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ABSTRACT

This study explores the validity of a battery of tests of
English for academic purposes. A goal-oriented, skills- and
task-based test of English is developed and validated as a
measure of the English 1language disposition of Freshman

students at Addis Ababa University.

The test is based on analysis of the communicative language
needs of the students (Morris, 1982; Haile Michael, 1993): the
receptive skills of reading and listening rank higher than the

productive skills of writing and speaking.

The reliability of the test is quite satisfactory: the
coefficients are 0.94 (KR20) for the written test, 0.88 (KR20)

for the listening test and 0.73 (KR21) for the oral test.

The level of difficulty and discrimination of the test is
reasonable. The mean facility value of the written test is
0.640 with mean discrimination index of 0.314; and the mean
facility wvalue of the listening test is 0.612 with mean
discrimination index of 0.526. All the sections of the tests
are properly contributing to the total tests. The average
item-test correlations of the sections range from 0.242 to

0.515 for both tests.

The validity of the test is also satisfactory. Evidence from
the comments of students and language teachers suggests that

the tests have good face and content validities.



There is evidence in support of the construct and concurrent
validities of the tests. Both intercorrelations of sections
and correlations between tests show a degree of common
variance as well as some unshared variance; ie, with overlaps
not exceeding 44% for the former and 62% for the latter. In
other words, they are all testing English, but different
aspects or skills are also being tapped as well. The greatest
agreement (r=0.81) is observed between the new written test
and the criterion (written) test. In addition, there is
evidence of a clear relationship between the test scores and
the University Semester Grade Point Average (SGPA): both the
written test and the test of listening correlate with SGPA at

r=0.6.

Finally, the study concludes with some observations on the

testing of English at this University based on these findings.
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CHAPTER ONE
THE PROBLEM AND THE SCOPE OF THE RESEARCH
1.1. Introduction
1.1.1. The English Language in Ethiopia

The English language has assumed a significant role as a
foreign/second language in Ethiopia for at 1least half a
century. The need for a foreign/second language arose from
the introduction of modern education and the country’s desire
to establish contacts with the outside world (Dejene,
1990:11). Hence, two rival languages, ie, French and English
posed to serve these purposes. Eshetie’s assessment of the
status of these 1languages in Ethiopia before the Italo-
Ethiopian war is that "...the superiority of French as the
language of instruction and diplomacy in Ethiopia, although
challenged by English, remained unaltered until the Fascist
occupation of 1935" (1974: 84). Dejene (1990: 12) also
establishes the fact that "...English succeeded in assuming
the role of Ethiopia’s 1language of instruction and
international contacts only after 1935, a period which marked
the beginning of modern education in the country." Thus given
this historical 1link between the English language and the
introduction of modern education in Ethiopia, he goes on
further to sum up that "... English has played a significant
role in the educational system of the country ever since"

{ibid.).
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More specifically, the English language is given as a subject
beginning from grade three at the elementary level, and serves
as a medium of instruction from grade seven at the junior high

school level ( Ministry of Education, 1982:3).

Its use as a medium of instruction from junior secondary right
up to tertiary 1levels of education, its role as a second
official language of the country, its service as the official
language of international organisations and some national
organisations involved in international contacts and/or
transactions illustrate the importance the English language

has gained in this country.

Dejene (1990: 13) mentions attempts made to replace English by
Amharic as a medium of instruction at the junior and senior
secondary levels, and eventually at the tertiary level of
education. But, he also points out the problems encountered;
that 1is, difficulties in the translation of (subject)
textbooks into Amharic in terms of the time and finance it

would require to effect the undertaking. Thus he concludes:

Even if and when the change from English
to Amharic is effected, it seems
reasonable to believe that English will
still continue to be taught as a subject
since it will remain an important tool
for Ethiopia’s international contacts as
well as a vehicle for importing science
and technology. It is, thus, reasonably
certain that the importance of English
will continue into the future of Ethiopia
(pp. 13-14).
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Given the noticeable part the English language plays in the
Ethiopian context, especially in the educational system of the
country, the concern to study and explore better ways of
teaching and/or 1learning the language as well as the

evaluation of the outcome of this clearly becomes relevant.

1.1.2. The evaluation of language proficiency

Assessment in language is a necessary twin to language
teaching. Knowledge of the extent to which an individual has
learnt a language and can exploit it for communicative
purposes is increasingly in demand. In the words of Bachman
and Clark (in Bachman et al., 1988: 192-130).
There is an increasing need for measures
of language proficiency... for making
decisions regarding whether individuals
have attained levels of language
proficiency required for various
educational and employment goals.

Thus, language tests for the assessment and evaluation of an

individual for a given purpose.

Given the need for assessment and evaluation in educational
contexts, language tests or examinations are administered at
different stages of 1learning, with varying 1levels of
complexity. Such 1language tests are often expected to
indicate the candidates’ command of English which would be
useful in the academic endeavour they undertake. This is often
true of tests taken before entry to or after the completion of
language improvement course(s) in institutions of higher

education where the English 1language is the medium of
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instruction. In other words, language tests need to provide
adequate information on the individuals’ communicative ability
in the English language which would help them to cope with the
academic demands they are to face; and this directs attention
to proficiency tests of English in general, and to tests of

English for academic purposes in particular.

Where the English language is the medium of instruction,
inadequate communicative ability in this language may have an
adverse effect on the individuals’ academic achievement in

other courses.

Conversely, if individuals have a good command of the
language, they may be at an advantage to do well in their
academic performance. In the light of this, Criper and Davies
(1988), in the ELTS validation research, found that language
plays a role though not a dominant role, and Weir (1983), in
the study of language problems of overseas students, argued

that language is an important one though not the sole factor

in academic success.

Given that language is important to pursue further and higher
education, terminal English language tests should provide a
profile of an individual in terms of what he/she is able or
not, and contribute to the prediction of the likelihood of his

academic success.



1.1.3. The service courses

Focusing on the local circumstances, the Department of Foreign
Languages and Literature of Addis Ababa University offers
English Language service courses to all students during their
first and second years of university education. The overall
aim claimed of the service courses 1is to promote the
students’ command in the wuse of English for academic

endeavour.

The Freshman English is offered in two parts, i.e., 101A and
101B, during the first and second semester of first year.
Both courses consist of contextualized exercises in reading
comprehension, vocabulary, grammar and writing at the sentence
and paragraph levels. The Sophomore English is a one semester
course offered during either the first or second semester of
the second year. It focuses on writing, i.e., paragraphs and
essays, especially on the conventions of formal and academic
writing. To achieve this end the exercises and activities
involve reading comprehension, note-making, vocabulary,

discussion, etc.

1.1.4. The service course examinations

The examinations of these service courses follow the nature

and pattern of the courses. For the Freshman English courses

the students take mid-semester tests and final examinations.
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A typical Freshman English examination is composed of items
like multiple-choice, fill in the blank, matching, etc. as
well as writing a paragraph and rewriting some sentences. The
main components of the examination are reading comprehension,
vocabulary, grammar and paragraph writing. At the end of each
course the students are awarded letter grades according to

cut-off points decided on based on the normal curve.

In the light of the general dissatisfaction with the present
quality of education, some doubt is cast on the effectiveness
of the courses. Although there is no documented evidence,
some people believe that the general decline in the quality of
education is attributed, directly or indirectly, to the
unsatisfactory performance of the students in English.
Consequently, language achievement in the form of grades is

distrusted.

With regard to language achievement, i.e., in terms of letter
grades, there is a common expression of doubt whether they
reflect any real language ability evidenced in academics. It
appears that hardly any significance or meaning can be
attached to these achievements. Given the nature of the
language examinations and the way the letter grades are
arrived at, the expressed achievements do not inform us about
what the individual can and cannot do with language. Still
worse, they are not even good indicators of some general and
lasting standard or language capacity because the awarding of

the letter grades is based on the performance of a population

on a test at a given time.
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In other words, the fact that the cut-off points for the

letter grades vary each time adds to the doubt.

As regards the language examinations, very little or hardly
any effort is made to check and control the quantity and the
quality of either the individual items or the tests as a whole
according to any set procedure. The only way these are
checked is by the thorough discussion of the items or the
sections, and so of the whole tests. Issues related to the
examinations, i.e., the individual items, components or
formats are raised, discussed, and changes are made where
necessary to the satisfaction of the members of the testing
committee. For example, the examinations are not pre-tested;
the items are not analyzed for 1level of difficulty and
discrimination index. In other words, the examinations have
not been subjected to any set procedure to assess whether they
measure what they are intended to measure and how well or how
consistently they do this; i.e., there is no information on
the validity and reliability of the tests. Furthermore, there
is no information on the equivalence of the different forms of

the test administered each year.

1.2. Aim of the research

Given the circumstances, it appears that there is need for
improvement in the language testing scheme. Both the tests
and the testing practice need to be updated in order to meet
the demands of the situation . In general terms, the aim is

to develop an appropriate and suitable test and testing
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procedure for the circumstances outlined above: that is,
testing English for tertiary education. In other words, the
study attempts to identify the language needs of the Addis
Ababa University students in order to develop a suitable test,
thereby ascertaining whether a different approach to the

testing of English at Addis Ababa University is advisable.

The intention is to redress the problems identified in the
1985/86 - 1990/91 examinations and develop a more purpose
oriented test to the extent that it is appropriate to the

context in which the English language is used.

The test, in its procedure and content, takes into account the
language needs of the learners and reports performance in
terms of language abilities or study skills. Thus, the
information from such a test could be more directly meaningful

to all parties involved.

1.3. The scope of the study

1.3.1. Importance

Such a test is hoped to have a desirable impact on the
language programme, i.e., regarding its basic approach to
language teaching and/or the organisation (structure) of the
service courses in the university. Differently put, the
backwash effect may result in some positive changes that would

increase the effectiveness of the courses.
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Such a study, especially the findings of the study, may also
suggest the desirability of a separate university entrance
examination, instead of relying on the Ethiopian School
Leaving Certificate Examination (ESLCE); at least, the results
may provoke questions and hint at the need for further study
in this matter. Furthermore, the study might show, on
pedagogic and economic grounds, the desirability of a

placement test.
1.3.2. Limitations

At the dawn of the opportunity, this topic was conceived based
on the belief that a research gap existed in the then new
Ph.D. research project concerns. In our department, a person
was working on a project related to the assessment of English
language at high school completion level (ESLCE), and two
others were working on projects related to English language
syllabus design at university level. jThus, evaluation of
English for tertiary education was considered a research gap
that needed to be filled in. This project beyond high school
completion and as a necessary adjunct to‘the syllabus design,
was proposed to satisfy this need. However, this researcher,
given the sometimes biting demands caused by the extent of the
topic, now feels that it would have been appropriate to narrow

it down.

The specification was drawn up from a needs analysis conducted
in 1982 and another in 1991/92. The former is doubted both

for its age and purpose whereas the latter only for its
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purpose (See section 5.1). Had it not been for fear of
duplication and financial constraints, a fresh needs analysis

would have been proper and appropriate.

In the initial proposal, it was planned to involve about 1200
students (subjects). But, due to financial limitations again,
the present analysis is based on the reactions of about 256
(Gross) students and 19 English language teachers. Clearly,
a larger sample size than this would have been preferable,
thereby allowing for more confident generalizations to be made

about the target population.

1.3.3. Organization of the thesis

In this chapter, we looked at the status of the English
language in Ethiopia, the need for the assessment of language
proficiency, and the scope of the study in terms of its
significance and the limitations within which the research is
conducted. The aim of the research together with the problem

it attempts to solve has been dealt with.

Chapter Two is devoted to a detailed description of the local
problem and/or the practice of testing English at Addis Ababa
University. The nature and format of six years Freshman

English examinations is described.

In Chapter Three a brief review of the relevant principles and
approaches in language testing is presented. The developments

in language testing are traced and research undertakings of



11
similar concern are reviewed. Some basic considerations that
need to be taken into account when designing a suitable test

for a given purpose are mentioned.

A brief presentation of the methodology adopted in this work
is given in Chapter Four. The instruments used, the methods
or procedures followed in their construction as well as in the

collection and analysis of the data is provided.

Chapter Five deals with the detailed procedures followed in
the design and construction of the tests. It includes a
review of needs analysis, the specification and its
realization in terms of the contents and methods of the tests.
This description of the tests is followed by the analysis of

the initial administration of thenm.

The discussion of the results of the main analysis of the
final administration of the tests is presented in Chapter Six.
Finally, conclusions and suggestions are offered in the last

chapter.



CHAPTER TWO

TESTING ENGLISH AT ADDIS ABABA UNIVERSITY: THE STATUS QUO

An exploration into six years (1985/86 - 1990/91) of Freshman
English (for each of the courses FLEn 101A and FLEn 101B)
final examinations for regular (full-time) students has been
carried out to provide an overview of the examinations
(Appendix 1). This has been done, for instance, in terms of
the distribution pattern for the four components, (ie,
comprehension, vocabulary, structure and composition) for
objective/subjective categories of question types, and the
contexts in which test items were presented. 1In other words,
the Freshman English examinations are described and critical

comments are also offered.

While the questions that required the candidates to choose
from a given set of alternatives and the scoring of the
response was made with reference to an answer key were
classified under the objective category, open-ended items, the
marking of which depended on the personal Jjudgement of the
marker, were classified under the subjective category of
question type. Items of true or false, matching, labelling,
multiple-choice and its wvariants, etc. were considered
objective whereas completing sentences, writing (re-writing)
full sentences and paragraphs, etc. were considered subjective

question types.
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2.1. Freshman English 101A Examination

Considering the total number of questions and the marks of the
final examinations,Freshman English 101A had 94 questions for
the first year, 93 for each of the subsequent three years,
then 86 and 75 questions for the final two years, for the
value of 60 marks for each of the first four years, then 55

and 50 marks for the last two years respectively.

2.1.1. Reading comprehension

While comprehension constituted 25 per cent of the total marks
for the first four years, it rose to 27 and 30 per cent in
1989/90 and 1990/91 respectively. We also notice the number
of passages used became two since 1988/89. The proportion of
objective/subjective remained more or 1less even, except
between 1986/87 to 1988/89 when the subjective rose to 17 per
cent and objective dropped to eight per cent. 1In 1985/86 and
1989/90 it was one and two per cent, respectively, in favour
of objective type, and in 1990/91 it was two per cent in

favour of subjective type.

2.1.2. Vocabulary

This component constituted 33 per cent of the total marks for
the first four years, but dropped to 18 and 20 per cent in the
last two years, respectively. Here, we also notice that the
subjective section "Construct meaningful sentences with the

given words..." was dropped after 1989/90. With respect to
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the ratio of objective/subjective types of questions the
component consisted of 25 per cent objective and only eight
per cent subjective for the first four years, but it all

became objective only for the last two years.

2.1.3. Structure

This took up 33 per cent of the total marks for the first four
years, went up to 36 in 1989/90, and then dropped to 30 per
cent in 1990/91. It is observable that the objective type
fluctuated in the range of 24 to 31 per cent of marks whereas
the subjective did the same in five to eight per cent range.
In the former, it was 25 per cent in 1985/86, 28 for the next
three years, then it rose to 31 in 1989/90 to decline to 24
per cent for the subsequent year. And in the latter, it was
eight in 1985/86, then five for three years before it rose to

six per cent in the final two years.

2.1.4. Composition

This was eight per cent of the total marks for the first four

years, but rose to 20 per cent for the last two years; that

is, it rose from one writing task to two tasks.

2.1.5. Summary

Overall, the structure component in Freshman English 101A

received the greatest emphasis in terms of mark allocation,
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followed by comprehension and vocabulary very closely. But
gradually comprehension ascends to a clearly second position.

2.1.5.1. Distribution of marks

Table 1: Distribution of marks for 101A

Year Objective Subjective Total
(%) (%)

1985/86 63 .3 36 .7 100
1986/87 6.7 3803 100
1987 /88 61.7 3823 100
1988/89 61.7 38.3 100
1989/90 727 2 100
1990/91 68 32 100

Freshman English 101A is a mixture of objective and subjective
type of questions, with a predominance of the former. It was
63 per cent objective in 1985/86, and 62 per cent in favour of
objective in the following three years. In 1989/90 this
proportion rose to 73 per cent, and fell back to 68 per cent
in the final vyear. The table also suggests that the

proportion of the objective type is on the rise.

21502, Item context

Considering context in the vocabulary and structure
components, the examinations predominantly involve performance
at the sentence level. Focusing on the former, we see that
the first four years of the examinations present the exercises

in sentence contexts with the exception of prepositions,
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which are supplied in a paragraph context. That is, of the 33
per cent devoted to vocabulary, 75 per cent is in sentence
contexts. During the latter two years, however, the task
changes to one of matching synonyms and antonyms for words

taken from the passage.

A different picture emerges for the structure portion, that
is, the predominance of sentence contexts seems to have
terminated in 1985/86. Of the 30 to 36 per cent devoted to
structure, there was 38 per cent paragraph context in 1985/86,
but in the next three years this rose to 60 per cent, and in
the last two years it was all in paragraph contexts with one

short section in more than one sentence context.

In the composition, candidates were required to write only one
short paragraph for the first four years, but they had to do
two writing tasks in the last two years, that is, besides the
paragraph, they had to write complete sentences from given
sentence fragments. Regarding the paragraph writing,
candidates were provided with one sentence (sometinmes

incomplete) cue, or with notes.

2.2. Freshman English 101B Examination

Regarding the total questions and the marks of the
examinations, Freshman English 101B had 69 questions for the
first two years, 71, 62, 72 and 83 questions in the following

consecutive years, for the value of 50 marks for the first
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four years, 45, and 55 marks in the last two consecutive

years.
2.2.1. Reading comprehension

This constituted 30 to 36 per cent of the total marks of the
examinations. We also observe that for the latter two years
the number of passages used rose to two instead of one. 1In
terms of the objective/subjective proportion, we notice some
fluctuation (with a slight decline in the middle) in the
subjective type, and a clear rise in the objective through the
six years. In the first two years subjective questions were
24 per cent, in 1987/88 and 1989/90 20 per cent, in 1988/89 22
per cent, and in 1990/91 16 per cent. On the other hand, the
objective questions were six per cent for the first two years,
ten in 1987/88 , 11 in 1988/89, 14 in 1989/90, and 20 per cent

in the last year.
2.2.2. Vocabulary

This took up 20 to 22 per cent of the total marks of the
examinations: that is, it was 20 for four years, and 22 per
cent in 1988/89 and in 1990/91. However, it was only

objective type for all the six years.

2.2.3. Structure

The total value for this component shows a progressive

decline, that is , from 40 per cent for the first three years
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to 33, 26, and 23 per cent in the latter three consecutive
years. The ratio of objective/subjective was evenly
distributed at 20 per cent each for the first three years, but
began to fluctuate during the next two years with alternating
emphasis on each type. 1In 1988/89 there was a difference of
seven per cent in favour of subjective type whereas there was
a difference of 14 per cent in favour of objective type in

1989/90. And it was only objective type in the final year.

2.2.4. Composition

This component was ten per cent of the total marks for the
first four years, although it went up to 20 per cent during
the last two years, that is, it rose from one to two writing

tasks.

