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                                                  2. SUMMARY 

 

This research work entitled:  THE EVALUATION PROCESS AND ITS 

INFLUENCE ON THE LEARNING OF THE ENGLISH LANGUAGE 

WITH STUDENTS OF 8th , 9th AND 10th YEARS OF BASIC 

EDUCATION AT BERNARDO VALDIVIESO HIGH SCHOOL NIGTH 

SECTION ACADEMIC PERIOD 2009-2010 ,whose general objective was: to 

determine the influence on the evaluation process to the learning of the English 

language with the students of 8
th

 ,9
th

 and 10
th

  years of basic education at Bernardo 

Valdivieso high school night section academic period 2009 – 2010 has been 

developed with the purpose of discovering if the teachers use  correct evaluation 

techniques, to achieve a good outcomes on the learning of the English language.  

 

To reach this, it is used some methods, such as the scientific, descriptive, analytic-

synthetic and explicative, the same ones that and they have helped to develop 

every part of the research process. 

To collect the information of the researched high school, it is used the technique 

of the survey. It was applied to 5 teachers and 146 students. Then to represent the 

obtained data there is a descriptive statistics, which let us present the information 

on graphs and charts, for an easier understanding. 

The results of this research work are: the kinds of evaluation and assessment 

procedures applied by the teachers are not diversified as they should be and the 

evaluation strategies applied by them are traditional what affects the learning of 

the English language to the students. 
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3. INTRODUCTION 

 

This research work THE EVALUATION PROCESS AND ITS INFLUENCE 

ON THE LEARNING OF THE ENGLISH LANGUAGE contains relevant 

information about the different kinds of evaluations that teachers can use to have a 

good outcomes   from the students taking into account that students have a lot of 

confusion in their daily work, because teachers do not apply diversified 

evaluations to reinforce the students´ knowledge  

The knowledge of different kinds of evaluations is very important, because 

through them the teacher can assure that every aspect of the teaching language is 

already understood and the teaching process can be developed in a good way. The 

diversified evaluations allow teachers to correct students and moreover reinforce 

the knowledge already acquired at time and avoid some learning troubles. 

Those were the aspects that encouraged me to develop the following problem: 

THE EVALUATION PROCESS AND ITS INFLUENCE ON THE 

LEARNING OF THE ENGLISH LANGUAGE WITH STUDENTS OF 8th , 

9th AND 10th YEARS OF BASIC EDUCATION AT BERNARDO 

VALDIVIESO HIGH SCHOOL NIGTH SECTION ACADEMIC PERIOD 

2009-2010  

Consequently there are sub problems: How do the kinds of evaluation and 

assessment procedures applied by the teachers effect on the learning of the 

English Language and what are the evaluation strategies applied by the teachers 

on the learning of the English language with the students of 8th, 9th and 10th 
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years of Basic Education at Bernardo Valdivieso High School?  Night Section. 

Academic Period 2009-2010 

The specific objectives that are related to the present research are:  

 To determine the kinds of evaluation and assessment procedures applied 

by the teachers and their effect on the learning of the English Language. 

 To establish how the evaluation strategies applied by the teachers 

influence in the  learning of the English Language with the students of 8th, 

9th and 10th years of Basic Education at Bernardo Valdivieso High 

School. Night Section. Academic Period 2009-2010 

In agreement to the main problem it is established as the main hypothesis of this 

research work: The evaluation process impacts the English Language leaning in 

the students of 8th, 9th and 10th years of Basic Education at Bernardo Valdivieso 

High School. Night Section. Academic Period 2009-2010.  

 

To develop my work, was necessary to use some methods such as the scientific, to 

obtain and analyze theoretical referents; the descriptive, to describe the current 

situation of the researched object, the analytic- synthetic to analyze the obtained 

results through the field instruments, to make the interpretation of the data and to 

establish the conclusions, and the explicative to give our point of view according to 

the obtained results and explain the theoretical referents about the evaluation process 

and learning of the English language. It is important to mention that the Descriptive 

Statistics will be used as a tool that will facilitate the representation of the data in 

tables and graphs that will let me the comprehension of the information.  
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Regards to the techniques, it was used the survey, which was applied to students and 

teachers, in order to collect reliable data, and to know the real situation of the 

researched institution. The survey was applied to the 5 English teachers and to the 

students‘ sample, who were 146 students. 

The present work includes the following parts: 

First, it has the summary, where you can find a sum of the most relevant aspects of 

the research. 

The introduction, where there is a detailed explanation of every  step of the research. 

Literature revision, whose contents are theoretical referents which were contrasted 

with the collected data to prove or deny the hypotheses,  

Materials and methods, where there are  different materials, methods, instruments and 

procedures used to develop the research, and also the population and the selected 

sample, the same which was very important. 

After that, it gives the results, where all the questions of the survey are presented, 

through statistics tables and graphic representations. In addition, each question counts 

with its respective interpretation and analysis. 

The discussion, where there are analyzed the two specific hypotheses, which are: ¨ 

The kinds of evaluation and assessment procedures applied by the teachers are not 

diversified what affects the learning of the English Language and the evaluation 

strategies applied by the teachers are traditional and this influence on the learning 
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of the English Language with the students of 8th, 9th and 10th years of Basic 

Education at Bernardo Valdivieso High School. Night Section. Academic Period 

2009-2010 

Finally this research work has the conclusions, the same that are based on the analysis 

of the teachers and students‘ answers to the questions from the survey, which serve to 

prove or deny the hypotheses stated at the beginning of the research, and it also help 

me to established some recommendations, according to the conclusions in order to 

improve the teaching learning process in the Researched High School. 
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4. LITERATURE REVIEW 

 

4.1   WHAT IS A TEST? 

 

A test, in plain words, is a method of measuring a person's ability or knowledge 

in a given domain. 

 It can also be defined as a set of techniques, procedures, and items that 

constitute an instrument of some sort that requires performance or activity on the 

part of the test- taker. 

Next a test has the purpose of measuring the person‘s ability or knowledge or a 

person´s competence, finally, a test measures a given domain. 

 Now how do you know if a test is a "good" test or not? Or if does it accurately 

measure what you want it to measure? These questions can he answered through 

three classic criteria for "testing a test": practicality, reliability and validity  

 

4.1.1 PRACTICALITY  

A good test is practical. It is within the means of financial limitations, time 

constraints, ease of administration, and scoring and interpretation. 

4.1.2. RELIABLE 

A reliable test is consistent and dependable. So, if you give the same test to the 

same subject or matched subjects on two different occasions, the test itself 

should yield similar results; it should have test reliability.  
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4.1.3. VALIDITY 

The most complex criterion of a good test is validity, the degree to which the 

test actually measures what it is intended to measure. 

Three types of validation are important in your role as a classroom teacher: 

content validity, face validity, and construct validity. 

4.1.3.1. Content Validity 

You can usually determine content validity, observationally, if you can clearly 

define the achievement that you are measuring. 

4.1.3.2. Face Validity 

Face validity is almost always perceived in terms of content: if the test samples 

the actual content of what the learner has achieved or expects to achieve, then 

face validity will be perceived. 

4.1.3.3. Construct Validity 

One way to look at construct validity is to ask the question, Does this test 

actually tap into the theoretical construct as it has been defined?  Virtually every 

issue in language learning and teaching involves theoretical constructs. 

 

 

 

___________________________ 
1 BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, 

Second  Edition, 2000. Pág 386. 
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4.2. KINDS OF TESTS 

There are many kinds of tests, each with a specific purpose a particular criterion 

to be measured. 

4.2.1. Proficiency tests 

A proficiency test is not intended to be limited to any one course, curriculum, or 

single skill in the language. Proficiency a test has traditionally consisted of 

standardized multiple choice items on grammar, vocabulary, reading 

comprehension, aural comprehension, and sometimes a sample of writing.  

4.2.2. Diagnostic tests 

A diagnostic test is designed to diagnose a particular aspect of a language. A 

diagnostic test in pronunciation might have the purpose of determining which 

phonological features of English are difficult for a learner. 

4.2.3.   Placement tests 

The purpose of a placement test is to place a student into an appropriate level or 

section of a language curriculum or school 

4.2.4. Achievement tests 

Achievement tests can serve as indicators of features that a student needs to 

work in the future. 
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4.2.5. Aptitude tests 

This test is given to a person prior to any exposure to the second language, a test 

that predicts a person's future success. 

4.3. ASSESSMENT AND EVALUATION DEFINED 

Assessment is the act of gathering information on a daily basis in order to 

understand individual students' learning and needs.  

Evaluation is the culminating act of interpreting the information gathered for the 

purpose of making decisions or judgments about students' learning and needs, 

often at reporting time.  

Testing is a method of measuring a person´s ability or knowledge in a given 

domain. 

4.3.1. Guiding Principles 

The following principles are intended to assist teachers in planning for student 

assessment and evaluation:  

 Assessment and evaluation are essential components of the teaching-

learning process.  

 A variety of assessment and evaluation techniques should be used.  

 Teachers should communicate assessment and evaluation strategies and 

plans in advance  

 Assessment and evaluation should be fair and equitable. 

 Assessment and evaluation should help students. 
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 Assessment and evaluation data and results should be communicated to 

students and parents regularly 

4.3.2 Types of assessment and evaluation 

There are three types of assessment and evaluation, and they are: Diagnostic, 

formative, and summative.  

4.3.3. Diagnostic assessment and evaluation 

It usually occurs at the beginning of the school year. The purposes are to 

determine students' knowledge and skills, their learning needs, and their 

motivational and interest levels.  

4.3.3.1 Formative assessment and evaluation 

Formative assessment and evaluation focus on the processes and products of 

learning. Formative assessment is continuous and is meant to inform the student, 

the parent/guardian, and the teacher of the student's progress toward the 

curriculum objectives.  

4.3.3.2 Summative assessment and evaluation 

Summative assessment and evaluation occur most often at the end of a unit of 

instruction and at term or year end when students are ready to demonstrate 

achievement of curriculum objectives. The main purposes are to determine 

knowledge, skills, abilities, and attitudes that have developed over a given period 

of time; to summarize student progress; and to report this progress to students, 

parents/guardians, and teachers. 
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4.4 THE EVALUATION PROCESS 

The evaluation process involves four phases: preparation, assessment, evaluation, 

and reflection.  

Preparation phase, teachers decide what is to be evaluated, the type of 

evaluation to be used, and the most appropriate assessment techniques for 

gathering information on student progress.  

Assessment phase, teachers select appropriate tools and techniques. 

Evaluation phase, teachers interpret the assessment information and make 

judgments about student progress. 

Reflection phase allows teachers to consider the extent to which the previous 

phases in the evaluation process have been successful. Such reflection assists 

teachers in making decisions concerning improvements or adaptations to 

subsequent instruction and evaluation.  

4.4.1 STUDENT ASSESMENT AND EVALUATION 

It is necessary to clarify, for Middle Level students, the individual nature of the 

curriculum and the assessment strategies used; students should recognize that they 

are not being compared to their peers, but that they are setting their own learning 

goals in relation to curriculum objectives. 

Some effective techniques for monitoring student progress include the following:  
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 Making video and audio recordings of a variety of formal and informal 

oral language experiences, and then assess these according to 

predetermined criteria which are based upon student needs and curriculum 

objectives.  

 Using checklists as concise methods of collecting information, and rating 

scales or rubrics to assess student achievement.  

 Recording anecdotal comments to provide useful data based upon 

observation of students' oral activities.  

 Interviewing students to determine what they believe they do well or areas 

in which they need to improve.  

 Having students keep portfolios of their dated writing samples, and 

language abilities checklists and records.  

 Keeping anecdotal records of students' reading and writing activities and 

experiences.  

 Having students write in reader response journals.  

 Confer with students during the writing and reading processes, and 

observe them during peer conferences.  

I must also take into account the self and peer assessment. 

Self-assessment promotes students' abilities to assume more responsibility for 

their own learning by encouraging self-reflection and encouraging them to 

identify where they believe they have been successful and where they believe they 

require assistance.  
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Peer assessment allows students to collaborate and learn from others. Through 

discussions with students can verbalize their concerns and ideas  

 It is important for teachers to discuss learning objectives with the students. 

Together, they can develop assessment and evaluation criteria relevant to the 

objectives. 

4.4.2 ASSESSMENT AND EVALUATION STRATEGIES 

Assessment data can be collected and recorded by both the teacher and the 

students in a variety of ways. Through observation of students, and in interviews 

or conferences with students teachers can discover much about their students' 

knowledge, abilities, interests and needs 

4.4.2.1. OBSERVATION 

Observation occurs during students' daily reading, writing, listening, and speaking 

experiences. It is an unobtrusive means by which teachers can determine their 

progress during learning. Observations can be recorded as anecdotal notes, and on 

checklists or rating scales. 

4.4.2.2. ANECDOTAL RECORDS. 

Anecdotal records are notes written by the teacher regarding student language, 

behavior, or learning. They document and describe significant daily events, and   

relevant aspects of student activity and progress.  
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4.4.2.3 CHECKLISTS 

Checklists are lists of specific criteria that teachers focus on at a particular time or 

during a particular process; they are used to record whether students have 

acquired specific knowledge, skills, processes, abilities, and attitudes.  

4.4.2.4. RATING SCALES AND RUBRICS 

Rating scales also record the quality of the student's performance at a given time 

or within a given process. Rubrics include criteria that describe each level of the 

rating scale and are used to determine student progress in comparison to these 

expectations. 

4.4.2.5. PORTFOLIOS 

Portfolios are collections of relevant work that reflect students' individual efforts, 

development and progress over a designated period of time. Portfolios provide 

students, teachers, parents, and administrators with a broad picture of each 

student's growth over time, including the student's abilities, knowledge, skills and 

attitudes.  

4.4.2.6. INTERVIEWS / CONFERENCES 

Teacher-student interviews or conferences are productive means of assessing 

individual achievement and needs. During these discussions, teachers can 

discover students' perceptions of their own processes and products of learning. 

Brief conferences can occur while students are reading, writing, listening, and 
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speaking; extended interviews about their processes and products can be 

structured into each class period. 

4.4.2.7. PROJECTS AND PRESENTATIONS 

Criteria should be developed and/or discussed with students at the outset of 

activities such as written reports, visual representations, oral presentations, or 

projects which combine more than one aspect of language use and understanding.  

4.4.2.8. QUIZZES, TESTS, AND EXAMINATIONS 

Quizzes, tests, and examinations are most often used for assessing students' 

knowledge of content; however, they may be used to assess processes, skills, and 

attitudes. Tests, whether they are oral or written must represent students' 

achievements as accurately as possible.  

Guidelines for use include the following: 

 Constructing test items to accommodate the different ways that students 

learn and demonstrate what they have learned or can do.  

 Using a variety of test formats (e.g., performance items, open-response 

questions, short-answer, matching), ensuring that they are appropriate to 

the objective(s) being measured.  

 State test items clearly and precisely so that students know what it is they 

are to do.  
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 Asking students to demonstrate their learning using progress checks; 

students demonstrate what they know about a specific topic or theme by 

writing, drawing, or using diagrams and graphic organizers. 

 Asking short-answer questions when students are required to supply a 

specific answer to a specific question. These types of questions are most 

often used to assess how well students have internalized content. Short-

answer questions can also be used to test students' abilities to analyze and 

evaluate, or to assess attitude. 

4.4.2.9. END OF UNIT / TERM EVALUATION 

Evaluation at the end of the unit or term is facilitated by continuous assessment. 

One way that summative evaluation may be determined is by assigning a 

percentage to each of the language processes. It is important to make students 

aware of the final evaluation components prior to beginning the unit or term and, 

if it is appropriate, to involve them in determining these components. 

