two different kinds of procedures. Cloze test is 

characterized by the deletion of selected text at every nth word (Usually 

between 5 and 12). On the other hand, the gap-filling test does not use 

the same procedure, the test designer can choose which word to delete 

even though the number of words between gaps is still under control and 

usually no fewer than five or six words). The main drawback of the cloze 

procedure is that it is not clear what it measures as the test designer does 

not have control over the deletion of the word. It does not specify what 

aspect of the test will be measured. Here is an example of a cloze test 

with the deletion of every fifth word. 

 

By studying other stars, ___________ can predict what the 

___________  of the Sun's life ___________  be like. About 5 billion 

___________  from now, the core ___________  the Sun will shrink 

___________  become hotter. The surface ___________  will fall. The 

higher temperature of the center will increase the rate of thermonuclear 

reactions. The outer regions of the Sun will expand approximately 35 

million miles, about the distance to Mercury, which is the closest planet 

to the Sun. The Sun will then be a red giant star. Temperatures on the 

Earth will become too hot for life to exist.  
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Unlike the cloze test, gap fillings can be set to measure a different 

thing. Take, for example, the deletion of content words in the text may 

aim to assess the test takers’ understanding of the meaning of the text, 

while if the deletion is on the function words, it can measure the 

grammar sensitivity of the test takers.  

 

 

 

Multiple-choice items 

Multiple choice procedure is perhaps the most commonly used test 

for assessing reading. It allows the test takers to control the array of 

possible answers and to control how they think of the possible answers. 

Multiple-choice items are among the most practical devices in terms of 

scoring as they can be scored by machine or computer. However, 

designing a multiple-choice is time-consuming and difficult in terms of 

construction. It requires complicated procedures such as try out, checking 

its validity and reliability, discrimination index, difficulty level, and so 

forth (item analysis). Some researchers believe that the ability to answer 

multiple-choice items is different from the ability of reading 

comprehension. In addition, as argued by Alderson, the test takers might 

get the right answer with the wrong reason or vice versa.139 We also do 

not know whether the answer from the test takers is the result of 

guessing or thinking. Finally, the test takers might be distracted by 

choices they would not consider to appear. 

Here is an example 

The phrase "throw off" in line 17 is closest in meaning to  

(A) eject  

(B) burn up  

(C) convert  

(D) let in 

 

 

 

                                                             
139 Ibid. 
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Matching items 

Matching items are one type of objective test which is similar to 

multiple-choice items in terms of effect. However, the difference is 

salient when it comes to the distractors. All options but one are the 

distractors. Matching items for reading assessment can be in the form of 

two sets of stimuli that need to be matched to each other. For example, 

the topics and paragraphs, book titles and excerpts from each book, and 

the like. 

Example: 

The Science of Yoga The term yoga comes from the Sanskrit word ‘yuji’ 

meaning yoke or union. Yoga is said to unite the mind and body. There 

are many different forms but all include physical poses, meditation and 

breathing exercises intended to bring relaxation and stress reduction. It’s 

physical and mental benefits have been lauded for centuries and now 

science can back up some of these claims. A number of studies have 

looked at the effect of yoga on stress. Research carried out in 2005 by 

Andreas Michalsen of the University of Duisberg- Essen in Germany, 

followed 24 women suffering from emotional distress on a three-month 

yoga programme. Findings showed a significant reduction in their levels 

of cortisol which is the primary stress hormone. Their levels of anxiety, 

stress, fatigue and depression also dropped considerably. A comparable 

study was carried out in 2007 at the University of South Australia by 

researcher Caroline Smith, in this case, comparing the effect of yoga and 

relaxation on stress and anxiety. Smith’s work with 131 people over a 

period of 10 weeks showed similar results. In addition, yoga did appear to 

provide a comparable improvement in stress, anxiety and health status 

compared to relaxation. Another area of health that has been subject to 

research is heart health. Scientists at the Department of Physiology, 

Government College, Nagpur, focused their research on the effect of 

yoga on the cardiovascular system in subjects over 40 years old. The 

results were encouraging with Vijay Bharshankar reporting that, 

“participants over 40 years of age who practiced yoga for five years had a 

lower blood pressure and pulse rate than those who didn’t”.  Other 

research suggests that making yoga a part of a healthy lifestyle can actually 
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help to slow the progression of heart disease. A study on 113 patients 

with heart disease conducted by Dr J. Yogendra of The Yoga Institute, 

Santacruz, Mumbai, looked at the effects of a lifestyle change that 

included one year of yoga training combined with dietary modifications 

and stress management. The encouraging results showed an average 

decrease in cholesterol of 23% and the progression of heart disease 

stopped in 47% of patients. While it was unclear how much of a role yoga 

had versus other factors like diet, yoga was shown to reduce stress which 

is one of the major contributors to heart disease. 

The Science of Yoga  

Look at the following ideas (Questions 1–4) and the list of researchers below. Match 

each idea with the correct researcher, A, B, C or D. Write the correct letter, A, B C 

or D, in the boxes 1–4 on your answer sheet.  

1 the importance of yoga in decreasing the main hormone linked to 

stress  

2 the advantage of yoga compared to relaxation in decreasing stress 

and anxiety   

3 the significance of yoga in relation to existing cases of heart disease   

4 the connection between practicing yoga and improvements in the 

circulatory system  

List of Researchers    

A.  Caroline Smith    

B.  Jayadeva Yogendra    

C.  Andreas Michalsen    

D.  Vijay Bharshankar 

(source: https://www.ieltsjacky.com/ielts-reading-name-matching.html) 

Ordering tasks  

In this task, the test takers are presented with a set of sentences or 

paragraphs then are asked to put them in order. However, there are some 

possible problems that could emerge from these. First, there is a 

possibility of unanticipated order (alternative) as the test takers set the set 

of sentences or paragraphs in a different order from the original authors 

https://www.ieltsjacky.com/ielts-reading-name-matching.html
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and their orders are acceptable. Second, in terms of weighing the partial 

correct answers, it is daunting to weigh or mark when a student gets four 

elements out of eight correct sequences. 

Direction: 

The excerpts below are taken from a newspaper about the discovery of part of a super 

ancient continent found under New Zealand. Number them in the correct order. 

 The zircon crystals came from rocks collected from the 

islands of New Zealand, which, according to a National 

Geographic article, are among the few bits of Zealandia's 

nearly two million square miles that poke above the sea. 

“Only recently recognised by scientists, Zealandia is the most 

submerged, thinnest, and youngest continent yet found.” 

Turnbull, who works for the research and consulting firm 

GNS Science in New Zealand, and her colleagues were 

curious about the processes that shaped the unique landmass. 

 Another one of the study’s authors, Joshua Schwartz, a 

geologist specialising in granites at California State University, 

Northridge, says the work is also part of the larger puzzle of 

how Zealandia came to be. 

 In the summer of 2018, geologist Rose Turnbull was in 

California, sorting through grains of fine sand. She is a 

researcher based in New Zealand, and she was looking at tiny 

crystals of zircon to get a better understanding of the eighth 

continent of Zealandia, known as Te Riu-a-Maui in Maori. 

 As one of the authors of a recent study published in Geology, 

she and her colleagues wrote: “Zircon is the foremost deep-

time recorder of Earth’s history, preserving a rich archive of 

isotope information that informs on magma parentage and 

crust-mantle evolution. Unlike whole rocks, zircon is highly 

resistant to alteration and weathering.” 

 There is a catch, however. Most continents are known to have 

a core of rock called a craton, “a sort of geologic nucleus at 

least a billion years old that acts like a stable base upon which 

continents build,” writes National Geographic. Yet with 

https://www.geosociety.org/gsatoday/archive/27/3/article/GSATG321A.1.htm
https://www.gns.cri.nz/Home/News-and-Events/What-s-new/The-origin-and-meaning-of-the-name-Te-Riu-a-Maui-Zealandia
https://pubs.geoscienceworld.org/gsa/geology/article/49/8/1009/598229/A-hidden-Rodinian-lithospheric-keel-beneath
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Zealandia, the oldest continental crust was dated back to 

roughly 500 million years ago - pretty young in terms of 

geology. That is, where is Zealandia’s craton, if it is supposed 

to be a continent? 

 "That layer on top of the Earth that we call the crust, that 

thin layer is where all the action for life happens," he says. 

The continental crust is where we live, grow crops, draw 

water, mine minerals, and more. "Essentially, all of our life is 

built on crust." 

 So, this is why the discovery of the newfound fragment of 

ancient rock is so significant. It “ticks the final box,” Turnbull 

says. “"We are sitting on a continent." 

 They were surprised by their discovery, that hidden 

underneath the eastern side of New Zealand’s South and 

Stewart Islands was a chunk of a billion-year-old 

supercontinent. This means that Zealandia may not be as 

young as once believed, and thus be a stronger candidate to 

be accepted as a continent. 

 "Continents are sort of like icebergs," study author Keith 

Klepeis, a structural geologist at the University of Vermont, 

tells National Geographic. "What you see at the surface is not 

really the full extent of the beast."  

Adapted from www.trtworld.com140 

Dichotomous items 

Dichotomous items are characterized by given two alternatives: true 

or false, correct or incorrect, yes or no. This test item is relatively easier to 

construct although it opens the chance for 50% guessing for the students. 

To overcome this issue, a wide range of items should be constructed or 

adding more options such as not given or doesn’t say when the test items 

is intended to measure the ability to infer meaning. 

                                                             
140 “Part of Ancient Supercontinent Found under New Zealand,” Part of Ancient 
Supercontinent Found under New Zealand, accessed July 25, 2021, 
https://www.trtworld.com/life/part-of-ancient-supercontinent-found-under-new-
zealand-48610. 
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Example: 

The University of Buckingham vice-chancellor says it is "a 

powerfully cost-effective way of helping children feel more secure at 

schools". Sir Anthony was speaking at a conference about the need to 

improve young people's sense of wellbeing. The University of 

Buckingham's Ultimate Wellbeing in Education Conference examined 

how to respond to the stresses and anxieties facing young people. 

Education Secretary Damian Hinds told the conference that the relentless 

presence of social media made growing up "more pressurised". He said 

this could be all-pervasive for teenagers, making them compare their own 

experiences with the “perfect lives” on social media. It could also 

normalise exposure to harmful material on subjects like self-harm or 

eating disorders”. He also reported that more schools seem to have 

“wellbeing dogs” and that he believed having pets in schools can really 

help. 

  Sir Anthony has been a longstanding advocate of the need for 

schools to pay much more attention to mental health. He told the 

conference that it was no longer possible for schools to focus solely on 

academic achievement without thinking about the emotional wellbeing of 

pupils. His campaigns have helped to raise awareness about the 

prevalence of mental health problems in schools and on university 

campuses - and he has argued for more recognition of the risks from 

drug use. 

  The education secretary called for more attention to be paid to ways 

of building up children's wellbeing, such as teaching emotional resilience 

and a sense of ‘character’. But Sir Anthony suggested another more low-

tech approach to reducing anxiety - the soothing presence of animals 

such as dogs. "The quickest and biggest hit that we can make to improve 

mental health in our schools and to make them feel safe for children, is to 

have at least one dog in every single school in the country," said Sir 

Anthony. "Because children can relate to animals when they are hurt and 

anxious and sad in a way that they can't always with human beings. It will 

be a powerfully cost-effective way of helping children feel more secure at 

schools”, he added. 

  The education secretary said that his visits to schools had certainly 

shown him how common “wellbeing dogs” were becoming. "This is one 

of those things that wasn't around when I was at school," said Mr Hinds. 
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"I hadn't really realised the incidence of it until I was education 

secretary”. He said that he’d been surprised at the idea at first but saw for 

himself that many children found the experience really uplifting, 

particularly those that have different ways of expressing themselves and 

coming out of themselves. He did, however, stated that although the dogs 

can really help, there were no plans for a "central dog policy". 

Do the following statements agree with the information given in Reading 

Passage 1? In boxes 1-4 on your answer sheet write: 

 

TRUE  if the statement agrees with the information 

FALSE  if the statement contradicts the information 

NOT GIVEN if there is no information on this 

1. Raising levels of literacy was the main theme of the conference. 

2. Online platforms such as Facebook and Twitter can have a negative 

effect on young people’s lives. 