2.2.5. Summary

overall, the structure component in Freshman English 101B
received the greatest emphasis, followed by comprehension for
the first three years. In 1988/89 both components received
equal emphasis (attention) at about 33 per cent of marks. 1In
the last two years, however, the situation has been reversed -

that 1is, the Ggreatest emphasis has been given to

comprehension followed by the structure.
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2.2.5.1. Distribution of marks

Table 2: Distribution of marks for 101B

Year objective Subjective Total
1985/86 46 54 100
1986/87 46 54 100
1987/88 50 50 100
1988/89 46.7 53.3 100
1989/90 54 46 100
1990 /91 65.4 34.6 100

Freshman English 101B is also a mixture of objective and
subjective types of questions, but the proportion of these is
more or less evenly distributed with the exception of the last
year. While for the first two years the distribution is in
favour of subjective by eight per cent, it levels of to an
even distribution in 1987/88, rising again to seven per cent
in the following year. However, the proportion is reversed
fof the last two consecutive years - that is, it is eight and
31 per cent in favour of the objective type. This table
reveals that the predominance of the subjective type shifts to
the objective, and that this latter one is definitely on the

rise, perhaps with great leaps.
2.2.5.2. Item context

Concerning context in the vocabulary and structure components,
again the examinations predominantly involve performance at
the sentence level. This is particularly so in the first four

years with the exception of the use of a paragraph context to
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supply prepositions in 1987/88 and 1988/89, which accounts for
13 per cent of the total. The predominance of paragraph
context clearly emerges during the last two years in both
components. Especially in the vocabulary, candidates were
required to match meanings with words they had encountered in
the passage instead of choosing the appropriate word to fit a

given sentence as previously.

In the composition, candidates were required to write one
paragraph from given notes for the first four years, but in
the last two years they had to do two writing tasks, that is,
writing a paragraph from notes and another from a given

sentence cue.

2.3. Concluding remarks

2.3.1. Comprehension rubrics

A survey of the rubrics for the subjective questions in
comprehension in both Freshman English 101A and 101B reveals
that the purpose of the component 1is to evaluate the
candidates’ ability to understand, and express that in
accurate sentences; that is, the task is loaded with a complex
purpose. And this could be a cause for some disparity in
marking. For example, those markers who see only one purpose
(i.e., comprehension) in the exercise awarded full value for
a correct answer in poor English whereas those who see a
double purpose (i.e., comprehension and accuracy) awarded half

the value for the same response. In a speculated extreme,
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those who see the structural accuracy of the response as the
purpose might award half or even full value to a response
impressed by the language or the language potential of the
candidate. On the contrary, adherents of the other extreme

might not reward the same response at all. Typical phrases in

the instruction include: "Answer... in your own words 1in
single sentences,... in complete and correct sentences,...
fully in complete and correct sentences,... in one or two
sentences, ... according to information in the passage."

Furthermore, this purpose (i.e., assessing accuracy of
sentences), and this problem (i.e., the disparity in marking)
run through, to a lesser or greater degree, the vocabulary,
the structure, and composition components. Examples of these
are: the "Construct grammatical and meaningful sentences using
the following words..." in the vocabulary, the "Put/Change the
following into reported speech..." in the structure, and the
"pPut the following fragments in correct order to make

meaningful sentences..." in the composition.

2.3.2. Contexts

While there is an observable (and desirable) move towards
larger contexts 1like paragraphs, the examinations involve
predominantly sentence 1level contexts which offer less
authenticity and meaningfulness than paragraphs. This is, of
course, a reflection of the course (the teaching): that is,
the fact that language items (elements) are dealt with

discretely or in isolation.
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The move towards paragraph or passage contexts, for example in
testing structure, is also questionable; that is, one wonders
whether length should not be thought about. Some contexts
certainly appear to be rather longish, and whether they can
maintain interest (motivation) to the end is doubtful. Length
in itself, among other things, might bar the candidate from
showing his full capacity. Providing more than one shorter
but complete context has the advantage of offering a variety
of topics which would increase the candidate’s opportunity to
find something that would interest him/her rather than in just
one long passage. He/she would also have the pleasure of
beginning afresh which would satisfy his/her sense of progress
through the test instead of feeling stuck or lost in one long

passage.

2.3.3. Question types

Both Freshman English 101A and 101B happen to be a mixture of
objective and subjective type of questions, but mainly in
favour of the former, overall. While it may be difficult to
argue about a consistent and deliberate pattern, especially in
101B, in this distribution over the six years, it is probably
safe to say that the proportion is rather less erratic. This
may be so partly due to the desire, as expressed on some of
the Testing Committee meetings, to maintain some sort of a
standard (at least in form) in the examinations and to achieve

some degree of uniformity in grading.
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Also, whether there are enough open-ended questions which
require students to produce language remains questionable:
especially when this is viewed in the light of the level of
difficulty a cloud of doubt remains in the air. This is, of
course, assuming that open-ended questions are more authentic
and demanding to respond to than the receptive ones. 1In other
words, whether the two courses are graded (at least in this
respect), with Freshman English 101B at a higher level, or
whether the two examinations are testing ability at different
levels is not very clear. This, of course, needs to be viewed
against the fact that success in the first course is required

to register for the second course.

Objective (receptive) questions,e.g. multiple-choice items,
are tests of recognition, and even if we accept that they may
test this ability at varying levels of difficulty, they remain
limited to the testing of this ability. Given that about 50
or 60 per cent of the examinations are objective questions, it
is difficult to be certain that these examinations test a
variety of relevant abilities or skills. And whether there is
a steady relationship between the productive -‘ receptive

skills is not very clear.

And besides, these objective questions mainly encourage rote
memorization, especially so in the vocabulary and structure
components. For example, in the vocabulary candidates are
presented with a list of words (from the textbook) to choose
from and use in the one sentence contexts. Clearly, the

responses to these call for memorization as a study habit.
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During the latter two years, however, the tasks change to one
of matching synonyms and antonyms for words taken from the
passages in the examinations. This exercise tests the ability
of the candidate to work out the meanings of words from the
contexts in which they are used. And this is a realistic
reading skill and a test of a reading strategy. Also, in the
structure, candidates are required to change the forms of
words (verbs) or choose one from the alternatives given in
brackets in a larger context than the sentence. While the use
of a larger context is desirable, the purpose remains a test
of accuracy; more specifically, a test of accuracy of form in
a meaningful context. This, too, promotes memorization as a

study habit.

This habit is further advanced also in the composition: the
one or incomplete sentence cues provided for paragraph writing
are based or related to topics in passages which are dealt
with in the textbooks or in class. Even the paragraphs
written from notes too, appear to be rather awkward during
marking for most of them are made up of juxtaposed notes.
They do not read smoothly for they lack some internal linking.
Besides, the writing task does not seem to be related to

academic writing like making notes, summarizing, etc.

2.3.4. General

We have noticed changes in the number and type of questions
(items) and the context in which they were presented. These

changes, often motivated by individuals in the Testing
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Committee, occurred in spite of the occasional call to
maintain some standard and uniformity in all aspects of the
testing scheme. Although one can see the tacit consensus about
some of the changes, it is rather difficult to say whether the
changes have been adopted (formally) as a departmental policy.
If there was such a policy, a more permanent pattern (picture)

would have been observed.

The test items (exercise types) are hardly related to academic
activities be it in content or in form. They hardly appear to
be testing any study skills either. The fact that structure
and usage generally receive the greatest emphasis is clear
evidence that the orientation of both the courses and the
examinations is structural. Hence, the examinations are
predominantly achievement-oriented and structure-based.
Moreover, this is also evident in the course descriptions of
the department (1988: 24), and in the stated aim of the
textbooks (1985: i). The course descriptions read as follows:

FLEn 101 (101A in the textbook) Freshman

English (3 credits)

A revision course 1in which students

practice the fundamentals of English

Structure, (i.e., present tense, past

tense, future tense, reported speech,

nouns and articles). It includes reading
comprehension and vocabulary work.

FLEn 102 (101B in the textbook) Freshman
English(3 Credits)

Comprehension: vocabulary building
(lexical work, word building, affixes and
noun compounds): idiomatic usage, phrasal

verbs, and prepositional phrases;
structure and usage (i.e. relative
clauses, conditional sentences,

infinitive and gerund, passive voice, and
sentence combination): reading; simple
paragraph writing.
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The stated aim in the textbooks is slightly differently
phrased, and it reads:

... The aim is to review and revise the

ground rules of English structure and

usage while at the same time extending

the students’ active and passive command

of the language. Thus, it is intended to

be an aid to improving the students’

academic efficiency in their university

studies....
This statement doesn’t appear to be committed to one
particular approach. Instead, we notice that the books are
primarily based on the structural approach but with an
expressed intention of English for academic purposes.
Clearly, there is a mismatch between the means and the
intended end, and thus, there is little hope that the means
would lead to the desired end. This is a prime issue that
needs to be redressed. In fact, this mismatch between the
stated objectives and the means of achieving them indicates
some ambiguity which provides a reason to suspect the
effectiveness of the service programme. In other words, the
courses seem to lack a clear definition of objectives and the
means with which to achieve them. And this state of affairs
is carried over to the assessment scheme. For instance, the
appropriacy and effectiveness of the language programme, and
hence its assessment, for science students is often
questioned. There have been complaints that many students had
to be dismissed because they had failed, not in the science
subjects, but in one of the service courses. Note the

severity of the situation: students enter academic warning or

probation, or still worse, face academic dismissal because
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they have done poorly in a course whose aim is to help them

succeed in their other academic subjects.

Broadly speaking, the aim of the examinations, including the
purposes of each component and most of the items, boils down
to the assessment of general English, and definitely
structurally oriented at that. In this connection, the
assessment of structural accuracy takes the lion’s share of

the total value for each examination.



CHAPTER THREE

A REVIEW OF PRINCIPLES AND APPROACHES IN LANGUAGE TESTING

In this chapter, a brief review of the more recent principles
and approaches as well as some basic considerations in

language testing is presented.

3.1. Language teaching and testing

The general relationship between language teaching and testing
is better put by Underhill (1982: 18) when he says, "AS YE
TEACH, SO SHALL YE TEST". This statement directly refers to
the different kinds of tests developed and administered
variously for different purposes; that is, tests may be given
for placement and remedial purposes as well as to assess the
progress made and the extent of success achieved in the
learning of the language. So, while the reference to
achievement tests is rather direct, it 1is 1less so to

proficiency tests.

But in this study, the development of a suitable proficiency
test is sought in the context of Addis Ababa University.
First, the ultimate goal of any formal instruction in the
target language is to approach a certain level of proficiency,
and the testing that goes with it is to measure the level of
proficiency achieved. Ethiopian students study the English
language as a subject from third grade at the elementary level

up to the first year of their tertiary education. They also
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study the other subjects in the English language from seventh
grade at the Jjunior secondary level right up to higher
institutions of learning (Ministry of Education, 1982:3). So
it appears that the test or examination that they take at the
end of the last English language course should measure the
proficiency level they have strived to achieve all along; that
is, the proficiency level gained as a cumulative effect of a
sequence of instruction in the language needs to be assessed
rather than what has been achieved during the final English

courses offered at the Addis Ababa University.

Second, recall the intention to teach English for academic
purposes (ie. in the absence of an EAP course) as the stated
aim in the textbooks for the English courses at Addis Ababa
University (See Chapter II). This too, calls for the use of
proficiency tests, more specifically, tests of English for
academic purposes. Proficiency tests measure general language
ability or skill, could provide a profile of an individual in
terms of what he/she is and is not able, and make a
contribution to the prediction of the likelihood of his/her
academic success. However, this task has been addressed,
deliberately or otherwise, to achievement tests, which by
definition are meant to measure what students are thought to
have learnt, based on a structural approach to 1language
teaching and testing at this university. There is hardly any
literature that confirms, or at least suggests, the notion
that structure based achievement tests could make a

contribution to the prediction of future performance.
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Third, the heterogeneous nature of the students at Addis Ababa
University adds a point in favour of a proficiency test rather
than for an achievement test. The students come from
different language, cultural, social and academic backgrounds.
During and at the end of their English language courses they
hope to use it in different fields and disciplines. In this
connection, discussing tests, for example TOEFL & ELTS,
intended to screen candidates wishing to pursue higher
education in English speaking countries, Alderson (1988: 17)
writes:

These heterogeneous future situations

require a proficiency test rather than an

achievement test. There may be cases

where achievement tests can be used for

predicting future behaviour but that

would only be when the students are from

a common background, and their future is

common - there is no difference in their

future target situations. Normally this
does not apply and therefore one needs

proficiency tests because of
heterogeneous background or heterogeneous
future.

Fourth, one final reason for wanting to experiment on a
proficiency test within the circumstances prevailing at Addis
Ababa University is related to the desired impact of the test
- the backwash effect. The following quotations give rise to
the thought. According to Alderson (1988: 17), "... what
proficiency testers do 1is what syllabus designers do.
Proficiency test writers have to design their own syllabus,
since a proficiency test is not based on a particular
syllabus." Hughes establishes the 1link between the final
achievement test and a proficiency test based on his
experience when working on a new testing system at Bogazici

University. He (1988a: 39) argues:
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In brief, they (course objectives) are to
raise the standard of the students’
English in such a way and to such a level
that they will be able to meet the

language demands made by their
undergraduate courses, as established by
the needs analysis. This is what it is

hoped that the students will achieve; and

the final achievement test is intended to

discover how successful they have been.

Since the proficiency test itself is

based directly on the needs analysis, it

is only to be expected that the two tests

should have the same content and

structure.
What is suggested is that the objectives of courses, the
syllabus (as a plan for achieving objectives), and proficiency
tests need to be established by needs analysis; and an
achievement test based on such course (objectives) would have
the same content as a proficiency test. So, in the absence of
course objectives drawn up from needs analysis as at Addis
Ababa University, a proficiency test would be preferred. 1If,
furthermore, the aims and objectives of a proficiency test are
drawn up from needs analysis, as is the case in this study, a
desirable backwash effect can be anticipated, or at least
hoped for. Broadly speaking, the proficiency test can serve
as a sample' of the proper course objectives, contents,
structure, and sample of the language demands candidates will
face - a miniature sample of these and the procedures involved

for any subsequent endeavour to improve the English language

courses.

This last point takes us into the more recent concern and/or
belief in language testing - that is, beyond the concern to
develop appropriate and accurate measures of language and

beyond the belief that "The good test is an obedient servant
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since it follows and apes the teaching" (Davies, 1968: 7), to
the innovative stance of developments’ in language testing.
Nowadays, the concern is both with successful teaching and
successful testing as expressed by Hughes (1988 a: 42): "The
proper relationship of testing and teaching is surely one of
partnership. And one function of testing is to provide the
kind of information that will help keep its partner on the

right track."

Examples of test developments, as instances of the spirit or
belief expressed above, could be cited; that is, tests that
have been informative and innovatory as to cause desirable
changes and amendments in the teaching/learning situation.
The common concern in most of these undertakings is to develop
an appropriate test or testing system that would hopefully

exert beneficial backwash effect.

Tests designed and developed by Johnson and Kin - Ling (1981)
and Milanovic (1988) for two different institutions in the
context of Hong Kong; the National Certificate in English in
Sri Lanka (Alderson et al., 1987); those developed by Henning
et al. (1981) at Cairo University and Hughes (1988) at
Bogazici University; and the Test of English for Educational
purposes (TEEP) by Weir (1983) are some that stand as good

examples.

The desirable backwash effect of some of these efforts are

already reported. For example: The new test designed by
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Johnson and Kin - Ling and which was introduced into the
secondary school system of Hong kong eventually:

Led to syllabus revision, the design of

new textbooks with different goals and

objectives from those currently in use,

and as a consequence new class-room

methods and techniques which stress the

use of authentic English in a purposeful
and interactive way (Pearson, 1988: 100) .

However, whether these subsequent changes have actually

improved the students’ English is not as explicitly reported.

Also at Bogazici University the backwash effect, according to
Hughes (1988b: 143-145), took the form of advisory visits of
specialists on the selection of texts, methods, materials
production and teacher training, drawing up a new syllabus,
introducing new textbooks, and increased classroom hours and
organizing a summer school for the weakest students. And the
cumulative effect of all these was a marked improvement in the
standard of English. In the list of lessons to be learnt from
his experience in Turkey, Hughes (1988b: 145) concludes:

The second lesson concerns the test’s

considerable impact on teaching and

learning .... It is my belief that this

was due almost entirely to the fact that

the test was criterion referenced and

based directly on the English language

needs of students. In these

circumstances, teaching for the test

(which may be regarded as inevitable)

became teaching towards the proper

objectives of the course.
In the evaluation report of the National Certificate in

English in Sri Lanka, the project members (1987: 12) talk

about information hand-out together with a model paper. This
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document was produced to give full information to the public:
it included the purpose of the new examination, the syllabus
it intended to cover, detailed information about each
component of the examination and suggestions as to how
candidates should prepare for the examination as well as
examples of the testing techniques. This mechanism, one would
hope, may awaken or alert the public to the demands of
(innovative) changes in the testing of English, which in turn
is bound to influence their view of language learning, the way
they actually learn the language and the way they prepare
themselves for the examination. They also state that "The
design and trialling of the new examination required
specialised manpower, and it was necessary for the organisers
of the NCE to establish an intensive staff development
programme" (p.14). In 1984 and 1985 a total of 17 secondary
school teachers were trained in the testing of language skills

and the evaluation of test items and testing procedures.
The publication of a ’'Teacher’s Guide’ is mentioned too:

This guide would consist of a detailed
syllabus for the NCE, rationale and
descriptions of all NCE components, and a
collection of activities that could form
the basis for self-study or teacher-
directed 1learning. The authors .
intended that the publication ... would
also encourage teachers to use activities
in the classroom that would encourage
useful learning and ... examination
practice (p.14).

This too, 1in practice, 1is what Hughes (1988b) believes is
"teaching for the test’ which, he considers, 'may be regarded

as 1inevitable’. This situation also suggests that a

proficiency test eventually becomes an achievement test.
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Generally, the training of teachers, the publication of the
information hand-out and the teacher’s guide are meant to pave
the way for a positive backwash effect, thereby carryingover
the innovatory testing techniques into the teaching/learning

situatioen.

However, a recent study (Wall and Alderson, 1993) on the
washback effect of the Sri Lankan English examination reveals
that only some modest success can be achieved in this regard.
Although they have found evidence of washback effect on the
content of teaching and on the way tests are designed, not all
of this was found to be positive . In their own words:

Our conclusions are that the exam has had

impact on the content of the teaching in

that teachers are anxious to cover those

parts of the textbook they feel are most

likely to be tested ... There 1is no

indication that the exam is affecting the

methodology of the classroom or that

teachers have yet understood or

been able to implement the

methodology of the textbooks (ibid.,p.67).
These innovative tests, especially those by Milanovic, Hughes,

Weir, and the Sri Lankan one, have been exemplary for this

work and have inspired much of the thinking in this study.
3.2. Approaches in language testing

While the concern is with the nature of language proficiency
in general, it 1is examined in the 1light of English for
academic purposes in accordance with Cummins (1984) suggestion
that language proficiency should be>considered in its relation

to the development of academic skills.
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Bachman and Clark (quoted in Bachman et al., 1988) point out
the inadequacies of current measures of language proficiency

which are needed for various purposes.

In their own words (pp. 129-130):

Most currently available measures are
inadequate... in two respects; they are
based on a model of language proficiency
that does not include the full range of
abilities required for communicative
language use, and they are based on norm-
referenced principles of test development
that only ©permit interpretation of
ability levels relative to performance of
specific groups of language users.