4.4.2.9.1 Reporting Student Progress and Achievement 

In order to communicate student progress to parents, teachers are usually expected 

to issue report cards at regular intervals during the school year. This curriculum 

advocates the use of descriptive reports to communicate progress to students, 

parents, and administrators. These reports, which describe student achievements 

in all language processes, may accompany or replace traditional reporting 

procedures that usually include a letter or number grade.  
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When conducting parent-teacher interviews, it is important to make available to 

parents, and discuss with them, actual records of their child's performance.  

4.5 LIFELONG LEARNING 

One of the most invigorating things about teaching is that you never stop 

learning, and if you are a growing teacher, you learn something. You find out 

how well technique works, how a student processes language, how classroom 

interaction can be improved, how to assess a student s competence, how 

emotions enter into learning, or how your teaching style affects learners. They 

discoveries go on and on—for a lifetime. 

4.5.1PEAK PERFORMERS 

Are you prepared to do the best? In the stressful world of teaching, it's easier than 

you might imagine slipping into a pattern of just keeping a step ahead of your 

students as you struggle through long working hours and cope with overly large 

classes, you can consider the following four rules (among many) of peak performers 

that you might apply to yourself, even at this carry stage in your career. 

4.5.1.1 Set Realistic Goals. 

Peak performers, know their limitations and strengths and their feelings and needs, 

and then set goals that will be realistic within this framework. They set their own  

Goals and don't let die world around them (colleagues, supervisors, or friends) 

dictate goats to them. 
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4.5.1.2. Set Priorities. 

It is important that you have a sense of what is most important, what is least 

important, and everything in between, in your professional goals and tasks. If you 

don't, you can end up spending too much time on low-priority tasks that rob you of 

the time you should be spending on higher priorities.  

4.5.1.3 Take Risks. 

Peak performers are not afraid to try new things. They don't linger in the safety of a 

"comfort zone"; instead, they reach out for new challenges. 

The key to risk-taking as a peak performance strategy, however, is not simply in 

taking the risks. It is in learning from your "failures." 

When you risk a new technique in the classroom, try a new approach to a difficult 

student, or make a frank comment to a supervisor, you must be willing to accept 

possible "failure" in your attempt. Then, you assess all the facets of that failure and 

turn it into an experience that teaches you something about how to calculate the nest 

risk. 

4.5.1.4 Practice Principles of Stress Management 

Teaching is a carter with all the makings for high-stress conditions. Think of some of 

die sources of stress in this business: long hours, large classes, low pay, pressure to 

"perform" in the classroom, high student expectations, professional demands outside 

the classroom. 
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But peak performers don‘t spend eighteen hours a day working. They don't get so 

consumed with their profession that the rest of their life is a shambles. They work 

hard but stop to play. They know how to relax, and do so regularly.  

One of the cardinal rules of stress management is setting priorities, which has 

already been dealt with above. 

THE "GOOD" LANGUAGE TEACHER 

One way to begin setting goals and priorities is to consider the qualities of successful 

language teachers. Numerous "experts" have come up with their lists of attributes, 

some of them are: 

1. A love of the English language 

2. Critical thinking 

3. The persistent urge to upgrade oneself  

4. Cultural adaptability 

5. Critical thinking 

6. Self-subordination 

7. Readiness to go die extra mile 

8. Professional citizenship 

9. A feeling of excitement about one's work 
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4.6 CLASSROOM OBSERVATION 

One of the most neglected areas of professional growth among teachers is the 

mutual exchange of classroom observations, once you get into a teaching routine, it 

is very difficult to make time to go and see other teachers and to invite the same in 

return but fortunately, in an era of action research  teachers are coming to under-

stand that seeing one's actions through another's eyes is an indispensable tool for 

classroom research as well as a potentially enlightening experience for both observer 

and observe.  

4.6.1 GOOD LANGUAGE-TEACHING CHARACTERISTICS 

A. Technical Knowledge 

1. Understands the linguistic systems of English phonology, grammar, and 

discourse. 

2. Has fluent competence in speaking, writing, listening to, and reading English. 

B. Pedagogical Skills  

1. Understands and uses a wide variety of techniques; 

2. Gives optimal feedback to students. 

3. Uses appropriate principles of classroom management 

4. Uses effective, clear presentation skills. 

5. Uses interactive, intrinsically motivating techniques to crease effective tests. 
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C. Interpersonal Skills 

a. Is aware of cross-cultural differences and is sensitive to students' cultural 

traditions. 

b. Enjoys people; shows enthusiasm, warmth, rapport, and appropriate humor. 

c. Values the opinions and abilities of students. 

d. Is patient in working with students of lesser ability? 

e. Offers challenges to students of exceptionally, high ability. 

D. Personal Qualities 

f. Is well organized, conscientious in meeting commitments, and  dependable. 

g. Is flexible when things go awry. 

h. Maintains an inquisitive mind in trying out new ways of teaching. 

4.6.2 CLASSROOM RESEARCH 

Research is a scary word for many of us. We are happy to leave it in someone else's 

hands because it involves statistics (which we hate), experimental design (which we 

don't know), and the interpretation of ambiguous results (which we think is best ? 

left to the "experts"). Even so, leaving all the research in the hands of researchers is 

an upside-down policy, as Anne Meek (1991:34) noted: 

―The main thing wrong with the world of education is that there's this one group of 

people who do it—the teachers—and then there's another group who think they 

know about it—the researchers. The groups who think they know about teaching try 
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To find out more about it in order to tell the teachers about teaching—and that is 

total reversal‖. 

 

4.6.3 TEACHER COLLABORATION: LEARNING FROM EACH OTHER 

The process of continuing to develop your professional expertise as a teacher is 

sometimes difficult to manage alone. The challenges of teaching in a rapidly 

changing profession almost necessitate collaboration with other teachers in order to 

stay on the cutting edge, five forms of collaboration are: 

4.6.3.1    Peer Coaching 

Peer coaching is a systematic process of collaboration in which one teacher observes 

and gives feedback to another teacher, usually with some form of reciprocity.  

It can also be defined as a structured process by which trained faculty members 

voluntarily assist each other in enhancing their teaching within an atmosphere of 

collegial trust and candor, through: (1) development of individual instructional 

improvement goals and clear observation criteria; (2) reciprocal, focused, no 

evaluative classroom observations; and (3) prompt constructive feedback on those 

observations. 

Peer coaching can be especially helpful if you focus on certain aspects of your 

teaching, for instance, if you‘ve been concerned, say, about the quantity of teacher 

talk VS student talk in your teaching, a peer observer may be able to give you some 

feedback that could lead you to make some adjustments. Peer coaching is able to 

offer a personalized opportunity for growth.  
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4.6.3.2 Team Teaching 

To the extent that the structure and budget of your program permit, team teaching 

can be an extraordinarily rewarding experience, two or more teachers teach different 

consecutive periods of one group of learners, and must collaborate closely in 

carrying out and modifying curricular plans. 

 This model is extremely common in the English in the English language-teaching 

world, especially whenever a group at learners compose an intact set of students 

across two or more class periods.  

The advantages of team teaching are that teachers are encouraged to collaborate, to 

consider respective strengths, to engage in reflective practice, and to develop a 

pattern of frequent communication and exchange, the fruits of which often are 

greater professional growth. 

4.6.3.3   Action research 

Research in the language classroom offers another opportunity for you to 

collaborate with other teachers in creative and ultimately rewarding ways. 

Into this process teachers formulate research hypotheses; they design the study; 

they design a test; they observe and give feedback to each other; they are sensitized 

to the complexities of error treatment; and they lower their fear of performing 

research. 
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4.6.3.4 Collaborative curriculum development and revision 

The process of curriculum development and revision warrants a similar collaborative 

effort, so we are tempted to get curriculum specialists to do a course and program 

development. Growing dynamic language programs are a product of an ongoing 

creative dialogue among teachers. 

4.6.3.5 Teacher support groups  

Finally, collaboration can take the form of gatherings of teachers as a number of 

different levels. At the local level of the day-to-day routine that we all find ourselves 

in, the importance of purposeful gatherings of teachers cannot be too strongly 

stressed support will readily be found even within informal agendas—it is important 

to have time when a staff of teachers gets together to cover a number of possible 

issues: student behavior problems, teaching tips, curricular issues, and even 

difficulties with administrative bureaucracy. When teachers talk together, there is 

almost always a sense of solidarity and purpose, and ultimately a morale boost. 

4.7 CRITICAL PEDAGOGY 

Critical pedagogy brings with it the reminder that our learners must be free to be 

themselves, to think for themselves, to behave intellectually without coercion from 

a powerful elite, to cherish their beliefs and traditions and cultures without the 

threat of forced change.  
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AGENTS FOR CHANGE 

Your role as a "critical pedagogue" serves to highlight the fact that you are not 

merely a language teacher. You are an agent for change in a world in desperate 

need of change: change from competition to cooperation, from powerlessness to 

empowerment, from conflict to resolution, from prejudice to understanding. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
_________________________________________ 

1 BROWN Douglas, ―Teaching by Principals‖ An Interactive Approach to Language 

Pedagogy, Second Edition, 2000.Pág 398-399. 
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5. MATERIALS AND METHODS 

 

5.1 MATERIALS 

 

The materials to develop this research work were:  

 Copies 

 Printers 

 English books 

 English  dictionaries,  

  Computer 

 Flash memory 

 Internet 
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5.1.1    BUDGET 

                          DESCRIPTION VALUE 

 

Project  

Thesis draft 

Final report 

unforeseen      

 

300 

200 

300 

200 

TOTAL $ 1.000 

 

5.1.2FINANCING 

The budget of this research project was supported by the researcher. 

5.2 METHODS 

Knowing that a method is a necessary procedure into the science to research the 

true and teach it, through the different methods allow me to develop this research 

work, and as well at the end the results will be valid and reliable. So that it is a 

Non-experimental research because it was developed in a descriptive way, that's 

to say that the researcher did not have the chance to manipulate the variables. 

To develop this research work the following methods were used: 
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5.2.1 SCIENTIFIC METHOD: 

This method was used to obtain and analyze theoretical referents which let me 

explain from a scientific point of view the researched phenomena. 

5.2.2 DESCRIPTIVE METHOD: 

This method was used to describe the current situation of the researched object. It 

allowed me to know the reality of the researched institution; it also let me explain the 

kinds of evaluation, procedures, tools and the strategies that the teachers used to 

evaluate the students‘ learning.  

5.2.3 ANALYTICAL – SYNTHETIC: 

This method let me analyze the obtained results from the applied instruments and 

to make the interpretation of the data and established the conclusions based on the 

results of major tendency. It also helped me to analyze the relation between the 

evaluation process and the students‘ learning of the English Language.  

5.2.4 EXPLICATIVE METHOD 

This method helped me to explain the implicit relation of the variables established 

in the research object, to give my point of view according to the obtained results 

and to explain the theoretical referents about the evaluation process and the 

learning of the English language in the researched High School. 

It‘s important to mention that the descriptive statistics was used as tools that 

facilitate the representation of the data in tables and graphs for a good 

comprehension of the information.  
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5.3 TECHNIQUES 

5.3.1 SURVEY 

This technique was applied in order to obtain the information about the 

evaluation process, which gave me the opportunity to know what is the real way 

that the teachers explain and evaluate their classes to the students. 

The survey was applied to all English teachers and students of 8
th

, 9
th

 and 10
th

 

years of basic education, through different questions about the researched topic. 

5.4. PROCEDURES 

Once applied my instruments to collect reliable data in order to get the better 

results here are the following steps: 

5.4.1 TABULATION: 

It was tabulated the recollected data, counting how many positive or yes answers 

there were and how many negative or no answers I got, according to the results of 

my survey. 

5.4.2 ORGANIZATION: 

This procedure was very helpful to organize the obtained results according to my 

problem, objectives and hypothesis.  

5.4.3 GRAPHIC REPRSENTATION: 

It shows all the obtained results in a graphic way, which facilitated the understanding 

and analysis. Moreover, here I used the frequency and percentage chart. 
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5.4.4 ANALYSIS AND INTERPRETATION: 

Afterward the graphic representation I just had to interpret what the graphs shows, 

writing the number of students and teachers that have the same or similar answer 

and its corresponding percentage, later I analyzed the percentages to determine 

how valid the hypothesis is. 

5.4.5 HYPOTHESIS VERIFICATION: 

This step let me demonstrate if the hypotheses were true through a logical 

analytical process supported in the field of the research to prove or disapproved 

them. 

5.4.6 CONCLUTIONS AND RECOMMENDATIONS  

The conclusions were established according to the most relevant percentage based on 

the analysis of the results about the main problems from the high school and the stated 

specific objectives, and they served me to give some recommendations to the teachers 

and students of the researched high school, in order to contribute with the alternatives of 

solution of the problem found 

5.5 POPULATION AND SAMPLE 

The population from the present research work was constituted by all the English 

teachers from8
th

, 9
th

 and 10
th

 years of basic education, who are five and it is 

considered as a small population. The students of 8
th

, 9
th

 and 10
th

 years of Basic 

Education in ―Bernardo Valdivieso‖ High School are 146, this population is 

relatively small, for that reason it was not necessary to apply the instrument to all 
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the population due to me can obtain a more reliable and valid research. It is 

represented in the following chart: 

``BERNARDO VALDIVIESO HIGH SCHOOL´´ 

 

 

 

 

 

 

 

 

 

 

COURSES  “A” “B” TOTAL 

8
th

 year of Basic 

education 

21 18 39 

9
th

  year of Basic 

education 

23 18 41 

10
th

  year of Basic 

education 

29 37 66 

TOTAL   146 

English teachers   5 
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6. RESULTS 

6.1 TEACHERS AND STUDENTS SURVEY  

1. What do you think, the purpose of the evaluation is?  

TABLE Nº 1 

Purpose of the evaluation Teachers Students 

F % F % 

To promote learning and 

attitudes  

 

1 20% 30 20% 

To improve students‘ learning 

and aware them about their 

progress. 

 

1 20% 20 15% 

To promote the students to the 

next grade. 

 

2 40% 60 40% 

To judge the students‘ 

understanding. 

 

1 20% 36 25% 

TOTAL 5 100% 146 100% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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GRAPH Nº 1 

 

 

INTERPRETATION 

Analyzing the data in the graph it is  noticed that40% of teachers said that the 

purpose of evaluation is to promote students to the next grade, while 20% 

matched that to promote learning and attitudes, to improve students‘ learning and 

aware them about their progress, and to judge the students‘ understanding. 

While 40% of students answered that the purpose is to promote students to the 

next grade, 25% said that to judge the students‘ understanding, 20%  manifested 

that to promote learning and attitudes, and finally 15% answered that to improve 

students‘ learning and aware them about their progress. 

ANALYSIS: 

The theoretical referent says  that the main purpose of the evaluation is to improve 

students‘ learning and aware them about their progress, so analyzing the teachers 
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and students‘ answers, It is noticed that most of them did not know what the main 

purpose of the evaluation is, in this way if teachers do not know the real purpose 

of evaluation they are not giving their best spirit of teaching according to improve 

the students´ learning and of course if the students are in the same positions they 

will never be aware their progress. 

 

2.-What do you understand of the following terms? Match the letters with its 

respective number? 

 

UNDERSTANDING FROM THE 

NEXT TERMS 

Teachers Students 

F % F % 

Assessment= is the act of gathering 

information on a daily basis in order to 

understand individual students' 

learning and needs. 

1 20% 40 27% 

Evaluation = is the culminating act of 

interpreting the information gathered 

for the purpose of making decisions or 

judgments about students' learning and 

needs. 

3 60% 80 54% 

Testing = is a method of measuring a 

person‘s ability or knowledge in a 

given domain. 

1 20% 26 19% 

TOTAL 5 100% 146 100% 

 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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GRAPH Nº 2 

 

 

 INTERPRETATION 

According to this data 60% of the teachers said that evaluation is the culminating 

act of interpreting the information gathered for the purpose of making decisions or 

judgments about students' learning and needs while a 20% answered that testing is 

a method of measuring a persons´ ability or knowledge in a given domain and that 

assessment is the act of gathering information on a daily basis in order to 

understand individual students' learning and needs. 