3. There is evidence that the presence of pets in schools helps kids with 

mental health issues. 

4. The government minister may introduce a national scheme 

promoting wellbeing dogs in schools 

(Source: www.ieltsjacky.com141) 

Editing Test 

As the name implies, this type of test item requires the test takers to 

edit or revise a given text by identifying the errors introduced in the 

passages in the text. This test might ask the students to edit test items 

presented in multiple-choice format or in open-ended fashion in which 

the passage is broken down into lines and the students should identify 

and fix the error in each line. However, this test seems to assess a limited 

range of abilities and resembles more of a proof-reading task. 

Example: 

                                                             
141 “IELTS Reading – True, False, Not Given Questions,” IELTS Jacky, accessed July 
25, 2021, https://www.ieltsjacky.com/ielts-reading-true-false-not-given.html. 
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The Khao San Road were a famous traveller spot 

even before Leonardo di Caprio's characters in the 

film The Beach stayed there. But it's noise, not very 

pretty and not very Thai. For some thing more 

authenticity, Phra Kanong offers an alternative 

place to stay, with its fantastic street marketer 

where everyday Bangkok people eats, work and 

live. It's not as convenience for the main tourist 

sites, but it has a Skytrain station so you can being 

at the Grand Palace in 20 minutes. 

1)…………………… 

2)…………………… 

3)…………………… 

4)…………………… 

5)…………………… 

6)…………………… 

7)…………………… 

8)…………………… 

9)…………………… 

Bangkok's traffic can be a nightmares. Sure, you 

can easily take a taxi – if you wanted to spend 

hours stuck in traffic jams – but there is two much 

better ways to getting around the city. To explore 

the temples and historical sites, catch a express 

boat river taxi or an longtail boat along the Chao 

Phraya river and the canals. For the modern partly 

of the city, the Skytrain is a fast, cheapest way to 

travel from the river to the shopping malls or 

nightlife of Sukhumvit, and the famous Chatuchak 

street market. 

10)…………………… 

11)…………………… 

12)…………………… 

13)…………………… 

14)…………………… 

15)…………………… 

16)…………………… 

17)…………………… 

18)…………………… 

 

(Adapted from https://learnenglish.britishcouncil.org142)  

C-Test 

C-test is quite similar to cloze test in terms of reduction of words in 

a passage. However, in C-test, the second half of every second word is 

omitted and the test takers should restore them.143 Despite being claimed 

to be more reliable than the cloze test in measuring understanding, many 

test takers find completing this test irritating.  

Example: 

                                                             
142 “A Travel Guide,” British Council, last modified June 6, 2019, accessed July 25, 2021, 
https://learnenglish.britishcouncil.org/skills/reading/intermediate-b1/a-travel-guide. 
143 Buck, Assessing Listening. 
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I a__ an Indon____ who curr____ lives i_ Poland. Wh____ I ca____ 

here f____ the fi____ time, I w____ so exc____ to s____ European 

sty____ and cul____ all acr____ the down____. Despite t____ culture 

sh____ I ca____ across o____ several occa____, I g____ used t____ the 

li____ of t____ capital ci____ of Pol____, Warsawa. How____, the 

big____ challenge I ha____ ever encou____ was n____ the cul____ 

itself, b____ the wea____. 

Short answer test 

In short answer test, the test takers are required to provide limited 

response in the form of words or phrases and not just Yes/No or 

True/False responses. This is typically useful when teachers want to 

know whether the students have an understanding of the given 

instruction and task. In the case of multiple-choice items, the test takers 

often select the answers by eliminating the options. The objective scoring 

of this test type highly depends on the answer key provided and 

constructing this test is not easy. The test constructor must take into 

account designing test items that have predictable answers (requiring 

certain answers) and avoid ambiguity which may bring about a too wide 

array of interpretations and responses. In other words. One way to focus 

the test items on desired answers is to pilot the test before administering 

it to the students. In the case of reading assessment, the test constructor 

should think of what questions the readers ask about the given text. Look 

at the example below. 
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Use the printed information above to answer the following questions. 

1. You are from Japan and you want to visit Indonesia very soon. What 

should you attach to your visa application? 
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2. If you are seen to have Covid-19 symptoms in the airport, what will 

the authorities do? 

3. How long should you do self-isolation upon arrival to Indonesia? 

4. Which areas in South Korea are the origins of denied passengers to 

enter Indonesia? 

Summary test 

In the summary test, the test takers are required to read a text then 

summarized the main ideas either of the whole passage or of a part. To 

do this task successfully, it is often assumed that the students have to be 

able to figure out the main ideas in the text, separate relevant from 

irrelevant ideas and organize their thought about the text. However, when 

it comes to scoring, the summary test can be very subjective. To create a 

better summary test, the test constructor should provide the readers with 

a given task/reading purpose for which some more important and 

relevant textual information is demonstrated.144  

The tests used for assessing reading vary depending on the 

approaches. However, it should be noted that assessing reading should be 

aligned with the principles of language assessment. It should also carefully 

be noted that designing a reading task requires the test constructor to 

choose the most appropriate text and to design the test specification first.  

 

 

 

 

 

 

 

 

 

 

 

 

                                                             
144 Alderson, Assessing Reading. 
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CHAPTER 10 

ASSESSING SPEAKING 

This chapter discusses the features of speaking and its implication on 

speaking assessment. Various test types and their procedures are also 

discussed to cast more light on how speaking can be assessed. 

A. The Nature of Speaking 

To speak means to create the image of ourselves to others through 

our speech. Speaking has several features that can be taken into account 

when assessing the skills. First, the sound of speech or pronunciation has 

several sub-features such as segmental and suprasegmental features of 

spoken language including stress, pitch, speech stream, individual sounds, 

intonation, pause and speed. In assessing speaking the criteria or 

indicators for assessment should be set according to types of information 

in the pronunciation they need and the task given should give enough 

material for rating the features.145 The basis of assessment standard for 

rating one’s pronunciation should not be the native speakers’ 

pronunciation because there are many varieties of English worldwide; it is 

difficult to choose which standard to use and research proved that very 

few learners can achieve the standard of native speaker pronunciation. 

Probably, one of the most appropriate standards is communicative 

effectiveness. The second feature of speaking is spoken grammar. 

Grammar in spoken language is quite handy to judge and when assessing 

grammar in speaking, the main standard used has to be the grammar of 

speech since people usually do not speak in sentences but chunks or 

phrases of the language. Therefore, the assessment should be based on 

the idea units, not sentences. The degree of grammar use is also varying 

according to the types of speech. Careful speech (planned speech) such as 

lectures, conferences, expert discussion highly value grammar and written 

language. On the other hand, unplanned speech is often spontaneous. 

The next feature of speaking is spoken words. It is so common that in the 

                                                             
145 Sari Luoma, Assessing Speaking, Cambridge Language Assessment (Cambridge: 
Cambridge University Press, 2004), accessed May 27, 2021, 
https://www.cambridge.org/core/books/assessing-
speaking/B51FA996816705DE4121FBB17B973846. 
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assessment of speaking or speaking rating scales, the description of 

vocabulary use is one of the important parameters. The assessment of 

speaking also partially provides evidence of the test-takers’ rich lexicons. 

Speaking is also characterized by the use of common words and well-

chosen phrases such as fillers, fixed expressions, and discourse markers. 

Another feature of speaking is slips and errors. In normal speaking both 

native and nonnative speaker of a language is prone to error and slips 

while speaking in the form of mispronunciation, wrong words and mixed 

sounds due to inattention. The test rater should therefore be aware of this 

phenomenon and does not take slips and errors too seriously. The last 

feature of spoken language is its processing and reciprocity. What makes 

speaking different from writing is the processing time. A speaker is 

usually under the pressure of time, therefore one way to overcome this is 

by giving the speaker and listeners a chance of turn-taking which reflects 

the term reciprocity. Through the turn-taking the speaker and the listener 

also the social relationship between them.  

B. SITUATIONAL CONTEXTS OF SPEAKING 

It is widely believed that one of the factors that influence one’s 

speaking is the situation under which the speech occurs. Louma outlines 

several situations that may influence speaking as follows: 

1. Situation: The physical setting (for instance a classroom) and the 

nature of the event (for instance an end-of-term test of speaking).  

2. Participants: Speaker, hearer, audience, etc.; for instance, two 

examinees, an interlocutor and an assessor (whether present in the 

situation or absent, only listening to the interaction afterward from 

tape). 

3. Ends: Conventional outcomes of the event, if any. For instance, 

accomplishing whatever task is the goal of the event, or producing a 

test score and verbal feedback. The ends also include the individual 

participants’ goals, such as exposing the strengths and weaknesses of 

the examinees’ speaking ability, showing one’s ability to speak a 

foreign language at its best, or making fair and equitable assessments.  
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4. Act sequence: The form and content of speech act: the content of 

what is said, and the way it is said; how each act is spoken, and the 

sequence of acts in the discourse.  

5. Key: Tone, manner, or spirit of act; for instance, supportive, friendly, 

open, formal, impersonal, tentative, withdrawn. Instrumentalities 

Channel or mode, e.g. spoken, written, pre-recorded. Forms of 

speech: dialects, accents, and varieties used.  

6. Norms: Norms of interpretation and norms of interaction, such as 

right/responsibility to initiate topics, ask questions, express views, 

ask for clarification, explain, elaborate.  

7. Genre: Categories such as a joke, lecture, description, instruction, 

storytelling, presentation.146 

C. DESIGNING SPEAKING TASKS 

Before designing a speaking task, some considerations should be 

taken into account such as the stages of task construction involving what 

to test, writing the test specification, writing the actual test and also the 

language of the task instruction. Brown and Abeywickrama outline three 

main considerations when assessing speaking. 

 No skill of oral production can be isolated in every speaking task. 

Aural understanding and maybe reading are generally required at 

the same time. 

 It might be difficult to remember the exact criteria you've set for 

a task since, beyond the word level, spoken language provides 

test-takers with a variety of useful alternatives. Ascertain that 

your elicitation prompt fulfills its objectives as precisely as 

possible. 

 Because of these two aspects of oral production evaluation, it's 

critical to properly define scoring rubrics for responses so that 

you may obtain the highest possible reliability index.147 

In terms of scoring criteria, when assessing complex learning 

outcomes for speaking skills particularly in the form of extensive 

speaking tasks, a scoring rubric with clearly defined constructs and criteria 
                                                             
146 Ibid. 
147 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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should be employed. Teachers may use good rubrics to prevent confusing 

the task or activity with the learning goal, and therefore conflating task 

completion with learning. Furthermore, rubrics' criteria and performance-

level descriptions assist students in understanding what the intended 

performance is and how to achieve it. 

Table 19: Oral Proficiency Scoring Rubric148 

 Grammar Vocabulary Comprehension 

I Errors in 

grammar are 

frequent, but 

speaker can 

be understood by 

a native 

speaker used to 

dealing 

with foreigners 

attempting 

to speak his or 

her 

language. 

Speaking 

vocabulary 

inadequate to 

express 

anything but the 

most 

elementary needs. 

Within the scope of 

very limited language 

experience, Can 

understand 

simple questions and 

statements if 

delivered with 

slowed speech, 

repetition, 

or paraphrase. 

II Can usually 

handle 

elementary 

constructions 

quite accurately 

but does 

not have 

thorough or 

confident control 

of the 

grammar. 

Has speaking 

vocabulary 

sufficient to 

express oneself 

simply with some 

circumlocutions. 

Can get the gist of 

most 

conversations of 

nontechnical 

subjects (i.e., 

topics that require 

no 

specialized 

knowledge). 

III Control of 

grammar is 

Able to speak the 

language 

Comprehension is 

quite 

                                                             
148 Ibid. 
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good. Able to 

speak the 

language with 

sufficient 

structural 

accuracy to 

participate 

effectively in 

most formal and 

informal 

conversations on 

practical, 

social, and 

professional 

topics. 

with sufficient 

vocabulary 

to participate 

effectively in 

most formal and 

informal 

conversations on 

practical, 

social, and 

professional 

topics. 

Vocabulary is 

broad 

enough that he or 

she rarely 

has to grope for a 

word. 

complete at a normal 

rate 

of speech. 

IV Able to use the 

language 

accurately on all 

levels 

normally 

pertinent to 

professional 

needs. Errors 

in grammar are 

quite rare. 