3.2.1. The nature of language proficiency

3.2.1.1. Pefinition

Language tests often dealt with the assessment of the
knowledge of 1linguistic rules prior to the view that
proficiency tests should be concerned with the language
behaviour of the individual in a communication situation he
might find himself/herself. In terms of the developments in
language testing, Weir (1983: 25) traces the definition of

language proficiency thus:

Traditionally it has been defined in
terms of performance in tests of
linguistic competence, which assess the
ability to produce grammatical sentences
or utterances through a knowledge of
linguistic rules. The more balanced of
recent developments in approaches to
language testing regard proficiency as a
matter of communicative as well as
linguistic competence, because the
effective control of English in an
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appropriate situation requires command of

use, as well as usage (contextual as well

as linguistic or grammatical competence).
Proficiency tests tend to look forward (Alderson, 1988: 16-17;
Heaton, 1988: 172-173) in that the candidate’s ability is
defined in terms of a future realistic situation, without
reference to any syllabus. In other words, the interest is in
measuring the candidate’s command of English to perform in a
given situation. Thus, language proficiency elicits the
individual’s language facilities useful in dealing with
language demands he/she is 1likely to face in a particular
context. The task he/she is required to perform may fall
within the range of basic survival activities and those of
an academic nature, i.e., a range from everyday interpersonal
interactions to an appreciation or expression of serious

thought and reflection in academics.

Do proficiency tests, then, satisfactorily measure what they
are intended to measure? From the literature, it appears that
many problems need to be solved before a definitely positive

answer is offered to this question.
3.2.1.2. The need for a theory

The problems arise from the diversity of approaches and
theories adopted, and the methods employed 1in test
constructions as well as the appropriacy of statistical
techniques used 1in offering empirical evidences in the

validation of the measures. Bachman et al. (1988: 129)
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acknowledge the amount of research carried out in the area of

language proficiency. However, they comment that:

while the result of this research and
development has been an enriched pool of
measures, the potential for genuine
progress in the understanding of
foreign/second language abilities has
been 1limited by the diversities of
approaches and theoretical frameworks
that have been employed.

Skehan (1988: 211) too, observes:

Occasionally it 1is suggested that the
problem of language testing could be
solved by following one’s students around
for some considerable time, and observing
how they perform in a very wide range of
actual communicative situations, thus
allowing powerful generalisations to be
made about proficiency.

However, he with other scholars like Clark (1978), Bachman
(1990), Shohamy and Reves (1985), Spolsky (1985) (cited in
Skehan, 1988: 211), considers this proposal impractical,
biased, unethical and unreliable. Although  Skehan
acknowledges the wide-ranging and realistic data collection,
he questions the representativeness of the data on the grounds
that length of time to pursue the student, and which
situations to include are not known; thereby, demonstrating
the central issue in language testing, i.e., the ’‘what and
how’ to sample. Moreover, he asserts that the decision on

what and how to sample calls for a theory (ibid.):

theory which guides and predicts how

an underlying communicative competence is

manifested in actual performance; how

situations are related to one another,

how competence can be assessed by

examples of performance on actual tests;

what components communicative competence
has; and how these inter-relate.
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The need for theory is further confirmed by Vollmer (1983:
p.29):

... it is actually more theory that is
wanted and needed throughout. For only
that which is being put into the
construction of a particular test or set
of tests by way of theoretical insight,
reasoning, or hypothesis building 1in
advance will come out of it
substantially. It is a heavy burden and
there is a long, long way to go [Author’s
emphasis].

While scholars like Chomsky (1989), Hymes (1972) and Oller
(1979), for example, (cited in Canale, 1984: p.29) advocate
the idea that language proficiency is comprised of underlying
abilities, knowledge systems, and skills, there is generally
less consensus among scholars with regards to the content and
boundaries of this underlying competence and therefore on what

is to be measured by language proficiency tests.
3.2.1.3. Non-unitary competence hypotheses - (one)

Continued research into the nature of language proficiency
reveals that much effort has been and is being expended to
capture a clear and accurate picture of the ability of a
student in a foreign language. As a result, two major views
or hypotheses have so far been forwarded: the unitary as
against the non-unitary hypothesis models -- ranging from one
global component to many separate components of language
proficiency, with claims of theoretical plausibility and
support from empirical evidence (Vollmer, 1983: 3; Cummins,
1984: 5). And each of these approaches are based on differing
hypotheses about the nature and structure of linguistic and

communicative competence.
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Vollmer (1983: 6) observes that language testing has been
based on a multi-dimensional approach since the work of Fries
and Lado because of the influence of the linguistic theory of
structuralism. Accordingly, knowledge of a language was
understood as mastery of its elements, its codes and their
manipulation for use. So, language ability was understood as
having several distinct aspects which were believed to be
identical with the dimensions of attainment in a foreign
language that could correspond to a performance matrix
(ibid.). He goes on to say that (ibid.):

From the point of view of classical test

theory it was argued that the degree of

mastery in a foreign language could be

inferred from the multitude of measured

language performances (at 1least four).

Thus it would be possible to form some

sort of overall picture of a person’s

language ability and ... of his ability

to act in a more or 1less predictable

manner even in future situations

requiring language use ...
Regarding these classical multi-dimensional models, the same
writer points out that their theoretical claims were not
explicitly stated, and that they drew upon linguistic,

psycholinguistic or psychometric theory depending on what was

available during formulation (p. 7).

3.2.1.4. The unitary competence hypothesis

As opposed to the multi-dimensional model, there arose the
Unitary Competence Hypothesis (UCH). In tracing the
theoretical basis for the assumption of a unitary competence,

Vollmer (1983: 9) detects that the shift of focus occurred in
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the work of Spolsky (1973: 173-174) who defined knowledge of
language as mastery of rules, that 1is, an ‘underlying
linguistic competence’, which in turn manifests itself in all
the various kinds of performances-active or passive. For
Spolksy (1973: 174) knowledge of the codes of a language is
the ‘principal factor’ in the perception and production of
messages, although this is not the sole factor accounting for
all kinds of language behaviour. So, tests of passive or
active skills would provide useful information about a
candidate’s knowledge of language, although the individual’s
performance as a speaker cannot be equated to his performance
as a listener. But the claim is clearly "... that the same
linguistic competence, the same knowledge or rules, underlies
both kinds of performances" (ibid.). From this statement
Vollmer (1983:9) asserts that:

This ... clearly indicates the shift of

focus that has taken place from the

differences between the skills (and how

they might relate to underlying

competence) to what they might have in

common by way of a shared Dbasic

competence stretching out into all the

skills. It is not claimed (as yet) that

all possible linguistic performances are

based on one and only one single ability

[Author’s emphasis].
Oller (1979) and Oller and Perkins (1980), as an advance in
the same direction, describe the Unitary Competence
Hypothesis. Oller and Perkins (1980: 1) <claim that:

a single factor of global 1language

proficiency seems to account for the

lion’s share of variance in a wide

variety of educational tests including

nonverbal and verbal IQ measures,

achievement batteries, and even

personality inventories and affective
measures ...
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It was thus proposed by Oller(1979) (quoted in Skehan, 1988:
2052
that there 1is one underlying

competence for language behaviour, based
on the 1learner’s pragmatic expectancy

grammar ... one can only comprehend (and
produce) language by means of process of
analysis-by-synthesis, i.e., we
comprehend by predicting the message we
are encountering, drawing upon our
knowledge of the world and, through the
pragmatic expectancy grammar, the

redundancy built into language.

This grammar is most directly operationalized by integrative
tests commonly characterized by cloze and dictation (ibid.:
Heaton, 1988: 16). These are tests of language in context
focusing on meaning and the overall communicative effect of
discourse that aim at measuring the candidate’s ability to
employ more than one skill simultaneously (Heaton, 1988: 16).
25 is also further claimed that every learner
possesses this grammar of expectancy regardless of the purpose

for which language is being learnt (ibid.).

The formulation of the UCH is partly inspired by findings in
cognitive psychology where the role of the active and
constructive perceiver is described as ‘analysis-by-synthesis’

(Vollmer 1983: 10).

This approach, however, was criticized much on the basis of
its theoretical ambiguity (Vollmer, 1983: 12) and the
inappropriate use of the factor analysis technique (Vollmer,
1983: 14; Skehan, 1988: 212), in establishing empirical

evidence. Vollmer (1983: 17) quotes Oller where he admits"
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that the strongest form of the unitary hypothesis was wrong"

[Oller’s emphasis].

The views or issues explored so far (in this section)
generally relate to the psychometric-structuralist and
psycholinguistic-sociolinguistic eras (Spolsky, 1975; Weir,
1983) in the recent history of language testing; and these are
characterized as ‘the Vale of Tears’ by Morrow (1981). While
Lado is noted for the point of departure for the former, Oller
being critical of this, is noted for the latter (Baker, 1989,
Morrow, 1981). What follows (below) takes us into the
communicative legacy, a period or stage described as ’‘the

Promised Land’ by Morrow (1981).

3.2.1.5. Non-unitary competence hypotheses - (two)

Having arrived at the conclusion that the strong form of the
UCH is untenable (Skehan, 1988: 213), that is, dissatisfied
with the view that a single global language proficiency could
account for communicative competence (Vollmer, 1983: 8), we
observe a return to a multi-dimensional approach to the same
issue. In this regard Vollmer (1983: 7-8) argues:

With the introduction of the

’communicative competence’ nation and the

beginning of functional testing we find

that assumptions concerning the nature

and structure of foreign language ability

... are now for the first time being
stated more or less explicitly.
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Skehan (1988: 213) and Palmer & Bachman (1981: 144) also hint
at some consensus about the empirical support that a skill-

based division of language proficiency has.

Writing about multi-dimensional models, Skehan (ibid.)
identifies descriptive and working models. "Descriptive
models outline a framework for, and the components of,
communicative competence, while working models, in addition,

indicate how the components inter-relate.™”

An overview of these models shows communicative competence
with different dimensions or as having more than one component
in the theoretical frameworks proposed by different
authorities, for example, Canale and Swain (1980) Canale
(1983) Bachman and Palmer (1984), Bachman (1986) (cited in
Skehan, 1988: 213). While Canale proposes four components,
i.e., linguistic, sociolinguistic, discourse and strategic,
Bachman’s model, according to Skehan, includes three trait
factors, i.e. language and strategic competencies as well as
skill and method factors (pp. 213-214). It can be seen that
there is some rearrangement of the components in the latter.
For instance, the fact that skill and method factors are added
shows that not only competence, but competence and performance

are dealt with (p. 214).

The model below is Bachman’s (1990: 85) theoretical framework
of ’communicative language ability’ (CLA) which illustrates
the interactions of the components with the language use

context and language user’s knowledge structures.
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KNOWLEDGE STRUCTURES : LANGUAGE COMPETENCE \
Knowledge of the V\y

Knowledge of language

STRATEGIC
COMPETENCE

¥

PSYCHOPHYSIOLOGICAL
MECHANISMS

CONTEXT OF
SITUATION

Figure 4.1 Components of communicative language ability in
communicative language use
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Strategic competence is given this central position because it
is understood as the capacity that relates language competence
to the language user’s knowledge structures and the features
of the context in which communication takes place. It is
subdivided into three functions: assessment, planning, and
execution. The psychophysiological mechanisms include the
channel (auditory, visual) and the mode (receptive,

productive) (pp. 107-108).

The components of language competence are illustrated

separately in a ‘tree’ diagram (Bachman, 1990: 87):
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LANGUAGE COMPETENCE
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Figure 4.2 Components of language competence
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Cummins (1984: 12) has also forwarded a two-dimension model,

though his concern has been accounted for in the Bachman’s

model.
COGNITIVELY
UNDEMANDING
A C
CONTEXT CONTEXT
EMBEDDED REDUCED
B D
COGNITIVELY
DEMANDING

Figure 3: Range of contextual support and degree of cognitive

involvement in communicative activities.

Cummins (1984: 13) explains:

It is important to emphasize that this is
a continuum and not a dichotomy. Thus,
examples of communicative behaviours
going from left to right along the con-
tinuum might be: engaging in a discussi-
on, writing a letter to a close friend,
writing (or reading) an academic article.
Clearly, context-embedded communication
is more typical of the everyday world
outside the classroom, whereas many of
the linguistic demands of the classroom
reflect communication which is closer to
the context-reduced end of the continuum.

The linguistic tools for the tasks and activities lying in the
upper end of the vertical continuum are so much mastered that
little active cognitive involvement is needed for appropriate

performance, whereas the contrary is true for those lying in

the lower end (ibid.). He says, "The vertical continuum is
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intended to address the developmental aspects of communicative
proficiency in terms of the degree of active cognitive
involvement in the task or activity (ibid.). Cummins (cited
in Skehan, 1988: 214) argues that certain generalisations
about language proficiency are invalid because:
many generalisations about language

proficiency are from context-embedded

cognitively undemanding test situations,

even though learners will have to deal

with context-disembodied, cognitively

demanding language use.
More recently, the claim that the structure of language
proficiency consists of a general and some specific factors
has been forwarded; e.g. Carroll (1983), Milanovic (1988)
(quoted in Skehan, 1988: 212-213). Approaches to the nature
of language proficiency are considered in the light of profi-
ciency levels, too. For example, Sang et al. (ibid.: p. 214)
propose elementary (e.g. basic elements of knowledge-pronun-
ciation, spelling, lexis); complex (e.g. interaction of basic
knowledge elements-grammar, reading comprehension) ; and
communicative (e.g. interactive use of language). 3 I
Canale (ibid., pp. 214-215) proposes a model of levels, not
unlike Cummin’s representation of competence, of a basic
language proficiency (concerned with bioclogical universals) ;
communicative language proficiency (focusing on
sociolinguistic and the management of conversations); and

autonomous language proficiency (less-situation bound and use

of language as a tool for thought).

There is evidence, from the reports of Sang et.al. (1986) and
Milanovic (1988) (cited in Skehan, 1988), for instance, that

lower levels of proficiency have a less integrated structure
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whereas higher levels of proficiency have a more integrated
structure, with the various skills converging together. This
is so, Skehan (1988: 213) suggests:
either because of the cumulative
effects of instruction itself, or because
of the inherent qualities of acquisiti-
onal processes, or perhaps because of the

way different abilities can compensate
for one another at higher levels.

Bachman’s and Cummin’s models are reporduced in this work
because of their potential to explain the theoretical frame-

work that underlies the tests developed in this study.
3.2.2. Purpose oriented language testing

3.2.2.1. Communicative language testing

Developments have also taken place in tests in the more
specific areas. However, the achievement of performance
conditions as proposed by Morrow and reformulated by Canale,
when relating a model to actual performance, poses an impor-
tant difficulty in communicative language testing. ékehan
(1988: 215) enumerates them thus:

Genuine communication 1s interaction-

based ...; unpredictable and creative

.; 1s situated in a context ...; has a
purpose - is based on real
psychologica conditions .; and 1is

outcome evaluated, in that successful
performance is judged in terms of whether
communicative purposes have been
achieved.

In order to achieve these conditions, the solution proposed is
to use ’'performance’ tests that simulate some real-world
target behaviour. Wesche (1987: 29) proposes three kinds of
these tests, that is, direct assessment tests - where the

situation is not manuplated, work sample tests - where tasks
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are manuplated, and simulation techniques - where the entire
testing situation is contrived. The point is that since these
tests mimic the target behaviour, they are likely to achieve
the conditions. She also holds that:

... such tests are more appropriate at

higher proficiency levels and that they

are better able to cope with situations

when subject matter knowledge is import-

ant and when there is a possibility of

compensatory performance disguising an

underlying skill (ibid.).
However, doubts arise, for example, as to the extent of
generalisability from these tests and whether direct tests
necessarily replicate the performance conditions of a specific
task. With respect to these performance tests Skehan (1988:
218) poses his doubt saying, "The main question here is really
whether such techniques are 1likely to give measures for
individuals which are accurate reflections of how they would
perform when confronted with real-life communication." But,
this doubt is even stronger when we consider structure-based,

discrete-point tests which are removed from real-life use

contexts.

3.2.2.2. Testing English for academic purposes

Early approaches to ESP focused on registers of specific areas
in English based on the linguistic properties of the language.
Applications of discourse analysis were aimed at describing
varieties of English usage in terms of the syntactic and
lexical properties of the language. Although this had very

little impact on ESP tests, the influence of work in needs
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analysis was great because it attempted to identify the
special areas of language use for specific learners. Due to
this, measures of performance could be designed and related to
the performances that need to be predicted (ibid.). Moreover,

Skehan (ibid.) observes:

Such tests seemed to by-pass the
competence problem and the need to use
theory since the relationship between
test performance based on needs analysis
and the criterion behaviour was
transparent and direct.

Weir (1983: 105) too traces a change of view in recent

approaches to ESP. As he puts it:

They were more concerned with predicting
the communicative demands to be made on
the learner 1in performing a role or
series of related roles, rather than with
the linguistic structures of the language
per se. It was no longer a matter of
simply identifying the appropriate
register, but more a case of
investigating the characteristic
interactions in which language users were
engaged, where they had actively to
process discourse in the spoken or
written medium and participate in real
communicative behaviour.

Thus, ESP tests are geared towards establishing whether the
individual has adequate communicative ability in a given
context. In other words, ESP tests are concerned with

proficiency in specific context, that is, not with general

achievement but with specific skills required in this context.

Regarding proficiency in academic contexts, McEldowney (1976:
5) writes:

- neither the conversational nor
idiomatic English that is required for
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successful social intercourse, nor the
type of English found in literature, is a
central need for successful English
medium study. What is considered to be
central 1is a proficiency in the more
expository, neutral, transactional type
of English that 1is the medium of
education.

Hence, there is need for needs analysis of the tasks and the
skills (receptive or productive) required to perform in the
appropriate situations. The application of needs analysis
should, then, result in a specification of the general

communicative tasks the candidate is to face in his acadenic

context.

The results of needs analysis, however, tend to display
numerous types of performances and situations with risks of
going over-specific. 1In such circumstances, Weir (1983: 110)
hints at the need to focus on representative abilities, and
the more general and common tasks entailed by the various
study modes across academic disciplines. This suggestion

arises from the following finding:

In our investigations of the language
events and activities ... students have
to deal within ... academic environment
and the difficulties they encounter
therein, we discovered much that was
common between students of different
disciplines and at different levels.

Weir (1983: 59) points out in his study that:

... it 1is the problems caused by the
'higher order’ 1language skills at the
coherence and cohesion levels, together
with study skills and study attitudes and
habits, which receive most attention in
the English for academic purposes (EAP)
literature.
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Concerning text content his report offers no conclusive
evidence as to whether candidates were disadvantaged by
writing tests with texts on topics outside their own subject
areas. However, other sources suggest that test performance
can be affected by background discipline. For example,
Alderson and Urquhart (1984: 9-13), who conducted three
studies to investigate the effect of students’ background
discipline, conclude that "Taken together, the studies do seem
to confirm the importance of background discipline"™; and based
on one of the studies, they state, "The evidence is that

background knowledge has significant effect."

3.3. Some basic considerations in testing

The design and construction of tests intended to assess
language as communication, or more specifically, communicative
type of ESP tests such as EAP are required to be needs related
in terms of the tasks and skills required of the target
candidate in view of the ultimate purpose. However, the

question of generalisability and validity arise here.