 

While 54% of the students matched that evaluation is the culminating act of 

interpreting the information gathered for the purpose of making decisions or 

judgments about students' learning and needs, 27% said that assessment is the act  
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Of gathering information on a daily basis in order to understand individual 

students' learning and needs and a19% that testing is a method of measuring a 

person‘s ability or knowledge in a given domain. 

 

ANALYSIS: 

 

The theoretical referent says that evaluation is the culminating act of interpreting 

the information gathered for the purpose of making decisions or judgments about 

students' learning and needs, and that assessment is the act of gathering 

information on a daily basis in order to understand individual students' learning 

and needs and testing is a method of measuring a person‘s ability or knowledge in 

a given domain. As you can see most of teachers and students know the correct 

definition of evaluation; but the majority of them do not know what is the right 

concept of testing and assessment, and as it is obvious this indicates that teachers 

on their daily work do not take into account the assessment to analyze and realize 

what is the real level of their students, which avoids that they can improve their 

learning. 

 

 

 

 

 

 



36 

 

3. How often do you assess or evaluate your students‟ learning? 

a) TABLE Nº 3 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  

 

 

b) GRAPH Nº 3 

 

 

Evaluation of students‟ 

learning 

Teachers Students 

F % F % 

Daily 0 0% 0 0% 

Weekly 0 0% 15 11% 

Monthly 1 20% 49 33% 

By term 4 80% 82 56% 

TOTAL 5 100% 146 100% 
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INTERPRETATION 

Considering the obtained results you can see that 80% of the teachers said that 

they assess or evaluate their student´s learning by term and a 20% said that they 

assess or evaluate their students´ learning monthly. 

While 56% of the students said that they are assess or evaluate by term 33% they 

are assess or evaluate monthly and 11% said that they are evaluated weekly. 

ANALYSIS: 

According the theoretical frame explains that evaluation should be frequently, it is 

better if they do weekly, monthly even daily to improve and reinforce the 

students‘ learning, but analyzing the Teachers´ answers reflect that they evaluate   

their students´ learning by term and monthly, but most of them do it by term, 

however most of the students selected that they are evaluated by term too, and this 

aspect can cause that students do not learn enough, because students need to be 

assessed and evaluated constantly for a better apprenticeship. 

4.-What types of evaluation do you apply? 

Types of evaluation Teachers Students 

F % F % 

Diagnostic 1 20% 40 27% 

Formative  2 40% 40 27% 

Summative 2 40% 66 46% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº 4 

 

 

INTERPRETATION 

Regards to the obtained results shows that 40% of the teachers said that they apply 

formative and summative evaluation while 20% matched that they apply 

diagnostic evaluation. 

By other hand 46% of the students answered that teachers take them summative 

evaluation and a 27% answered that teacher applies formative and diagnostic 

evaluation. 

ANALYSIS: 

Analyzing the theoretical referents explain that diagnostic assessment and 

evaluation must be taken at the beginning of the school year with the purposes to 

determine students' knowledge and skills and their learning needs. By examining 

the results of diagnostic assessment, teachers can determine where to begin 

instruction and what concepts or skills to emphasize. According to the teacher´s 
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answers they apply formative and summative evaluations without a diagnostic 

evaluation and this would be bad because teachers do not know students' 

knowledge to determine where to begin instructions; while most of the students 

said that they are evaluated just with formative and summative evaluation and this 

impede their learning progress because of their empty knowledge from the begin.  

5. - What kinds of procedures do you use to assess the students‟ progress? 

a) TABLE Nº 5 

Kind of procedures  Teachers Students 

F % F % 

Self-assessment 1 20% 40 27% 

Peer-assessment  2 40% 51 35% 

Teacher-students‘ assessment 5 100% 47 32% 

Student-teacher assessment 0 0% 8 6% 

Source: Teachers and students‟ survey  

Responsible: Researcher  

 

b) GRAPH Nº 5 
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INTERPRETATION 

Regards to this question 100% of teachers answered that they use Teacher –

students´ assessment as a procedure to assess the students ‗progress 40% matched 

they use peer-assessment and 20% self-assessment. 

By other side 35% of students said that as a more frequent procedure that teacher 

uses is peer-assessment, 32% said that is teacher-students ´assessment, 27% self-

assessment and 6% student-teacher assessment 

ANALYSIS: 

The theoretical frame establishes that the procedures to use to assess the students´ 

progress should be collaboratively constructed by students and teachers that is to 

say a kind of peer assessment It is important for teachers to discuss learning 

objectives with the students. Together, they can develop relevant assessment and 

evaluation. Analyzing the teacher answers it´s easy realize that they always use 

Teacher –students´ assessment as a procedure to assess the students ‗progress 

which is not so good, but most of the students answered the same procedure, so 

this does not allow to lead them into a certain knowledge and this way they cannot 

interact between students and teacher and share consciousness from each other for 

a good learning and a good performance.  
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6. What kind of parameters do you use to assess the students‟ progress? 

a) TABLE Nº 6 

Parameters  to assess students‟ 

progress 

Teachers Students 

F % F % 

Notebook 1 20% 20 14% 

Homework 2 40% 60 41% 

Research   0 0% 18 12% 

Expositions 0 0% 21 14% 

Quizzes and tests  2 40% 89 61% 

Class work   0 0% 12 8% 

Students‘ participation 0 0% 19 13% 

      

Source: Teachers and students‟ survey  

Responsible: Researcher 
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b) GRAPH Nº 6 

 

 

INTERPRETATION 

Analyzing the data in the graph it is noticed that40% of the teachers answered that 

the parameters they use to assess the student´s progress are quizzes and homework 

but 20% answered notebook. 

According to the 61% of the students answered quizzes and tests 41% homework 

17% student´s participation 14% expositions and notebook and12%research. 

ANALYSIS: 

On basis of the theoretical frame, teachers can use a diversity of parameters to 

assess the student´s progress, such as notebook, homework, research, etc, which 

allows a better performance for them. 
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According to the teacher‘s answers who selected quizzes homework and 

notebook, and the students who chose quizzes and tests, it is noticed that using 

this king of parameters   allows a good work, but if they use other parameters as 

expositions, class work, researches, etc, they can make their job even better to 

improve every capacity and all the performance that the students have. 

7. Tick the phases of the Evaluation process that you apply? 

a) TABLE Nº 7 

Phases of the Evaluation  Teachers Students 

F % F % 

Preparation 3 60% 38 26% 

Assessment 1 20% 20 14% 

Evaluation 2 40% 95 65% 

Reflection 0 40% 15 10% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº 7 

 

 

INTERPRETATION 

As it is evident a 60% of the teachers´ answers was preparation, 40% answered 

evaluation and reflection and 20% assessment. 

While 65% of the students answered evaluation, 26% preparation, 14% 

assessment and 10% reflection. 

ANALYSIS: 

The theoretical frame explains, the main phase of evaluation process is the 

preparation, in this phase   teachers decide what is to be evaluated, and also the 

type of evaluation to be used and the most appropriate assessment techniques for 

gathering information on student progress. Teachers may make these decisions in 

collaboration with students. According to the teacher´s answers you can observe 
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that they know what is the best way to develop a good phase of evaluation 

process, what concerns to the students they do not know what the real phase of the 

evaluation is, because students just think in the phase of the testing that concerns 

that teacher judges the students ‗knowledge without realize that teacher prepare 

the most suitable evaluation for them. 

 

8. What aspects of the language do you evaluate in the English learning 

process? 

a) TABLE Nº 8 

Aspects to be evaluated Teachers Students 

F % F % 

Knowledge 3 60% 68 46% 

Skills 3 60% 60 40% 

Attitudes 0 0% 18 12% 

Grammar 5 100% 90 61% 

Vocabulary 2 40% 19 13% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº8 

 

 

c) INTERPRETATION 

 The obtained results in the graph show that 100% of teachers said that they 

evaluate grammar, 60% evaluates knowledge and skills and 40% evaluates 

vocabulary. 

While by other hand 61% of students said that grammar, 46% matched that 

knowledge, 40% answered that skill, 13% said that vocabulary and 12% that 

attitudes. 

 

ANALYSIS: 

 

According to the theoretical frame, to evaluate students, teachers must to consider 

some parameters like grammar, knowledge about the language, skills, attitudes 
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and vocabulary, which are the main phases to know what the students´ 

weaknesses are in order to reinforce this consciousness missing, and this way to 

get a better English learning. It is evident that most of the teachers evaluate the 

grammar as the more important aspect, of Corse they also evaluate knowledge, 

skills and vocabulary but not much and no one evaluate the attitudes which is bad, 

because grammar is not all in the learning of English language, students need to 

be evaluate in every aspect equally to realize where the students fail in order to 

work hard filling and reinforcing the rest of aspects that students need. 

 

9. Do you evaluate students in every class? 

Why do not you evaluate students in every class? 

TABLE Nº 9 

Frequency of evaluation  Teachers Students 

F % F % 

YES 0 0% 20 14% 

NO 5 100% 126 86% 

TOTAL 5 100% 108 100% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº9 

 

 

INTERPRETATION 

The information provided in the graph shows that 100% of teachers said that they 

do not evaluate students in every class. 

However, students which represent 86% answered the same as their teachers, and 

14% said that they are evaluated every day. 

ANALYSIS: 

According the theoretical frame explains that evaluation should be frequently, it is 

better if they do weekly, monthly even daily to improve and reinforce the 

students‘ learning. If teachers do not evaluate to students very often this aspect 

can cause that students do not learn enough, because students need to be assessed  

constantly for a better apprenticeship. 
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Why do not you evaluate students in every class? 

TABLE Nº 9 

Why evaluation is not frequently? Teachers Students 

F % F % 

Number of students  0 0% 10 7% 

Not enough resources 2 40% 45 31% 

Not enough time  5 100% 91 62% 

    

b) GRAPH Nº9 

 

 

INTERPRETATION 

100% of teachers said that they do not evaluate daily because of the time and 40% 

because they do not have enough resources. 
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While 62% of students answered that their teachers do not evaluate daily because 

of the time, 31% because the teachers do not have enough resources and 7 % said 

that because of the number of students. 

ANALYSIS: 

According to the theoretical frame, teachers should evaluate their students very 

often, even daily, it could be with a little warm up from the last class given, in 

order to remember and reinforce the students´ knowledge, it does not matter if 

there is not enough time, and all what is really important is develop a good 

learning. 

If teachers do not evaluate to students very often, this cause forgetfulness, most of 

the teachers do not evaluate to students, because of the time, and the students´ 

answers was the same, we have to take into account that a kind of evaluation can 

be like reviewing every last classes, this is a great help to the student because in 

this way the student can remember what was the last classes about in order to 

execute a good test. 
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10. What kind of items do you include in a test? Tick only the ones that you 

include in a test. 

TABLE Nº 10 

Items to be  included in a test Teachers Students 

F % F % 

Transformations 2 40% 33 22% 

Multiple – Choice 3 60% 49 33% 

Essay 0 0% 0 0% 

Reading items 3 60% 52 35% 

Matching 5 100% 87 59% 

Gap filling 5 100% 78 53% 

Communication 0 0% 0 0% 

Listening items 0 0% 0 0% 

True-False 5 100% 80 54% 

Writing item 5 100% 86 58% 

Ordering 4 80% 72 49% 

Editing 0 0% 0 0% 

      

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº10 

 

 

c) INTERPRETATION 

100% of teachers said that the items that they include in a test are matching, gap 

filling, true – false and writing items; 80% said ordering, 60% said that reading 

items and multiple choice and 40% answered that transformations. 

While 59% of students said that matching, 58% that writing item; 53% that true – 

false; 49% said that ordering, 35% said that reading items, 33% that multiple 

choice and finally 22% answered that transformations. 

 

 



53 

 

ANALYSIS: 

According to the theoretical frame explains that, the teachers can include a 

diversity of items in a test like editing, essay, communication, etc. in order to 

improve the students´ ability. These items must be lead to verify the knowledge 

that the students possess about the four skills of the English language. Analyzing 

the results it is evident that most of teachers do not include a diversity of items in 

a test, they only execute them in a traditional form which is bad because this does 

not allow improving the student‘s abilities, taking into account that the speaking 

and listening skills are not included when the teachers design a test. 
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11. What kind of strategies do you use to assess and evaluate the students‟ 

learning? 

TABLE Nº 11 

Strategies to use in an evaluation Teachers Students 

F % F % 

Observation 0 0% 10 7% 

Anecdotal Record  0 0% 9 6% 

Checklists 0 0% 5 3% 

Rating scales or rubrics 3 60% 36 24% 

Interview /conferences 1 20% 20 14% 

Projects and presentations 4 80% 68 46% 

Quizzes, tests and examinations 5 100% 94 64% 

Portfolios 4 80% 78 53% 

 

Source: Teachers and students‟ survey  

Responsible: Researcher  
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b) GRAPH Nº 11 

 

 

c) INTERPRETATION 

100% of teachers said that they use quizzes, tests and examinations, 80% said that 

projects and presentations, 60% answered that rating scales and rubrics, 20% that 

interviews and conferences, and 8% said that portfolios. 

While 64% of students said that quizzes, tests and examinations, 53% that 

portfolios, 46% that projects and presentations, 24% that rating scales and rubric, 

14% that interviews and conferences, 7% that observation, 6% that anecdotal 

record and 3% that checklists. 

ANALYSIS: 

The theoretical referents establishes that using different strategies teachers can 

discover much about  their students´ abilities, interests, and needs; as well 
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teachers can collect samples of students´ work in portfolios and conduct 

performance assessment within the context of classroom activities. When some 

strategies are used in conjunction with another one, richer and more in – depth 

data collections results. Analyzing the results it is easy understand that even when 

teachers use the quizzes tests and examinations strategies, there is not enough use 

of other important tools such as observation, checklists and anecdotal record, 

which can be useful also to evaluate the students´ learning. 

 

12. What‟s the students‟ performance in the English Language in the first 

term? Tick just one.  

TABLE Nº 12 

Results of students´ performance  Teachers Students 

F % F % 

(20-19) Outstanding 0 0% 16 11% 

(18-17) Very good 1 20% 34 23% 

(16-15)  Good 3 60% 42 29% 

(14-13) Minimally satisfactory 1 20% 39 27% 

(12-0)   Deficient 0 0% 15 10% 

TOTAL 5 100% 146 100% 

Source: Teachers and students‟ survey  

Responsible: Researcher 
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b) GRAPH Nº 12 

 

 

c) INTERPRETATION 

60% of the teachers said that it is good, 20% that it is very good and minimally 

satisfactory. 

By the other hand 29% of the students that it is good, 27% said that it is minimally 

satisfactory, 23% that it is very good, 11% that outstanding and 10% that it is 

deficient. 

ANALYSIS: 

According to the theoretical frame, the students can get a meaningful learning if 

there is a diversity of strategies applied to evaluate and assess the student‘s 

learning, when the evaluation is diversified, when the evaluation is constant, when 

the teacher takes into account some parameters to assess the students ´progress. 

Definitely, when the evaluation process is well planned, developed and applied. 

Taking into account the teachers and students´ answers, it is easy realize that most 
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of the students´ scores are just good, so that is because teachers do not apply a 

diversity of strategies to evaluate and assess the students´ learning, either they do 

not evaluate so frequently to the students to realize the advance that they have 

had. 
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7. DISCUSSION 

7.1 HYPOTHESIS ONE  

To verify the stated hypotheses at the beginning of the research, it was necessary 

to analyze the collected data from the teachers and the students of ¨Bernardo 

Valdivieso¨ High School; this data have let me prove if the hypothesis are 

accepted or denied, then I have been able to establish the conclusions and 

suggestions to improve the Evaluation process and consequently get meaningful 

results in the English learning. 

a) Statement  

The kinds of evaluation and assessment procedures applied by the teachers are not 

diversified what affects the learning of the English Language with the students of 

8th, 9th and 10th years of Basic Education at Bernardo Valdivieso High School?. 