Can understand 

and 

participate in any 

conversation 

within the 

range of one’s 

experience 

with a high 

degree of 

precision of 

vocabulary. 

Can understand any 

conversation within 

the 

range of one’s 

experience. 

V Equivalent to that 

of an 

educated native 

speaker. 

Speech on all 

levels is fully 

accepted by 

educated native 

speakers in all its 

features 

including breadth 

of 

Equivalent to that of 

an 

educated native 

speaker. 
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vocabulary and 

idioms, 

colloquialisms, 

and 

pertinent cultural 

references. 

 Fluency Pronunciation Task Achievement 

I No specific 

fluency 

description. Refer 

to other 

four language 

areas for 

implied level of 

fluency. 

Errors in 

pronunciation are 

frequent but can 

be 

understood by a 

native 

speaker used to 

dealing 

with foreigners 

attempting 

to speak his or 

her 

language. 

Can ask and answer 

questions on very 

familiar 

topics. Able to 

satisfy 

routine travel needs 

and 

minimum courtesy 

requirements. 

(Should be 

able to order a 

simple 

meal, ask for shelter 

or 

lodging, ask for and 

give 

simple directions, 

make 

purchases, and tell 

time.) 

II Can handle with 

confidence 

but not with 

facility most 

social situations, 

including 

introductions and 

casual 

Accent is 

intelligible 

though often 

quite faulty. 

Able to satisfy 

routine 

social demands and 

work 

requirements; needs 

help 

in handling any 

complication or 
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conversations 

about current 

events, as well as 

work, 

family, and 

autobiographical 

information. 

difficulties. 

III Can discuss 

particular 

interests of 

competence 

with reasonable 

ease. 

Rarely has to 

grope for 

words. 

Errors never 

interfere with 

understanding 

and rarely 

disturb the native 

speaker. 

Accent may be 

obviously 

nonnative. 

Can participate 

effectively 

in most formal and 

informal 

conversations on 

practical, social, and 

professional topics. 

IV Able to use the 

language 

fluently on all 

levels 

normally 

pertinent to 

professional 

needs. Can 

participate in any 

conversation 

within the 

range of one’s 

experience 

with a high 

degree of fluency. 

Errors in 

pronunciation are 

quite rare. 

Would rarely be 

taken for a 

native speaker but 

can 

respond 

appropriately even 

in unfamiliar 

situations. 

Can handle informal 

interpreting from 

and into 

language. 

V Has complete 

fluency in 

the language such 

that 

Equivalent to and 

fully 

accepted by 

educated 

Speaking proficiency 

equivalent to that of 

an 

educated native 



168  Language Learning Assessment: Linking Theory to Practice 

 

speech is fully 

accepted by 

educated native 

speakers. 

native speakers. speaker. 

 

D. INTERVIEW 

One of the most ubiquitous ways of assessing speaking skills is 

through interviews. In an oral interview, a test administrator and a test 

taker go through a protocol of questions and answers. The interview is 

then assessed based on one or more constructs such as pronunciation 

and/or grammatical accuracy, vocabulary usage, fluency, 

sociolinguistic/pragmatic appropriateness, task accomplishment, and 

even understanding. Oral interviews may also vary depending upon the 

context and purposes. If aimed for placement, it will probably take about 

5 minutes. However, when used in a proficiency test such as in the 

IELTS, the interview might take at least 11-14 minutes. An interview is 

usually carried out through a staged procedure involving warming up, 

level check, probe and wind down.  

 Warming up is intended for introduction and making the 

interviewees comfortable by eliciting information about their 

personal identities. This is also aimed to lower the level of anxiety 

of the test takers. 

 Level check aims to stimulate the test takers' response using a set 

of planned questions in the forms of intended forms and 

functions. This usually elicits information on the use of 

grammatical category, discourse structure and sociolinguistic 

factors. 

 Probe is the peak of the interview session when the interviewer 

asks questions that are more challenging with increasing 

difficulties.  

 Wind down is the session where the interview calms down the 

interviewees. 
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Here is a good specification of an interview from brown and 

Abbeywickrama149 

 

Warm-up: 

1. Small talk 

Level Check: 

The test taker 

2. Answer WH-Questions 

3. Produces a narrative without interruptions  

4. Reads a passage aloud 

5. Tells how to make something or do something 

6. Engages in a brief, controlled, guided role play 

Probe: 

The test taker 

7. Responds to the interviewer’s open-ended questions on 

possibly obscure topics intended to pose a challenge to the 

test taker. 

8. Talks about his or her own field of study or profession 

9. Engages in a longer, more open-ended role play (e.g, 

simulates a difficult or embarrassing circumstance) with the 

interviewer 

10. Gives an impromptu presentation on some aspect of test-

taker’s field 

Wind-down 

11. Feeling about the interview, information on results, further 

questions 

E. DESCRIPTIVE TASK 

Descriptive task is one of the common tasks used to assess one’s 

speaking. This kind of task can be carried out either in one-on-one 

interviews or with pairs or in tape-based testing. However, it should be 

                                                             
149 Ibid. 
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carefully noted that there should be some precise instruction or limit to 

the description. It is sufficient to describe the people, the things, or the 

places. 

Direction: 

In this test, I will give each of you a picture. You’re not allowed to show 

the pictures to each other. 

Hand over the pictures. 
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Please describe the picture you have and talk to each other about what is 

similar and what is different between the pictures. Student A, you start. 

Student A and B describe and discuss their pictures for about three minutes. When 

needed, give them some prompts e.g., describe the scenery, the building, the tool used, etc. 

Thank you. 

F. NARRATIVE TASK 

Narrative task aims to examine how well the test takers can recount 

events in a sequence within a time frame. This task can be based on 

pictures or based on what already happened to the test takers. The 

narrative task can be carried out as a monologue or in pairs. For example, 

a pair of test-takers are asked to tell the picture-cued stories in turn. The 

first part is told by the first test taker and the rest is by the other test taker 

in pairs. 

Example:  

Tell me a story that the picture below tells (5 minutes) 
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(source: https://id.pinterest.com/pin/391461392583941490/) 

G. INSTRUCTION TASK 

Instruction tasks may require the test takers to tell the tester about 

certain directions or steps in doing an activity. This form of instruction 

task can be a monologue and be recorded such as giving direction using 

maps. Instruction tasks may also take a form of an interactive test in 

which the test takers work in pairs: the first person serves as the 
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instruction giver while the second one as the listener who is required to 

repeat the instruction given by the end of the test. 

Student A’s booklet 

Feeding the kitten 

You’re now on the street being stranded in a heavy traffic jam and 

you haven’t fed Tom, your British short hair kitten. You asked your 

friend to feed it and he will do it. 

Tell your partner precisely what to do, what he’ll need and where to 

find things. Follow the instructions below and see whether you can find 

things you need in the picture. 

1. Food (you need 1 & 2) 

2. Drink (you need 3) 

3. Walk (you need 4) 

4. More water 

Then check whether he understands what to do. Ask him to go 

over the main points of: 

1. What to do 

2. What he needs 

3. Where to find things.  



174  Language Learning Assessment: Linking Theory to Practice 

 

 

H. COMPARING AND CONTRAST 

Comparing and contrasting task requires the test takers to discuss 

differences and similarities of given pictures or concepts thus it is more 

challenging to do than is the description test. The tests takers need to 

perform an analysis of what and why. This task is demanding due to the 

use of comparative degrees and complex grammatical structures. 

However, the task complexity also depends on the object being compared 

on contrasted, furthermore, this task may make use of pictures as 

prompts or concepts to compare and contrast. Look at the following 

example: 

Compare and contrast in pairs. 

Direction: In this task, I’ll give each of you a chance to talk for about two 

minutes and to comment briefly after your partner has taken his/her turn. 

First of all, you will the same set of pictures you have to look into. They 

show different transportations.  

1 

2 
4 

3 
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Hand over the same set of pictures to each student. 

Student A, now is your turn. I’d like you to compare and contrast 

two or three of these pictures saying what people use for their 

transportation and why each is advantageous. You have two minutes to 

do this. 

Student A: Approximately two minutes. 

Instructor: Now student B, which transportation is the best for 

people? 

Student B: Approximately one minute. 

Instructor: Thank you. 
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I. EXPLAINING AND PREDICTING 

Explaining tasks are very common in the professional and academic 

setting. The task of explaining is usually monologic and might be in the 

form of explaining a graph or a process. To do this task, the test takers 

need to present the stages of information in a coherent order. They also 

need to explain the importance of each stage and why it is important. 

Similarly, a predicting task involves making speculation and since it is 

about speculation, room for negotiation is widely open. Thus, predicting 

tasks tends to be more interactive. As presented in the example below, 

the information is limited to the graph, yet in an interactive situation, the 

students and listeners might go beyond what is presented, allowing them 

to draw implications and to relate them to the world economy. 

 

(Source: 

https://www.englishforums.com/English/IeltsTask1BarChart/bpvhch/

post.htm) 

1. Tell me about the information given in the graph (60 seconds) 
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2. What do you think is the reason for the changing of trends for each 

of the industries in the graph? 

 

J. DECISION TASK 

Decision task involves a discussion about issues concerned that need 

a decision. In the task, the speaker provides views about the issue then 

proposes a solution and tries to justify it with some reasons. This is 

intended to spark different viewpoints that can be negotiated until they 

arrive at the conclusion. Thus, a decision task should be interactive in that 

it allows the students to engage in negotiation and considering others’ 

opinions. For a task designer to construct a good decision task, they have 

to think and discuss the relevant issue with the examinees in order to 

trigger them to have a discussion. Here is an example of this task type: 

Task card for examinees in a paired interview 

Delegating English club members to a debate competition 

Your English club is cordially invited to participate in a debate 

competition, which will be held a week ahead amid the covid-19 

pandemic. As a club leader, you have been asked to decide whether some 

club members should be sent to the competition. 

Discuss and decide together: 

 What are the benefits and shortcomings of joining the debate 

competition? 

 Which members should represent the English club? 

Similar to the previous kinds of tasks, decision tasks can be done 

interactively or in monologue. When it is recorded in monologue, the test 

takers simply express their opinions and provide justifications. 

K. ROLE-PLAYS AND SIMULATION 

Role plays mean interactive simulation of communication events that 

plausibly occur outside the test such as seeing a doctor, shopping at a 

mall, seeing a bank customer service, going to a travel agent and so forth. 
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In a role-play, the test takers play a new role and communicate to 

partners instead of the tester.  

When designing role-play task for classroom use, teacher should 

carefully select roles that are familiar to the students and that they have 

done before and are used to doing. Asking the students to play a new role 

will require students’ acting ability which may be difficult for them.  

Example: 

At DIY Shop 

Student A 

You are a customer in a DIY shop. You need the following things, 

but you don’t know their names in English. Describe them to the 

assistant, say what they are for and see if they bring you the correct 

object. Don’t forget to check the price tag and ask for cheaper options if 

necessary. You have $30 to spend.  

 

Item 1: for general repairs Item 2: around ten in different 

shapes are needed 
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Item 3: for the door of the kitchen 

 

Item 4: Size about 10-15cm 
 
 

Item 5: for electrical equipment Item 6: size small (10-20 cm) 

 

Student B 

You work in a DIY shop. The teacher will give you the things for sale. 

Don’t let the customer see them. Here comes your first customer. Try to 

sell him/her the most expensive item in each range. 

(Adapted from Anderson150) 

L. REACTING IN SITUATION TASK 

This task incorporates tasks in simulation features and 

communications based on language functions. This type of task also 

                                                             
150 Jason Anderson, Role Plays for Today: Photocopiable Activities to Get Students Speaking 
(Delta Publishing, 2006). 
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covers different situations in which the test takers should react to them. 

This task also uses mini simulation, unlike role play with longer 

simulation. The testers receive a more varied view of the examinees' skills 

since they can fit a variety of language-use circumstances within a handful 

of minutes, as opposed to lengthy simulations. The types of scenarios and 

functionalities that the testers want to know about are the most important 

design considerations.151 

Example: 

Instruction: In this task, you are required to give responses in 

English to the situation provided below. Firstly, you will be given time to 

read the description of the situations then you will hear a prompt ‘start 

speaking now’ from the examiner. The examiner will notify when you 

should end response for each situation. 