A test may contain a set of performance tasks, which may in
turn be slices of real-life communication, assuming that this
is possible to achieve. But this is a very limited instance
of the multitudes of activities and tasks in the multitudes of
situations the candidate might find himself in within the
specified context. Therefore, the test as a sampling
instrument, 1is expected to furnish evidence to allow

generalisation about the examinee’s communicative ability in
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the varieties of real-life situations. The data from the test
should lend itself for the making of further inferences about
the candidate’s performances in the many possible situations
he will have to face. Weir (1983: 92) expresses his

experience thus:

The communicative type of EAP test that
seemed most suited to our purposes
implied the specification of performance
tasks closely related to the learner’s
practical activities, that 1is, to the
communicative contexts of situations he
would find himself in; therefore we were
faced with the problem of the
generalisability of the tasks we
selected.

Moreover, the desire to include a larger sample of tasks and
more realistic test items results in a lengthy communicative
test, which may mean that test efficiency or practicality is

sacrificed to some extent (ibid.).

The selection of tasks is also related to test reliability.

Kelly (1978: 226) elaborates:

That 1is, of all that a student is
expected to know and/or do as a result of
his course of study (in an achievement
test) or that the position requires (in
the case of a proficiency test), a test
measures students only on a selected
sample. The reliability of a test in
this conception is the extent to which
the score on the test 1is a stable
indication of candidates’ ability 1in
relation to the wider universe of
knowledge, performances, etc., that are
of interest.

That is to say, test reliability is associated to test
validity; and this brings us to what is called reliability-

validity tension. Associated with sampling is test format or
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type selected, with respect to the scoring entailed thereof,
which also adds to the tension. In other words, communicative
test types are best scored by criterion referencing, which
involves an element of subjectivity as a factor that weakens
reliability. Conversely, the choice of high reliability tends
to undermine wvalidity. But, wunlike norm-referenced,
criterion-referenced assessment has the advantage of revealing
directly Jjust what the candidate is able to do or not.
Concerning the tension between these test qualities, Weir
(1983: 77) has this to say:

This tension exists in the sense that it

is sometimes essential to sacrifice a

degree of reliability in order to enhance

validity. If, however, validity is lost

to increase reliability we finish up with

a test which is a reliable measure of

something other than what we wish to

measure. The two concepts are, 1in

certain circumstances mutually exclusive

but if a choice has to be made, validity

"after all, is the more important" (from

Guilford, 1965: 481).
It is important, in its various aspects, because it indicates
the suitability of the test as an instrument in measuring the

domain we primarily wish to measure. Once this is confirmed,

we turn to the consistency of the instrument.

Having considered issues of validity, reliability and
efficiency (practicality) in terms of the ‘tension’ (Weir,
1988) that exists and the ‘complementary’ (Bachman, 1990)
relationship they have between and among them in communicative
type of EAP tests, we now look at each of the concepts in

their own right.
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3.3.1. Test validity

According to Henning (1987: 89), "validity in general refers
to the appropriateness of a given test or any of its component
parts as a measure of what it is purported to measure. A test
is said to be valid to the extent that it measures what it is

supposed to measure."

However, a different view of the concept of wvalidity has
appeared during the past few decades. In this view, "validity
is an integrated evaluative judgement of the degree to which
empirical evidence and theoretical rationales support the
adequacy and appropriateness of inferences and actions based
on test scores..." (Messick, 1988: 13). Furthermore, Bachman

(1990) writes:

It has been traditional to classify

validity into different types, such as

content, criterion, and construct

validity. However, measurement

specialists have come to view these as

aspects of a unitary concept of validity

that subsumes all of them (P.236)
The different types of validity, according to the same writer,
",..can be more appropriately viewed as complementary types of
evidence that must be gathered in the process of validation"

(p.243).

In this work, we proceed from the non-empirical to the
empirical kinds of wvalidity. First, the face and content
validities, which require no use of formulae and have no

coefficients or mathematical computations involved (Henning,
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1987: 94) are presented. This 1is followed by construct
validity, which is empirical in nature though it does not have
any one particular validity coefficient (Henning, 1987: 98).
It deserves this middle position to reflect the extent of
empirical investigation it requires, and the comprehensive
nature of the concept, 1i.e., 1its overlap with content

validity, for instance.

Finally, criterion-related validities, i.e., concurrent and
predictive validities are treated. These are empirical in
that they involve the use of mathematical formulae for the

computation of validity coefficients (Henning, 1987: 94).
3.3.1.1. Face and Content validity

Face validity is a non-empirical kind of validity concerned
with the appearance of a test. Davies (1990: 23) writes,
"Face validity concerns the appeal of the test to the lay
judgement, typically that of the candidate, the candidate’s
family, members of the public and so on." 1Its role in public
relations is considered important because" ...'testing is a
public, political type of activity, an acting upon the world
"(Davies 1990: 23). Still, there is a shadow of doubt
regarding its importance in relation to the other validities;
but given the public nature of testing, Bachman (1990: 288)
states that:
.. even those who have argued against
'test appeal’ as an aspect of validity

have at the same time recognized that
test appearance has a considerable effect
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on the acceptability of tests to both

test takers and test users.
The other non-empirical kind of validity is also defined by
Davies (1990: 23):

Content validity ... is a professional

judgement, that of the teacher or tester.

They rely on their knowledge of the

language to judge to what extent the test

provides a satisfactory sample of the

syllabus, whether real (for achievement

testing) imagined (for proficiency

testing) or of the theory or model (for

aptitude testing).
In this work, the views of candidates and language teachers

was sought to see to what extent the tests satisfied their

expectations of language tests.

3.3.1.2. Construct validity

Hughes (1989: 27) states how construct wvalidity can be
demonstrated by saying:
If the coefficients between scores on the
same construct are consistently higher
than those between scores on different
constructs, then we have evidence that we
are indeed measuring separate and
identifiable constructs.
In this work, very little attempt is made to test separate

language skills; rather, an attempt to integrate the different

skills is sought.

For example, the written test (WT1l) involves reading and
writing; and the other two (LT1 & OTl1l) were designed to

involve more than just listening and/or speaking. The three
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new tests and the two external tests are compared with each
other to provide some idea of the construct validity of each

of the tests.

3.3.1.3. Concurrent validity

This is concerned with the validation of tests against some
criterion measure of performance. "Another approach to test
validity is to see how far results on the test agree with
those provided by some independent and highly dependable
assessment of the candidates ability, "writes Hughes (1989:
23). And for Henning (1987: 96), "It is criterion-related in
the sense that the validity coefficient derived represents the
strength of relationship with some external criterion
measure." Thus, when a strong relationship or a high level of
agreement between tests and criterion measures is observed, we

can consider this as indicative of the validity of the new

tests.

In this study, the new tests are compared with two external
tests, Freshman English grades and ESLCE English grades to

examine the extent of agreement in what they yield.

3.3.1.4. Predictive validity

This " is usually reported in the form of a correlation
coefficient with some measure of success in the field or
subject of interest," says Henning (1987: 97). In this

procedure, test scores are correlated with some future
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criterion of performance to find out to what extent the
test (s) can predict candidates’ future performance (Weir,

1988: 28; Hughes, 1989: 25).

In terms of the coefficients derived, Hughes (1989: 25) and
Kline (1986: 5) point out that we can only expect a moderate
one - something around 0.4 1s generally considered
satisfactory. Also, Downie and Heath (1974: 244) discussing
criterion-related validity and the coefficients derived write

that:

These validity coefficients tend to be
much lower than reliability coefficients.
An examination of the research over the
years will show that they tend to fall
within the band of 0.4-0.6, with a median
value of about 0.5.

Although one can question the value of predictive validity
because of the many variables involved, it is nevertheless,

investigated herein as a matter of standard procedure.

In this study, ESLCE Grade Point Averages - which candidates
already have, and University Semester Grade Point Averages -
which would be obtained at the end of the semester, are used

as criteria measures of performance.

The ESLCE Grade Point Average is used though it is not a
future criterion of performance. This average grade is derived
from scores on different subjects taught in high schools, and
results of performance on this national examination,

particularly English and Mathematics, are used for purposes of
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employment and entrance to colleges and universities in
Ethiopia. So, information on how the newly designed tests

compare with this examination is believed to be interesting.

3.3.2. Test reliability

The other fundamental criterion for judging a test is its
reliability. For Weir (1988: 34) "The concern here is with
how far can we depend on the results that a test produces or
... could the results be produced consistently," and for
Bachman (1990: 160) it "___ is concerned with answering the
questions, ‘How much of an individual’s test performance is
due to measurement error, or to factors other than the
language ability we want to measure?’". Thus, he offers a
definition of reliability " as the proportion of the observed

score variance that is true score variance" (1990:170).

Generally, "Reliability is thus a measure of accuracy,
consistency, dependability, or fairness of scores resulting
from administration of a particular examination." (Henning,

1987: 74).

While 0.9 or above is often mentioned as an appropriate
coefficient of reliability for well made standardized tests,
a coefficient of 0.7 (Baker 1989: 61; Kline, 1986: 3, for
example) is hinted at as the minimum value. Since "Internal
consistency coefficients are very suitable for wuse in

computing the reliability of academic tests," (Downie and
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Heath, 1974: 239), the Kuder-Richardson Formula 20 (KR20) was

used for this purpose.

3.3.3. Test efficiency

This is concerned with the possible constraints involved in
the implementation of the test, i.e., from its construction
right up to the interpretation of the results and the making
of decisions. Weir (1988: 37) reminds us that "A valid and
reliable test is of little use if it does not prove to be a
practical one. This involves questions of economy, ease of

administration, scoring, and interpretation of results."

The human and material resources available need to be taken
into account when designing the test. For example, the time
available for construction, administration, scoring, and the
quality and quantity of personnel and equipment needed are all
crucial in terms of the overall cost. This is especially so
because communicative tests require more resources, and demand
the training of examiners and/or markers for the more complex

marking involved.

Focusing on the length (duration) of the test which may cause
fatigue effect on the testees, Weir (1988: 37) suggests that
"It is thus highly desirable to make the test as short as
possible, consistent with the need to meet the validity and

reliability criteria referred to above."
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Generally, efficiency, in the sense of financial viability,
poses as problematic in the development of communicative tests
for large-scale testing situations. But Weir (1988: 38)
asserts that:

However problematic, there is clearly an

imperative need to try and develop test

formats and evaluation «criteria that

provide the best overall balance among

reliability, validity and efficiency in

the assessment of communicative skills.
In this work, the desire and attempt to achieve efficiency

proved to be really problematic due to the extremely limited

resources available.

3.4. General remarks

The development of a test is a process of making decisions,
and of implementing these decisions at several stages.
Roughly, a theoretical basis is necessary for what the test is
measuring; a specification of the tasks and skills has to be
drawn up to provide a good coverage of the theoretical basis;
suitable items have to be written; it should be tried out and
adjusted, where possible, before final administration; and

finally, it should be validated against some criteria.

In terms of theoretical framework, the move is away from
psychometric preoccupation to a more comprehensive, applied
linguistic approach in testing (Vollmer, 1983: 6). Presently,
the nature of proficiency is generally understood as partially
divisible. Furthermore, the more purpose oriented

communicative type of tests are favoured; and in addition, the
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test format needs to achieve a certain balance between
validity, reliability and efficiency as a measuring instrument
(Weir, 1983: 79). The tester, too, has to consider the

backwash effect and be alert against method effect.

The tester must strive towards the ideal, however distant it
may appear to be. This is suggested by Alderson’s comment

regarding the problem of extrapolation (1981: 59).

it may be that the issue of
extrapolation is not (Yet) of crucial
importance: even if we cannot generalise
from performance in one situation to
performance in a variety of situations,
if we can say something about performance
in one situation, then we have made
progress, and if we can say something
important about performance in the target
situation so much the better. Ultimately
the student will have to perform, despite

the statistical evidence of the
relationship between predictor and
predicted, or the theoretised

relationship between competence and
performance [Author’s emphasis].

Finally, Davies (1988) describes a communicative test thus:
"It is likely to be more integrative and less discrete- point;
more direct and less indirect; more criterion referénced and
less norm referenced" (p.6). However, given the circumstances
we are in in terms of the human and material resources at our
disposal - if we come up with a test, for instance, that is
",.. largely integrative but indirect and norm referenced, or
criterion referenced but discrete-point and indirect; and so
on "(Davies, 1988: 6), then we are facing and progressing in

the right direction.
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Hence, the attempt, herein, is to design and validate a test
of English proficiency for academic purposes, bearing some

qualities of a communicative test.
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The idea to pool students systematically from each section or
class also posed difficulty. First either too many or too few
volunteered to sign up for the tests from each class. Second,
as witnessed during the pilot administration, those who signed
up to take the tests failed to turn up for them. Moreover,
the change of government and the kind of tension or insecurity
that prevailed for a short while could have been the cause of
the two obstacles cited above. This state of affairs resulted
in the temporary closure of the university and irregularities
like crash programmes when re-opened. This meant postponing
schedules for the pilot and final administrations of the tests
when re-opened, it meant administering the tests at the
earliest time possible, and working under constraints 1like
short semesters and heavy course work loads both for the

students and the teachers.

The desire and attempt to find fund to pay the subjects or
those students who are selected to take the tests proved

futile too.

4.2. Instruments of data collection

The data analyzed in this study is collected using tests and
questionnaires. There is a set of three newly designed tests
and two external (international) tests as well as a set of
questionnaires for the candidates and English 1language

teachers.
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4.2.1 The tests

4.2.1.1. The local tests

The new tests (Appendix 4-10) include the written test of
reading and writing (WT1l), the test of listening (LT1l), and
the oral test (0T1l). These locally designed and constructed
tests are a communicative type of English for academic
purposes (See Chapter five for details). That is, they are
skills-based, goal-oriented and based on needs analyses for
their contents and objectives. In terms of format, some
attempt is made to avoid complete unfamiliarity. For instance,
some of the familiar formats like matching, fill in the blank,
true or false,multiple-choice and its variants are retained
though kept to the minimum. The ’Grammar’ section, as a
linguistic system,is also included for the same reason because
our candidates are used to taking tests with a heavy dosage
of structure. A further reason to retain this component is
that students would not be reluctant to study grammar if they

see that it is tested.

Some of the rather new formats in our context include cloze,
editing, dialogue, partial dictation, labelling - based on a
paragraph read, writing - based on a given diagram, filling in
or completing blanks and supplying short answers based on
various (authentic) sources. Since taking a listening test or
an oral test in itself is unusual to our candidates , extra
care was taken in the selection of test techniques. Partial

dictation, for example, can be considered less unfamiliar
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because our students are likely to have taken down dictations
in other courses. Moreover, partial dictation and cloze are
used as measures of general proficiency, and the scores on
these would serve as core score when reporting overall

performance on the test.

The candidates are required to record their answers on the
question papers of the written test (WT1) and the test of
listening (LT1). For the oral test (OT1l), they are provided
with source materials together with the instructions for the
tasks they have to perform in pairs, i.e., with an examiner

and with a fellow student.

4.2.1.2. The external tests

The external written test (WT2) is from a published TOEFL
(1989), without the listening section, whereas the external

listening test (LT2) is from Cambridge First Certificate in
English (1986) (Appendix 12-17). This combination was decided
on because the listening texts of the latter were accessible
on recording. Fresh (local) recording of the printed

listening texts of the TOEFL was not considered wise to do.

The TOEFL has two sections: structure and written expression,
and vocabulary and reading comprehension. The candidates are
required to read sentences and short passages and to answer
the questions by choosing from the four options given. They
blacken a circle of the letter of their choice on answer

sheets they are provided with. While this test integrates
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grammar, reading comprehension and vocabulary, the writing
skill 1is extremely controlled, especially when recording

answers.

The (Cambridge) First Certificate Listening Test has four
parts. It is composed of a radio discussion, a radio news
bulletin, a job interview, and a person talking about his job
- all on recording. The candidates are required to listen to
the recordings and answer the questions by putting a tick ( )
in two or four box choices. Only four questions of part three
require the candidates to write a one-or two-word answer.
They are provided with a booklet containing the questions and
spaces for recording answers. Generally, this test is the
least integrated because the other skills are quite controlled .

in its design.

Both of these external tests (WT2 & LT2) are used to assess
the English language mastery of students wishing to pursue
their education in the U.S.A. and Britain from all over the
world. One reason for their inclusion in the series is that
they are approximately the same in purpose as the newly
designed tests. That is, the purpose of the two external
tests is to screen candidates wishing to enter educational
institutions. Besides, some Ethiopian students who have
completed high school and aspire to further education abroad
are quite likely to take these tests. One can safely assume
that English for academic purposes is assessed to some extent

together with English for social survival, for example.
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But, unfortunately, there 1is not statistical information

available concerning these tests.

4.2.2. The guestionnaires

There 1is also a set of questionnaires (Appendix 16-19)
associated with the three new tests. These questionnaires,
both for the students and language teachers, are designed in
three parts to elicit information on the background of the
respondents, and the face and content validities of the three
newly designed tests. The candidates and the instructors were
required to comment on about eleven statements for each of the
three tests for the Dbenefit of face wvalidity. The

questionnaire items for the students are about whether

writing the test is enjoyable,

- the test measures language ability, and the grade
will closely reflect this,

- 1t causes fear,anxiety or disappointment,

- the instructions are clear, and the 1layout is
convenient,

- the test is different from English examinations they
have taken,

- the time allotted 1is fair, and the 1length is
reasonable,

- the passages and the sources of information are

interesting, and simple enough for them.

The language teacher were also required to do the same on

more or less the same statements. The slight difference is in
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two items, of which one is a replacement and the other an
addition. That is, teachers were asked whether the markability
of the test is satisfactory, and whether the test ( as a

whole) is suitable for Freshman students.

In the third part of the questionnaire for instructors, the 19
items indicate the language skill(s) each section (with test
item Nos specified) is meant to test. The language teachers
were asked to show the extent to which they agreed or
disagreed with these claims of the test. Again, in the third
part of the questionnaire for students, 31 items of test
sections (with test item Nos specified), passages and sources
of information are listed. The candidates were asked to show
their likes and dislikes by indicating whether each
itemized part is good or bad. So, information gathered through
these questionnaires makes up the subjects’ biographical data
which is used for sub-categorization of the sample. The
reactions of the subjects as regards the quality of the tests
is also used to assess the face and content validites of the

said tests.

4.3. The construction of the instruments

The three newly constructed tests are based on two needs
analyses conducted by B.L.Morris (1982) and Haile Michael
Abera (1993). The content is drawn, and the aim and
objectives of the tests are formulated from the needs

established by these researchers.
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Other sources 1like published textbooks and research
undertakings of similar concerns were also consulted. The
kind of language and/or study skills proposed and dealt with
in published text-books for colleges or universities (at least
beyond high school) were used as supporting expert opinions
for the needs established at Addis Ababa University. Some
examples of these include: James et al. (1979), Wallace
(1980), Robinson (1981), Grellet et.al. (1982), Nuttal (1982),
Swan and Walter (1985), and Soars (1987). Furthermore, the
needs identified and the rank order of the macro-skills
established at other places by other researchers were also
consulted, and were found to more or less confirm the needs
established here at Addis Ababa University. Typical examples
include: Ostler (1980), Weir (1983 & 88), Hughes (1988) and

James (1988).