Night Section. Academic Period 2009-2010. 

b) Demonstration 

The first hypothesis has two variables the first one is the kinds of evaluation and 

assessment procedures applied by the teachers, and the second one is the learning of 

the English Language with the students of 8th, 9th and 10th years of Basic 

Education at Bernardo Valdivieso High School?. Night Section. Academic Period 

2009-2010. 

To prove it, it was analyzed the following questions: 

The question number ONE where40% of teachers and students said that the 

purpose of evaluation is to promote students to the next grade; but really the 
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purpose is to improve students‘ learning and aware them about their progress; 

which indicates that the majority of them do not know what is the main purpose of 

the evaluation, they are not giving their best spirit of teaching according to 

improve the students´ learning and the students are in the same positions and this 

way they will never be aware about any progress. 

In the question number TWO, were 60% of the teachers said that evaluation is the 

culminating act of interpreting the information gathered with the purpose of 

making decisions or judgments about students' learning and needs, while 54% of 

the students answered the same. Analyzing this it is easy to understand that they 

know the definition of evaluation, but they are not concerned about the correct 

concept of testing and assessment. 

 

In the question number THREE, 80% of the teachers said that they assess or 

evaluate their students´ learning by term, and 56% of students said the same. 

However if the teachers do not evaluate more frequently it is obvious that they 

later will face problems, because students need to be evaluated more often   in 

their learning process. 

The question number FOUR, 40% of the teachers said that they apply formative 

and summative evaluation, and 46% of the students answered that teachers take 

them summative evaluation. Here it is easy realize that the teachers do not apply 

the diagnostic evaluation, and this constitutes a big mistake, taking into account 

that through this tool, they can notice what are the aspects where their students 

need to reinforce and improve. 
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In the question number FIVE 100% of teachers answered that they use Teacher –

students´ assessment as a procedure to assess the students‘ progress,  but 35% of 

students said that as a more frequent procedure that teacher use is just  peer-

assessment. However it is noticed that they do not use an important assessment 

like student- teacher, which can allows developing a better work, because with 

this the students can contribute with new ideas to improve the English learning.  

In the question number SIX, 40% of the teachers and 61% of students answered 

that the parameters they use to assess the students´ progress are quizzes, tests and 

examinations. Although this parameters are useful, there are missing another ones 

such as homework, notebook, research which can help teacher in their job of 

assessing effectively students. 

The question number SEVEN, 60% of the teachers said that the phase of the 

evaluation they develop was preparation, while 65% of the students answered that 

evaluation. This is good, but if they also develop in the same percentage the 

assessment and reflection phases, they could assure that all their evaluation will 

be well designed, and above all that will be very effective. 

In the question number EIGHT, 100% of teachers and 61% of students said that 

the teachers evaluate grammar. However teacher never must forget other 

important aspect like vocabulary, skills, attitudes and knowledge, which have to 

be present in every evaluation; because all them joined will give as a result a great 

test, where teacher can really measure the student‘s learning. 
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c) Discussion and Conclusion  

The researcher based on the obtained results through the field work and then the 

demonstration using the same questions of the applied surveys, accepts the first 

hypothesis because He has proved through teachers and students‘ answers that 

the kinds of evaluation and assessment procedures applied by the teachers are not 

diversified what affects the learning of the English Language with the students of 

8th, 9th and 10th years of Basic Education at Bernardo Valdivieso High School?. 

Night Section. Academic Period 2009-2010. 

7.2 HYPOTHESIS TWO 

a) Statement  

The evaluation strategies  applied by the teachers are traditional and this influence 

on the learning of the English Language with the students of 8th, 9th and 10th 

years of Basic Education at Bernardo Valdivieso High School. Night Section. 

Academic Period 2009-2010 

b) Demonstration 

The second hypothesis has two variables the first one is the evaluation strategies 

applied by the teachers, and the second one is, the learning of the English language 

with the students of 8th, 9th and 10th years of Basic Education at Bernardo 

Valdivieso High School. Night Section. Academic Period 2009-2010 

To prove this hypothesis it is considered the following questions: 
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The question number NINE,100% of teachers said that they do not evaluate daily 

because of the time and 62% of students answered the same. Here it would be 

better if teacher daily evaluates students even using little questions, so that they 

can remember the last class, and start the new one, having the security that 

everybody has understood very well the every class given. 

In the question number TEN, 100% of teachers said that the items that they 

include in a test are matching, gap filling, true – false and writing items, while 

59% of students said that matching. However, it is clear to  realized through their 

answers that the tests do not include any items that has relationship with 2 skills, 

which are speaking and listening, in other words the tests are designed as they 

used to be some years ago, in a traditional way. 

The question number ELEVEN, 100% of teachers and 64% of students said that 

they use quizzes, tests and examinations. However the teachers do not make use 

of other strategies such as observation, checklists and anecdotal record, which can 

help them to understand and realize how they can improve the students‘ 

assessment and evaluation. So that they become in teachers who combine many 

strategies and not use more just the traditional ones. 

The question number TWELVE, 60% of the teachers and 29% of students said 

that it is good. Here is clear that as a consequence of the evaluations are not well 

designed, and this really do not measure some important items and some 

important skills, becoming of this way in a traditional evaluation, so the scores are 

not the ones that teachers and students would want. 
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c) Discussion and Conclusion  

With the results which I obtained in the field work, after the respective 

demonstration of the questions applied to the teachers and students, the researcher 

accept the second hypothesis of this researching work, because it is proved that 

the evaluation strategies applied by the teachers are traditional and this influence 

on the learning of the English Language with the students of 8
th

, 9
th

 and 10
th

 years 

of Basic Education at Bernardo Valdivieso High School. Night Section. Academic 

Period 2009-2010. 
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8. CONCLUSIONS 

After it is finished my researching work about ―The evaluation process and its 

influence on the learning of the English language with the students of 8
th

, 9
th

 and 

10
th

 years of basic education at Bernardo Valdivieso High School –Night section. 

Academic period 2009-2010,Ihave established the following conclusions: 

- Teachers do not use  diversified kinds of evaluations, but they just use the 

summative and formative evaluation in their daily work, and they do not 

consider and do not apply the diagnostic test, which is very important to 

realize what the real level of the students is at the beginning of the year; 

affecting of this way the learning of the English language. 

 

- Teachers do not use diversified kinds of procedures to assess the students 

´progress; they mostly use the teacher- student assessment, but do not 

include other procedures such as student – teacher assessment; and this 

aspect avoids that students contributes with any idea. 

 

 

- Teachers just concentrate their attention on evaluate majorly the grammar 

during the English learning process, but unfortunately they do not give the 

same importance to other essential items, such as skills, attitudes and 

vocabulary; which actually constitutes a fundamental part of the English 

learning. 
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- The strategies used by the teachers are mostly traditional such as quizzes, 

tests and examinations, but the observation, anecdotal record, and 

checklists strategies are not taken into account at time of collecting data 

about the students‘ progress. In other words they do not use enough 

strategies, which do not let them to verify the real knowledge of their 

students. 
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10. RECOMMENDATIONS 

 

According to the conclusions obtained, here are the next recommendations: 

- Teachers should research about the advantages of using the diagnostic 

evaluation on their work, and later they should apply them at the beginning 

of every academic period; in this way they can notice how much their 

students know and what aspects they must work hard on. 

 

- Teachers should develop the student – teacher assessment,  arranging a 

meeting with their students at least one time by month, with the purpose of 

that they  give their points of view about the English learning  process, 

what they think of the methodology, and what  aspects they would like to 

reinforce. 

 

 

- Authorities should dictate a lecture directed to the English teachers about 

the most important aspects of the English language, such as skills, 

vocabulary, grammar and the role that these develop into the learning of 

the foreign language, so that they realize that these aspects must be always 

present at time of evaluating students.   

 

 

- Authorities should organize a workshop about the strategies that English 

teachers can use to assess and evaluate students, and about the great 
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contribution that can give strategies such as portfolios, anecdotal records, 

checklists, etc., to their daily work, so that they can study and select the 

most suitable for them, and of this way to improve their job and the 

performance of the students. 
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                                                      1. THEME 

 

THE EVALUATION PROCESS AND ITS INFLUENCE ON THE LEARNING 

OF THE ENGLISH LANGUAGE WITH THE STUDENTS OF 8
TH

, 9
TH

 AND 

10
TH

 YEARS OF BASIC EDUCATION AT BERNARDO VALDIVIESO HIH 

SCHOOL –NIGHT SECTION, ACADEMIC PERIOD 2009-2010.  
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2. PROBLEM STATEMENT 

2.1. BACKGROUND 

On October of 1926, it was announced the creation of the ―San Bernardo‖ High 

School in Loja city, verifying the beginning of the 1
st
 course in Modern 

Philosophy. 

The people who donated a land for the High School creation were Mr. Fausto de 

la Cueva, Mr. Francisco Rodriguez and Mr. Miguel Valdivieso Estrada in 1749,  

who expelled to the Jesuits and stayed without teachers, so that they had to 

continue with their own funds and the help of the City Hall.  

When Mr. Bernardo Valdivieso died in 1805, in his will, he gave the farm in order 

to the High School continue and they had to look for teachers for Math and they 

had to educate with formality and God frighten to the youth and children from 

Loja city.  

However, his definitive creation was on October 22
nd

 of 1922, after Simon 

Bolivar solved the problems it had, and they elaborated the first internal 

regulation for the High School work.  

Since then, ―Bernardo Valdivieso has been the fundamental axe in Loja‘s culture 

and its province. At the beginning of the year 1990-1991, the High School 

acquired the experimental category and started  Educative Evaluation alternative 

Project, which has been applied to the four major specialties: Social-Sciences, 

Physics-Mathematics, Chemical-Biological and Computing with the installation a 

new Laboratory for this specialty.  
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Nowadays the ―Bernardo Valdivieso‖ High School has three sections the 

morning, the afternoon and the night one. The first one has 1075, from 8
th

 to 10
th

 

years of Basic Education and 964 students in the High School Curriculum. The 

afternoon section has 544 students from 8
th

 to 10
th

 years of Basic Education and 

343 in the High School Curriculum; and, the night section in the present school 

year has 146 students from 8
th

 to 10
th

 years of Basic Education and 221 students in 

the High School Curriculum. So that, the ―Bernardo Valdivieso‖ High School, has 

a total of 3293 students in the three sections.  

The vision of this High School, is that they want to be an Institution of  humanist 

and academic prestige with scientific-technical basis; based  on values of: justice 

equity, solidarity and civism, that promotes the research and human development, 

for the people service. 

The mision of the ―Bernardo Valdivieso‖ High School has as mission to educate 

to the children and youth of the popular sectors of Loja and the Regional context, 

as an answer to the social demands and necessities: This process is developed 

though an efficient teacher service and influence in the family action, that 

propitiate meaningful leaning, in the dynamic of education of quality.  

The High School Curriculum: form capable, authentic and permanent triumphal 

students with an education based on the discoveries and the application of 

capacities and values; compromised with the citizen development, the culture and 

a fairer society.  
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2.2. CURRENT SITUATION OF THE RESEARCHED OBJECT 

Assessment is the act of gathering information on a daily basis in order to 

understand individual students' learning and needs but evaluation is the 

culminating act of interpreting this data with the purpose of making decisions or 

judgments about students' learning and needs, often at reporting time. 

Assessment and evaluation are integral components of the teaching-learning 

cycle. The main purposes are to guide and improve learning and instruction. 

Effectively planned assessment and evaluation can promote learning, build 

confidence, and develop students' understanding of themselves as learners.  

Assessment data assists the teacher in planning and adapting for further 

instruction. As well, teachers can enhance students' understanding of their own 

progress by involving them in getting-together their own data, and by sharing data 

with them. Such participation makes it possible for students to identify personal 

learning goals.  

Assessment and evaluation are essential components of the teaching-learning 

process. They should be planned, continuous activities which are derived from 

curriculum objectives and consistent with the instructional and learning strategies. 

But most the time teachers just apply the typical tests and they do not vary the 

strategies of assessing in a more continuous way. 

The teacher must select the strategies for their appropriateness to students' 

learning styles and to the intended purposes. Students should be given 

opportunities to demonstrate the extent of their knowledge, skills, and attitudes in 
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a variety of ways. However, the teachers just decide to elaborate exams as the 

unique technique to evaluate the student‘s knowledge without considering it as a 

continuous process that gathered evidence to give feedback on time. 

Teachers should communicate assessment and evaluation strategies and plans in 

advance, informing the students of the objectives and the assessment procedures 

relative to the objectives. Students should have opportunities for input into the 

evaluation process.  

Assessment and evaluation should be fair and equitable. They should be sensitive 

to family, classroom, school, and community situations and to cultural or gender 

requirements; they should be free of bias. Assessment and evaluation should help 

students. They should provide positive feedback and encourage students to 

participate actively in their own assessment in order to foster lifelong learning and 

enable them to transfer knowledge and abilities to their life experiences. 

Assessment and evaluation data and results should be communicated to students 

and parents/guardians regularly, in meaningful ways.  

Using a variety of techniques and tools, the teacher collects assessment 

information about students' language development and their growth in speaking, 

listening, writing, and reading knowledge and abilities. The data gathered during 

assessment becomes the basis for an evaluation. Comparing assessment 

information to curriculum objectives allows the teacher to make a decision or 

judgment regarding the progress of a student's learning.  
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Regarding to the kinds of evaluation in the researched High School, we know that 

teachers must usually start with a diagnostic test at the beginning of the school 

year and before each unit of study. This will let them to determine students' 

knowledge and skills, their learning needs, and their motivational and interest 

levels. But, it is also important the Formative assessment and evaluation which 

focus on the processes and products of learning. Formative assessment is 

continuous and is meant to inform the student, the parent/guardian, and the 

teacher of the student's progress toward the curriculum objectives. This type of 

assessment and evaluation provides information upon which instructional 

decisions and adaptations can be made and provides students with directions for 

future learning. However, the teachers just apply the summative evaluation at the 

end of a term through a test, which is decisive for students and they do not have 

the chance to catch up their knowledge anymore and what is worse they are 

judged by their grades obtained in a test and not through a process.  

Nowadays authors have developed a lot of strategies and techniques that can help 

teachers to keep a good record of the students‘ progress, there are anecdotic 

record, checklists, portfolios, interviews, observations and the quizzes and tests 

are just part of the process. Nevertheless most teachers just have the tests, 

homework, notebook and tasks as their main parameters of evaluation and they do 

not innovate the techniques by others that can be more effective to keep motivated 

the students during the evaluation process.  

By other hand the evaluation procedures that the teachers always apply are 

teacher-students assessment and they do not diversify these with others that can 
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offer serious advantages and which are used to make decisions on time and 

change the teachers and students minds and are very useful during the evaluation 

process and which are peer- assessment, self-assessment and hetero-assessment.  

On the researched High School most of students lose a lot of classes because it is 

a night section and they have just four hours of English classes which is relatively 

little time if we consider that teachers do not count with enough time to apply a 

continuous assessment process.  

Because of, all the before mentioned troubles found in the researched institution, 

regards to the evaluation of the English language, the group has believed that it is 

convenient to state the following research problem: 

2.3. RESEARCH PROBLEM 

How does the evaluation process impact in the English Language learning with 

the students of 8
th

, 9
th

 and 10
th

 years of Basic Education at Bernardo Valdivieso 

High School?. Night Section. Academic Period 2009-2010. 