Situation 1: A classmate of yours has been studying and doing 

assignment with you since the first year of your study. One day, 

your lecturer told you that one of your assignments was copied 

by that classmate and he put his name on top of it. Your 

lecturer wants you to let him know that what he has done is a 

violation of the university rules. What do you say to your 

classmate? 

Situation 2: you made a meeting appointment with one of the 

school principals in your town. However, on the meeting day, 

he was not coming on time and you waited for quite some time. 

You made a call to clarify the meeting with him. What do you 

say to the principal? 

M. STRUCTURED-SPEAKING TASK 

Structured-speaking tasks enable the examiner or tester to control 

what the test takers or examinees are going to say. This kind of task is 

usually aimed at assessing linguistic features such as pronunciation and 

grammar. Structured-speaking task can also combine reading aloud, short 

answers, reacting to phrases and sentence repetition. With reading aloud 

                                                             
151 Luoma, Assessing Speaking. 
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and sentence repetition, the tester already knows what the test-takers will 

say and with short answer and reacting to phrases task, the tester has a 

prepared shortlist of acceptable answers. Here is an example of reading 

aloud task. 

Examinee’s test booklet 

Part A: Reading. Please read out the sentences as you are instructed. 

1. Global warming is a huge problem in our current world. 

2. The best way to overcome global warming is by using recyclable 

material. 

3. The manufacture company must use nature-friendly materials and 

tools. 

4. Many people are unaware of the global warming effects, though. 

 

N. MORE SPEAKING TASKS 

Sentence/Dialogue Completion 

One method for focusing on the assessment of students’ abilities 

to use intensive elements of language in speaking is to have them read a 

conversation in which one speaker's lines are deleted. The students are 

then given time to go through the dialogue to acquire a sense of what's 

going on and to come up with acceptable lines to fill in. The students 

then respond as the recording, teacher, or test administrator produces 

one part orally. Despite its widespread usage, this technique has both 

benefits and drawbacks. The modest control of the output of test taker is 

a benefit of this approach. Individual differences in the responses are 

acceptable and the approach taps into a learner's capacity to recognize 

expectations in a discussion and create sociolinguistically accurate 

language.152 It does, however, need literacy and the ability to effectively 

transition from written to spoken English. Another problem is that this 

task is artificial and unauthentic. 

Example: 

                                                             
152 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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Dialogue completion task 

Students read (and then hear): 

In a fast-food restaurant: 

Crew Member: What would you like to order? 

Guest: _______________________ 

Crew Member: Okay, would you like to go with the combo offer, which 

will include fries and drink as well? 

Guest: _______________________ 

Crew Member: Do you want the burger small, medium, or large? 

Guest: _______________________ 

Crew Member: Do you want to add cheese? 

Guest: _______________________ 

Crew Member: Dine in or take away? 

Guest: _______________________ 

Crew Member: Okay!  

Guest: _______________________ 

Crew Member: It’s $3.95. 

Guest: _______________________ 

Crew Member: Please wait your order. 

Guest: _______________________ 

Students respond with appropriate lines. 

Games 

Typically, games are not used for summative assessment and they 

are types of informal assessment. Rather, it is used for formative 

assessment and might cover beyond the notion of test and assessment. 

However, any kind of activity can be a meaningful assessment when 

specific criteria and reliable scoring methods are both designed and this 

also works for games. Here are some examples: 

1. In the "Tinkertoy" game (LEGO block-based game), one or 

two learners are permitted to see the construction. The learners 

instruct "runners" (those who cannot see the structure) on how 

to re-create the structure at each step of construction. The 

runners then instruct the "builders" behind a second screen on 

how to construct the edifice. The builders can ask questions or 

clarify things as they go, but only within the two degrees of 
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separation. The goal is to recreate the construction as close to 

its original as feasible.  

2. In crossword puzzles, the names of all members of a class are 

clued by obscure information about them. To figure out who 

matches the clues in the puzzle, each class member must ask 

questions of others.  

3. To fill in the gaps in the information gap grids, students must 

conduct mini-interviews with other classmates (e.g., "born in 

July," "plays the violin," "has a two-year-old kid"). 

4. Members of the class are given city maps. One student is given 

predetermined map directions, and having a city map in hand, 

narrates the path to a partner, who must then follow the route 

and arrive at the right final location.  

(Adapted from Brown and Abeywickrama153) 

Oral Presentation 

Oral presentation is very common in academia and business 

meeting, and it measures one’s extensive speaking ability. Oral 

presentations are a type of assessment that requires students to 

communicate their knowledge and comprehension of a topic through the 

spoken word. Oral presentation comes in different formats; one of which 

is in-class presentation on a prepared topic, typically supplemented by 

visual aids in the form of PowerPoint slides. Oral presentation is also 

often combined with other assessment modes such as written project 

reports. PechaKucha, a fast-paced presentation format consisting of a 

predetermined number of slides that change every twenty seconds, is also 

popular.  

Presentations give students with valuable opportunity to practice 

skills that they will need in the workplace in a non-threatening setting. 

Students can also exhibit their comprehension and expertise of topics, as 

well as their ability to convey information and interact with an 

                                                             
153 Ibid. 
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audience.154 However, oral presentation also comes with shortcomings 

such as: A round of presentations might take a long time in big courses, 

giving presentations may be stressing for some students, evidence is not 

always permanent because presentations cannot be made anonymously, it 

is difficult to eliminate bias and the issues of validity and reliability viewed 

from the assessors. Therefore, just like any other assessment, effective 

assessment of oral production should take into account: (a) specification 

of the criterion, (b) setting of appropriate tasks, (c) elicitation of optimal 

output, and (d) establishment of practical and reliable scoring 

procedures.155 Here is an example of oral presentation evaluation 

checklist. 

 

Evaluation of oral presentation 

Assign a number to each box according to your assessment of the 

various 

aspects of the speaker's presentation. 

3=Excellent 

2=Good 

1=Fair 

0=Poor 

Content: 

The purpose or objective of the presentation was accomplished. 

The introduction was lively and got my attention. 

The main idea or point was clearly stated toward the beginning. 

The supporting points were clearly expressed * supported well by facts, 

argument 

The conclusion restated the main idea or purpose. 

Delivery: 

The speaker used gestures and body language well. 

The speaker maintained eye contact with the audience. 

The speaker used notes (and did not read a script verbatim). 

The speaker’s language was natural and fluent. 

                                                             
154 Louise Dryden et al., “Assessing Individual Oral Presentations,” Investigations in 
university teaching and learning 1, no. 1 (2003): 79–83. 
155 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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The speaker's volume of speech was appropriate. 

The speaker's rate of speech was appropriate. 

The speaker's pronunciation was clear and comprehensible. 

The speaker's grammar was correct and didn’t prevent understanding. 

The speaker used visual aids, handouts, etc., effectively. 

The speaker showed enthusiasm and interest. 

(If appropriate) The speaker responded to audience questions well. 

(Adapted from Brown and Abeywickrama156) 

Speaking is one fundamental skill that is often recognized as the 

main indicator of one’s success in language learning. The assessment of 

speaking should take into account the nature and situational context of 

speaking. The assessment of speaking also tends to be direct testing and 

based on the performance of the test takers.  
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CHAPTER 11 

ASSESSING WRITING 

As the last chapter of this book, this unit serves to inform you about 

the assessment of writing, one of the skills considered to be the most 

difficult task. Here the nature and theoretical foundation of writing are 

discussed with some illustrations of tests used to measure one’s ability in 

writing.  

A. THE NATURE OF WRITING 

Writing is perhaps the most complex skill in language as it entails 

cognitive, social, and cultural activities. Similar to speaking, writing is a 

productive skill. However, it remains controversial to which extent both 

differ. Weigle, for instance, points out that speaking and writing are 

different in terms of cognitive processes, reasons, goals, and 

communicative goals.157 Brown outlines some general different surface 

features of spoken vs written language as follows:158 

 Permanence: spoken language is temporary and must be processed 

in real-time while written language is permanent and can be 

processed or reread anytime.  

 Production Time: more time is available for writers to plan, review 

and revise their writing while speakers have to plan, formulate and 

deliver their utterances in a short time to maintain the 

communication. 

 Distance: there is a greater distance in terms of time and space 

between the writer and the reader thus eliminates the shared context 

compared to that of speaker and listener. 

 Orthography: writing carries limited information compared to 

speaking whose orthographic feature is richer (pitch, intonation, 

stress, volume, pause) 

                                                             
157 Sara Cushing Weigle, Assessing Writing (Cambridge: Cambridge University Press, 
2002). 
158 Brown, Principles of Language Teaching and Learning. 
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 Complexity: written text consists of longer clauses and more 

subordinators but spoken text consists of shorter clauses but more 

redundancy (word repetitions) 

 Formality: writing is more formal due to social and cultural uses 

 Vocabulary: written texts tend to use a wide range of vocabulary 

variations and more lower-frequency words. 

 

B. CONSIDERATIONS IN ASSESSING WRITING 

 Prior to writing assessment, the test constructor should be aware 

of writing genres that are aimed by the curriculum involving academic, 

job-related, and personal writing. When designing an assessment for 

writing, a test constructor as outlined by Weigle159 should also pay 

attention to the following aspects: 

a. Test purpose 

The purpose of assessing writing can be at least twofold: 

making inferences and making a decision regarding inferences. What 

is meant by making inferences is that we cannot directly observe 

one’s language ability, we make inferences on the ability based on the 

data of their responses towards test items. The inferences made then 

is used to make a decision at individual, classroom or program level. 

b. Language use 

Language use is closely related to language ability since when 

assessing writing we aim to assess the teats taker’s ability. In 

assessment terminology, the ability that we want to measure refers to 

the construct. Take for example, when one is asked to write a 

comparison and contrast about two different computer operating 

systems, we are not likely to measure his knowledge about computers 

rather how he can organize an essay of comparing and contrast. 

Thus, the construct is their ability to organize the text not their 

knowledge of computers.  apart from this, there is also a term called 

communicative ability which refers to the ability to achieve genuine 

communicative function which connects two interacting aspects: 

language knowledge and strategic competence. The following is the 

                                                             
159 Weigle, Assessing Writing. 
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framework for language knowledge and strategic competence as 

outlined by Douglas & Frazier.160 

                                                             
160 D. A. N. Douglas and Stefan Frazier, “Teaching by Principles: An Interactive 
Approach to Language Pedagogy.: H. Douglas Brown,” Tesol Quarterly 35, no. 2 (2001): 
341–342. 
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Figure 16: Framework for Language Knowledge 

and Strategic Competence 

c. Test usefulness 

Test usefulness is perhaps the most important consideration 

in test design. The usefulness of a test is measured according to the 

principles of language assessment. However, maximizing all the 

principles is virtually impossible. Therefore, the task of the test 

designer is to maintain the balance of qualities from these principles. 

When designing a writing assessment some considerations should be 

on the list: subject matter, stimulus material, genre, time allotment, 

instruction, choice of tasks, use of dictionaries, transcription mode. 

C. TYPES OF WRITING 

Different scholars have different ways of categorizing writing. 

Brown and Abeywickrama for instance divide writing into four 

categories: imitative, intensive, responsive and extensive writing.161 

Imitative writing as the name implies is the basic skill in writing primarily 

focusing on the mechanics (punctuation, spelling). Imitative writing tasks 

may range from copying task, spelling task, form completion task to 

converting numbers and abbreviation to words. Next, the intensive 

writing depicts the abilities in using the suitable vocabulary within a 

context, collocations and idioms, and proper grammatical characteristics 

within the length of a sentence. Furthermore, the responsive writing task 

requires students to work at a restricted discourse level, linking sentences 

into paragraphs and constructing a logically connected series of two or 

three paragraphs. This writing mostly includes producing short functional 

texts such as memos, short reports and summaries. Finally, extensive 

writing perhaps is the most complex type as writers concentrate on 

accomplishing a goal, rationally arranging and developing ideas, utilizing 

details to support or show ideas, exhibiting syntactic and lexical diversity, 

and, in many situations, going through several versions to get a finished 

output.162 The products resulted in extensive writing may include an 

essay, 

a term paper, a major research project report, or even a thesis. 

                                                             
161 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
162 Ibid. 
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Unlike the writing types above, generally writing is divided into 

narrative, persuasive, and informative types based on its purposes. 