During the construction of the instruments, both the tests and
qguestionnaires were shown (given) to students and colleagues
to react upon. Their opinions and reactions were used to
moderate the tests and the questionnaires. This stage of
trialling was found useful in tailoring the length of the
test, detecting ambiguities in instructions, and 1in
establishing answer keys and framing the marking guidelines,
for example. The sometimes lengthy discussions, for instance,
with colleagues over the tests clearly indicated the need for
some kind of orientation or training for the listening and
oral tests’ examiners, and the marking of the paragraph

writing in the written test.
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4.4. Examining and marking

The written test (WT1l) of reading and writing, and the test of
listening (LT1) are constructed in such a way that they lend
themselves to objective scoring with the exception of
paragraph writing. Even here, an attempt is made to check the
marker reliability of the markers on a sample of paragraph
marking. Unlike these two, the oral test (0OT1l) is subjective
or open-ended. However, three evaluators are used in order to

achieve some degree of objective evaluation.

Marking guidelines are provided for the three tests including
a five-point scale scoring sheet for the oral test (OT1l) to be
used by markers and examiners (Appendix 5,9,11). The examiners
were also required to read aloud the listening text and the
full text for the partial dictation during the listening test,
and act as partners in two of the three tasks in the oral

test.

While seven English language teachers took part at the pilot
stage, 19 were involved at the final stage in ﬁhe examining
and marking of the tests. These language teachers were also
required to comment on the tests by filling in questionnaires.
In other words, they were asked to indicate the extent to
which they agree or disagree with the claims of the tests

regarding the tests’ appearance and content.
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These language teachers attended sessions of orientation,
training and rehearsals of the roles they are to take in the

examining and marking of the tests.
4.5. The data collection process

Initially it was proposed that the pilot administration would
be conducted on 200 candidates and the final on 1200
candidates. The bargain over funds brought down these numbers

to about 100 for the former and 350 for the latter.

So, language teachers were approached to convince their
Freshman students to volunteer for the tests; and this was
supported by notices put up at several places in each campus.
As a result, 39 for the initial and 256 candidates for the
final administration responded positively. These students
were required to take the five tests, and immediately

afterwards to fill in questionnaires about three of themn.

Thus, the analysis is based on the reactions of 39 candidates
for the initial administration, énd 256 candidates for the
final administration. But in the circumstances some second
year students taking Sophomore English who turned up for the

tests could not be refused.

Concerning the sampling of the subjects, a quick check of the
sections or classes they have come from was rather reassuring
for its spread, although a minority of the candidates did not

bother to write their sections on the test papers or on the
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attendances. For example, important subcategories 1like
Science versus Social Science are represented. From such
surveys the researcher is content that the sample reflects the

target population.

Considering the candidates’ background, we see that most of
them attended government high schools outside Addis Ababa, and
most of them are male students from the College of Social
Science. Specifically, 211 went to government high schools, 33
went to private high schools, and six attended both at
different times. An other six failed to give information. In
terms of the location of the schools, 87 candidates come from
schools in Addis Ababa, 158 come from schools outside Addis
Ababa (in the provinces), and five had moved from one to an
other. Six failed to provide information. Faculty wise, 167
are from the College of Social Science and 88 from the Faculty
of Science. One student did not indicate his faculty. There
are 236 male and 20 female students in the age range of 16 -

29 years.

As regards the saﬁple size too, the researcher finds
consolation in the minimum number suggested by Paul Kline
(1986).Under reliability, Kline discusses the standard error
of the correlation coefficient in relation to the size of the

sample and writes:

Thus I recommend that reliability studies
of tests should be carried out on samples
of not 1less than 200, although larger
samples are desirable. The k-R20
formula, which demands percentages of
subjects putting the Keyed response,
requires large sample for accuracy, and
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200 here is <certainly the minimum

desirable (Kline, 1986: 123).
Sample size is also discussed under validity, especially
criterion-related validity. For example, among the rules set
out one reads: "Ensure that the samples are large enough to
produce statistically reliable correlations which can bear
factorial analysis. A minimum number for this is 200 "(Kline,

Fo86: 152

So what is suggested is that generalisation about the tests is
possible based on the data collected from the gross 256
candidates. Unfortunately, all the candidates did not sit for
all the five or the three locally constructed tests, 207
candidates took the written test (WT1), 151 sat the listening
test (LT1), and we were able to give the oral test (0T1l) only
to 62 candidates. For the international tests, we have 100
cases for external test A (WT2), and 151 for external test B
(LT2). Thus, the sample size for most of the tests, except
the written test (WT1l) of course, falls short of the required
minimum which calls for caution during analysis and

interpretation of results.

4.6. Analysis of data

Appropriate statistics suited to small sample size (i.e., when
there is the option) is used both in the initial and main
analysis in order to gain information on the behaviour and

quality of the tests.
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4.6.1. Initial analysis

During the initial analysis (the pilot study), item analysis,
descriptive statistics, and investigation into the reliability

and validity of the tests are carried out (See section 5.4).

4.6.2. Main analysis

What is carried out during the initial analysis is repeated
here with the aim of achieving a relatively greater degree of
sophistication in the analysis. Some examples of such
instances include comparison at finer levels of subgroups and
subtests; and use of correlations to examine relationships as
well as ANOVA to test the strength and interaction effects of

the variables on test performance, etc.

4.6.2.1. Construct validity

The three locally constructed tests and the two external tests
as well as their components are examined in relation to each
other. This is done through correlations between the sub-

tests of each of the five tests.

4.6.2.2. Criterion-related validity

While the criterion measures used for concurrent validity are
scores on the two external tests, Freshman English and ESLCE
English, those for predictive wvalidity are ESLCE and
University Grade Point Averages. This is carried out using
correlations between the tests and the said criterion

measures.



CHAPTER FIVE
THE DESIGN AND CONSTRUCTION OF THE TESTS

In this chapter, the aim is basically to draw up a
specification of the English Language skills profile of Addis
Ababa University students. But the procedures adopted to
arrive at the specification and for its realisation are also
described and discussed. The aim of the new test and the
specific objectives as well as a detailed description of the

subtests are offered.
5.1. Review of needs analysis

In this section, a review of needs analyses conducted to
identify the communicative needs of Addis Ababa University
students by Morris (1982) and Haile Michael (1993) are

presented.

Morris’s needs analysis involved instructors teaching courses
other than language and students attending courses other than
the 1language courses in eight faculties, excluding the
Institute of 1language Studies and its departments. The
faculty members were required to rank the four Macro-skills
and four language activities within each macro-skill area in
order of importance for their students in the courses they
deliver. The students were also required to rate, in terms of
the frequency with which they were engaged in, 25 languaée

activities in the respective courses they were attending.
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She then analyzed and established the most frequent and/or
important language activities and proposed the language skills

comprising them, using Munby’s taxonomy of language skills.

Table 3: Most frequent language activities

(Morris, p.69)

Rank ACTIVITY MACRO-SKILL
1 PRACTICAL FACULTIES THEORETICAL FACULTIES
take notes from Writing,
books/lectures Reading,
Listening
2 read/understand understand lectures Listening,
instructions Reading
3 understand lectures understand discussions Listening
4 understand questions Listening
5 understand spoken instructions Listening
6 read instructions Reading
7 read textbooks Reading
8 read handouts Reading
9 write short answers Writing
10 use the dictionary Reading
11 answer teachers’ questions Speaking
12 ask questions Speaking
13 read other books (as source of information) Reading
14 take essay examinations Writing

For example, from the 25 language activities she started with
she identified 13 (see Table 3) as the most important and/or
frequent ones that Addis Ababa University students engage in
during their academic years. That is,there are four for
listening, four for reading, three for writing (two of which
have the same language skills), and two language activities

for speaking (see Table 4). Furthermore, she proposes about
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104 language skills (see Appendix 2) that comprise these
activities. That 1is, there are 24 for 1listening, 34 for
reading, 25 for writing and 21 language skills for speaking.
Of course, some recur for the different language activities
and macro-skills. In this connection, Morris indicates that
the receptive skills were ranked higher than the productive
skills; and within each of these categories listening

(slightly, in this case) and writing are in the lead.

Although Morris’s needs analysis may be doubted for its
freshness (relevance) for the 1990s target population, it has
one obvious and attractive quality, ie, its cross-sectional
sampling. In other words, the subjects (ie, the opinions of
students and instructors)of the study are pooled from many
(almost all) faculties and from first to final years.
Thus, the needs identified are highly likely to be traced and

plotted right through any undergraduate programme.

The needs analysis conducted by Haile Michael, available in
the form of initial summary, is also considered to see if it
would confirm or up-date the needs already established by

Morris.

His study aims at establishing the language needs of Addis
Ababa University students for the benefit of syllabus design
by pooling information from the set o©of data gathered from
different angles. His subjects involve 184 third vyear

students and sixty subject teachers from Natural and Social
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Sciences, namely, Natural Science, Technology, Social

Science, Business and Economics, Education, and Law.

The students in Haile Michael’s work, were required:
-to rate the four macro-skills according to their needs,
-to show their perception of abilities in the
four macro-skills,
-to rate 1language subskills (these are language
activities in Morris) according to importance,
-to show their perception of difficulties in the
language subskills,
-to assess their abilities to follow courses
taught in English,
-to assess the importance/relevance of the service
courses,

-and to rate sources of information.

The subject teachers were also required to do the same except

the last one.

The present study, which aims to develop a suitable test for
Freshman English, focuses on the ratings of the four macro-
skills and the language subskills from Haile Michael’s data.
This is so because information on these is more important and
relevant for the drawing up of a specification for a Freshman
language test. Furthermore, since both Morris and Haile
Michael deal with these, it is direct and so convenient to

compare the findings of the two needs analyses.
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According to Haile Michael’s data, the ratings of students and
subject teachers in both streams rank the four macro-skills in
the same way - that is, both agree that it is reading,
listening (only slightly in the lead in Morris), writing and
speaking, in descending order. Clearly, the receptive skills
outrank the productive skills as in Morris’s data.
Considering the separate streams, Natural and Social Science
Students, and Social Science subject teachers agree on the
same order of importance except Natural Science subject
teachers who rank listening first followed by reading. This
rank order of the four macro-skills agrees perfectly with

Morris’s findings.

Regarding the language subskills (ie. language activities in
Morris), there is complete agreement in the ranking of the
language subskills associated with listening and speaking by
students and subject teachers of both streams. These
subskills are ranked the same by the separate streams for
teachers and students, too. There is also a good deal of
agreement in the ranking of the subskills associated with

reading and writing.

Scrutinizing the slight disagreement, we notice that while
"understanding exam questions" is ranked second by students
and third by subject teachers, "reading reference books,
journals" is ranked second by teachers and third by students,
under reading. And under writing, concerning the subskills
directly related to academics, "writing essay-type exam

answers" is ranked second by students, but third by subject
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teachers. The language subskills less directly related to
academics, that is, writing "personal letters and business
letters" are ranked differently in fourth and fifth place by
these two categories of respondents. Thus, it can also be
seen that the language subskills directly related to academics

are ranked higher than the less academic ones.

Overall, most of the language subskills (language activities
for Morris) dealt with by Haile Michael have been accommodated
in Morris’s study, or at least they have the opportunity to
compete for inclusion in the specification. More
specifically, in the receptive skills, what have been ranked
one to three are clear candidates for inclusion in the
specification. That is, "understanding lectures, following
lectures to take notes, and following class discussion "under
listening, and 1'"reading textbooks, understanding exam
questions, and reading reference books, Jjournals "under
reading are accounted for. Similarly, in the productive
skills, "notes from lectures, books and essay-type exam
answers "under writing, and "raising and answering questions
"under speéking are also accounted for in her work.
Therefore, we can safely say that this latter needs analysis

confirms very closely the needs established by the former.

The language subskills of "presenting oral reports, and
writing reports and research papers" in the productive skills
of speaking and writing are left out because they appear to be
advanced skills to be included in a Freshman test. Besides,

they are skills intended to be developed in the Sophomore
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English. Moreover, Haile Michael includes language subskills
not directly related to academic but which may enhance study
skills or promote language ability. These, however, are not
considered for inclusion in the specification because of their
indirectness. These include "understanding radio, TV, films,
fluent speech with foreigners; reading fiction, magazines and

newspapers, writing personal and business letters".

Finally, given that Haile Michael’s sample population is third
year students and their subject teachers in six faculties, and
that the range of language subskills (four or five for each)
for the four macro-skills is rather 1limited, 1language
subskills like "presenting oral reports, speaking
intelligibly, and writing reports and research papers" appear
to have emerged at relatively high ranks. But these same
language subskills have ranked low in Morris’s work where the
sample population ranged from second to final years in eight
faculties, and the range of language activities (ie, 25) was
much wider. The doubt is that these language subskills, in
Haile Michael’s work, may be true of just that sample, and not
true of the general student body at large. Thus, they tend to

be less attractive for inclusion in a Freshman test.

5.2. The specification

Given that the former investigator (Morris, 1982) has
identified quite a number of language activities and proposed
an even greater number of language skills, it is inevitable to

find a way of rounding off the suggested size to a reasonable
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minimum or a manageable size of language skills to be tested.
That is, the idea is to establish a manageable set of skills,
definitely less in size, but which can be satisfactorily
argued to be representative and typical for the target
students. The proposed skills that comprise the language
activities are based on Munby’s taxonomy of language skills,
wherein these are treated discretely and in isolation. For
this reason, the method sought to draw up the specification is

one which is hoped to overcome this criticism.

The first approach, therefore, set out to consider for
inclusion language skills proposed to be useful for several
language activities in more than one macro-skill. In this
procedure, first the language skills were plotted for each
language activity and macro-skill. Then a summary of the
frequency of language skills in terms of their occurrence in
language activities and macro-skills was established. Once
this was done, a series of 5 steps was followed in the
reduction and/or inclusion process; and the process involves
both mechanical and rational means either to include or
exclude a language skill. The latter means took into account
opinions of colleagues and information in published English

textbooks.

Some of the proposed language skills (see Appendix 2) are

dropped (crossed out) step by step as follows.

Step 1: Those language skills restricted to only one macro-

skill are rooted out. But skill no 11 -
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’Understanding intonation patterns..., skill no 12 -

’Producing intonation patterns...,skill no 19 -
’Deducing the meaning and use of unfamiliar lexical
items..., skill no 45 - ’Skimming to obtain the gist
and a general impression of the text’, and skill no
46 - ' Scanning to locate specifically required
information...’ are some of the exceptions. While
the first two represent the lower limit (ability)
for the receptive and productive skills
respectively, skill no 19 represents the vocabulary
component of the test. 45 and 46 are reading
specific (typical of it ), and the latter poses as
essential for all the four language activities in
reading,ie., reading instructions, textbooks,

handouts, and using the dictionary.

Those 1language skills restricted to only one
language activity in each of two or three macro-
skills are rotted out. Exceptions to this are skill
no 24 - ’'Understanding conceptual meaning...’ and
skill no 36 - ’Using indicators in discourse...’.
The former is believed to have a very high
likelihood of occurrence in the receptive skill, and
the latter pairs up with 35 (ie.,’Recognising
indicators in discourse...’) in terms of receptive-
productive category of skills which offers the

advantage of representing both aspects of the skill.
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Those language skills that are unevenly shared (eg.
in 2 vs 1 language activity) by two macro-skills are
rooted out. The exception is skill no 44, Iie,
’basic reference skills: understanding and use
of...’. The attraction is that it could be assessed
in both categories, giving the test an academic

tint:

Those language skills believed to be inappropriate
to assess at the Freshman level are left aside. For
example, skill no 32, ‘understanding relations
between parts of a text through grammatical cohesion
devices ...’ is left out. This is done because from
experience former students were evaluated, and most
of them were considered successful, based on
predominantly structure- based examinations.
Furthermore, the target population has gone and is
going through syllabuses with a heavy overdose of
grammar. Skill no 37, too, is dropped because it
is developed and tested at the Sophomore level.
This is so because it involves, for instance, the
identifying of the main point through ‘topic

sentences in paragraphs’.

Adjustment is made in the distribution of language
skills for the language activities and macro-skills
in the light of proportion, exploitability of text,
etc. Clear examples of this are skills 39 -

’Distinguishing the main idea from supporting
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details...’” and 52 - ‘Transcoding information in
speech/writing to diagrammatic display...’, ie, the
former is thought best to be assessed in the
receptive where as the latter in the productive

skills.



Table 4:
Morris,

1982)

9l

Representation of skills in terms of language activities and macro-skills (after

LANGUAGE ACTIVITIES

Listening to lectures

Listening to
instructions/explanations

Listening to teachers’ questions

Listening to discussions

LISTENING
11 35 39
11 24

TIN26
11 26 35 39

READING

WRITING

SPEAKING

Reading instructions
Reading textbooks
Reading handouts
Using the dictionary

19
35
b1
35
19

46
39 44 45 46

39 45 46 51
44 46 51

Taking notes from lectures or
books
Short /essay examination'answers

44 51 52
36 51 52

Answering questions
Asking questions

129368 51
12936851
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This procedure reduces the proposed language skills to 19;

and disregarding overlaps, to 13 skills in the receptive-
productive areas. That is, in the receptive category, there
are three language skills for listening and five for reading
as well as two common ones for both; and in the productive
category, there are two language skills for writing and one
for speaking with two common to both. Generally, there are
eight language skills for the receptive and three for the
productive skills as well as two in common. We can view what
has emerged differently; that is, there are two paired up
skills (11 & 12,35 & 36), some comprise both the receptive and
productive categories (44, 51), and others are uniquely
receptive-specific (11, 19, 24, 45, 46) or productive-specific
(12, 36). So we see the likelihood of a language skill being
assessed for both aspects, and both aspects being assessed in
a language skill as well as each aspect (receptive/productive)
being assessed in its own right. This is a desirable picture
in that it appears to take into account the integrated nature

of language skills.

Table 5: Final distribution of language skills for the macro-

skills
Receptive Productive Total
Macro-skills No of % Macro- No of % No of %
skills skills skills skills
Reading 7 37 Writing (2) 4 21 (9) 11 58
Listening *(3) 5 26 Speaking (1) 3 16 {4) 8 42
Total (10)12 63 Total (3) 7 3! (13) 19 100

* Number of skills in brackets are excluding overlaps, ie., when the shared skills
are included only in reading.
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The distribution of 1language skills in Table 5 closely
confirms Morris’s findings in general. Both Morris’s and Haile
Michael’s needs analyses are based on the opinions of students
and content subject teachers. Accordingly, the table suggests
that the written paper (ie, reading and writing) should
receive greater emphasis than the aural/oral component of the
test. Again the table reveals that the receptive skills
should be emphasized more than the productive skills, ie, in
the order of reading, listening, writing and speaking which is
quite consistent with the needs analysis. This, therefore,is
evidence of the fact that the procedure adopted herein to draw
up the specification is a reasonably close reflection of the

findings in the needs analysis.

This specification is also supported, at least to some extent,
by a survey of skills treated in various published textbooks

for learners of English.