 

2.4. DELIMITATION OF THE RESEARCH 

a) Temporal  

 The research will be carried out during the school year 2009-2010 

b) Spatial 

The place which is object of this research is the Bernardo Valdivieso 

High School, Night Section.  
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c) Observation Units 

 Students of 8th, 9th and 10th years of Basic Education 

 Teachers who teaches English in these years  

 

d) Subproblems 

How do the kinds of evaluation and assessment procedures applied by the 

teachers affect on the  learning of the English Language with the students of 8th, 

9th and 10th years of Basic Education at Bernardo Valdivieso High School?. 

Night Section. Academic Period 2009-2010 

What are evaluation strategies applied by the teachers on the  learning of 

the English Language with the students of 8th, 9th and 10th years of Basic 

Education at Bernardo Valdivieso High School?. Night Section. Academic 

Period 2009-2010 on. Academic Period 2009-2010 

 

3. JUSTIFICATION  

The group has chosen to research about the evaluation process and its 

influence in the English language learning at ―Bernardo Valdivieso‖ High 

School, because it is an interesting educational theme that has not been 

researched before. 

It is justified because we have detected that there are many difficulties in the 

application of the different kinds of evaluation and in the diversification of the 
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techniques and instruments used by the teachers to evaluate the English 

Language learning. 

Since the scientific point of view, it is important to carry out this research 

project because we will get enough information to give some theoretical 

elements that will let us state some alternatives of the solution to the 

problematic found around the application of the evaluation inside the English 

language teaching learning process.  

Since the educational point of view, It is so important to develop the present 

project because the evaluation is an important process that works together 

with the teaching because it let the teachers know the students progress in 

their learning. 

The present research is also pertinent, because it is a theme that can help the 

English teachers to solve many problems around the teaching of the English 

language through an introduction of different techniques and instrument that 

let them to gather enough information to know the real level of knowledge of 

the students of the English language.  

The project is also possible because, we as undergraduates of the English 

language Career of the National University of Loja, are able to carry it out, if 

we consider that we have the enough knowledge which have been offered by 

the University to develop it in the better conditions. 

Finally it is also a previous requirement for us, in order to get the Licentiate´s 

degree in Sciences of Education, English language specialization and we also 
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have the enough resources to carry it out, in the period established in the time 

table.  

 

4. OBJECTIVES 

4.1. GENERAL 

To find out how the evaluation process impacts in the English Language 

leaning  with the students of 8th, 9th and 10th years of Basic Education at 

Bernardo Valdivieso High School. Night Section. Academic Period 2009-

2010.  

 

4.2. SPECIFICS 

 To determine the kinds of evaluation and assessment procedures applied by the 

teachers and their effect on the  learning of the English Language with the 

students of 8th, 9th and 10th years of Basic Education at Bernardo Valdivieso 

High School. Night Section. Academic Period 2009-2010. 

 

 To establish how the evaluation strategies applied by the teachers 

influence in the  learning of the English Language with the students of 8th, 

9th and 10th years of Basic Education at Bernardo Valdivieso High 

School. Night Section. Academic Period 2009-2010 
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 THEORETICAL FRAME 

CHAPTER I 

5.1. LANGUAGE ASSESMENT I: BASICCONCEPTS IN TEST DEVELOPMENT 

―So far, this book has gathered a great deal of information about the process of the 

classroom teaching of second language learners: principles underlying a sound 

approach, con-textual considerations, lesson design and classroom management, 

and teaching language skills. In all these discussions, the notion of language 

assessment has emerged implicitly on a number of occasions, but not explicitly to 

the point of examining what the discipline knows about testing language ability 

and looking closely at various options available for periodic classroom-based 

assessment of students' developmental progress in a course. This and the 

following chapter will do just that. 

This chapter focuses on basic concepts and constructs in language assessment. 

The focus will be on what we traditionally think of as a "test" rather than the 

broader notion of "assessment," and special attention will be given to large-scale 

standardized testing as opposed to classroom testing. Criteria for measuring a 

test, types of test, and a synthesis of issues in testing will be centered on formal 

measurements of language: those designated moments during which we 

administer a prepared instrument to students for the purpose of measuring their 

language competence. We will look at practical classroom contexts for 

assessment; these include some formal measurements as well as informal 

assessment. The latter includes moment-by-moment incidental and intended 

judgments of students' performance, techniques that are not traditionally 

thought of as assessment devices, and other procedures that have come to be 

called "alternative" assessment methods. 
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5.1.1. WHAT IS A TEST? 

―A test, in plain words, is a method of measuring a person's ability or 

knowledge in a given domain. The definition captures the essential components 

of a test. A test is first a method. It is a set of techniques, procedures, and items 

that constitute an instrument of some sort that requires performance or activity 

on the part of the test- taker (and sometimes on the part of the tester as well). 

The method may intuitive and informal. as in the case of a holistic impression of 

someone‘s authenticity of pronunciation, Or it may be quite explicit and 

structured as in a multiple-choice technique in which correct responses have 

already been specified by some "objective" means. 

Next, a test has the purpose of measuring. Some measurements are rather broad 

and inexact, while others are quantified in mathematically precise terms. The 

difference between formal and informal assessment exists to a great degree in 

the nature of (lie quantification of data. The informal everyday intuitive judging 

that we do as laypersons or teachers is difficult to quantify. Judgments are 

rendered in somewhat global terms. For example, it is common to speak of a 

"good" tennis player, a "fair" performance by an actor in a play, or a "poor" 

reader. Formal tests, in which carefully planned techniques of assessment are 

used, rely more on quantification, especially for comparison either within an 

individual (say, at the beginning and the end of a course) or across individuals. 

A test measures a person‘s ability or knowledge. Care must he taken in any test 

to understand who the test-takers are. What is their previous experience and 

back-ground? Is the test appropriate for them? How are scores to be interpreted 

for individuals? 

Also being measured in a test is ability or competence. A test samples perfor-

mance but infers certain competence. A driving test for a driver's license is a test 

requiring a sample of performance, but that performance is used by the tester to 

infer someone's general competence to drive a car. A language test samples 

language behavior and infers general ability in a language, A test of reading 

comprehension may consist of some questions following one or two paragraphs, 
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a tiny sample of a second language learners total reading behavior. From the 

results of that test the examiner infers a certain level of general reading ability.  

Finally, a test measures a given domain. In the case of a proficiency test, even 

though the actual performance on the test involves only a sampling of skills, that 

domain is overall proficiency in a language—general competence in all skills of 

a language. Other tests may have more specific criteria. A test of pronunciation 

might well be a test only of a particular phonemic minimal pair in a language. 

One of the biggest obstacles to overcome in constructing adequate tests is to 

measure the desired criterion and not inadvertently include other factors. 

How do you know if a test is a "good" test or not? Is it administrable within 

given constraints? Is it dependable? Does it accurately measure what you want 

it to measure? These questions can he answered through three classic criteria for 

"testing a test": practicality, reliability and validity.‖
1
 

5.1.1.1. PRACTICALITY  

A good test is practical. It is within the means of financial limitations, time 

constraints, ease of administration, and scoring and interpretation. A test that is 

prohibitively expensive is impractical A test of language proficiency that takes a 

student ten hours to complete is impractical. A test that requires individual one-

to-one proctoring is impractical for a group of 500 people and only a handful of 

examiners. A test that takes a few minutes for a student to take and several hours 

for an examiner to evaluate is impractical for most classroom situations. A test 

that can he scored only by computer is impractical if the test takes place a 

thousand miles away from the nearest computer. The value and quality of a test 

are dependent upon such nitty-gritty, practical considerations. 

The extent to which a test is practical sometimes hinges on whether a test is 

designed to be norm-referenced or criterion-referencedIn norm-referenced 

tests, each test-take‘s score is interpreted in relation to a mean, median, standard 

deviation, and/or percentile rank. The purpose in such tests is to place test-takers 

                                                           
1BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, Second 
Edition, 2000.Pág 386. 
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along a mathematical continuum in rank order. Typical of norm-referenced tests 

are standardized tests intended to be administered to large audiences, with 

results quickly disseminated to test-takers. Such tests must have fixed, 

predetermined responses in a formal that can he electronically scanned. 

Practicality is a primary issue. 

Criterion-referenced tests, on the other hand, are designed to give test-takers 

feedback on specific course or lesson objectives that is the "criteria." Classroom 

tests involving smaller numbers, and connected to a curriculum, are typical of 

criterion-referenced testing. Here, more time and effort on the pan of the teacher 

(test administrator) are usually required in order to deliver the feedback. One 

could say that criterion-referenced tests may, in the opinion of some, consider 

practicality as a secondary issue in the design of the test; teachers may sacrifice 

time and effort in order to offer students appropriate and useful feedback, or 

what John Oller (1979: 52) called" instructional value." Testing and teaching are 

interrelated as we shall see in the next chapter in a discussion of the role of 

watch back in classroom assessment. 

A reliable test is consistent and dependable. Sources of unreliability may lie in 

the test itself or in the scoring of the test known respectively as test reliability 

and rater (or scorer) reliability. If you give the same test to the same subject or 

matched subjects on two different occasions, the test itself should yield similar 

results; it should have test reliability. I once witnessed the administration of a 

test of aural comprehension in which a tape recorder played items for 

comprehension, but because of street noise outside the testing room, students in 

the room who were sitting next to Windows were prevented from hearing the 

tape accurately. That was a clear case of unreliability. Sometimes a test yields 

unreliable results because of factors beyond the control of the test writer. such as 

illness a "bad day," or no sleep the night before.  

Scorer reliability is tile consistency of scoring by two or more scorers. If very 

subjective techniques are employed in the scoring of a test, one would not expect 

to find high scorer reliability. A test of authenticity of pronunciation in which 

the scorer is to assign a number between one and five might be unreliable if the 
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scoring directions are not clear. If scoring directions are clear and specific as to 

the exact details the judge should attend to, then such scoring can become 

reason-ably consistent and dependable. In tests of writing skills, scorer reliability 

is not easy to achieve since writing proficiency involves numerous traits that are 

difficult to define. But as J.D. Brown (1991) pointed out, the careful 

specification of an analytical scoring instrument can increase scorer reliability.  

5.1.1.2. VALIDITY 

―By far the most complex criterion of a good test is validity, the degree to 

which the test actually measures what it is intended to measure. A valid test of 

reading ability is one that actually measures reading ability and notsays, 20/20 

vision, previous knowledge of a subject, or some other variable of questionable 

relevance. To measure writing ability, one might conceivably ask students to 

write as many words as they can in fifteen minutes, and then simply count the 

words for the final score. Such a test would be easy to administer (practical), and 

tile scoring quite dependable (reliable). But it would hardly constitute a valid 

test of writing ability unless some considerations were given to the 

communication and organization of ideas, among other factors. Some have felt 

that standard language proficiency tests, with their context-reduced, CALP 

(cognitive academic language proficiency)-oriented language and limited 

stretches of discourse, are not valid measures of language "proficiency" since 

they do not appear to tap into the communicative competence of the learner. 

There is good reasoning behind such criticism; nevertheless, what such 

proficiency tests lack in validity, they gain in practicality and reliability. We will 

return to the question of large-scale proficiency later in this chapter. 

How does one establish the validity of a test? Statistical correlation with other 

related measures is a standard method. But ultimately, validity can be 

established only by observation and theoretical justification. There is no final, 

absolute, and objective measure of validity. We have to ask questions that give 

us convincing evidence that a test accurately and sufficiently measures the test-
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taker for the particular objective, or criterion, of the test. If that evidence is 

there, then the test may be said to have criterion validity. 

In tests of language, validity is supported most convincingly by subsequent per-

sonal observation by teachers and peers.  The validity of a high score on the final 

exam of a foreign language course will be substantiated by "actual" proficiency 

in the language. A classroom test designed to assess mastery of a point of 

grammar in communicative use will have validity if test scores correlate either 

with observed subsequent behavior or with other communicative measures of the 

grammar point in question. 

How can teachers be somewhat assured that a test, whether it is a standardized 

test or one constructed for classroom use, is indeed valid? Three types of 

validation are important in your role as a classroom teacher: content validity, 

face validity, and construct validity. 

5.1.1.2.1. Content Validity 

If a test actually samples the subject matter about which conclusions are to be 

drawn, if it requires the test-taker to perform the behavior that is being 

measured, it can claim content validity. You can usually determine content 

validity, observationally, if you can clearly define the achievement that you are 

measuring. A test of tennis competency that asks someone to run a 100-yard 

dash lacks content validity. If you are trying to assess a person's ability to speak 

a second language in a conversational setting, a test that asks the learner to 

answer paper-and-pencil multiple-choice questions requiring grammatical 

judgments does not achieve content validity. A test that requires the learner 

actually to speak within some sort of authentic context does. 

In most human situations, we are best tested in something when we are required 

to perform a sampling of the criterion behavior. But there are a few highly 

specialized and sophisticated testing instruments that do not have high content 

validity yet are nevertheless valid. Projective personality tests are a prime 

example. The Thematic Apperception Test and the Rorschach "inkblot" tests 

have little content validity, yet they have been shown to be accurate in assessing 
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certain types of deviant personality behavior. A test of field independence as a 

prediction of language success in the classroom may have potentially good 

criterion validity but poor content validity in that the ability to detect an 

embedded geometric figure bears little direct resemblance to the ability to speak 

and hear a language. As already noted, standard proficiency tests often don't get 

high scores on content validity. 

5.1.1.2.2. Face Validity 

A concept that is very closely related to content validity is face validity, which 

asks the question "Does the test, on the ―face‖ of it, appear from the learner's 

perspective to test what it is designed to test?" To achieve "peak" performance 

on a test, a learner needs to be convinced that the test is indeed testing what it 

claims to test. Once I administered a dictation test and a cloze test (see below for 

a discussion of cloze tests) as a placement test for an experimental group of 

learners of English as a second language. Some learners were upset because 

such tests, on the face of it, did not appear to them to test their true abilities in 

English. Face validity is almost always perceived in terms of content: if the test 

samples the actual content of what the learner has achieved or expects to 

achieve, then face validity will be perceived. 

5.1.1.2.3. Construct Validity 

A third category of validity that teachers must be aware of in considering 

language tests is construct validity. One way to look at construct validity is to 

ask the question "Does this test actually tap into the theoretical construct as it 

has been defined?" "Proficiency" is a construct. "Communicative competence" 

is a construct. "Self-esteem" is a construct. Virtually every issue in language 

learning and teaching involves theoretical constructs. Tests are, in a manner of 

speaking, operational definitions of such constructs in that they operationalize 

the entity that is being measured (see Davidson, Hudson, & Lynch 1985). 

A teacher needs to be satisfied that a particular test is an adequate definition of 

a construct. Let's say you have been given a procedure for conducting an oral 
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interview. The scoring analysis for the interview weighs several factors into a 

final score :pronunciation, fluency, grammatical accuracy, vocabulary use, and 

sociolinguistic appropriateness. The justification for these five factors lies in a 

theoretical construct that claims those factors as major components of oral 

proficiency. So, on the other hand, if you were asked to conduct an oral 

proficiency interview that accounted only for pronunciation and grammar, yon 

could be justifiably suspicious about the construct validity of such a test.  

Most of the tests that you will encounter as a classroom teacher can be validated 

adequately through content; if the test samples the outcome behavior, then 

validity will have been achieved. But when there is low, or questionable, content 

validity in a test, it becomes very important for a teacher to be assured of its con-

struct validity. Standardized tests designed to be given to large numbers of 

students typically suffer from poor content validity but are redeemed through 

their construct validation. The TOEFL, for example, does not sample oral 

production, yet oral production is obviously an important part of succeeding 

academically in a university course of study. The TOEFL's absence of oral 

production content is justified by research that has shown positive correlations 

between oral production and the behaviors (listening, reading, grammaticality 

detection, and writing) actually sampled on the TOEFL. Because of the crucial 

need to offer a financially affordable proficiency test and the high cost of 

administering and scoring oral production tests, the omission of oral content 

from the TOEFL has been accepted as a necessity in the professional 

community. 