Narrative writing is a piece of writing in which the main character meets a 

difficulty or participates in an intriguing, noteworthy, or amusing action 

or event in a place, while persuasive writing is a type of writing in which 

the writer utilizes words to persuade the reader that the writer's point of 

view on a topic is correct and the informative one, also known as 

explanatory writing, expository writing, or exposition, is written with the 

intent of informing or explaining a topic to the reader. The reader will 

frequently learn something new and fascinating as a result of reading 

informative writing. 

D. SCORING PROCEDURES FOR WRITING ASSESSMENT 

Scoring is one of the most fundamental aspects of assessment. 

Scoring is critical as it will be the basis of making decisions and inferences 

about the writer.163 When scoring writing, we can use a rating scale or 

rubric based on one out of two types of scoring that is holistic and 

analytic scoring. As previously mentioned, holistic scoring entails the 

assignment of single score to writing based on its overall impression. This 

means that the writing is read quickly then is judged according to a rating 

scale. Holistic scoring is said to be advantageous in terms of its 

practicality and focusing on the strengths of students’ writing instead of 

its deficiencies. In addition, holistic scoring also reflects a more authentic 

personal reaction of a reader to a text. However, holistic scoring is also 

criticized because of its shortcoming in providing diagnostic information 

about one’s writing ability, and difficulties in interpretation. For example, 

a holistic rating scale was previously used for Test of Written English in 

the TOEFL. Analytic scoring, on the other hand, rather than giving a 

single score to the script, rates the script based on several aspects or 

criteria such as organization, vocabulary, grammar, task achievement, 

mechanics and the like. Holistic scoring is advantageous when it comes to 

providing more detailed information of students’ performance in terms of 

different aspects of writing, diagnostic information on students’ writing 

ability, but it should be noted that analytic scoring requires longer time to 

carry out compared to the holistic one.  

                                                             
163 Weigle, Assessing Writing. 
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Table 20: Comparison between Holistic and Analytic Scoring164 

 

Quality Holistic scale Analytic scale 

Reliability Lower than analytic 

but still acceptable 

Higher than holistic 

Construct validity Holistic assumes 

that all relevant 

aspects of writing 

ability develop at the 

same rate can thus 

be captured in a 

single score; holistic 

scales correlate with 

superficial aspects 

such as length and 

handwriting. 

Analytic scale is 

more appropriate 

for L2 learners as 

different aspects of 

writing develop at 

different rates. 

Practicality Relatively fast and 

easy 

Time-consuming, 

expensive 

Impact Single score may 

mask an uneven 

writing profile and 

may be misleading 

for placement. 

More scales provide 

useful diagnostic 

information fir 

placement and/or 

instruction; more 

useful for rater 

training. 

Authenticity More natural 

process than analytic 

Rater may read 

holistically and 

adjust the analytic 

scores to match the 

holistic impression. 

The following are samples for each the rating scale/rubric 

above; one is holistic scoring rubric used for TWE while the latter is 

analytic scoring rubric for IELTS writing. 

                                                             
164 Ibid. 
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Table 21: Sample of Rubric with Holistic Scoring 

6 An essay at this level 

 
Effectively addresses the writing task 

Is well organized and well developed 

Uses clearly appropriate details to support a thesis or 

illustrate ideas. 

Displays consistent facility in use of language 

Demonstrates syntactic variety and appropriate word 

choice though it may have occasional errors.  

5 
An essay at this level 

 
May addresses some parts of the task more effectively 

than others. 

Is generally well organized and well developed 

Uses details to support a thesis or illustrate an idea. 

Displays facility in use of language 

Demonstrates some syntactic variety and range of 

vocabulary, though it will probably have occasional 

errors. 

4 
An essay at this level 

 
Addresses the writing topic adequately but may slight 

parts of the task. 

Is adequately organized and developed 

Uses some details to support a thesis or illustrate an 

idea. 

Demonstrates adequate but possibly inconsistent facility 

with syntax and usage. 

May contain some errors that occasionally obscure 

meaning. 

3 
An essay at this level may reveal one or more of the 

following weaknesses: 

 
Inadequate organization or development 

Inappropriate or insufficient details to support or 

illustrate generalizations 
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A noticeably inappropriate choice of words or word 

forms 

An accumulation of errors in sentence structure and/or 

usage 

2 
An essay at this level is seriously flawed by one or more 

of the following weaknesses: 

 
Serious disorganization or underdevelopment 

Little or no detail, or irrelevant sepcifics 

Serious and frequent errors in sentence structure or 

usage 

Serious problems with focus 

1 
An essay at this level 

 
May be incoherent 

May be undeveloped 

May contain sever and persistent writing errors 

0 
 A paper is rated 0 if it contains no response, nerely 

copies of the topic, is off-topic, is written in a foreign 

language, or consists of only keystroke characters. 

While the following is an example of analytic scoring. 

Table 22: Sample of Rubric with Analytic Scoring 
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 Task Response 
 

Coherence and 
Cohesion 

 

Lexical Resource 
 

Grammatical Range and 
Accuracy 

 

 
Band 
9 

 
▪ fully addresses all parts 

of the task 
▪ presents a fully 

developed position in 
answer to the question 
with relevant, fully 
extended and well 
supported ideas 

 
▪ uses cohesion in such 

a way that it attracts 
no attention 

▪ skilfully manages 
paragraphing 

 
▪ uses a wide range of 

vocabulary with very 
natural and sophisticated 
control of lexical 
features; rare minor 
errors occur only as 
‘slips’ 

 
▪ uses a wide range of 

structures with full flexibility 
and accuracy; rare minor 
errors occur only as ‘slips’ 

8 
 

 

 

 

 

 

 

 

 

 

▪ sufficiently addresses all 
parts of the task 

▪ presents a well-
developed response to 
the question with 
relevant, extended and 
supported ideas 

▪ sequences information and 
ideas 
▪ logically 
▪ manages all aspects of 
cohesion well 
▪ uses paragraphing 

sufficiently and 
appropriately 

▪ uses a wide range of 
vocabulary 
▪ fluently and flexibly 

to convey precise 
meanings 

▪ skilfully uses 
uncommon lexical items 
but there may be 
occasional inaccuracies 
in word 
choice and collocation 

▪ produces rare errors in 
spelling and/or word 
formation 

▪ uses a wide range of structures 
▪ the majority of sentences are 
error-free 
▪ makes only very 

occasional errors or 
inappropriacies 
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7 ▪ addresses all parts of the 
task 
▪ presents a clear 

position throughout 
the response 

▪ presents, extends and 
supports main ideas, but 
there may be a tendency to 
overgeneralise and/or 
supporting ideas may lack 
focus 

▪ logically organises 
information and 
ideas; there is clear 
progression 
throughout 

▪ uses a range of 
cohesive devices 
appropriately although 
there may be some 
under-/over-use 

▪ presents a clear 
central topic within 
each paragraph 

▪ uses a sufficient 
range of 
vocabulary to 
allow some 
flexibility and 
precision 

▪ uses less common 
lexical items with some 
awareness of style and 
collocation 

▪may produce occasional 
errors in word choice, 
spelling and/or word 
formation 

▪ uses a variety of complex 
structures 
▪ produces frequent error-free 
sentences 
▪ has good control of 

grammar and punctuation 
but may make a few errors 

6 ▪ addresses all parts of the 
task although some parts 
may be more fully 
covered than others 

▪ presents a relevant 
position although the 
conclusions may 
become unclear or 
repetitive 

▪ presents relevant main 
ideas but some may be 
inadequately 
developed/unclear 

▪ arranges information 
and ideas coherently and 
there is a clear overall 
progression 

▪ uses cohesive devices 
effectively, but cohesion 
within and/or between 
sentences may be faulty or 
mechanical 

▪ may not always use 
referencing clearly or 
appropriately 

▪ uses paragraphing, but not 
always 

logically 

▪ uses an adequate 
range of vocabulary 
for the task 

▪ attempts to use less 
common vocabulary 
but with some 
inaccuracy 

▪ makes some errors in 
spelling and/or word 
formation, but they do 
not impede 
communication 

▪ uses a mix of simple 
and complex sentence 
forms 

▪ makes some errors in 
grammar and 
punctuation but they 
rarely reduce 
communication 
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5 ▪ addresses the task 
only partially; the 
format may be 
inappropriate in places 

▪ expresses a position 
but the development is 
not always clear and 
there may be no 
conclusions drawn 

▪ presents some main ideas 
but these are limited and 
not sufficiently 
developed; there may be 
irrelevant detail 

▪ presents information with 
some organisation but 
there may be a lack of 
overall progression 

▪ makes inadequate, 
inaccurate or over use of 
cohesive devices 

▪ may be repetitive 
because of lack of 
referencing and 
substitution 

▪ may not write in 
paragraphs, or 
paragraphing may be 
inadequate 

▪ uses a limited range of 
vocabulary, but this is 
minimally adequate for 
the task 

▪ may make noticeable 
errors in spelling 
and/or word formation 

that may cause some 
difficulty for the 
reader 

▪ uses only a limited range of 
structures 

▪ attempts complex 

sentences but these tend to 

be less accurate than simple 

sentences 

▪ may make frequent 
grammatical errors and 
punctuation may be 
faulty; errors can cause 
some difficulty for the 
reader 

4 ▪ responds to the task 
only in a minimal way or 
the answer is tangential; 
the format may be 
inappropriate 

▪ presents a position but 
this is unclear 

▪ presents some main ideas 
but these are difficult to 
identify 

and may be repetitive, 
irrelevant or not well 
supported 

▪ presents information 
and ideas but these are 
not arranged coherently 
and there is no clear 
progression in the 
response 

▪ uses some basic cohesive 
devices but these may be 
inaccurate or repetitive 

▪ may not write in 
paragraphs or their use 
may be confusing 

▪ uses only basic 
vocabulary which may 
be used repetitively or 
which may be 
inappropriate for the 
task 

▪ has limited control of 
word formation and/or 
spelling; errors may 
cause strain for the 
reader 

▪ uses only a very limited range 
of structures with only rare use 
of subordinate clauses 

▪ some structures are accurate 
but errors predominate, and 
punctuation is often 

faulty 
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3 ▪ does not adequately 
address any part of the 
task 

▪ does not express a 
clear position 

▪ presents few ideas, 
which are largely 
undeveloped or 
irrelevant 

▪ does not organise ideas 
logically 

▪ may use a very limited 
range of cohesive 
devices, and those used 
may not indicate a logical 
relationship between 
ideas 

▪ uses only a very limited 
range of words and 
expressions with very 
limited control of word 
formation and/or 
spelling 

▪ errors may severely 
distort the message 

▪ attempts sentence forms but 
errors in grammar and 
punctuation predominate and 
distort the meaning 

2 ▪ barely responds to the task 

▪ does not express a 
position 

▪ may attempt to present 
one or 

two ideas but there is no 
development 

▪ has very little control of 
organisational features 

▪ uses an extremely 
limited range of 
vocabulary; essentially 
no control of word 
formation and/or 
spelling 

▪ cannot use sentence forms 
except in memorised phrases 

1 ▪ answer is completely 
unrelated to the task 

▪ fails to communicate any 
message 

▪ can only use a few 
isolated words 

▪ cannot use sentence forms at all 

0 ▪ does not attend 

▪ does not attempt the task in any way 

▪ writes a totally memorised response 
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E. DESIGNING WRITING TASK 

a. Spelling Task 

Spelling test assesses whether the student can produce words 

with correct spelling and it may take various forms. A simple spelling 

test will have the students listen to a teacher dictating a simple list of a 

word, one at a time then using the word in a sentence, repeating the 

sentence then pausing to let the student write the word they hear. 

Another form spelling task might be picture-cued in which a set of 

pictures is given and the students are asked to name the picture with 

correct spelling. An alternative form of spelling task is by using 

multiple-choice items.  Although this format tends to assess reading, it 

may be used to reinforce students’ ability in spelling convention and 

can be made more challenging by adding homonyms in the options.  

Example: 

Instruction: Choose the word with correct spelling to fit the 

sentence, then write in the given space. 