The advantage of this approach is that it appears to permit a
general (global) and a specific description of the candidates
performance. Differently put, the strength of the individual
can be described from his/her performance on the specific
skill in a given macro-skill; and at least by implication,
his/her overall potential in the other language activities or
even in the other macro-skills could be detected. Considering
skill No. 39, for example, the implications could be stretched
across the language activities and the macro-skills. That is,
given that the skill is tested in one mode of language

activity and macro-skill, the candidate’s ability can be
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assessed for that particular activity and macro-skill; and his
performance on this may indicate his potential ability in the
other activities and skills. More specifically, if a
candidate does well in "distinguishing the main idea from
supporting details..." in reading textbooks, he/she might do
the same in reading handouts; and even across macro-skills,
he/she might do well in the same in ’‘listening to lectures’,
and/or show the distinction in ’‘taking notes and writing
examinations’ in the productive skill of writing. This
assumption is, of course, based on the transferability of
skills across modes of discourse. This assumption, of course,
would be strengthened especially if the language skill is
tested in at least two macro-skills. Moreover, it is also
believed that skills may be integrated and that the
distinction among the macro-skills is superficial, and this

lends support to the approach.

Admittedly, this specification is drawn up using Munby’s
taxonomy of language skills. But, given the representation
and distribution of the language skills for the language
activities and the macro-skills in the specification, it can

be seen that the assessment of them would be less discrete.

Finally, the following aim and objectives of the test can be

offered from the specification.

The aim of the test is to assess a candidate’s ability to
function effectively in English for academic purposes, both in

the receptive and productive skills.
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Regarding the listening and reading skills, the objective
is to assess the candidate’s ability to understand spoken
and written academic English, 1including reference

sources.

Regarding the writing and speaking skills, the objective
is to assess the candidate’s ability to express inquiries
and knowledge in speech and writing, including efficient

note-taking.

Realisation of the specification

Below is a list of language skills for the four macro-skills

(Munby, 1978).

Listening
Skill No.
11 Understanding intonation patterns ...
24 Understanding conceptual meaning
26 Understanding the communicative value (function) of
sentences and utterances ...
35 Recognising indicators in discourse ...
39 Distinguishing the main idea from supporting details ...
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Reading
Skill No.
19 Deducing the meaning and use of unfamiliar lexical items

..

35 (see under Listening)
39 (see under Listening)
44 Basic reference skills: understanding and use of ...
45 Skimming to obtain the gist and a general impression of
the text
46 Scanning to locate specifically required information ...
51 Transcoding information presented in diagrammatic display
Writing
Skill No.
36 Using indicators in discourse
44 (see under Reading)
51 (see under Reading)
52 Transcoding information in speech/writing to diagrammatic
display ...
Speaking
Skill No.
12 Producing intonation patterns
36 (see under Writing)
51 (see under Reading)
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5.3.1. Description of the tests: content specification

The following specific objectives of the various subtests can

be offered.
1. Reading Comprehension

Candidates are expected to demonstrate their ability in the
following skills necessary for reading instructions,

textbooks, handouts, and using the dictionary.

1.1 Skim a given passage for the gist or the main
idea(s),

1.2 Scan a given passage for details or required
specific information,

1.3 recognize the use and function of indicators in a
written discourse,

1.4 deduce the meaning of unfamiliar words in a given
context,

1.5 wunderstand reference or source materials given,

1.6 understand tabular information instructions,and a
form,

1.7 understand information presented in a diagram and in

writing.
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2. Writing

Candidates are expected to demonstrate their ability in the
following skills necessary for taking notes from lectures or

books, answering short and long (essay) examinations.

2.1 write notes of details or required specific
information,
2.2 use reference or source materials,
2.3 use tabular information, instructions, and a form,
2.4 use discourse indicators,
2.5 transcode information presented in diagrammatic

display into writing and vice versa.

i Grammar

Candidates are required to show their awareness of grammatical
accuracy by filling in gaps in a passage with selected
deletion, and editing a paragraph with errors in grammar,

spelling and punctuation.

4% Cloze

Candidates are required to draw on their entire knowledge of
grammar, discourse structure, interaction between the text ,

knowledge of the world, etc. in order to fill in blanks in a

passage with systematic deletion.
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Cloze tests have the advantage of objective scoring,
particularly when exact-word is used, and predictive validity.
With regard to the latter, Brown (in Oller and Jonz,1994:189)
suggests that:
Perhaps of more interest to language

teachers 1is the work on cloze as a
measure of English as a second

language...proficiency, which
demonstrated substantial validity
coefficients, .71 to .89, between cloze

and standardized ESL proficiency tests.
Bachman (ibid., pp. 177-178) also confirms this when he
writes:
There is now a considerable body of
research providing sound evidence for the
predictive validity of cloze test scores.
Cloze tests have been found to be highly
correlated with virtually every other
type of language test, and with tests of
nearly every language skill and
component.
Thus, these qualities have been the attraction for the

inclusion of the cloze component.
5 Listening Comprehension

Candidates are required to demonstrate their ability in the
following skills necessary for 1listening to lectures,

instructions or explanations, teachers’ questions, and

discussions.

5.1 understand spoken language,

5.2 distinguish the main idea(s) from supporting

details,
5.3 understand conceptual meanings,

5.4 understand the communicative value of sentences,



100

5.5 recognise the use and function of indicators.

6. Partial Dictation

Candidates listen to a passage read out to them to show their
understanding of it by writing in the missing words or phrase

in the passage provided.

7. Speaking

Candidates are required to show their ability to respond
appropriately with clarity and fluency of speech, and to ask

and answer questions from sources of information.

Following is the table of specification which shows the method
(format) employed in the construction of the tests. It also
shows the various components (subtests) of the tests as well
as the distribution of items (tasks) with the respective value

(markS) for each.

Table 6: Table of specification

Written Test

Subtest Section Items Value Format
Reading A. Answering a question 1 2 M/C
Comprehension based on given passage

B. Answering gquestions 4 4 T/F

based on given passage

C. Answering questions 24 24 Short Answer
based on given passage & T/F
K. Answering a question 1 1 | M/C
based on given paragraph
L. Answering a question 1 1| M/C
based on given diagram
Total 31 32
Discourse D. Answering questions 15 15 T/F
Indicators based on given passage

and statements
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Subtest Section Items Value Format

J. Using transitionals in a 13 i3 Choose & fill
passage in

Total 28 28
Vocabulary E. Answering questions 16 16 Matching
based on given passage
Total 16 16
Reference F. Answering gquestions i3 3 Short Answer
Skills based on given library
catalogue cards

G. Answering questions 10 10 Short Answer
based on given
dictionary page

Total 23 23
Writing H. Filling in registration 24 6 Fill=-in
form based on given
source and defined role

K. Answering questions 2z Z Labelling
based on given paragraph

L. Writing a paragraph 1 S Write
based on given diagram

Total 32 18
Grammar I. Filling in words in 20 20 Choose &
given passage (Rational Pill-in
cloze)

M. Editing a given 10 10 Underline &

paragraph Correct
Total 30 30
Cloze N. Filling in words in a 40 40 Fill-in
passage randomly deleted
Total 40 40
Grand Total 200 187
Listening Test
Listening A. Answering a 1 : % M/C
Comprehension comprehension question
on a passage read

B. Answering comprehension 8 8 Labelling
questions on a passage
read

C. Answering comprehension 10 10 Choose &
gquestions on a passage Write (short
read answer)

D. Answering comprehension B 4 M/C or 2
questions on a passage options
read and given
statements

Total 23 23
Partial E. Filling in words or 20 20 Fill-in
Dictation phrases from dictation
on given passage of 279
words
Total 20 20
Grand Total 43 43
Oral test
Speaking A. Reading spoken language 1 s Speak
of 41 lines (1 page) (dialogue) in
long pair

B. Responding appropriately 1 s Choose &
in a double dialogue of respond to
11 lines (1/2 page) long partner

C. Filling in missing 2 S Ask and
information based on answer
given source Questions

Total 3 25
Average S
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5.3.2. Description of the subtests

What follows is further information on the various subtests or

components of the test.

Written Test

READING COMPREHENSION

The candidates are required to read a passage (54 lines long)
dealing with the progress and problems in the supply of power

in Africa. This is followed by:

-1 comprehension question of multiple-choice,

-4 comprehension statements to be marked True or False.
-16 items of comprehension requiring candidates to write
short answers(words or phrases)in note forms,

-8 comprehension statements (in a table) to be
marked True or False,

-15 statements made about transitional words to be marked
True or False,

-16 lexical items requiring candidates to match them with

dictionary meanings.

REFERENCE SKILLS

A set of six 1library catalogue cards are provided for
candidates to use as a source of information to carry out the
following tasks:

-1 item of alphabetizing the names of authors,
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-7 items dealing with information on books.

Also candidates are provided with a dictionary page to use as

a source or information to answer

-10 items of writing short answers.
WRITING
Candidates are presented with a page of course offering in
undergraduate programme with a definition of their role
(status) to fill in (complete) a registration form:

-24 blank spaces for the value of 6 marks.

They are also given a short (9 lines) paragraph on a

description of aspects of agriculture, followed by:

-1 comprehension question of multiple-choice,

-7 items of labelling a diagram.

In addition, candidates are provided with a diagram on the

classification of formal education in Ethiopia, followed by:

-1 comprehension question of multiple-choice,

-1 task of writing a complete paragraph.
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GRAMMAR

In this section, the items involve verb forms (for number, the
tenses and modals), prepositions, articles, comparatives, and

relative pronouns.

Candidates are provided with a passage (30 lines ) on Gross
National Product (GNP)with some selected deletion of words,
and a list of choices (words) at the top of the passage

(page). They then choose and fill in

- 20 gaps with one word.

They are also provided with a paragraph on agricultural

education, containing errors in grammar, spelling and

punctuation. Here, they are required to underline and correct

=Sl 0N errors.

CLOZE

Candidates are given a passage (44 lines) on population with

words systematically deleted. About 5 lines of the first and

final paragraphs are left intact. They are then required to

read and fill in

- 40 gaps with exact words.



Listening Test

It was decided to use real, human voice for this test. This
was done to avoid the 1lack of tape recorders and to
approximate the reality as closely as possible. The reality,
in the Addis Ababa University context,'is that students would
very often attend lectures delivered Dby Ethiopians
predominantly, and by other nationals sometimes. Besides, the
testing of the listening skill in itself and the use of tape
recorders could, it was thought, prove unfamiliar to the

candidates.

Thus English language teachers available at Addis Ababa
university who were also willing to be involved were given
orientation and training on the reading of the listening text
and the partial dictation. In order to achieve a reasonable
degree of uniformity, these teachers had to meet for sessions
of discussion and rehearsal. The researcher had to explain and
define the nature and the objective of the test and lead the
sessions on issues like: who should read what, how many times
should the texts be read,and at what speed or pace should they

be read? etc.

The passage read out (3 1/2 pages long) is on how to use a
library, and it was read twice by two instructors (examiners)

in turns. This is followed by:

- 1 listening comprehension question of multiple-choice,
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- 8 1listening comprehension questions by
labelling a diagram (library card),
- 10 listening comprehension questions where
candidates are required to write short answers by
selecting (choosing) from 12 choices given at the

top of the page.

Also, statements (sentences) taken from the passage,
containing transitionals are given with paraphrases for each.
The candidates are then required to choose the paraphrase with

the nearest meaning
- 4 items with 2 options each.
PARTIAL DICTATION

A full (complete) passage (279 words long) on taking notes
from a lecture was read out twice by two instructors. The
students, on the other hand, were provided with some passage
with some selected words or phrases deleted. They were

required to listen and fill in
- 20 gaps.
Oral Test
Given the amount of time and space required, the examiner

judgement involved, and the cost involved in the special

arrangements required for these,the oral skill is often
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considered difficult to test, particularly in a large scale
testing situation. But a modest attempt, comprising half
indirect material, is made to assess this skill. Clear
instances of this are the dialogues, particularly reading

aloud the single dialogue.

Some writers like Rees (1980), Madsen (1983), Underhill (1987)
and Shaw (1988) acknowledge that reading aloud appears in
realistic situations in the real world. "Speeches, reports,
minutes..." (Rees, 1980: 115) are read aloud in everyday life;
reading aloud "...can produce connected speech...(Madsen,
1983: 149), which appears in everyday communication; and
", ..in real life, or at least in the education system, one
does have to read things aloud. Many people need the support
of the written word to be able to give a clear presentation to
a group" (Shaw, 1988: 42). Moreover, Rees points out what is
involved in reading aloud when he says:

What we are looking for is the expression

of meaning by reading aloud

intelligently, that is by paying

attention to correct pausing, whether

indicated by punctuation or not; by

reading complete phrases, and not word

for word; by adopting an appropriate
speed and rhythm, and not distorting

pitch, stress, and intonation:; and
reading in a relaxed manner...(1980:
119).

Madsen (1983) and Underhill (1987) say that reading aloud is
suitable and useful to assess the skills of oral production.
According to Underhill, reading aloud and its variants are
suitable to assess the mechanical skills of language

production; and he goes on to add that:
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...as well as testing mechanical speaking
skills, these techniques also call on the
ability to add meaning at the sentence
and discourse levels. This is a kind of
fluency, although it is harder to mark;
but it is usually clear to the assessor
if a learner is able to pronounce each
word correctly in its isolated form but
is unable to put the words together to
form a stream of meaningful speech
(1987:77).

Concerning reading aloud dialogues in particular, he says:
Reading one part in a dialogue adds an
element of interaction, of a 1limited
kind; the student is speaking to, and
with, another person in the foreign

language, although the conversation is
wholly predictable. (1987: 77)

When reading aloud is used to assess the speaking skill, "We
can see how well our students have mastered the sound-symbol
relationships in English. In some programs oral reading is
important, and this test technique is obviously a good, direct
way to measure oral reading. It can even provide a little help

in checking fluency (Madsen, 1983: 154)

From experience, some students at Addis Ababa University read
aloud when studying in groups in the corridors of classroom
buildings, and a few others are sometimes employed to read
aloud to the non-sighted student population. Moreover,
students know that they are very likely to use this skill in
the near future when they will be required to deliver oral
presentations of essays, reports, projects, and etc. Reading
aloud a dialogue, as an integrated test of the skills of
reading, speaking, and listening was considered appropriate to

include as a component in the oral test. So, it is believed
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that candidates begin the oral test with a relatively easy and

meaningful task, which is not too unfamiliar.

The evaluation, on a 5-point scale, was done by three
instructors for every pair of candidates. They were given
orientation and training, and marking guidelines with scoring
sheets. Again teachers had to come to several sessions of
discussion and rehearsal. The researcher, too, had to give a
lot of explanation and definition on the nature and objective
of the test. The issues discussed and rehearsed include
definition of what is assessed, seating arrangements, sharing
out roles, use of the scoring sheet, ways of leading in and
putting candidates at ease, etc. All this was done to achieve

objectivity in their evaluations of the candidates.

In the discussion of the assessment of oral production, Madsen
(1983) cites scales with five and six levels as examples for
a holistic scoring method and Underhill (1987) uses a five
levels scale to demonstrate his definition of rating scales.
In Underhill, simplicity seems to be the main point in his
practical advice on the construction of a scale. In his own

words:

The fewer levels you have, the easier it
is to assess, and the higher the
reliability will be . Keep it as simple
as possible. A rating scale will only
work well if the assessor can hold it in
her mind while 1listening or talking to
the learner, and does not have to keep
referring to a large manual to tell her
what to look for (p.100).
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So a 5-point rating scale (below) is used to assess the oral
production of the candidates. The five point is preferred to
match the existing letter-grade system in the university, ie.,
A, B, C, D, and F. It was also attempted to keep the
descriptors as short and clear as possible for the benefit of
the examiners.
5 = Very comprehensible and appropriate, and is able

to ask and answer questions very well.

4 = Reasonably comprehensible and appropriate, and
is able to ask and answer questions reasonably

well.

3 = Comprehensible and appropriate, and is able to

ask and answer questions.

2 = Partially comprehensible and appropriate, and is

rather poor in asking and answering questions.

1/0 = Incomprehensible and inappropriate, and is
very poor in asking and answering questions.
(See Appendix 13 for the scale used for each

of the three sections)

The oral test has three sections: a single dialogue between
two Addis Ababa students when they first meet in a dormitory,
a double dialogue - extending invitation and discussing a news

item in the paper, and a class schedule with information gap.



1L
In the latter, each partner has different bits of information

missing which can be found with the other.

So, each candidate reads a dialogue (1 page long) with an
examiner, responds appropriately to the examiner in the double
dialogue, and asks and answers questions with the other

partner based on the source (class schedule).

5.4. Initial administration

The design, construction and validation of a new test requires
the trialling and piloting of the test on a sample before the
final administration to the target population. At the
trialling stage, opinions of colleagues and students have been

taken into account to moderate the tests.

Hughes (1989: 52) states the need for piloting more

explicitly.

Even after careful moderation, there are
likely to be some problems with every
test. It is obviously better if these
problems can be identified before the
test is administered to the group for
which it is intended. The aim should be
to administer it first to a group as
similar as possible to the one for which
it is really intended.

Broadly speaking, the results of the analysis of the initial
administration on a sample (i.e., the piloting of the tests)
yields information about the behaviour of the tests (Baker,

1989: 46). More specifically, the results gained from pre-

testing could provide useful information regarding the
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performance of the students (as individuals and as a group),
and the performance of each of the items that make up the test

(Heaton, 1975: 174; Madsen, 1983: 180).

Therefore, the aim here is to report the results of the
analysis of the initial administration of the series of tests
which were used for further moderation of them; i.e., the
results of item analysis, and an investigation into the

reliability and validity of the tests are reported.

The pilot study was conducted on 39 students taking the
Freshman English course. These students were required to take
the three newly designed tests and the two external tests ,
and immediately afterwards to fill in questionnaires about the
first three. Seven English language teachers were also
involved in the examining and marking of the tests. These

language teachers were also required to comment on the tests

by filling in questionnaires.

Considering the candidates’ grades in ESLCE English and
Freshman English 101A, it should be noted that they were high
achievers in English examinations. We should note that 76, 21
and 3 per cent of them had grades of A’s, B’s and C’s
respectively in ESLCE English; and 28, 36 and another 36 per
cent of them have A’s, B’s and C’s respectively in Freshman
English 101A. These 1letter grades are from two norm-

referenced examinations.
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5.4.1. Descriptive statistics and Test reliability

Table 7: Descriptive Statistics and Reliability coefficients

(KR21)
Test | Max. | Mo of Standard Cgeff%c@ent.of ?esﬁ.

Mark | items | Average | deviation Discrimination Reliability
WT1 187 199 130.5 22353 0.121 0.915
L1 43 43 36.07 5.08 0.118 0.793
0Tl 5 4 3.62 0.75 0.150 0.530
WT2 100 100 65.25 12.58 0.126 0.865
LT2 30 41 12.48 6.24 0.208 0.797

Considering the average score (in Table 7) of the tests, it
can be seen that the candidates have found the three new tests
and the first external test (WT2) rather easy, unlike the
second external test of listening (LT2). Perhaps, this is not
surprising given the fact that the sample population is rather
homogeneous in language achievement levels as evidenced in

their grades for the ESLCE English and Freshman English 101A.

It can also be seen, considering the standard deviations, that
most of the tests spread out the candidates across the score
range for each test rather closely. The coefficients of
discrimination, which are expressions of the standard
deviations as proportions of the total marks for the different
tests, reveal that the second external test of listening
(LT2), followed by the oral test (0T1), spread out the

candidates more effectively than the others.
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The particularly minimal difference between the coefficients
of the new written test (WT1) and the first external test
(WT2), and to some extent that between the new listening test
(LT1) and the second external test (LT2) is clear evidence of
the fact that the group is fairly homogeneous with a narrow

range of proficiency levels.