Validity is a complex concept, yet it is indispensable to the teacher's 

understanding of what makes a "good" test. If in your language teaching you can 

attend to the practicality, reliability, and validity of tests of language, whether 

those tests are classroom tests related to a part of a lesson, or final exams, or 

proficiency tests, then you are well on the way to making accurate judgments 

about the competence of the learners with whom you are working‖
2
. 

                                                           
2BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, Second 

Edition, 2000.Pág 387-389. 
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5.1.2. KINDS OF TESTS 

―There are many kinds of tests, each with a specific purpose a particular 

criterion to be measured. Below yon will find descriptions of five test types that 

are in common use in language curricula, Explanations here are only for the 

purpose of helping yon to identify and differentiate among types, not to serve as 

a manual for designing such tests. 

5.1.2.1. Proficiency tests 

If your aim in a test is to tap global competence in a language, then you are, in 

conventional terminology, testing proficiency. A proficiency test is not intended 

to be limited to any one course, curriculum, or single skill in the language. 

Proficiency tests have traditionally consisted of standardized multiple choice 

items on grammar, vocabulary, reading comprehension, aural comprehension, 

and sometimes a sample of writing. Such tests often have content validity 

weaknesses as already noted above, but after several decades of construct 

validation research some great strides have been made toward constructing 

communicative proficiency tests. 

A typical example of a standardized proficiency test is the Test of English as a 

Foreign Language (TOEFL) produced by the Educational Testing Service. It is 

used by nearly 1000 institutions of higher education in the US as an indicator of 

a prospective student's ability to undertake academic work in an English 

medium. 

The TOEFL consists of sections on listening comprehension, grammatical 

accuracy, written expression, reading, vocabulary, and on the recently 

introduced computer-based TOEFL, writing. With the exception of the writing 

section, the TOEFL and virtually all oilier large-scale proficiency tests are 

machine-scorable for rapid turnaround and cost effectiveness. 
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5.1.2.2.  Diagnostic tests 

A diagnostic test is designed to diagnose a particular aspect of a language. A 

diagnostic test in pronunciation might have the purpose of "determining which 

phonological features of English are difficult for a learner and should therefore 

become a part of a curriculum. Usually, such tests offer a checklist of features 

for the administrator (often the teacher) to use in pinpointing difficulties. A 

writing diagnostic would first elicit a writing sample from students. Then, the 

teacher would identify, from a list of rhetorical features that are already present 

in a writing course, those on which a student needs to have special focus. It is 

not advisable to use a general achievement test (see, below) as a diagnostic, 

since diagnostic tests need to be specifically tailored to offer information on 

student need that will be worked on imminently. Achievement tests are useful 

for analyzing the extent to which students have acquired language features that 

have already been taught. 

5.1.2.3.   Placement tests 

Certain proficiency tests and diagnostic tests can act in the role of placement 

tests, whose purpose is to place a student into an appropriate level or section of 

a language curriculum or school (that is. it has content validity), and it thereby 

provides an indication of the point at which the student will find a level or class 

to he neither too easy nor too difficult, hut appropriately challenging. 

5.1.2.4.  Achievement tests 

An achievement test is related directly to classroom lessons, units, or even a 

total curriculum. Achievement tests are limited to particular material covered in 

a curriculum within a particular time frame, and are offered after a course has 

covered the objectives in question. Achievement tests can serve as indicators of 

features that a student needs to work on in the future.hut the primary role of an 

achievement test is to determine acquisition of course objectives at the end of a 

period of instruction. 
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5.1.2.5.  Aptitude tests 

Finally we need to consider the type of test that is given to a person prior to any 

exposure to the second language, a test that predicts a person's future success. A 

language aptitude test is designed to measure a person's capacity or general 

ability to learn a foreign language and to be successful in that undertaking. 

Aptitude tests are considered to be independent of a particular language. Two 

standardized aptitude tests have been used in the US—The Modern Language 

Aptitude Test (MLAT) (Caroll&Sapon 1958) and the Pimsleur Language 

Aptitude Battery (PLAB) (Pimsleur 1966). Both are English language tests and 

require students to perform such tasks as memorizing numbers and vocabulary, 

listening to foreign words, and detecting spelling cines and grammatical 

patterns. 

Because of a number of psychometric issues, standardized aptitude tests are 

seldom used today. Instead, the measurement of language aptitude has taken the 

direction of providing learners with information about their preferred styles and 

their potential strengths and weaknesses. Any test that claims to predict success 

in learning a language is undoubtedly flawed, because we now know that with 

appropriate self-knowledge. active strategic involvement in learning, and/or 

strategies-based instruction, virtually everyone can succeed eventually.  

Within each of the five categories of tests above, there are a variety of different 

possible techniques and procedures. These range from 

• objective to subjective scoring procedures, 

• open-ended to structured response options. 

• multiple-choice to fill-in-the-blank item design formats, 

• written to oral performance modes. 

Tests of each of the modes of performance can be focused on a continuum of 

linguistic units, from smaller to larger: phonology and orthography, words, 

sentences, and discourse. In interpreting a test it is important to note which 
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linguistic units are being rested. Oral production tests can be tests of overall 

conversational fluency or pronunciation of a particular subset of phonology. 

and can take the form of imitation, structured responses, or free responses. 

Similarly, listening comprehension tests can concentrate on a particular feature 

of language or on overall listening for general meaning. Tests of reading can 

cover the range of language units and can aim to test comprehension of long or 

short passages, single sentences. or even phrases and words. Writing tests can 

take on an open-ended form with free composition, or be structured to elicit 

anything from correct spelling to discourse-level competence‖
3
. 

5.1.3. HISTORICAL DEVELOPMENTS IN LANGUAGE TESTING 

―Historically, language-testing trends and practices have followed the changing 

winds and shifting; sands of methodology described earlier in this book. For 

example, in the 1950s, an era of behaviorism and special attention to contrastive 

analysis, testing focused on specific language elements such as the phonological, 

grammatical, and lexical contrasts between two languages. In the 1970s and 80s, 

communicative theories of language brought on more of an integrative view of 

testing in which testing specialists claimed that "the whole of the communicative 

event was considerably greater than the sum of its linguistic elements" (Clark 

19SS: 432). Today, test designers are still challenged in their quest for more 

authentic, content-valid instruments that simulate real-world interaction while 

still meeting reliability and practicality criteria. 

This historical perspective underscores two major approaches to language 

testing that still prevail, even if in mutated form, today: the choice between 

discrete point and integrative testing methods. Discrete-point tests were 

constructed on the assumption that language can be broken down into its 

component parts and those parts adequately tested. Those components are 

basically the skills of listening, speaking, reading, writing, the various 

hierarchical units of language (phonology, graphology, morphology, lexicon, 

                                                           
3BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, Second 

Edition, 2000.Pág 390-392.. 
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syntax, discourse) within each skill, and subcategories within those units. So, for 

example. it was claimed that a typical proficiency test with its sets of multiple-

choice questions divided into grammar, vocabulary, reading, and the like.with 

some items attending to smaller units and others to larger units, can measure 

these discrete points of language and, by adequate sampling of these units, can 

achieve validity. Such a rationale is not unreasonable it one considers types of 

testing theory in which certain constructs are measured by breaking down their 

component parts. 

The discrete-point approach met with some criticism as we emerged into an era 

of emphasizing communication, authenticity and context. The earliest criticism 

(Oller 1979) argued that language competence is a unified set of interacting 

abilities that cannot be tested separately. The claim was in short, that 

communicative competence is so global and requires such integration (hence the 

term "integrative‖ testing) that it cannot be captured in additive tests of grammar 

and reading and vocabulary and other discrete points of language.  Others 

(Cziko 1982, Savignon 1982) soon followed in their support for integrative 

testing. 

Just what does an integrative test look like? Two types of test have been held up 

as examples of integrative tests: cloze tests and dictations. A cloze test is a 

reading passage (of, say, 150 to 300 words) that has been "mutilated" by the 

deletion of roughly every sixth or seventh word; the test-taker is required to 

supply words that fit into those blanks. John Oller (1979) claimed that cloze test 

results are good measures of overall proficiency. According to theoretical 

constructs underlying this claim, the ability to supply appropriate words in 

blanks requires a number of abilities that lie at the very heart of competence in a 

language: knowledge of vocabulary, grammatical structure, discourse structure, 

reading skills and strategies, and an internalized "expectancy" grammar (that 

enables one to predict an item that will come next in a sequence). It is argued 

that successful completion of cloze items taps into all of those abilities, which 

are the essence of global language proficiency. 
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The dictation is familiar to virtually all classroom language learners. (The steps 

for administering a dictation are outlined in Chapter 19.) The argument for 

claiming dictation as an integrative test is that it taps into grammatical and 

discourse competencies required for other modes of performance in a language. 

Further, dictation test results tend to correlate strongly with other tests of 

proficiency. Success on a dictation requires careful listening, reproduction in 

writing of what is heard, efficient short-term memory, and, to an extent, some 

expectancy rules to aid the short-term memory. Dictation testing remains more 

classroom-centered because large-scale administration of dictations is quite 

impractical from a scoring stand-point. Reliability of scoring criteria is also a 

problem that is not present in multiple-choice, exact-word cloze test scoring. 

Proponents of integrative test methods (Lowe &Stansfield 1988, Oller 1979) 

soon centered their argument on what became known as the unitary trait 

hypothesis, which suggested an "indivisible" view of language proficiency, 

namely, that vocabulary, grammar, phonology, the "four skills," and other 

discrete points of language cannot. in fact, be distinguished from each other. The 

unitary trait hypothesis contended that there is a general factor of language 

proficiency such that all the discrete points do not add up to that whole. 

Others argued strongly against the unitary trait position. For example, Hossein 

Farhady (1982) found significant and widely varying differences in performance 

on six different components of an ESL proficiency test, depending on subjects' 

native country, major field of study, and graduate versus undergraduate status. 

So, for example, Brazilians scored very low in listening comprehension and 

relatively high in reading comprehension. Filipinos, whose scores on five of the 

six components of the test were considerably higher than Brazilians' scores, 

were actually lower than Brazilians in reading comprehension scores. Farhady‘s 

contentions were supported in other research that seriously questioned the 

unitary trait hypothesis. Finally, in the face of the evidence, Oller (1983: 352) 

backed down and admitted that "the unitary trait hypothesis was wrong " 
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5.1.4. LARGE-SCALE LANGUAGE PROFICIENCY TESTING 

The accumulated research on language testing in the last half of the twentieth 

century produced some had news and some good news for the daunting task of 

large-scale, standardized proficiency assessment. In order to test hundreds, if not 

tens of thousands, in the case of tests like the TOFL we are still in search of test  

methods to accurately assess language learners within the limits of 

practicability. In order to test multitudes in one administration instruments need 

to be designed to mirror language tasks of the real world yet allow for rapid 

scoring at a marketable cost. To be sure, virtually no one is looking for the 

magic of a unitary trait in order to accomplish this end. Furthermore, language-

testing experts are not banking entirely on a discrete-point approach for 

solutions, either. The crux of the issue lies in finding ways to tap into the 

communicative abilities of language users. 

The good news is that researchers continue to focus on the components of 

communicative competence in their efforts to specify the multiple language 

traits that must be measured in a valid test. Listening, speaking, reading, and 

writing are but one dimension of a multi-trait approach to testing. In fact, Lyle 

Bachman's (1990) model of communicative language proficiency has become a 

template for experimenting with a multiplicity of methods of language 

assessment. Along with tile components of organizational (phonology, grammar, 

discourse) competence, language tests of the new millennium are focusing on 

the pragmatic (sociolinguistic, functional), strategic, and interpersonal/affective 

components of language ability (Kohonen 1999, Bailey 1998). 

According to Lyle Bachman (1991), a communicative test has to meet some 

rather stringent criteria. It has to test for grammatical discourse sociolinguistic 

and illocutionary competence as well as strategic competence. It has to be 

pragmatic in that it requires the learner to use language naturally for genuine 

communication and to relate to thoughts and feelings, in short, to put authentic 

language to use within a context. It should be direct (as opposed to indirect tests 

that may lose content validity). And it should test the learner in a variety of 
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language functions. How does such a test differ from its historical predecessors? 

Bachman (1991:678) offers four distinguishing  characteristics: 

First, such tests create an "information gap," requiring test takers to process 

complementary information through the use of multiple sources of input. Test 

takers for example, might he required to per-form a writing task that is based on 

input from both a short recorded lecture and a reading passage on the same 

topic. A second characteristic is that of task dependency-, with tasks in one 

section of the test building upon the content of earlier sections, including the test 

taker's answers to those sections. Third, communicative tests can be 

characterized by their integration of test tasks and content within a given domain 

of discourse. Finally, communicative tests attempt to measure a much broader 

range of language abilities— including knowledge of cohesion, functions, and 

sociolinguistic appropriateness—than did earlier tests, which tended to focus on 

the formal aspects of language —grammar, vocabulary, and pronunciation. 

At the present time, designers of large-scale language tests still have many 

hurdles to clear before producing practical instruments that meet Bachman s 

criteria. One of those hurdles, writing performance, has recently been negotiated 

in the TOEFL's initiation of a writing component on its standard computer-based 

version. Previously, test-takers had to apply separately and pay an extra fee for 

the Test of Written English (TWF.) in order to gain direct assessment of any 

production skills. The issue of large-scale, testing of oral production still 

remains as an elusive goal, due to almost exclusively to the prohibitive" costs of 

administering and scoring oral production. 

One attempt to solve the dilemma of practicality and content validity was 

offered by Merrill Swain (1990). While her test would result in severe budget 

problems if administered to thousands of test-takers, for perhaps a dozen or so 

learners Swain's test offered a plausible template that incorporated oral and 

written production. Her test battery included a paper-and-pencil multiple-choice 

formal as one component of a three-part test; the other two parts measured oral 

communication skills and written proficiency. Each of these parts was 

subdivided into grammatical discourse and sociolinguistic traits. Table describes 



99 

 

the 3 x 3 design of the test. Of course, this formal takes time to administer 

because of the individualization involved, but time no doubt well invested in 

order to test several traits of communicative competence through several 

methods. 

5.1.4.1. ORAL PROFICIENCY TESTING 

One of the toughest challenges of large-scale communicative testing has been to 

construct practical, reliable and valid tests of oral production ability. 

Production, unlike comprehension, takes time, money, and ingenuity to 

measure. The best tests of oral proficiency involve a one-on-one tester/test-taker 

relationship, "live" performance (as opposed to taped), a careful specification of 

tasks to be accomplished during the test and a scoring rubric that is truly 

descriptive of ability. 

For several decades now, what was formerly the Foreign Ser\'ice Institute's (FSI) 

Oral Proficiency Interview (OPI) has been widely used across dozens of 

languages around the world. "FSI levels" (zero through five) have become 

standard indicators within the profession of a person's L2 speaking proficiency, 

where the five levels are described. In a series of structured tasks, the OPI is 

carefully designed to elicit pronunciation, fluency/integrative ability, 

sociolinguistic and cultural knowledge, grammar, and vocabulary. Performance 

is judged by the interviewer, through a detailed checklist to fall between level 

zero (the interviewee cannot perform at all in the language) and level five 

(speaking proficiency equivalent to that of an educated native speaker). 

In the late 1980s and '90s, the OPI carne under harsh criticism from a large 

number of language-testing specialists. Albert Valdman (1988:125) summed up 

the complaint: 

From a Vygotskyan perspective, the OPI forces test takers into a closed system 

where  because the interviewer is endowed with full social  control, they are  

unable  to  negotiate  a  social  world. For example, they cannot nominate topics 

for discussion, they cannot switch formality levels, and they cannot display a 
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full range of stylistic maneuver. The total control the OPI interviewers possess 

is reflected by the parlance of the test methodology In short, the OPI can only 

inform us of how learners can deal with an artificial social imposition rather 

than enabling us to predict how they would be likely to manage authentic 

linguistic interactions with target-language native speakers. 