1. May everyone who passed away due to covid-19 rest in 

_______ 

b. Piece 

c. Peace 

d. Pierce 

e. Pace  

2. Last week I visited this place, but nobody’s _______ 

a. Hear 

b. Hair 

c. Here 

d. Heir  

b. Dicto-Comp 

In a dicto-comp task the teacher reads a paragraph two or three 

times at a normal speed then asks the students to write what they can 

remember at their best. This task can be accompanied by a distributed 

handout that contains the keywords, after the teacher reads the 

paragraph, as cues for the students to help them write the remembered 
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paragraph. The students should internalize the content of the 

paragraph and recreate the story using their own words based on 

remembered lexical items and phrases.  

c. Grammatical Transformation Task 

This kind of task focuses on the form or grammar and asks the 

students to change or substitute the given grammar elements such as 

tense, active to passive and the like. Brown and Abeywickrama outline 

several possibilities of grammar transformation task as follows: 

 Change the tenses in a paragraph. 

 Change full forms of verbs to reduced forms (contractions). 

 Change statements to yes/no or WH- questions. 

 Change questions into statements. 

 Combine two sentences into one using a relative pronoun. 

 Change direct speech to indirect speech. 

 Change from active to passive voice.165 

d. Picture-cued Task 

Picture-cued task provides non-verbal means to stimulate 

students’ writing and can take a variety of forms. For example, a 

picture of some simple actions is given the students are asked to write 

what is happening. Another possible format is asking the students to 

describe a picture using more complex tasks such as asking them to 

use predetermined propositions (at, on, in, under, above) to describe a 

picture. The next possibility can be asking the students to provide a 

description in a sequence based on pictures depicting a storyline. 

Example:  

                                                             
165 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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(Source: dreamstime.com) 

Direction: Describe the man’s routine by writing a sentence for each 

activity.  

e. Ordering Task 

In this task, the students are given a sentence with a scrambled 

set of words. The students are asked to write or reorder the words to 

make a grammatically and meaningful sentence.  However, although 

inauthentic, this task can be better constructed if it consists of simple 

sentences, only one possible answer for each item and it was practiced 

before by the students. 

Example: 

Reordering words into sentences 

Direction: Put the following scrambled words into the right order 

to make a sentence. 

a) Uniforms/less money/school/cost/regular/than/clothes 

b) Important/English/a/subject/very/is 

c) Job/good/sports instructor/part-time/a/is 
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d) Present/a/was/birthday/it/perfect 

Responses: 

a) Uniforms cost less money than regular school clothes. 

b) English is a very important subject. 

c) Sports instructor is a good part-time job. 

d) It was a perfect birthday present. 

f. Sentence Completion Task 

Word retrieval tasks that require students to fill in the blanks are 

known as sentence completion tasks. These activities include a wide 

variety of answers, from the most basic and predictable to the more 

complex. These activities include a wide variety of answers, from the 

most basic and predictable to the more complex. These activities include 

a wide variety of answers, from the most basic and predictable to the 

more complex. Here are some examples of sentence completion tasks. 

The students see: 

1. Alicia: Who's that? 

Tony: _______________Gina. 

Alicia: _______________Where’s she from? 

Tony: Italy. 

2. Jennifer: _______________? 

Kathy: I’m studying English. 

3. Restate the following sentences in your own words, using the 

underlined 

word. You may need to change the meaning of the sentence a little. 

a. I never miss a day of school. always 

b. I’m pretty healthy most of the time. seldom 

c. I play tennis twice a week. sometimes 

4. You are in the kitchen helping your roommate cook. You need to ask 

questions about quantities. Ask a question using how much (item a) and a 

question using how many (item b), using nouns like sugar, pounds, flour, 

onions, eggs, cups. 

a. ________________________________ 

b. ________________________________ 

5. Look at the schedule of Roberto’s week. Write two sentences 

describing what Roberto does, using the words before (item a) and after 
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(item b). 

a. ________________________________ 

b. ________________________________ 

6. Write three sentences describing your preferences: a big, expensive car 

or a small, cheap car (item a); a house in the country or an apartment in 

the city 

(item b); money or good health (item c). 

a. ________________________________ 

b. ________________________________ 

c. ________________________________ 

(Adapted from Brown & Abeywickrama166) 

g. Paraphrasing Task 

Rewriting or rewording a phrase or statement so that it has the 

same idea but uses different words is known as paraphrasing. Students 

are asked to paraphrase text to describe something in their own words, 

to come up with different words and phrases to convey meaning, and 

to vary their expressions. This demonstrates that the students 

comprehend the material and, in many cases, simplifies the ideas, 

making them more understandable to the reader. 

Examples: 

Source text Paraphrase 

His elder brother sent him to a 

boarding school. 

He was sent to a boarding 

school by his older brother. 

Losing your cell phone can be 

frustrating. 

It's aggravating to misplace 

your phone. 

Common symptoms of Covid-19 

disease include fever, dry cough and 

tiredness 
 

Fever, a dry cough, and 

exhaustion are all common 

symptoms of Covid-19 

disease. 

 

 

                                                             
166 Ibid. 
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h. Paragraph Construction Task 

Paragraph writing is perhaps one of the most ubiquitous types of 

tasks assigned to students to measure their writing ability through 

direct assessment. In constructing a paragraph, the students are 

required to formulate a good topic sentence and its development. In 

the design of such writing task, the task constructor should be aware 

of some important aspects such as clarity, validity, reliability as well as 

interesting task. The last aspect, interesting task refer to the appeal of 

the task to both writer and readers that the former find it engaging to 

do the task and the later must be interested in reading hundred of 

essays consisting of countless paragraphs. Here are some samples of 

paragraph or essay construction tasks based on standardized tests 

involving TOEFL, Cambridge First Certificate and IELTS. 

TOEFL Writing Test 

The purpose of this test is to measure the English Proficiency of 

people whose native language is not English. It requires the test takers 

to organize ideas and to provide evidence for those ideas by 

composing in standard written English based on a given topic. The 

test also requires the test takers to write an essay. 
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Figure 17: Sample of TOEFL CBT Writing Task167 

TOEFL writing test is a high-stakes test that roots from 

American Psychometric tradition. The scoring of this writing test uses 

a holistic scale as can be seen in the previous subsection.  

Cambridge First Certificate in English 

The aim of this test is to measure ones’ proficiency under UCLES 

(University of Cambridge Local Examination syndicates).  The system 

in UCLES has six levels of language proficiency and this test is 

positioned at the third level. The test takers who pass this test is 

considered adequate to pursue work or training in English. Similar to 

TOEFL, this test scoring is also based on a holistic scale. 

                                                             
167 ETS, TOEFL 1998-1999 Bulletin: Information Bulletin for Computer Based Testing (ETS, 
1998). 
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Figure 18: Sample of Cambridge First Certificate Writing Task168 

 

IELTS (International English Language Testing System) 

                                                             
168 UCLES, First Certificate in English: A Handbook (Cambridge: UCLES, 1997). 
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 The purpose of IELTS is to assess the language ability of 

candidates who need to study at the university level or work in a 

professional capacity in which English is the primary means of 

communication. IELTS is typically divided into general and academic 

writing modules. The test-takers can take one of the modules to suit 

their need. In the scoring, the test takers are categorized into bands 1 

to 9 and the scoring uses an analytic scale.  

 

Figure 19: Sample of IELTS Writing Task169 

                                                             
169 Weigle, Assessing Writing. 
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 Writing is both a cognitive and social phenomenon that needs a 

carefully designed assessment. The main considerations in 

constructing a writing test entail the purpose, usefulness and language 

use. Apart from this, consideration in choosing either holistic or 

analytic scale in scoring is also paramount. 
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CHAPTER 12 

ASSESSING GRAMMAR AND VOCABULARY 

This chapter is devoted to understanding the nature of the 

assessment of grammatical accuracy and lexical resources. The assessment of 

grammar and vocabulary is deemed form-focused instead of meaning-

focused. In fact, the knowledge of grammar and meaning can often be 

integrated with the assessment of these two language elements as discussed 

in the following sections. 

A. ASSESSING GRAMMAR 

Across history, much debate on the role of grammar has been 

around. Some argue that grammar is the central part of communicative 

language, yet some believe that explicit knowledge of grammar should be 

avoided and let the students acquire it naturally through language 

exposure is preferable 

B. THE DEVELOPMENT OF GRAMMAR 

Until the twentieth century, grammar has been the center of 

language instruction and assessment where the ability to use language was 

mainly measured on the basis of grammar mastery, that is providing 

students with samples of the target language plus the underlying 

structures by means of describing and identifying. In other words, 

grammar assessment was carried out by requiring the test takers to 

analyze the grammar structures of a given text. Grammar rules were 

assessed by getting the students to analyze and state the rules in a text or 

to translate the text.170 Nowadays, in contrast, the goal of language 

learning is to foster the ability to communicate effectively and 

spontaneously in real-life settings without ignoring the indispensable role 

of grammar. Rather than learning and assessing grammar as a separate 

object, grammar is now viewed as an integral part and is assessed along 

with communicative competence. As pointed out by Brown and 

Abeywickrama, communicative competence consists of four elements, 

namely grammatical, sociolinguistic, discourse, and strategic 

competencies.171 

                                                             
170 James E Purpura, Assessing Grammar, vol. 8 (Cambridge University Press, 2004). 
171 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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C. DEFINING GRAMMAR 

Grammar has been defined in many ways. Grammar knowledge 

can be split into different terms entailing linguistic and formal grammar. 

The former also associated with traditional or universal grammar is 

derived from data of native speakers’ utterances with minimal 

construction used to depict a well-constructed utterance based on an 

individual framework.172 Further, linguists approach grammar from two 

different perspectives; the one viewed from syntax and the other one of 

communicative perspective where grammar is analyzed on the basis of 

language use. The syntactic (formal) approach is characterized by the 

construction of phrases and clauses without taking into account the literal 

meaning and contextual uses. In this sense, a set of rules of how sounds 

are combined to form words, how words are put together to form 

phrases, and how phrases are structured to form a clause. This approach 

informs teachers on the linguistic content for the test from which general 

inference can be made about language ability.173  

 The next approach deals with the communicative use of 

grammar. This communicative view does not focus on the formal 

structures of language, rather it regards grammar as a resource of making 

meaning in a communication system. Meaning or message is delivered 

through grammatical forms by speakers or writers.  

 In terms of grammar ability, Purpura defines it as the ability to 

actualize grammatical information properly and meaningfully in testing or 

other language-use contexts. It is a mix of grammatical knowledge and 

strategic competence.174 This definition goes beyond the term 

‘knowledge’ which is designated to the informational structure available in 

the long-term memory. 

D. FRAMEWORK FOR GRAMMAR ASSESSMENT 

To measure grammatical knowledge, one of the preliminaries is to 

determine the construct to measure and in the following framework, 

grammar ability is broken down into several constructs such as 

                                                             
172 Purpura, Assessing Grammar, vol. 8, p. . 
173 Ibid. 
174 Ibid. 
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phonology or graphological form and meaning, lexical form and meaning, 

morphosyntactic form and meaning and alike. 

a. Knowledge of phonology or graphological form and meaning 

Understanding and producing features of the sound or writing 

system in virtually all languages requires knowledge of phonological 

and graphological forms since they are employed to communicate 

meaning in testing or language-use contexts. Segmental characteristics 

(vowels and consonants) and prosody (i.e., stress, rhythm, intonation 

contours, volume, tempo) make up the phonological form, while 

graphological form comprises sound-spelling correspondences and 

other orthographical norms.  

On the other hand, phonological meaning can be encoded 

using the knowledge above. The ability to hear or pronounce meaning-

distinguishing sounds like /b/ vs. /v/, for example, could be used to 

distinguish the meaning of different nouns (boys/voice), and the 

ability to hear or pronounce prosodic features of the language could 

allow students to understand or convey whether a sentence is an 

interrogative or not. 

b. Knowledge of lexical form and meaning 

Using knowledge of lexical form allows us to grasp and 

produce those features of words that encode grammar rather than 

those that disclose meaning. This includes words that indicate gender 

(e.g., mistress), countability (e.g., children), or part of speech (e.g., 

apply, application), whereas lexical meaning allows us to interpret and 

use words based on their literal meanings (meanings or lexical items 

isolated from contexts), for example, a rose's literal meaning is a type 

of flower. 

c. Knowledge of morphosyntactic form and meaning 

Understanding and producing both the morphological and 

syntactic forms of the language require morphosyntactic form 

knowledge. Articles, prepositions, pronouns, affixes (such as -est), 

syntactic structures, word order, simple, compound, and complicated 

sentences, mood, voice, and modality are all included. Meanwhile, 

morphosyntactic meanings enable us to understand and express 

meanings derived from inflections like aspect and time, derivations like 

negation and agency, and syntax meanings like those used to convey 



212  Language Learning Assessment: Linking Theory to Practice 

 

attitudes (e.g., subjunctive mood) or demonstrate the focus, emphasis, 

or contrast (e.g., voice and word order). 