Perhaps one could reasonably assume that, at least, the two
external tests would have spread the candidates rather more
widely if it had not been for the homogeneity of the group.
Note the fact that the three new tests should behave more or

less the same as the two external tests is quite encouraging.

The Kuder-Richardson Formula 21 (KR21) was used to compute the
reliability of the tests. Thus, a quick glance down the
reliability column in Table 7 shows that the tests had quite
satisfactory coefficients, except the oral test (OT1l) which

was mainly subjective in nature.

5.4.2 Item analysis of the tests

Item analysis is a useful procedure for revealing information
about the performance of the test items comprising a test. It
allows us to examine all the items in terms of their level of
difficulty, level of discrimination (Heaton, 1975: 173), and

contribution to the total test (Hughes, 1989: 160).

The scripts of the candidates who took the series of the tests

in the pilot study were rank ordered according to their total
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score from the highest to the lowest. Applying suggestions
for small samples (Harrison, Heaton, Madsen, Downie and Heath,
for example) the top 1/3 and the bottom 1/3 of the group were

used for the analysis.

Regarding facility values, any value falling between 0.4 and
0.6 1is generally acceptable, 0.5 (50%) being the most
desirable value (Harrison, 1983: 128 & 131; Heaton, 1975:
173). But other ranges are also suggested: for example, Kline
(1986: 143) 0.2 to 0.8, Baker (1989: 54) 0.25 to 0.75, Heaton

(1975: 173) 0.3 to 0.7, and Madsen (1983: 182) 0.3 to 0.9.

Discrimination indices, cited by Dejene (1990: 72), ranging
from 0.2 to 0.8 are considered acceptable, with 0.67 as the
most desirable value. But, while a value of 0.3 or higher is
satisfactory for Baker (1989: 54) and Harrison (1983: 131), it

is 0.15 or higher for Madsen (1983: 183).

For item-test /-total correlation, the satisfactory levels are
set at 0.3 or above by Hughes (1989: 160) and beyond 0.2 by

Kline (1986: 143).

Generally, given the relatively high achieving nature of the
group, the more relaxed levels are kept at close range during
selection, ie., between 0.2 and 0.9 for facility wvalue,
between 0.2 and 0.8 for discrimination index, and 0.2 or above

for item-total correlation.
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Each item of the 200-item written test (WT1l), with the
exception of one task of writing a paragraph, was scrutinized
in the light of these three criteria. Especially in the cloze
section and at other places in the written test, some attempt
to change the items (guestions) was made as well as rejecting
those items that failed to satisfy the requirements of the
criteria. First, items that met the three criteria were
retained without any change, followed by the acceptance of
those items that fulfilled any two of the three criteria with

some changes made to most of them.

Overall, the items included in the revised written paper had
a range of facility values of 0.18 to 0.91 (with no more than
three items at the extremes), and discrimination values of
0.18 to 0.75. Thus, the moderated written test (WT1l) has 124
items and/or tasks for further analysis at the final

administration.

Similarly, the 43 items of the listening test (LT1l) were
examined. Accordingly, section D, which was on transitionals,
was wholly rejected. Quite a bit of change was made
particularly to the partial dictation, and slight changes

elsewhere in the paper.

Generally, the items included in the revised listening test
had a range of facility wvalues of 0.39 to 0.89, and
discrimination values of 0.22 to 0.78 (and one item of 1.00).
Thus, the moderated version of the listening test has 30 items

for further analysis at the final administration.



117
The oral test (0T1) is not found amenable to item analysis,
and the whole set was retained for the final administration
with only slight changes made to the instructions. This can
also be justified given the positive views of the candidates

and the examiners about this component of the test.

According to the item analysis, it can be said that the two
newly designed tests (i.e., WT1l & LT1) are rather easy, and
this may be due to the nature of the sample. The written test
had an overall mean facility value of 0.71 and the listening
test had 0.82. The overall mean discrimination for the former
is 0.21 and for the 1latter 0.28. Notice, here, that the
listening test is easier than the written test, but it also

discriminates better.

Given the small size of the sample which, by coincidence,
happens to be rather highly motivated with high language
achievement levels, it was thought best to retain the low
difficulty of the tests in many of the cases. This is done
because the full target population may not be as highly

motivated as the pilot group.

A quick analysis of the two external tests was also made to
see how they have functioned, though not for revision.
Accordingly, the first external test (WT2) had facility values
ranging from 0.06 to 1.00, and discrimination levels ranging
From i =—010258 0 0758 The second external test (LT2) had
facility values ranging from 0.17 to 0.89, and discrimination

levels ranging from -0.11 to 1.00. In terms of these two
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criteria, 53 per cent of the items in the first external test
and 78 per cent of the items in the second external test were
found acceptable. The rest of the items in both tests were
candidates either for rejection or for some revision.
Comparing the two, it can be observed that the second external

test of listening behaved much better than the other.
5.4.3. Test validity
5.4.3.1. Face and Content validity

Candidates who sat the tests and language teachers who were
involved in the examining and marking of the tests were
invited to give their views on them in questionnaires.
Information obtained from these were used to judge the face
and content validities of the tests. In other words, they
were asked if the tests actually met their expectations of
language tests, both in appearance and content. An attempt is
also made to find out the likes and dislikes of candidates
regarding the components of the tests in this study. A
component, for example, judged ‘very bad’ by a majority of the

candidates may need to be investigated further.

In reporting the responses to the questionnaires, the five-
point scale is reduced to three categories: disagree, neutral
and agree; or bad, neutral, good in the case of students.

When reporting in percentages, any value greater than 33 per
cent 1is considered substantially meaningful- both for the

students and teachers.
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Table 8: Students’ response in frequencies and percentages

SQ1WP | SD % D % N % A % SA % NR % Tot %
FVIS 5| 1.4 20 525 40| 11.0 168 | 46.3 | 124 34.2 6 1.6 363 | 100
CIS 12 s 26 3.8 108 | 15.6 327 | 47.2 | 185 26,7 35 5.0 693 | 100
Oval 17 1.6 46 4.4 148 | 14.0 495 | 46.9 | 309 29.3 41 3.8 1056 | 100
SQ2L
FVIS 0 0 ) 3.3 39 | 14.4 133 | 49.3 84 1l 5 1.9 270 | 100
CIS 0 0 4 2.4 1901 10.5 91 1'56.2 44 2.2 6 3.7 162 | 100
Oval 0 0 153 S0 56 | 13.0 224 | 51.9 | 128 29.6 a3t 2.5 432 | 100
SQ3S
FVIS L 0.4 8 3.5 29 112.6 102 | 44.4 88 38.3 2 0.8 230 | 100
CIS 0 0 0 0 6 6.5 38 | 41.3 40 43.3 8 ST 92 | 100
Oval 1008 8 2.5 358811039 140 | 43.5 | 128 3908 10 350 322 | 100
Abbreviations: SQ1WP, SQ2L, SQ3S = Student Questionnaire on the Written, Listening, Speaking tests
respectively.

SD = Strongly Disagree; D = Disagree; N = Neutral;
A = Agree; SA = Strongly Agree; NR = No Response.
FVIS Face Validity Items; CIS = Content Items;
Oval Overall, ie, combination of the two.



120
Overall, about 76 per cent of the students have expressed
their positive views regarding the appropriacy of the written
test (WT1),and about 29 per cent showed their strong agreement
with the claims of the test. More specifically, 81 per cent
and 74 per cent thought that the test had good face and
content appearance, respectively. 34 per cent expressed their
strong agreement with the claims of face validity of the test,
and 27 per cent thought the components of the test were very

good.

About 82 per cent expressed a positive view about the gquality
of the 1listening test, and 30 per cent strongly agreed to
this. More specifically, 80 per cent held positive views about
the face validity , and 83 per cent liked the sections of the
test. 31 per cent strongly agreed with the face validity, and

27 per cent thought the sections were very good.

About 83 per cent of the candidates felt the oral test was
appropriate, and 40 per cent expressed strong positive views.
83 per cent believed the test had good face validity, and 85
per cent thought the tasks were good. 38 per cent strongly
agreed to the former, and 44 per cent believed the latter were

very good.
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Table 9: Teachers’ response in frequencies and percentages

LTQ1WP g % D % N % A % SA % NR % Tot %
FVIS 1 1.3 6 7.8 10 1289 33 42.9 25 32.5 2 2.6 77 100
CVIs 0 0 0 0 10 13.0 30 39.0 37 48.0 0 0 77 100
Oval 1 0.6 6 3.9 20 13.0 63 40.9 62 40.3 2 103 154 100
LTQ2L

FVIS 0 0 0 0 8 11.43 36 51.43 26 37.14 0 0 70 100
CVIS 0 0 0 0 6 17.1 14 40.0 14 40.0 il 2.9 25 100
Oval 0 0 0 0 14 1320 50 48.0 40 38.0 1 Lol 105 100
LTQ3S

FVIS 0 0 2 3539 16 26.67 33 55.0 9 15.0 0 0 60 100
CVIS 0 0 O. 0 4 22.22 9 50.0 5 27.78 0 0 18 100
Oval 0 0 2 2.56 20 25.64 42 53.85 14 17.95 0 0 78 100

Abbreviations: LTQ1WP, LTQ2L, LTQ3S = Language teachers Questionnaire on the Written, Listening, Speaking

tests respectively.

SD =
A=
FVIS
Oval

Strongly Disagree; D = Disagree; N = Neutral;
Strongly Agree; NR
Face Validity Items; CVIS

Agree; SA =

Overall,

ie,

= No Response.

Content Validity Items;

combination of the two.
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Overall, 81 per cent of the language teachers agreed that the
written test met their expectations, and 40 per cent expressed
their positive views strongly. Specifically, 75 per cent
agreed with the appearance, and 87 per cent agreed with the
content of the test. And, 33 per cent held strong positive
views about the face validity, and 48 per cent held the same

strong views about the content of the test.

86 per cent of language teachers agreed that the listening
test had face and content validities, and 38 per cent showed
strong agreement regarding these qualities. Specifically, 89
per cent agreed with the claimed appearance, and 80 per cent
agreed with the content of the test. 37 and 40 per cent
respectively expressed strong positive opinions about the face

and content of the test.

Oon the whole, 72 per cent of the respondents agreed with the
claimed appropriateness of the oral test, and 18 per cent
strongly agreed. 70 per cent had positive views about the face
of the test, and 78 per cent agreed with the content of the
test. 15 and 28 per cent of respondents expressed strong

agreement regarding the face and the content of the test.

Therefore, given the information in Tables 8 and 9, one can
say that the tests have quite acceptable face and content

validities as measures of language ability.
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5.4.3.2. Construct validity:

Table 10: Correlation coefficients between tests

WT1 LT1 LT2 WT2

= = = = WT1
0.60+ = = = LP3
0.29 0.50+ = = LT2
0.72+ Q75+ 0L 37 = WT2
Q72+ 0L.55+ 0.45+ 0.64+ OH LA

+ = Significant at the 5% level

Comparing the new written test (WT1l) with the others, we
observe that there is a meaningful overlap and a significant
relation with one of the external tests (ie, WT2), and least
overlap with the other external test of listening (LT2). This
is evidence that the test as an integrated test of reading and

writing is doing the job it is designed for.

There is also evidence that the new listening test is doing
its job given the meaningful overlap and significant relation
with the external test of listening. The relation becomes
clear when we see that the correlation coefficient for the
external test of listening is higher with the new listening
test than it is with the other tests. That the new listening
test should show higher correlation with the other tests is
only a reflection of the fact that other skills are highly

controlled in the external test of listening.
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The new oral test, too, bears more meaningful overlaps and
significant relationships with the other tests than with the
external test of 1listening (LT2), which 1is the least
integrated test. The meaningful overlaps and significant
relationships between the oral test and the written tests
could be due to the amount of reading involved in both,
whereas, though to a lesser extent, that between the oral test
and the listening tests may be due to the amount of listening
involved in both-listening to partners in the oral test, for
example. Again, that the oral test should correlate the least
with the external test of listening is evidence that the test

is doing its job as an integrated oral test.

5.4.3.3. Concurrent validity

Table 11: Correlation coefficients between the new

tests and the criterion tests and grades

WI1 LT1 0T1 WLT1 WOT1 LOT1 WLOTL |

0.72+ 0.75+ 0.64+ 0.78+ 0.73+ 0.78+ 0.79+ WT2

0.29 0.50+ 0.45+ 0.36 0.22 0.53+ 0.30 LT2

0.53+ 0.71+ 0.53+ 0.64+ 0.59+ 0.69+ 0.65+ FLEG

0.11 0.28 0.14 0.22 0.21 0.42 0.25 ESLEG

0.46+ 0.68+ 0.45+ 0.60+ 0.55+ 0.73+ 0.61+ ESLFLG

+
"

significant at the 5% level

In table 11, we notice the highest level of agreement between
the new listening test (LT1) and the first external test
(WT2), and between this latter one and the new written test

(WT1), followed by that between the new listening test and
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Freshman English grades (FLEG). The least agreement is
observed between the new written test (WT1l) and ESLCE English

grades (ESLEG).

A comparison of the ESLCE English grades (ESLEG) with each and
combinations of the new tests shows no significant
relationships, and the least agreement is observed with the
new written test (WT1) and the oral test (OTl1l). But we see
that the situation improves quite noticeably when ESLCE
English grades (ESLEG) and Freshman English grades are

combined.

Generally, a combination of the new tests in two’s and the
three in one bears the highest level of agreement with the
first external test (WT2), followed by Freshman English grades

(FLEG).

Given the nature and the status of the criterion measures
against which the new tests are compared, the hierarchical
level of agreement observed is interesting. It is interesting
because it seems to suggest that the candidates’ level of
maturity is matched. The external test (WT2), which is a
proficiency test, is for undergraduates and above. The
Freshman English, which is an achievement test, is for
undergraduates. And the ESLCE English grade is used both to
certify high school completion and university entrance. That
the new test, as proficiency test, should agree best with the

external proficiency test is also encouraging.
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5.4.3.4. Predictive validity

Table 12: Correlation coefficients between the new

tests and the criterion grade point averages

WT1 LT1 0T1 WLT1 WOT1 LOT1 | WLOT1

0.42+ | 0.33 | -0.12 | 0.35 0.15 0.30 | 0.23 ESLGPA

0.46+ | 0.03 | 0.36 0.30 0.28 0.22 |10.32 SGPA

0.55+ | 0.11 | 0.30 0.38 0.32 0.29 |0.38 ESLSGPA

+ = Significant at the 5% level

In Table 12, we notice that the new written test (WT1l) has
respectable and significant correlation coefficients which
compare well with predictive validity mentioned by Downie &
Heath (1974), Davies (1984), Kline (1986) and Hughes (1989) -
0.4. Thus, this test predicts the candidates’ overall academic
performance as éxpressed in the form of university (SGPA) and

ESLCE (ESLGPA) grade point averages.

Given the evidence herein, the behaviour of the new tests is
quite satisfactory; in particular, the new written test (WT1)
behaved the best. The tests have acceptable reliability
coefficients, and modest construct, concurrent and predictive
validity. Above all, quite a reasonable proportion of
respondents (teachers and students) agree that the tests are
valid, especially in terms of their face and content, for
assessing Freshman students’ English language ability. This

is, of course, very encouraging in that it supports the
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attempt made to ensure relevance and representativeness of the
content of the test, based on a detailed analysis of the

language needs of Addis Ababa University students.

Finally, the tests have been moderated for the final
administration at the end of which they will be subjected to

further analysis.



CHAPTER SIX

DISCUSSION OF THE RESULTS OF THE MAIN ANALYSIS

6.1. The revised tests

The revision of the test involved mainly rejection of items
and changes of format (test technique) as well as order in
some limited cases. In the reading comprehension, all the
true/false items and a multiple-choice question were removed.
Another multiple-choice item (for two marks) is replaced by
two items of identifying paragraphs that contain the given
statements. While the multiple-choice items were questions on
gist, the true/false items were questions on specific details
of the passage. In the test of 1listening, the whole of
’section D’ - that is, four multiple-choice items (with two
options) were dropped. Unfortunately, this removal means that
’transitionals’ are not tested in the revised listening test.
In addition, the partial dictation is moved to the first part
of the test, ie, what was ’section E’ has become ’‘section A’.
Overall, the revised test contains a total of 158 items: 124
items for the written test, 30 items for listening, and four

tasks for the oral test.



29

6.2. Descriptive statistics

Table 13: Descriptive statistics and reliability coefficients
for the revised tests (KR20)

Test | Max. | No of | Average | Stand. coeff. of | Reliability
Mark | items deviatn | discrmn

WT1 110 124 68.696 14.336 0.130 0.94

LT1 30 30 835! 6.420 0.214 0.88

WT2 100 100 50.429 14.261 0.143 0= 9

LT2 30 30 11.258 5.292 0.176 05182

OT1 5 3 3.602 0.887 Q77 0273
(KR21)

The average scores, in Table 13, show that the candidates have
scored higher (done better) on the new tests which have been
developed to meet their specific needs than on the
international tests. In fact, the average scoring for the
external test of listening is relatively low. This could be
because the content of the test contains subject matter that
does not have immediate relevance for the majority of our
students and the fact that tape recorders were used,
introducing a novel element which could have been unnerving
and distracting. Either or both these reasons might account

for such low achievement levels.

As expected, the average scores on all the tests turn out to
be less than they were for the pilot group. In other words,
the average scores for the newly designed tests have levelled
off down to 63 from 70 per cent for the written test, and to
61 from 84 per cent for the listening test. There is no change

in the average score of the oral test. The average score for



130
the external tests have also dropped to 50 from 65 per cent
for the written test and to a low 38 from 43 per cent for the

listening test.

The two written tests (WT1l & WT2) have very similar standard
deviation, and those for the listening tests (LT1 & LT2) are
not very different. While the tests are different in terms of -
the level of difficulty, both the newly designed and the
external tests produce very similar dispersion of the
candidates across the score range. Furthermore, the
coefficients of discrimination show that the new listening
test (LT1l) spreads out the candidates more widely than the

others.

6.3. Reliability

6.3.1. Test reliability

The Kuder-Richardson formulae are used to compute the
reliability of the tests, ie, KR21 for the oral test and KR20
for the others. All the tests have quite satisfactory
reliability coefficients (See Table 13). Note that 0.73 is
considered adequate for the oral test given the brevity of the
test and the conservative formula used (KR21). Moreover, the
coefficients have improved when compared with the coefficients

computed at the pilot stage.
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6.3.2. Marker reliability

In order to have some idea of marker reliability among the
language teachers involved in this study, they were required
to mark and re-mark 15 paragraph scripts from the written
test. These scripts were randomly picked and photocopied. The
first and second sets of 15 photocopies of the paragraph
scripts were given to the markers for rating at about two
weeks interval. Estimates of intra- and inter-marker
reliability are made based on data generated in this way. In
the case of intra-rater reliability, it is estimated as the
correlation between the first and second-time markings for
each marker; and inter-rater reliability is also estimated as
the correlation of the marks of one marker with those of

another.

Table 14: Intra-marker correlation coefficients

Marker Coefficient Marker coefficient
M1 0.58 M11 0.33
M2 0.63 M12 0.65
M3 0.33 M13 0.77
M4 Ors3 M14 0.26
M5 0.58 M15 0.60
M6 0.63 M1l6 0.26
M7 0.80 M17 0L 72
M8 0.69 M18 @538
M9 .09 M19 057
M10 0.62 Average 0.55
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The values in Table 14 range from 0.09 for marker nine to 0.80
for marker seven, and the average coefficient is 0.55. There
are only 4 (about 21%) markers (ie, 7, 8, 13, 17) with just
about acceptable levels (from 0.69). The rest of the

coefficients are rather low.