Bachman (1988:149) also pointed out that the validity of the OPI simply cannot 

be  demonstrated "because it confounds abilities with elicitation procedures in its 

design, and it provides only a single rating, which has no basis in either theory 

or,  research."
4
 

Meanwhile, a great deal of experimentation continues to be conducted to design 

better oral proficiency testing methods (Bailey 1998,Young& He 1998). With 

continued critical attention to issues of language testing in the years to come, we 

will most likely solve some of the thorny problems of how to specify the traits 

of oral proficiency and how to devise valid, reliable, and practical methods to 

mea-sure those traits‖
5
. 

 

 

 

 

 

                                                           
4It should be noted that FSI levels are no longer referred to as such. Through a historical 

progression of collaboration with different agencies, what was known as the FSI test is now under 

the administration of the American Council for the Teaching of Foreign Languages (ACTFL). 

However, ACTFL's interest in this Oral Proficiency Interview (OPI) has involved collaboration with 

the Educational Testing Service (ETS) and another group of researchers known as the 

Interagency Language Roundtable (ILR).This chaotic potpourri of acronyms has prompted most 

people simply to call the old FSI (now revised several times) the OPI. This nomenclature, 

thankfully, saves us from having to call it The FSIACTFLETSILROPI! 

5BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, Second 
Edition, 2000.Pág 392-396. 
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Table No. 1: Operationalization of traits in Second Language proficiency test 

(Swain 1990:403) 

TRAIT 

 

METHOD 

 

Grammar 

 

Focus on 

grammatical 

accuracy within 

sentences 

Discourse 

 

Focus in textual 

cohesion and 

coherence 

Sociolinguistic 

 

Focus on social 

appropriateness of 

language use 

Oral  Structured interview 

 

 

 

Scored for accuracy 

of verb morphology, 

prepositions, syntax 

Story retelling and 

argumentation 

/suasion 

 

Detailed ratings 

for e.g., 

identification, 

logical sequence, 

time organization, 

and global ratings 

for coherence 

Role-play of 

speech acts: 

requests, offers, 

complaints 

Multiple 

Choice 

Sentences-level 

―select the correct 

exercise‖ 

(45 items) 

Involving verb 

morphology, 

prepositions; and 

other items 

Paragraph-level 

―select the 

coherent 

sentence‖ exercise 

(29 items) 

Speech-act-level 

―select the 

appropriate 

utterance‖ 

exercise 

(28 exercises) 

Written 

Composition 

Narrative and letter 

of suasion  

Scored for accuracy 

of verb morphology, 

prepositions, syntax 

Narrative and 

letter of suasion 

Detailed ratings, 

much as for oral 

discourse and 

global rating 

coherence 

Formal request 

letter and informal 

note 

Scored for ability 

to distinguish 

formal and 

informal register 
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5.1.4.2. CRITICAL LANGUAGE TESTÍNG: ETHICAL ISSUES 

―One of the byproducts of a rapidly growing testing industry is the danger of an 

abuse of power."Tests represent a social technology deeply embedded in 

education, government, and business; as such they provide the mechanism for 

enforcing power and control. Tests are most powerful as they are often the 

single indicators for determining the future of individuals" (Shohamy 1997: 2). 

Test designers, and the corporate sociopolitical infrastructure that they 

represent, have an obligation to maintain certain standards as specified by their 

client educational institutions. These standards bring with them certain ethical 

issues surrounding the "gate-keeping" nature of standardized tests. 

Elana Shohamy (1997) and others (for example, Spolsky 1997) see the ethics of 

testing as a case of critical language testing. Critical language testing claims 

that large-scale testing is not an unbiased process, but rather is the "agent of 

cultural. social, political, educational, and ideological agendas that shape the 

lives of individual participants, teachers. And learners" (Shohamy 1 99": 3). 

The issues of critical language testing are numerous: 

• Psychometric traditions are challenged by interpretive, individualized 

procedures for predicting success and evaluating ability. 

• Test designers have a responsibility to offer multiple modes of 

performance lo account for varying styles and abilities among test-

takers. 

• Tests are deeply embedded in culture and ideology. 

• Test-takers are  political subjects in a political context. 

These issues are not new. More than a century ago, British educator F.Y. 

Edgeworth (1888) challenged the potential inaccuracy of contemporary 

qualifying examinations for university entrance. But in recent years the debate 

has heated up. In 1997, an entire issue of the Journal  Language Testing was 

devoted to questions about ethics in langu.ige testing. 

One of the problems of critical language testing surrounds tile widespread 

conviction that standardized tests designed by reputable test manufacturers 
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(such as the Educational Testing Service, among the world's largest deliverers of 

large-scale tests for admissions to programs in institutions of higher education) 

are infallible in their predictive validity. Universities, for example, will deny 

admission to a student whose TOEFL score usually one point below the 

requisite score (usually around 500). even though that student, if offered other 

measures of language ability, might demonstrate abilities necessary for success 

in a university program. One standardized test is deemed to be sufficient; follow 

up measures are considered to be too costly. 

A further problem with our test-oriented culture lies in the agendas of those who 

design and those who utilize the tests. Tests are used in some countries to deny 

citizenship (Shohamy 1997: 10). Tests are by nature culture-biased and there-

fore may' disenfranchise members of a non-mainstream value system. Test-

givers are always in a position of power over test-takers and therefore can 

impose social and political ideologies on test-takers through standards of 

acceptable and unacceptable items. Tests promote the notion that answers to 

real-world problems have unambiguous right and wrong answers with no shades 

of gray. A corollary to the latter is that tests presume to reflect an appropriate 

core of common knowledge and acceptable behavior; therefore the test-taker 

must buy into such a system of beliefs in order to make the cut. 

Language tests may be argued to be less susceptible to such sociopolitical over-

tones. The research process that undergirds the TOEFL goes to great lengths lo 

screen out Western culture bias, mono cultural belief systems, and other 

potential agendas. Nevertheless, the process of the selection of content alone for 

the TOHFL involves certain standards that may not be universal, and the very 

fact that the TOHFL is used as an absolute standard of English proficiency by 

most universities does not exonerate this particular standardized test. 

As a language teacher you might be able to exercise some influence in the ways 

tests are used and interpreted in your own context. Perhaps, if you are offered a 

variety of choices in standardized tests, you could choose a test that offers the 

least degree of culture bias. Better yet, can yon encourage the use of multiple 

measures of performance (varying item types, oral and written production, for 
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example) even though this may cost more money? Furthermore, you might be 

instrumental in establishing an institutional system of evaluation that places less 

emphasis on standardized tests and more emphasis on the ongoing process of 

formative evaluation you and your co-teachers can offer. In so doing, you might 

offer educational opportunity to a few more people who would otherwise be 

eliminated from contention‖
6
. 

                                                  CHAPTER II 

5.2. ASSESSMENT AND EVALUATION  

In effective learning environments, assessment and instruction are inexorably 

linked (Spandel&Stiggins, 1990, p. ix). 

5.2.1. ASSESSMENT AND EVALUATION DEFINED 

“Assessment is the act of gathering information on a daily basis in order to 

understand individual students' learning and needs.  

Evaluation is the culminating act of interpreting the information gathered for the 

purpose of making decisions or judgments about students' learning and needs, 

often at reporting time.  

Assessment and evaluation are integral components of the teaching-learning 

cycle. The main purposes are to guide and improve learning and instruction. 

Effectively planned assessment and evaluation can promote learning, build 

confidence, and develop students' understanding of themselves as learners.  

Assessment data assists the teacher in planning and adapting for further 

instruction. As well, teachers can enhance students' understanding of their own 

progress by involving them in gathering their own data, and by sharing teacher-

gathered data with them. Such participation makes it possible for students to 

identify personal learning goals. 

                                                           
6 BROWN Douglas, “Teaching by Principals” An Interactive Approach to Language Pedagogy, Second 
Edition, 2000.Pág 398-399.  
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Testing is a method of measuring a person´s ability or knowledge in a given 

domain. 

This curriculum advocates assessment and evaluation procedures which 

correspond with curriculum objectives and instructional practices, and which are 

sensitive to the developmental characteristics of early adolescents. Observation, 

conferencing, oral and written product assessment, and process (or performance) 

assessment may be used to gather information about student progress.  

5.2.2. GUIDING PRINCIPLES 

The following principles are intended to assist teachers in planning for student 

assessment and evaluation:  

 Assessment and evaluation are essential components of the teaching-

learning process. They should be planned, continuous activities which are 

derived from curriculum objectives and consistent with the instructional 

and learning strategies.  

 A variety of assessment and evaluation techniques should be used. 

Techniques should be selected for their appropriateness to students' 

learning styles and to the intended purposes. Students should be given 

opportunities to demonstrate the extent of their knowledge, abilities, and 

attitudes in a variety of ways.  

 Teachers should communicate assessment and evaluation strategies and 

plans in advance, informing the students of the objectives and the 

assessment procedures relative to the objectives. Students should have 

opportunities for input into the evaluation process.  

 Assessment and evaluation should be fair and equitable. They should be 

sensitive to family, classroom, school, and community situations, and to 

cultural or gender requirements; they should be free of bias.  
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 Assessment and evaluation should help students. They should provide 

positive feedback and encourage students to participate actively in their 

own assessment in order to foster lifelong learning and enable them to 

transfer knowledge and abilities to their life experiences.  

 Assessment and evaluation data and results should be communicated to 

students and parents/guardians regularly, in meaningful ways.  

Using a variety of techniques and tools, the teacher collects assessment 

information about students' language development and their growth in speaking, 

listening, writing, and reading knowledge and abilities. The data gathered during 

assessment becomes the basis for an evaluation. Comparing assessment 

information to curriculum objectives allows the teacher to make a decision or 

judgment regarding the progress of a student's learning‖
7
.  

5.2.3. TYPES OF ASSESSMENT AND EVALUATION 

―There are three types of assessment and evaluation that occur regularly 

throughout the school year: diagnostic, formative, and summative.  

5.2.3.1. DIAGNOSTIC ASSESMENT AND EVALUATION 

Diagnostic assessment and evaluation usually occur at the beginning of the school 

year and before each unit of study. The purposes are to determine students' 

knowledge and skills, their learning needs, and their motivational and interest 

levels. By examining the results of diagnostic assessment, teachers can determine 

where to begin instruction and what concepts or skills to emphasize. Diagnostic 

assessment provides information essential to teachers in selecting relevant 

learning objectives and in designing appropriate learning experiences for all 

students, individually and as group members. Keeping diagnostic instruments for 

comparison and further reference enables teachers and students to determine 

progress and future direction.  

                                                           
7 FIGUEROA A., “Toward a New Model of Assessment, in ENGLISH LANGUAGE LEARNERS WITH 

SPECIAL EDUCATION NEEDS: IDENTIFICATION, ASSESSMENT, AND INSTRUCTION”, Págs:  51, 53. 
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Diagnostic assessment tools such as the Writing Strategies Questionnaire and the 

Reading Interest/Attitude Inventory in this guide can provide support for 

instructional decisions.  

5.2.3.2. FORMATIVE ASSESSMENT AND EVALUATION 

Formative assessment and evaluation focus on the processes and products of 

learning. Formative assessment is continuous and is meant to inform the student, 

the parent/guardian, and the teacher of the student's progress toward the 

curriculum objectives. This type of assessment and evaluation provides 

information upon which instructional decisions and adaptations can be made and 

provides students with directions for future learning.  

Involvement in constructing their own assessment instruments or in adapting ones 

the teacher has made allows students to focus on what they are trying to achieve, 

develops their thinking skills, and helps them to become reflective learners. As 

well, peer assessment is a useful formative evaluation technique. For peer 

assessment to be successful, students must be provided with assistance and the 

opportunity to observe a model peer assessment session. Through peer assessment 

students have the opportunity to become critical and creative thinkers who can 

clearly communicate ideas and thoughts to others. Instruments such as checklists 

or learning logs, and interviews or conferences provide useful data.  

5.2.3.3. SUMMATIVE ASSESMENT AND EVALUATION 

Summative assessment and evaluation occur most often at the end of a unit of 

instruction and at term or year end when students are ready to demonstrate 

achievement of curriculum objectives. The main purposes are to determine 

knowledge, skills, abilities, and attitudes that have developed over a given period 

of time; to summarize student progress; and to report this progress to students, 

parents/guardians, and teachers.  

Summative judgments are based upon criteria derived from curriculum objectives. 

By sharing these objectives with the students and involving them in designing the 
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evaluation instruments, teachers enable students to understand and internalize the 

criteria by which their progress will be determined.  

Often assessment and evaluation results provide both formative and summative 

information. For example, summative evaluation can be used formatively to make 

decisions about changes to instructional strategies, curriculum topics, or learning 

environment. Similarly, formative evaluation assists teachers in making 

summative judgments about student progress and determining where further 

instruction is necessary for individuals or groups. The suggested assessment 

techniques included in various sections of this guide may be used for each type of 

evaluation‖
8
.  

5.2.4. THE EVALUATION PROCESS 

―Teachers as decision makers strive to make a close match between curriculum 

objectives, instructional methods, and assessment techniques. The evaluation 

process carried out parallel to instruction is a cyclical one that involves four 

phases: preparation, assessment, evaluation, and reflection.  

In the preparation phase, teachers decide what is to be evaluated, the type of 

evaluation to be used (diagnostic, formative, or summative), the criteria upon 

which student learning outcomes will be judged, and the most appropriate 

assessment techniques for gathering information on student progress. Teachers 

may make these decisions in collaboration with students.  

During the assessment phase, teachers select appropriate tools and techniques, 

then collect and collate information on student progress. Teachers must determine 

where, when, and how assessments will be conducted, and students must be 

consulted and informed.  

During the evaluation phase, teachers interpret the assessment information and 

make judgments about student progress. These judgments (or evaluation) provide 

                                                           
8 ORTIZ, Alba & YATES, James, “CONSIDERATIONS IN THE ASSESSMENT OF ENGLISH LANGUAGE, 

LEARNERS REFERRED TO SPECIAL EDUCATION, IN ENGLISH LANGUAGE LEARNERS WITH SPECIAL EDUCATION NEEDS: 
IDENTIFICATION, ASSESSMENT, AND INSTRUCTION, Págs: 65, 79. 



109 

 

information upon which teachers base decisions about student learning and report 

progress to students and parents/guardians. Students are encouraged to monitor 

their own learning by evaluating their achievements on a regular basis. 

Encouraging students to participate in evaluation nurtures gradual acceptance of 

responsibility for their own progress and helps them to understand and appreciate 

their growth as readers and writers.  

The reflection phase allows teachers to consider the extent to which the previous 

phases in the evaluation process have been successful. Specifically, teachers 

evaluate the utility, equity, and appropriateness of the assessment techniques used. 

Such reflection assists teachers in making decisions concerning improvements or 

adaptations to subsequent instruction and evaluation‖
9
.  

5.2.5. STUDENT ASSESSMENT AND EVALUATION 

When implementing assessment and evaluation procedures, it is valuable to 

consider the characteristics of early adolescents. Developmentally, Middle Level 

students are at various cognitive, emotional, social, and physical levels. 

Assessment and evaluation must be sensitive to this range of transitions and 

address individual progress. It is unrealistic and damaging to expect students who 

are at various stages of development to perform at the same level. It is necessary 

to clarify, for Middle Level students, the individual nature of the curriculum and 

the assessment strategies used; students should recognize that they are not being 

compared to their peers, but that they are setting their own learning goals in 

relation to curriculum objectives.  