 

d. Knowledge of cohesive form and meaning 

We may employ the phonological, lexical, and morphosyntactic 

characteristics of the language to interpret and convey cohesiveness on 

both the sentence and discourse levels if we understand cohesive 

form. Through cohesive devices (e.g., but, although), which build 

linkages between cohesive forms and their referential meanings within 

the linguistic environment or surrounding co-text, cohesive form is 

directly connected to cohesive meaning. 

e. Knowledge of information management form and meaning 

Knowledge of information management forms (e.g., prosody, 

word order, tense-aspect, and parallel structures) enables us to utilize 

language forms as a resource for analyzing and conveying discourse 

information structure. These forms then allow us to arrange old and 

new information (i.e., topic/comment), topicalize, stress information, 

and offer information symmetry through parallelism and tense 

concordance, allowing us to build information management meaning. 

f. Knowledge of interactional form and meaning 

We can utilize linguistic forms as a resource for understanding 

and controlling talk-in-interaction if we have the knowledge of 

interactional forms (discourse markers and communication 

management techniques). To convey interactional meaning, 

interactional forms also employ phonological, lexical, and 

morphosyntactic resources. 

To summarize the elements of grammar ability above, the 

following illustration from Purpura175 is presented, 

                                                             
175 Ibid. 
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Figure 20: Framework for Assessing Grammar Knowledge 
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E. DESIGNING TEST FOR GRAMMAR ABILITY 

As a precursor to grammar test development, it is required to be 

familiar with task types used to elicit grammatical performance. 

Purpura outlines several typical examples of tasks on grammar.176 

Table 22: Samples of Task for Assessing Grammar Ability 

Selected-response 

task 

Limited-

production task 

Extended-

production task 

 Multiple choice  

 True/false  

 Matching 

 Discrimination 

task 

 Lexical list 

 Grammaticality 

judgment 

 Noticing  

 Gap-filling 

 Cloze 

 Short-answer 

 Dictation 

 Information 

transfer 

 Information 

gap 

 Dialogue 

completion 

 Summaries, 

essays 

 Dialogues, 

interviews 

 Role plays, 

simulations 

 Stories, 

reports 

 Information 

gap 

 Problem 

solving 

 Decision 

making 

 

a. Selected-response tasks 

 These types of tasks provide test takers with options and 

they need to select the best response. The input for this kind of 

test ranges from a single word to larger pieces of discourse such 

as phrases, clauses, or even sentences. These tasks aim to 

measure recognition or recall of certain grammatical forms 

and/or meaning.177 Usually, these items are scored objectively 

using right/wrong responses and sometimes partial credit 

scoring. The most typical examples are multiple-choice items and 

true-false items. In multiple-choice items, several options are 

                                                             
176 Ibid. 
177 Ibid. 
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provided; one of which is the correct response while the rest 

serve as distractors. This type of task is best suited for discrete 

knowledge of grammar. Nowadays, multiple-choice items have 

been widely used for standardized tests such as TOEFL and 

IELTS. Thus, this test has its excellence when it comes to 

eliciting performance samples that can provide valid inferences of 

grammatical ability.178  

a) Multiple choice 

Multiple-choice items can be designed to focus on the 

grammatical form or the grammatical meaning.  In the 

following example, all the options are correct in terms of 

meaning, therefore the contextual factor is not emphasized, 

yet it stresses the grammatical form being assessed. The 

scoring technique is also concise and clear-cut as it is based 

on correct and incorrect categories (dichotomous). 

Direction: Choose the best option to complete the sentence. 

We have to _________ our land from imperialism  

A. Protect 

B. Protection  

C. Protecting  

D. Protected  

  In the second example below, however, all the 

options are grammatically correct and the answer is then 

determined the context in the answer should indicate a refusal 

to an invitation. 

Alan: ____________________  

Brian: I’d love to, but I have to do my homework tonight. 

A. Need any help? 

B. How about eating out?  

C. How about you?  

D. Need to work? 

                                                             
178 Ibid. 
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In the last example below, both the grammatical form 

and meaning are emphasized. As the context indicates, the 

answer is option C based on a future event and the sense of 

uncertainty in the second line of the dialogue.  

Jack: Are you going back home this year? 

Jill: I’m not sure. ________; it depends on the airfares. 

A. I will not 

B. I may be 

C. I might 

D. I had to 

An alternative type of multiple-choice item is error 

recognition which usually appears on the written expression 

section in the TOEFL PBT. The answer is the word with 

incorrect grammar form in option B. 

The recent blast in Lebanon 

made 

damage to nearly 

      A                          B           C 

eight thousand buildings. 

    D 

b) Discrimination Tasks 

Discrimination task is used to measure the difference 

between two similar areas of grammatical knowledge. 

Discrimination tasks are a sort of selected-response task in 

which the student is asked to (a) pay attention to input that 

can be either language or nonlanguage and (b) react in the 

form of a choice between or among contrasts or opposites, 

such as true/false, right/wrong, or same/different.179 

Discrimination tasks can be designed in a variety of ways. 

One way is to present two different pictures and match a 

stimulus sentence with the correct picture or to provide one 

picture that should be matched with one out of two given 

sentences.  

                                                             
179 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
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Example: 

 

 

 
(Source: https://www.pngwing.com/en/free-png-plxnt) 

b. She is driving the car 

c. He is driving the car 

 

b. Limited Production Tasks 

Similar to selected-response tasks, the ranges of the input 

are similar. However, this task only requires the test takers to 

produce a limited amount of language. 180  

a) Gap filling tasks 

For instance, in gap-filling task, test takers are required 

to complete or provide words or phrases on deleted 

items/gaps. This task is presented in the form of sentences or 

passages in which several words are deleted and the test takers 

should fill in based on the contextual clues. The deletions are 

created to test one or more aspects of grammatical knowledge 

such as vocabulary and grammatical ability. Based on the 

context in which the language is delivered, test takers must 

select the proper response for the deletion or gap. 

                                                             
180 Ibid. 
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Direction: Fill in the blank with grammatically correct phrase using 

the given word. 

She agreed (pay)………… her tuition fee by the end of this 

month. 

b) Short answers 

In this kind of task, the students are presented with 

questions to answer or pictures or oral stimulus followed by 

questions. They must respond to the task by producing one 

or more sentences that are both grammatical and meaningful. 

The scoring can be either dichotomous or partial credit 

depending on the task complexity and the criterion of 

correctness. Here is an example: 

Direction: Look at the picture, then answer the question 

below. 

Question: What is the woman doing? 

 
(Source: https://photostockeditor.com/clip-art-

vector/asian-family-in-hospital) 

c) Dialogue Completion Tasks 

Like other dialogue completion tasks, the input given is n 

the form of deleted part or whole exchange in a short 
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conversation, yet the focus is to let the students respond with 

grammatically correct answers. However, often the task does not 

only require correct grammar but also meaning-related responses. 

In the following example, the students do not only asked to 

supply responses in past tense for the first two gaps but also to 

consider positive responses as the next part of the dialogues 

shows a pleasant trip.  

Example: 

Amy: How was your vacation to Lombok? 

Alan: It ________________________ 

Amy: I’m glad to hear that. What did you do there? 

Alan: ________________________ some local beaches 

and waterfalls. 

Amy: Do you have any plan to go back there in the near 

future? 

Alan: _____________ June this year. 

 

c. Extended Production Tasks 

As the name implies, extended information-tasks require the 

test takers to produce larger amounts of language, allowing more 

creative construction to take place, thus eliciting the authentic uses 

of language.181 The input in this task can vary from language to 

non-language such as gestures or pictures. Due to being extended 

and open-ended in nature, the scoring of this type of task requires 

the use of rating scales. This type of task is well suited to measure 

students’ ability in employing grammatical forms to convey 

meaning in language use instances.182 Besides, some extended 

production tasks measure implicit grammatical knowledge. An 

example that is worthy of our attention is role-play or simulation 

                                                             
181 Purpura, Assessing Grammar, vol. 8, p. . 
182 Ibid. 
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task. The following is an illustration from Brown and 

Abeywickrama:183 

 
In the task, the test takers are required to provide appropriate 

responses to given tasks by arguing and giving counterarguments. In 

addition to assessing students’ ability in the use of grammatical form 

and conveying meaning, such tasks also enable the tester to examine 

the pragmatic knowledge in terms of the role being played such as 

mayor and citizens.  

F. ASSESSING VOCABULARY 

Vocabulary plays a pivotal role in language acquisition and 

learning. As outlined by Read, vocabulary assessment entails three 

dimensions: discrete, selective and context-dependent. Here are 

illustrations for the dimensions of vocabulary assessment184 

 

                                                             
183 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
184 John Read, Assessing Vocabulary (Cambridge: Cambridge University Press, 2012). 
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As depicted in the illustration the first dimension is discrete-

embedded dimension which is focused on the assessment constructs; 

the term ‘discrete’ represents the assumption that vocabulary is 

treated as an independent construct for assessment. Therefore, this 

characterizes vocabulary as discrete points. In contrast, embedded 

dimension reflects vocabulary as parts or constructs in a larger 

assessment. For instance, vocabulary is embedded in writing 

assessment along with other constructs such as grammatical accuracy, 

cohesion, cohesion and task achievement.  

 
The second dimension, selective and comprehensive 

dimension is associated with the range of vocabulary being assessed. 

Discrete: A measure of  
vocabulary knowledge or 

use as an independent 
construct

Embedded: Ameasure of 
vocabulary which forms part 
of the assessment of some 

other, larger construct

Selective: A measure in which 
specific vocabulary items are 
the focus of the assessment

Comprehensive: A measure  
whic takes account of the 

whole vocabulary content of 
the input material 

(reading/listening tasks) or 
the test taker's response 
(writing/speaking taks)
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Selective means a set of vocabulary targeted in the assessment. On 

the other hand, comprehensive refers to taking into account all 

vocabulary content in spoken and written text.  

 
The next dimension is context-dependent and Independent. It 

is nowadays widely admitted that the role of context in vocabulary 

assessment. Contemporary assessment of vocabulary either in 

discrete or embedded fashion mostly assesses test taker’s ability to 

choose or provide lexical resources on the basis of the given 

contexts. In TOEFL reading test, for example, the question on word 

meaning requires the test takers to think about the word meaning by 

choosing the synonyms that match the context. Given four options 

that probably are synonymous to the word in the question, the 

answer will largely depend on the test takers’ contextual 

understanding.  

G. CONSIDERATIONS IN DESIGNING VOCABULARY 

TEST 

When developing a test, one should consider several facets 

and try to align the designed test with the desired goals. Besides, test 

constructors should be aware of different kinds of words involving 

content and function words. Nouns, verbs, adjectives, and adverbs 

are content words, but function words (prepositions, articles, 

Context-independent: A 
vocabulary measure in which 

the test taker can  produce the 
expected response without 

referring to any context

Context-dependent: A 
vocabulary measure  which 

assesses the test taker's  
abilityto take account of 

contextual information in order 
to produce the expected 

response
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conjunctions, and other "small" words) are more associated with 

language grammar than vocabulary. Therefore, in vocabulary 

assessment, to focus is on content words. However, some vocabulary 

assessments may concentrate on bigger lexical elements like phrasal 

verbs, compound nouns, or idioms, which have the meaning as a 

whole unit.185 Besides, we must also be aware of the definition of 

vocabulary ability which may cover three elements such as the 

context of use, vocabulary knowledge and metacognitive strategies 

for its uses. In addition to these, here are some aspects that need to 

be taken into account when devising a vocabulary test. 

a. Determine the purpose 

Determining the assessment's purposes allows us to analyze 

the outcomes in respect to the test's intended usage. For example, a 

vocabulary test can be used to determine how many high-frequency 

words a learner already knows before beginning a course of study; a 

teacher can use vocabulary tests to assess learner progress or identify 

vocabulary that requires additional attention during the course of 

study; and at the end of a course of study, the vocabulary test can 

provide information about the learner's knowledge of lexical items.  