Table 15: Inter-marker correlation coefficients

(First one third)

M1 M2 M3 M4 M5 M€ M7 M8 MS
2 -.09
3 .30 .56
4 .37 .14 .20
5 .15 .45 .63 .20
6 27 .22 .46 -.30 .43
7 .42 .60 .71 .36 .55 .39
8 .16 =19 .42 .23 .16 .19 .14
9 -.22 .35 .40 .03 .42 .33 .07 +33
10 =yl B3 .58 .30 .30 -5 .62 .49 .34

(Second one third)

M1 M2 M3 M4 M5 bid M7 M8 M9
11 .33 .40 .29 .50 .26 =.13 .25 .39 .38
12 .34 <57 .56 .33 .74 .28 .63 .40 .18
13 -.06 .03 -34 .11 +50 .44 .29 .08 .25
14 =07 a7 .10 -.44 .26 . .33 -.08 .07 .18
15 .00 .50 .23 .29 .08 =25 -65 <17 -.18
16 .36 .12 .46 .35 .24 .87 .40 .50 .26
17 .36 .67 .76 .42 .61 S ES .78 =37 .26
18 .34 .06 .48 .36 .22 .32 .51 .46 .12
19 .32 .24 .06 .38 -.08 -.0l2 .41 .43 -.30

(Last one third)

M10 M1l M12 M13 M1l4 M5 Mlé6 M17 M18
11 .40
12 .34 .39
13 24 .13 27
14 .05 .19 .04 .47
15 .59 -.04 .25 S1d =, 39
16 .57 .63 .34 .47 .14 .C3
17 50 30 77 06 =.30 €S 35
18 .54 .38 «25 .68 .26 e .80 .32
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The values range from as low as -0.44 for markers 4 and 14 to
0.80 for markers 16 and 18, with absence of correlation
between marker 1 and 15. There are only six coefficients that
can be considered satisfactory and the rest of the

coefficients are very low.

Thus, this low level of marker reliability is rather worrying.
Fortunately, and unlike the section on paragraph writing, the
responses to the rest of the new written test do not require

the personal judgement of the markers.

The fact that some of the ratings of the markers showed no
relationship or are inversely related raises an interesting
question. For example, does this situation coincide with
certain aspects 1like training, experience or age in the
markers’ background information? The group is quite mixed:
some had training in the teaching of literature and others in
the teaching of English, some are senior and others are junior
staff members as well as being both young and middle aged.
Unfortunately, summarized background information on the
markers is not available at this point of time to check out
this question. Furthermore, the situation may be a reflection
of the extent to which or the way in which markers have made
use of the marking guidelines and the model (answer)
paragraph. In fact, this use of or failure to use the
guidelines might have affected the ratings of markers. For
instance, it is likely that some markers probably did not see
the need to use the guidelines when they marked the second

time round assuming that they knew or remembered them. Another



134
possible explanation for the disappointing correlation
coefficients could be the method used in gathering the data.
The fact that markers probably suspected that their judgement
in marking was being investigated (tested) might have in some

way caused inconsistency in their ratings.
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6.4. The effect of background variables

Table 16: Descriptive statistics by School, Town, Faculty,
and Sex
WRITTEN TEST (WT1l)
Category Code Average Stand. deviatn ¥axm. Minm. N
School 1 Government 68.00 13.17 $6.00 29.00 168
N=202 2 Private 25,53 16.35 $9.0 40.00 28
3 Both 75.53 6.38 87.75 69.25 6
Town 1 Addis Ababa 72.47 14.42 $9.00 25.00 76
N=203 2 Province 66.38 13.85 53.75 29.75 122
3 Both 66.95 9.61 TB.75 51.50 S
Faculty 1 Social Science 66.06 14.84 99.00 25.00 123
N=207 2 Science 255 127 36.00 29.00 84
Sex 0 Female 92.37 12.36 85395 51.00 16
N=207 1 Male 68.39 14.48 $9.00 25.00 191
TLTaT T [8%99)
Category Code Average Stand. deviatn Maxnm. Minm. N
School 1 Government 18.06 6.41 29.00 2.00 129
N=149 2 Private 1:75 5.70 28.00 7.00 16
3 Both 19.00 3.46 22.00 14.00 4
Town 1 Addis Ababa 22.29 4.36 29.00 8.00 56
N=148 2 Province 16.28 6.25 28.00 2.00 89
3 Both 16.33 8.15 22.00 7.00 3
Faculty 1 Social Science 16.94 6.43 25.00 2.00 108
N=151 2 Science 21.88 4.89 28.00 5.00 43
Sex 0 Female 20.25 4.12 27.00 12.00 12
N=151 1 Male 18.19 6.57 25.00 2.00 139
TORAL TEST (OTL)
Category Code Average Stand. deviatn ¥axan. Minm. N
Scheol 1 Government 3.45 0.87 5.00 1.67 45
N=62 2 Private 3.97 0.95 5.00 2.33 13
3 Both 4.08 0.42 4.67 3:.567 4
Town 1 Addis Ababa 4.15 0.78 5.00 2.33 23
N=62 2 Province 3.23 0.77 4.67 1.87 37,
3 Both 4.33 0.47 4.67 4.00 2
Faculty 1 Social Science 3.51 .89 5.0C 1.67 35
N=62 2 Science 3.73 0.89 5.00 2.33 27
Sex 0 Female 4.44 0.71 5.00 3oy 9
N=62 1 Male 3.4% 0.84 5.00 1.67 53|
TEXT T TEST ( ]
Category Code Average Stand. deviatn Maxm Minm. N
School 1 Government 50.21 13.31 .0e 17.00 138
N=166 2 Private 55.50 17.82 .20 27.00 22
3 Both S3.1 11.92 (s} 38.00 )
Town 1 Addis Ababa 56.31 14.02 9:.00 23.00 59
N=166 2 Prevince 48.10 13,25 83.0C 17.00 103
3 Beth 44.75 8.73 57.0C 38.00 4
Faculty 1 Social Science 47.82 13.01 $1.0¢ 17.00 119
N=169 2 Science 87.24 14.57 88.00 23.00 50
Sex O Female 49.38 13.52 28.0C 16
N=170 1 Male 50.54 14.37 17.00 154
T TETENING 7 8%
Category Code Average Stand. deviatn Maxmn Minm. N
Scheool 1 Government 10.63 4.76 28.0C 0.00 128
N=149 2 Private 16.25 6.88 28.0¢C 7.00 16
3 Both 14.25 3.95 19.0C 11.00 4
Town 1 Addis Ababa 14.25 6.19 .0¢C 4.00 56
N=148 2 Province 9.62 3.77 .0C 8.00 89
3 Both 8.33 2.82 .00 6.0C 3
Faculty 1 Social Science 10.51 4.19 28.0C 4.00 108
N=151 2 Science i3.1 709 28.CC 0.00 43
Sex 0 Female 15.92 5.63 27.0C 7.00 2
N=151 1 Male 10.86 5.09 28.00 0.00 139
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Studying Table 16 we find information regarding the effect of
background on the performance of candidates on the three newly

designed and the two external tests.

Considering average scores, supported by information from the
maximum and minimum score columns, students who come from
private schools and from the city of Addis Ababa have done
better on all the tests except on the oral test (OT1).
Candidates with a background of both the city and the
provinces, and private and government schools did better on
this test. The performance of Science students is better than
that of the Social Science students. Female candidates have
done better than the male candidates on all the tests except
on the external written test (WT2). In this latter case the

male candidates are slightly in the lead.

Considering standard deviation for the spread of scores on the
tests, all but the new listening test have a relatively wider
spread for students who come from private schools and Addis
Ababa. The listening test spreads out widely the candidates
from government schools. The standard deviations of the
external tests (WT2 & LT2) are relatively higher for
candidates from the Faculty of Science whereas those for the
local tests (WT1 & LT1) are larger for students from the
College of Social Science. The spread on the oral test is the
same for both faculties. The spread of scores on all the tests
except the external test of listening is wider for male
candidates. The spread for female candidates is wider on the

external test of listening (LT2).
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Although some of the differences in the average scores are
slight, the analysis of variance (ANOVA) carried out to
investigate the effect of these variables in the performances
of candidates on these tests reveals that some of the

differences are significant.

Table 17: Computed F values from analysis of variance

Test School Town Faculty Sex

WT1 1l 74 0.62 D) TEIRTRS 0.02
El 2502 S22k B2 35k Xk 0.61
OT1 2.24 17.46*%* 1596 11 .06%*
WT2 298 201 o0 9*% 0.14
T2 4.14%* 7.50%*%* 356 9.08%*

* = Significant at the 5% level
** = Significant at the 1% level

The effect of urban experience shows in the performances of
candidates on the two listening tests (LT1 & LT2) and the oral
test (OT1). The faculty the students come from alsoc has an
effect on their performances on the two written tests (WT1l &
WT2) and the newly designed test of listening. Gender, too,
has affected the performances of candidates on the oral test
and the external test of listening. The effect of school
shows only in the performances of candidates on the external
test of listening. Generally, the effect of the variables,
particularly that of town, faculty and sex, can be predicted
with greater precision (ie, 1%) on the local tests. From the
external tests, this greater precision is possible only on the

listening test (LT2).
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That urban experience should affect candidates performances on
the tests that are closer to language production or language
use is interesting. The higher average scores for candidates
from the urban centre reflects the advantage they have gained
over those from the provinces, and this may be indicative of
the positive contributions of this variable to the development

of language ability.

The effect of the faculty variable in the performances of the
candidates on the newly designed written and listening tests,
and the external written test is not easy to understand. In
other words, why students from the Faculty of Science are
advantaged is not very clear. In fact, there was fear that
some of the source passages might favour students from the
College of Social Science. What these three tests have in
common can be described as ’academic English’, and focusing on
the local tests, both involve plenty of reading and writing.
But there is very little extended writing, apart from writing
a short paragraph on education, which involves classification.
Broadly speaking, then, it may be that students from the
Faculty of Science are more disposed to the kind of academic
English sampled by the tests than are students from the
college of Social Science. And this may suggest that what
matters is the length of passages to be read, the type of text
or writing (or rather the mode of discourse in these), and the
types of tasks (activities) in the test(s) in favouring a

particular category of candidates.
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6.5. Pass/Fail cut-offs

In order to establish the pass/fail cut-off point, the
university Semester Grade Point Average (SGPA) is thought to
be the best criterion to explore from the available data at
hand. The Semester Grade Point Average is computed from grades
in the different subjects or courses (including English) the
students have registered for for a 16-week semester. In our
case, this grade point average is a grade that the candidates
have earned at the end of the same semester they took the
series of tests for this study. Approximately there was a two
months difference between taking the tests and their
respective course examinations. All university students must
have a grade point average of two or better to stay on in the

university.

out of the gross 256 candidates who sat for the series of the
tests, 207 (81%) of them are clear passes with a SGPA of two
or above. The rest are failures, ie, 49 (19%) of them have
less than two. One problem here is that the students whose
grades were not available (entered) at the time of data

collection are considered failures.

With this information in mind, the standard deviations and the
average scores of the newly designed tests are used to decide
on the cut-off points for pass/fail on these tests. In this
study, the score point at the distance of the standard
deviation below the average score for each test is the cut-off

point for pass/fail. In other words, the average score minus
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the standard deviation 1is the critical score point for
pass/fail. For the written test (WT1l), 55 (69 - 14) is the
minimum score for a pass, and for the listening test (LT1), 12
(18 - 6) 1is the minimum score required to pass it.
Accordingly, 175 (85%) candidates with a score of 55 or better
pass, and 32 (15%) fail the written test. For the listening
test, 125 (83%) candidates pass with a score of 12 or above,
and 26 (17%) fail. Unlike these two tests, the pass/fail issue
for the oral test had already been decided at the design stage
when the marking guidelines and the scoring sheet were
constructed. Still, 55 (89%) candidates with a score of three

or better pass, and 7 (11%) fail this oral test.

According to this method, the average score remains well
within the pass interval. Also the differences between the
percentage of passes in the university SGPA and the new tests
are not too wide. In addition, a minimum score of 55 on the
written test means that the candidate has successfully
answered about 44% of the items on the test. A minimum score
of 12 on the listening test also means that the candidate has
succeeded in answering 40% of the items on it. Thus, these
minimum achievements, well over one-third of the tests, are

considered satisfactory.

Besides establishing the pass/fail level, it is felt necessary
to calibrate the scores on these tests according to the
university letter-grade system (A,B,C,D,F). Using the same
approach, the interval for each letter grade is determined

based on the width of the standard deviation of each test.
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More specifically, the ’C’ intervals are twice as wide as the
standard deviation of each test, ie, 28 for the written test
and 12 for the listening. Then, the ’B’ and ‘D’ intervals lie
in the next stretch of the standard deviation above and below
the average score of each test, and so on. Differently put, we
first move down one stretch of the standard deviation of each
test below the average score to fix the lower end, and move up
the same distance from the average score of each test to fix
the upper end of pass or ’C’. The ‘B’ interval for the written
test stretches up full length and the same interval for the
listening test stretches half length from the upper ends of
the ’Cs’. The ’D’ intervals are set in the same way down the
lower ends of ’‘Cs’. Finally, beyond the upper limits of ’Bs’
are the ‘A’ intervals for the really good performances of
candidates, and beyond the lower limits of ’‘Ds’ are the ’‘F’
intervals for the clear failures on each test. Accordingly,
the cut-off points for the letter grades are as follows for
this group.

Written Test

A = 98 and above ( 4 students)

B = 84 - 97 ( 30 students)
C = 55 - 83 (141 students)
D= 41 - 54 ( 24 students)

F = 40 and below ( 8 students)

Total 207 students
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Listening Test

A = 28 and above ( 7 students)
B = 25 - 27 ( 17 students)
C =12 - 24 (101 students)
D= 9 - 11 ( 10 students)
F = 8 and below ( 16 students)
Total 151 students

A further investigation is to consider cut-off points for the
overall performance on all the tests, ie, the written, the
listening and the oral tests put together. So from the gross
256 candidates only 41 of them took all the three tests. Their
scores for these were added up to examine the distribution.
Like for the separate tests, the distance of the standard
deviation in relation to the average score is used to fix the
pass/fail 1limit and to set the boundaries of the intervals for
the letter grades. The average score of the overall
performance on the three newly designed tests is 98.76 and the

standard deviation is 17.56.

Thus, the cut-off score for pass/fail is 81, ie, the average
(99) minus the deviation (18). Accordingly, 36 (88%)
candidates pass and 5 (12%) candidates fail the overall test.
Then we move up and down the full length of the standard
deviation for the other intervals. The breakdown for the group

of 41 candidates is as follows.
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Overall Test

A = 136 and above ( 0 students)

B =118 - 135 ( 5 students)
C = 81 - 117 (31 students)
D= 63 - 80 ( 3 students)
F = 62 and below ( 2 students)
Total 41 students

Finally, the performance of each candidate can be reported
specifically for each test and for the overall result. The
performances of two candidates are reported below to
demonstrate this. One of the candidates (*) has the highest
score of 127 (97+26+4) and the other (**) has the lowest score

of 47 (39+5+3) on the overall test result.

GRADE
TEST
A B C D F
Written Test * * %
Listening Test * * %
Oral Test * * %
Overall * * %

6.6. Item analysis of the tests

6.6.1. Classical item analysis

The results of classical item analysis are presented in two
tables for each test, that is, first in the form of a summary
in terms of the components of the tests, and then for each

item and section as they appear in the test papers.
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Table 18: Results of item analysis for test components

WRITTEN TEST (Reliability 0.94, KR20)

Component Items Facility | Discrimn | Item-test
value index correln
Reading 1=3,4-13}; 0.664 0. 35 0.332
Comprehension | & 72
Discourse 14-18, 0.683 0.304 0267
Indicators 67-71
Vocabulary 19-23 0,591 @755 1M 0.434
Gen. Reading =2 ) 0.658 0.362 0.328
Comprehension | 67-71,
& 72
Reference 24=31"" 0,733 0.240 0.242
skills 32-36
Writing 37=56; 0.796 0.304 0.280
73-78
Grammar 57-66 0.694 0.369 0.393
79=-83
Cloze 84-123 0.476 0.289 0.293
Overall mean 1=-123 0.640 0.314
| LISTENING TEST (Reliability 0.88, KR20)
Partial =75 0.710 0.550 0.515
dictation
Listening 16=23 0.508 0.613 0515
comprehension
Listening 24-30 05519 0. 376 0.330
comprehension
Gen.listening 16—30 Q35103 0.502 0.428
comprehension
Overall mean 1-30 0.612 0.526

The overall mean facility value for the newly designed written
test (WT1l) is 0.640. The facility values for the various
components of the test range from 0.476 for Cloze to 0.796 for
writing. The overall mean discrimination index is 0.314. The
discrimination indices for the components range from 0.240 for

reference skills to 0.511 for vocabulary.
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The overall mean facility value for the newly designed test
of listening is 0.612. The facility values for the various
components of the listening test range from 0.508 for the
second section to 0.710 for the partial dictation. The overall
mean discrimination index is 0.526 for this test. The indices
range from 0.376 for the third section to 0.613 for the second

section.

The overall mean facility value for the external written test
(WT2) is 0.504 and that for the external listening test (LT2)
is 0.375. The discrimination index is 0.348 for the former and

0.402 for the latter.

Considering the average item-test correlations for the
components or sections of the tests, we see that they
contribute to the whole tests, and that there are no serious

overlaps.

The overall mean facility values and discrimination indices of
the newly designed tests at the final administration stand at
better levels when compared with the levels at the piiot
administration. That is, the overall mean facility value for
the written test has dropped down to 0.64 from 0.71 and the
listening test to 0.61 from 0.82. The overall nmean
discrimination index for the written test has risen to 0.31
from 0.21 and the listening test to 0.53 from 0.28. These
desirable changes in the values of facility and discrimination
suggest that these two 1local tests have challenged and

discriminated among the candidates better at the final than
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they did at the pilot stage. This behaviour compares rather
encouragingly with the behaviour of the two external tests
that have facility values of 0.50 and 0.38, and discrimination

indices of 0.35 and 0.40 at the final administration.

The facility wvalues of 0.64 and 0.61 for the newly designed
tests compare well with the generally acceptable value of
between 0.4 and 0.6, and not very far away from the most
desirable wvalue - 0.5 (Harrison, 1983; Heaton, 1975). The
discrimination indices of 0.31 and 0.53 for the same tests
also compare well with the satisfactory value of 0.3 or higher

suggested by Baker (1989) and Harrison (1983).

Concerning the item-test correlations, all the components of
the two tests meet the satisfactory level of beyond 0.2
(Kline, 1986), and most of the same components meet the

satisfactory level of 0.3 or above (Hughes, 1989).

The table below is the detailed result of item analysis of the

two new tests.

Table 19: Results of item analysis for each item and section

WRITTEN TEST (WT1)

Section Ttem Facility Discrimination Item-total
value index correlation
A 1 0.841 0.268 0.376
2 0.918 0.286 0.528
3 0.720 0.268 Q2132
Average . 0.826 0.274 0.379

B 4 0.696 U339 0.283
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