Broadly speaking, teachers usually use vocabulary assessment 

instruments for assessing students’ progress and achievement, 

placement and diagnostic purposes while for researchers, vocabulary 

assessment might serve to inform them about how broad and deep 

the students’ vocabulary is, how effective vocabulary instruction is, 

whether and how students infer meaning based on contextual clues, 

and how students deal with their knowledge gap in vocabulary.186 

b. Define the construct 

Following the definition of the test's intended goal, we must 

specify the construct or ability we're about to assess. A syllabus or a 

theory can be used to establish a definition of vocabulary knowledge. 

A syllabus approach is appropriate to use when the vocabulary 

assessment is contextualized within a course or study so that the 

assessment can be aligned with the learning outcomes expected from 

                                                             
185 Brown and Abeywickrama, Language Assessment  Principles and Classroom Practices. 
186 Read, Assessing Vocabulary. 
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the course. On the other hand, the theory-based approach is best 

used for research purposes and proficiency testing.  

c. Select the target vocabulary words 

The selection of lexical items in the development of 

vocabulary assessment should be based on the categories of 

vocabulary. High-frequency words should be used to test vocabulary 

since they are the foundation for all successful language users. As a 

result, high-frequency terms are frequently used to measure a 

learner's vocabulary skills. Furthermore, subject assessments are 

more likely than general language tests to include specialized 

vocabulary (e.g., molecular, membrane), which is more important in 

content-area subjects. Opposite to this category are the sub technical 

terms (e.g., cell, energy, structure), which may be used to examine 

diverse meanings and definitions, such as those found in academic 

language. It is also important to note the distinction between 

receptive and productive vocabulary which often sparks confusion 

due to experts’ different views on it. Read suggests the use of 

‘recognition’ and ‘recall’ vocabulary in place of receptive and 

productive vocabulary.187 Recognition means the students are 

provided with a set of target vocabulary and they have to show their 

understanding of the vocabulary meaning, while recall means the 

students are given some stimulus to assist them to elicit the target 

vocabulary from their memory. 

d. Determine mode of performance 

We must keep two important features in mind when 

designing vocabulary tests: receptive and productive vocabulary 

knowledge. Receptive vocabulary knowledge refers to the ability to 

comprehend a word when the learner hears or sees it, whereas 

productive vocabulary knowledge refers to the ability to produce a 

word when the learner can use it in their writing or speech.188 

 

 

                                                             
187 Ibid. 
188 Avan Kamal Aziz Faraj, “Effective Strategies for Turning Receptive Vocabulary 
into Productive Vocabulary in EFL Context.,” Journal of Education and Practice 6, no. 27 
(2015): 10–19. 
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H. TYPES OF VOCABULARY TASKS 

Since vocabulary can be either receptive or productive, the task 

designed to assess vocabulary can fall into recognition (receptive 

vocabulary task) and production (productive vocabulary task). 

 

a. Receptive Vocabulary Tasks 

1. Matching items 

This task type requires the students to make a 

connection between the target vocabulary words and their 

synonyms or definitions. The basic matching items ask the 

students to group a set of words with a large number of 

definitions or vice versa, with the target words presented are in 

the same word classes. This is intended to focus only on the 

vocabulary meaning. Besides, the reason for a larger number of 

items in one of the item groups is to prevent the students from 

selecting the best responses based on the elimination process 

rather than knowing what the words mean. However, when the 

focus is on both forms and meanings, the matching items can 

be designed to include the mixing of word classes within one 

group of items. Despite these, matching items are often 

criticized because of isolating the target vocabulary from its 

contexts. To overcome this, the matching items can be devised 

with defining sentences in one group and the target groups in 

the other group.  

Example: 

Next to each word, write the number of its meaning. 

  

Assignment  

Encyclopaedia 

Glossary 

History 

Shelf 

Playground 

__ 

__ 

__ 

__ 

__ 

__ 

1. a subject that talks about 

significant past events usually 

in a chronological order. 

2. a book that provides 

information on all fields of 

knowledge or addresses a 

specific topic of knowledge in 
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depth. 

3. a list of textual glosses or 

specialist words, together with 

their definitions 

4. an area of land that is utilized 

for recreation and is generally 

provided with facilities for 

children. 

5. one of a number of similar 

items in a closet, rack, or 

other structure. 

6. a quantity of work that is 

allocated or carried out. 

7. a branch of study concerned 

with the description, 

distribution, and interaction of 

the earth's surface's many 

physical, biological, and 

cultural aspects. 

Matching items can also make use of visual or pictorial 

elements to match with the targeted vocabulary. Here is an 

example. 

 

Shopping 

 Swimming 



Kasyfur Rahman, M.Pd.  227 

 

 

 

Exercising 

 

Dancing 

 

Learning 

 

 

 

 

 

 

 

Diving 



228  Language Learning Assessment: Linking Theory to Practice 

 

b. Productive Vocabulary Tasks 

1. Completion Items 

Completion or gap-filling items consist of a sentence 

with the target vocabulary being deleted and replaced by a 

blank. As this is a recall task, the students must supply the 

expected vocabulary to complete the sentence. The sentence 

itself serves as context for the targeted vocabulary and 

probably clues for the students. Here is an example: 

Complete the sentences below by writing a suitable word 

for each of the blanks in the sentences. Make sure to write the 

correct form of the word.  

Modern airplanes can reach up to the s________ of 900 

km/hour. 

As an a____________, Indonesia consists of thousands of 

islands. 

British pound sterling is among the highest c___________ in 

the world. 

Amid covid-19 pandemic, people should keep d________ to 

avoid disease transmission. 

2. Sentence Writing 

Sentence writing tasks can assess several aspects of 

vocabulary ability entailing the understanding of the target 

word, the grammatical functions and correctness of the word in 

a sentence, colocation with other words and productive use of 

the target words. Here is the sample test for sentence writing. 

Write a sentence using each of the following words to 

demonstrate that you understand their meanings and how they 

are used. You may choose different forms of the word if you 

wish. 

1. Create  

_________________________________________________ 
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2. Technology  

_________________________________________________ 

3. Homework  

_________________________________________________ 

4. Internet  

_________________________________________________ 

5. Animal  

_________________________________________________ 

3. Word Association Task 

A standard word association task presents a stimulus word 

and a list of words and asks the students to select words in the 

list which are associated with the stimulus word. However, as 

Read points out, word association task is a good measure for 

the knowledge of university word list but insufficient measure 

of students’ depth of understanding of the target vocabulary 

due to guessing.189 

School Hospital Bank Airport 

Boarding pass 

Debt 

Nurse 

Currency  

Doctor 

Syringe 

Account 

Exchange rate 

Teacher 

Teller 

Ticket  

Flight  

Whiteboard 

Loan 

Homework 

Injection  

 

4. Rearrangement Task 

Rearrangement tasks require the students to rearrange a 

set of scrambled letters to form a meaningful word.    

Example: 

Rearrange the following letters to make a word. 

PLEAP : ______________ 

SUHOE : ______________ 

UGOCH : ______________ 

                                                             
189 Read, Assessing Vocabulary. 



230  Language Learning Assessment: Linking Theory to Practice 

 

TELBTO : ______________ 

5. Picture-cued Task 

Write the name of things you see in the picture 

1 …………………………. 

2. ………………………… 

3 …………………………. 

4 …………………………. 

5 …………………………. 

6 …………………………. 

7 …………………………. 

8 …………………………. 

9 …………………………. 

10 …………………………. 

 

(Source: https://id.pinterest.com/pin/497084877628708965/) 
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UNIT 13 

FINAL REMARKS  

A. CONCLUSIONS  

Throughout this book, contemporary theories and practices in 

language assessment have been expounded to shed light on readers’ 

understanding of the nature of language assessment. Departing from the 

elaboration of confusing definitions of the main terms used in assessment 

then moving to the principles and how these principles are put into 

specific language skills entailing listening, speaking, reading, writing 

grammar and vocabulary. This book has also unraveled the evolving 

nature of current philosophies and practices of assessment which 

highlight the need to look into the terms summative, formative and 

informative assessment as in the 21st century education, the students do 

not simply accept what teachers do to assess them but they also need to 

be involved in the co-development of their learning assessment. 

B. SUGGESTIONS 

Despite the broad coverage of theoretical insights in this book, 

more attention needs to be paid particularly to the development of 

technology-enhanced language assessment as this book has not looked 

into its models, examples, and teachers’ practices in the classroom. The 

advancement of technology is inevitable and the integration of 

information technology has transformed our teaching and learning 

assessment is no exception. Thus. More research and a critical review of 

the literature on this issue is practically important to expand our 

knowledge horizon. Hopefully, those interested in technology-aide 

language assessment will dedicate a series or book on this issue to fill the 

gaps left in this book. 
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GLOSSARY 

Achievement Test: A test used to determine whether course objectives have 

been met with skills acquired by the end of a period of instruction. 

Alignment: A linear or harmonious relationship among curriculum, 

instruction, standards and assessment. 

Aptitude Test: A test that can provide information about individuals’ 

readiness for instruction, identification of different achievers (low and high), 

identifying learning problems and help students to plan their learning. 

Assessment: a set of procedures or processes of garnering information on 

the test taker’s sample of behavior which in classroom context can be either 

undertaken by teachers or students themselves. 

Authentic assessment: Alternatives to regular tests and exams which provide 

a true assessment of what the student has learned by focusing on what the 

student has actually learned by looking at their application of that 

information 

Authenticity: The extent to which the assessment is representative of what 

the examinees will need in the world beyond the assessment. 

Communicative approach: Assessment approach that emphasizes on the use 

of language on daily basis. 

Criterion-referenced test: A test that measures test taker’s performance 

based on a set of standards or specific mastery of skills. 

Diagnostic Test: A test aimed to diagnose specific aspects of a language, 

offering a checklist of features for the teacher to use in discovering 

difficulties encountered by the students 

Discrete Approach: An approach rooted from the belief that  language skill 

and elements are assessed separately. 

Evaluation: making interpretation or judgment on given information-that is 

deciding whether test takers’ performance with regards to some references is 

good or bad 
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Fairness: Equal opportunities for the students to demonstrate their 

achievements from which scores yielded are comparably valid. 

Formative assessment: An assessment that is intended to assess two main 

constructs namely students’ ongoing understanding of subject matter as well 

as teaching effectiveness. 

Informative assessment: Type of assessment that examines how instructors 

and students utilize assessment data to better understand and enhance 

learning 

Integrative approach: AN approach based on assumption on unitary trait 

theory that claims language should be assessed in unity therefore it assesses 

more than one skill at once 

Measurement: the mechanism for quantifying or assigning numbers to 

particular performance or trait. 

Non-Test: Assessment strategies that allow students to demonstrate their 

gained knowledge and abilities from the subject rather than forcing them to 

respond 

Norm-referenced Test: Also known as standardized test, is a test that 

measures the test takers’ performance in comparison with other test takers 

of the same assessment. 

Objective test: This kind of test requires test takers to select the correct 

answer from several options or to supply words or phrases to complete a 

statement.   

Performance-based Approach: An assessment approach that assumes that 

when students are given the opportunity to perform and demonstrate what 

they know according to their own plan, collect data, infer trends, draw 

inference, take a stand or deliver presentation, students can learn better. 

Placement test: A test aimed to assign a student to a specific level or area of 

a language program or school. 

Practicality: An item is said to be practical when it is costly efficient, timely 

effective, easily administered, and clearly scored. 
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Proficiency Test: A test used to test global competence in a language. 

Reliability: Being dependable or trustworthy resulting from consistency. 

Subjective test: A test that involves examiner or raters’ judgement. 

Summative assessment: An assessment that aims to measure the cumulative 

learning the students had undergone over a time period in order to assess 

learning quality and judge it based on predetermined standards. 

Test: formal and systematic procedure or technique of garnering information 

on students’ achievement or other cognitive skills 

Validity: Also known as accuracy may refer to whether the assessment 

measures what it is supposed to measure. 
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