Insensitive evaluation of the early adolescent can result in the student feeling low 

self-worth and wanting to give up. Regular, positive feedback is a valuable part of 

the learning process and helps students identify how well they have achieved 

individual goals and curriculum objectives. As students begin to achieve success, 

                                                           
9 SHARMA, Mahesh, “The Purpose and the Process of Evaluation”, Document, 

Cambridge College, 2008. 
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their sense of self-esteem increases and the need for extrinsic rewards gives way 

to the development of intrinsic motivation.  

Early adolescents are vulnerable to peer approval or rejection, and they harbor a 

strong sense of fairness and justice. Because Middle Level students find it more 

satisfying to strive for immediately achievable goals rather than long-term goals, 

they will respond positively to a system of continuous assessment and evaluation.  

Effective evaluators of Middle Level students are astute observers who use a 

variety of monitoring techniques to collect information about students' knowledge, 

skills, attitudes, values, and language competencies. Well organized, concise, and 

accessible records accommodate the large quantities of data likely to be collected, 

and assist teachers' decision making and reporting.  

Some effective techniques for monitoring student progress in the areas of orally 

and literacy include the following:  

 Make video and audio recordings of a variety of formal and informal oral 

language experiences, and then assess these according to predetermined 

criteria which are based upon student needs and curriculum objectives.  

 Use checklists as concise methods of collecting information, and rating 

scales or rubrics to assess student achievement.  

 Record anecdotal comments to provide useful data based upon observation 

of students' oral activities.  

 Interview students to determine what they believe they do well or areas in 

which they need to improve.  

 Have students keep portfolios of their dated writing samples, and language 

abilities checklists and records.  

 Keep anecdotal records of students' reading and writing activities and 

experiences.  

 Have students write in reader response journals.  

 Confer with students during the writing and reading processes, and 

observe them during peer conferences.  
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Self-assessment promotes students' abilities to assume more responsibility for 

their own learning by encouraging self-reflection and encouraging them to 

identify where they believe they have been successful and where they believe they 

require assistance. Discussing students' self-assessments with them allows the 

teacher to see how they value their own work and to ask questions that encourage 

students to reflect upon their experiences and set goals for new learning.  

Peer assessment allows students to collaborate and learn from others. Through 

discussions with peers, Middle Level students can verbalize their concerns and 

ideas in a way that helps them clarify their thoughts and decide in which direction 

to proceed.  

The instruments for peer and self-assessment should be collaboratively 

constructed by teachers and students. It is important for teachers to discuss 

learning objectives with the students. Together, they can develop assessment and 

evaluation criteria relevant to the objectives, as well as to students' individual and 

group needs. 

Teacher–students „assessment allows Teachers be interested in their students‘ 

abilities to reason and their depth of thinking, as well as the specific content and 

skills they have learned. Creative approaches to problems, resiliency, and 

interpersonal skills. The  goal is to educate good people as well as academically 

skilled students improving  the quality of student learning by the side of the 

teacher leading to the students to a good learning innovating methods for  their 

understanding. 

Students-teacher assessment permit students determine the quality of the classes 

given or the way of assess students also the way of working  by the side of the 

teacher with a new methodologies for the student´s necessities, if there are low-

quality assessments hinder learning or understanding and a high-quality 

assessments encourage further learning  
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5.2.6. ASSESSMENT AND EVALUATION STRATEGIES 

―Assessment data can be collected and recorded by both the teacher and the 

students in a variety of ways. Through observation of students, and in interviews 

or conferences with students, teachers can discover much about their students' 

knowledge, abilities, interests, and needs. As well, teachers can collect samples of 

students' work in portfolios and conduct performance assessments within the 

context of classroom activities. When a number of assessment tools are used in 

conjunction with one another, richer and more in-depth data collection results. 

Whatever method of data collection is used, teachers should:  

meet with students regularly to discuss their progress  

adjust rating criteria as learners change and progress.  

5.2.6.1. OBSERVATION 

Observation occurs during students' daily reading, writing, listening, and speaking 

experiences. It is an unobtrusive means by which teachers (and students) can 

determine their progress during learning. Observations can be recorded as 

anecdotal notes, and on checklists or rating scales. When teachers attach the data 

collection sheets to a hand-held clipboard, data can be recorded immediately and 

with little interruption to the student. Alternatively, adhesive note papers can be 

used to record data quickly and unobtrusively.  

5.2.6.2. ANECDOTAL RECORDS 

Anecdotal records are notes written by the teacher regarding student language, 

behavior, or learning. They document and describe significant daily events, and 

relevant aspects of student activity and progress. These notes can be taken during 

student activities or at the end of the day. Formats for collection should be flexible 

and easy to use.  

Guidelines for use include the following:  
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 Record the observation and the circumstance in which the learning 

experience occurs. There will be time to analyze notes at another time, 

perhaps at the end of the day, or after several observations about one 

student have been accumulated.  

 Make the task of daily note taking manageable by focusing on clearly 

defined objectives or purposes, and by identifying only a few students to 

observe during a designated period of time. However, learning and 

progress cannot be scheduled, and it is valuable to note other observations 

of importance as they occur.  

 Record data on loose leaf sheets and keep these in a three-ring binder with 

a page designated for each student and organized alphabetically by 

students' last names or by class. This format allows the teacher to add 

pages as necessary.  

 Write the notes on recipe cards and then file these alphabetically.  

 Use adhesive note papers that can be attached to the student's pages or 

recipe card files.  

 Design structured forms for collection of specific data.  

 Use a combination of the above suggestions.  

Teachers may choose to keep running written observations for each student or 

they may use a more structured approach, constructing charts that focus each 

observation on the collection of specific data. A combination of open-ended notes 

and structured forms may also be used. It is important to date all observations 

recorded.  

5.2.6.3. CHECKLISTS 

Observation checklists, usually completed while students are engaged in specific 

activities or processes, are lists of specific criteria that teachers focus on at a 

particular time or during a particular process. Checklists are used to record 

whether students have acquired specific knowledge, skills, processes, abilities, 

and attitudes. Checklists inform teachers about where their instruction has been 
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successful and where students need assistance or further instruction. Formats for 

checklists should be varied and easy to use.  

Guidelines for using checklists include the following:  

 Determine the observation criteria from curriculum, unit, and lesson 

objectives.  

 Review specific criteria with students before beginning the observation.  

 Involve students in developing some or all of the criteria whenever it will 

be beneficial to do so.  

 Choose criteria that are easily observed to prevent vagueness and increase 

objectivity.  

 Use jargon-free language to describe criteria so that data can be used in 

interviews with students and parents.  

 Make the observation manageable by keeping the number of criteria to 

less than eight and by limiting the number of students observed to a few at 

one time.  

 Have students construct and use checklists for peer and self-assessments.  

 Summarize checklist data regularly.  

 Use or adapt existing checklists from other sources.  

 Use yes-no checklists to identify whether a specific action has been 

completed or if a particular quality is present.  

 Use tally checklists to note the frequency of the action observed or 

recorded.  

 Construct all checklists with space for recording anecdotal notes and 

comments.  

5.2.6.4. RATING SCALES AND RUBRICS 

Rating scales record the extent to which specific criteria have been achieved by 

the student or are present in the student's work. Rating scales also record the 

quality of the student's performance at a given time or within a given process. 

Rating scales are similar to checklists, and teachers can often convert checklists 

into rating scales by assigning number values to the various criteria listed. They 
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can be designed as number lines or as holistic scales or rubrics. Rubrics include 

criteria that describe each level of the rating scale and are used to determine 

student progress in comparison to these expectations. All formats for rating 

student progress should be concise and clear.  

Guidelines for use include the following:  

 Determine specific assessment criteria from curriculum objectives, 

components of a particular activity, or student needs.  

 Discuss or develop the specific criteria with students before beginning the 

assessment.  

 Choose criteria that are easily observed in order to prevent vagueness and 

increase objectivity.  

 Select criteria that students have had the opportunity to practice, These 

criteria may differ from student to student, depending upon their strengths 

and needs.  

 Use jargon-free language to describe criteria so that data can be used 

effectively in interviews with students and parents.  

 Make the assessment manageable by keeping the number of criteria to less 

than eight and by limiting the number of students observed to a few at one 

time.  

 Use or adapt rating scales and rubrics from other sources.  

 Use numbered continuums to measure the degree to which students are 

successful at accomplishing a skill or activity.  

 Use rubrics when the observation calls for a holistic rating scale. Rubrics 

describe the attributes of student knowledge or achievements on a 

numbered continuum of possibilities.  

5.2.6.5. PORTFOLIOS 

―Portfolios are collections of relevant work that reflect students' individual efforts, 

development, and progress over a designated period of time. Portfolios provide 

students, teachers, parents, and administrators with a broad picture of each 

student's growth over time, including the student's abilities, knowledge, skills, and 
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attitudes. Students should be involved in the selection of work to be included, goal 

setting for personal learning, and self-assessment. The teacher can encourage 

critical thinking by having students decide which of their works to include in their 

portfolios and explain why they chose those particular items. Instruction and 

assessment are integrated as students and teachers collaborate to compile relevant 

and individual portfolios for each student.  

Guidelines for use include the following:  

 Brainstorm with students to discover what they already know about 

portfolios.  

 Share samples of portfolios with students. (Teachers may need to create 

samples if student ones are not available; however, samples should be as 

authentic as possible.)  

 Provide students with an overview of portfolio assessment prior to 

beginning their collections.  

 Collaborate with students to set up guidelines for the content of portfolios 

and establish evaluation criteria for their portfolio collections. Consider 

the following:  

o What is the purpose of the portfolio? (Is it the primary focus of 

assessment or is it supplemental? Will it be used to determine a 

mark or will it simply be used to inform students, teachers, and 

parents about student progress?)  

o Who will be the audience(s) for the portfolio?  

o What will be included in the portfolio (e.g., writing samples only, 

samples of all language processes)?  

o What are the criteria for selecting a piece of work for inclusion? 

When should thoses elections be made?  

o Who will determine what items are included in the portfolio (e.g., 

the student, the teacher, the student and teacher in consultation)?  

o When should items be added or removed?  

o How should the contents be organized and documented? Where 

will the portfolios be stored?  
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o What will be the criteria for evaluation of the portfolio?  

o What form will feedback to the students take (e.g., written 

summaries, oral interviews/ conferences)?  

o How will the portfolio be assessed/evaluated (e.g., list of criteria)?  

 Assemble examples of work that represent a wide range of students' 

developing abilities, knowledge, and attitudes including samples of work 

from their speaking, listening, reading, writing, representing, and viewing 

experiences.  

 Date all items for effective organization and reference.  

 Inform parents/guardians about the use and purposes of portfolios (e.g., 

send letters describing portfolios home, display sample portfolios on meet-

the-teacher evening to introduce parents to the concept).  

 Consider the following for inclusion:  

o Criteria for content selection 

o table of contents or captioned labels that briefly outline or identify 

the contents  

o samples of student writing (e.g., pre-writing, multiple drafts, final 

drafts, published pieces)  

o simple Reading  

o samples of a variety of responses from reader response journals 

(originals or photocopies of originals)  

o evidence of student self-reflection (e.g., summaries, structured 

reflection sheets)  

o audiotapes and videotapes of student work  

o photographs 

o collaborative projects 

o computer disks.  

Formats for portfolio assembly should be easily organized, stored, and accessed. 

Some possibilities include the following:  

 Keep file folders or accordion folders in classroom filing cabinet drawers, 

cupboards, or boxes.  
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 Use three-ring binders for ease of adding and removing items as students‘ 

progress.  

 Store scrapbooks in boxes or crates.  

a)  Evaluating Student Portfolios 

At the end of the term/semester/year when the portfolio is submitted for 

summative evaluation, it is useful to review the contents as a whole and record 

data using the previously set criteria. One method of recording data is to prepare a 

grid with the criteria listed down one side and the checklist or rating scale across 

the top. If there is need to assign a numerical grade, designate numbers to each set 

of criteria on the checklist/rating scale and convert the evaluation into a number 

grade. Some examples of portfolio assessment and recording forms follow. The 

teacher can adapt these sample forms or create new ones‖
10

.  

Tables No. 2: Examples of portfolio checklists 

Portfolio Table of Contents: Sample Recording Form 

Student Name: Term/Semester/Year: 

Item Date Entered by Reason for Inclusion 

    

    

    

    

    

    

    

 

 

 

                                                           

10SPANDEL, V. & STIGGINS, R. 1990.Creating writers: Linking assessment and writing 
instruction. White Plains, NY: Longman. Several pages. 
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Portfolio Assessment: Sample Rating Scale 

Student:                                                Term/Semester/Year: 

Date: 

Criteria to be 

Assessed/Evaluated 

Excellent 

5 

Very 

Good  

4 

Good 

3 

Adequate 

2 

Needs much 

Improvement 

1 

Table of Contents      

 

representative of 

achievements or 

progress this 

reporting period 

     

 

includes a variety 

of 

processes (e.g., 

reading, writing, 

listening, speaking, 

viewing,  

representing) 

     

 

includes evidence 

of 

student reflection 

     

 

includes evidence 

of 

goal setting and 

readjustment of 

goals 

     

Anecdotal Summary 

Notes 

This student can: 

This student needs: 
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Sample Portfolio Assessment: Selection of Portfolio Items 

 

 

Student                                                                     Date 

Portfolio Entry for:  

The following criteria have been used to determine whether (student's name) is 

developing the ability to 

make relevant selections for his/her portfolio. 

Teacher Comments 

____ Does the item selected meet the defined focus for the portfolio? 

____ Does the item selected demonstrate the student's best effort/work? 

____ Is the item dated and inserted in chronological order? 

____ Other? 

 

You do a good job of 

 

 

 

 

 

and you can improve 

 

 

 

 

Student Comments 

 

I plan to improve by 
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Student Reflection: Sample Self-assessment 

 

Student Name: ______________________________ Date: ____________ 

The attached portfolio item is (e.g., first draft, poetry, concept map). 

 

This piece of work demonstrates that I can: 

____ take risks ____ support ideas with evidence or reasons 

____ persevere ____ organize related ideas 

____ collaborate ____ write using a variety of sentence structures 

____ use a writing process ____ use effective spelling strategies 

____ participate in discussion ____ self-edit 

____ other: __________________________________________________ 

 

 

 

Please notice: 

 

 

 

 

 

Now I am planning to: 

 

__________________________________________________________________

_____ 

 

Student Signature: ___________________________________________ 
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Portfolio Item: Sample Collaborative Form 

Student Name:                                                                 Date: 

Project: 

Students Comments: 

Two reasons that I 

chose this item are: 

 

I want you to 

notice 

 

 

Next time I might  

 

Teacher comments 

 

Two positive 

things that I notice 

are: 

 

 

 

One specific are to 

work on is: 

 

 

 

Other comments:  

 



123 

 

 

Sample Product Assessment: Descriptive Paragraph 

Criteria 

The Paragraph 

 

Yes 

 

No 

 

Comments 

Is about one topic.    

has an interesting, 

informative topic 

sentence 

   

includes adequate 

detail in the body 

and each sentence is 

about the topic. 

 

 

 

 

 

 

includes vivid 

adjectives and 

strong verbs. 

   

uses linking words 

that show clear 

relationships 

between 

the sentences. 

   

has an interesting 

concluding sentence 

that relates to the 

main idea in the 

topic 

sentence. 

   

has complete 

sentences. 

   

Is punctuated 

correctly. 

   

Is capitalized 

correctly. 

   

has all words spelled 

correctly. 
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Sample Anecdotal Record Form for Small Group Learning 

Identify two or three criteria with which to assess each small group. Observe and  

comment about the extent to which the group or individual members achieve the 

criteria. Also note support needed or provided by the teacher or peers. 

 

Sample Criteria: 

1. moves into groups quickly and quietly 

2. encourages all members to participate in discussion 

3. asks questions to clarify meaning 

 

Group members Date Criteria  Comments 

  

 

 

 

 

 

 

    

 

 

    

 

 

    

 

 

 

 

5.2.6.6. INTERVIEWS/CONFERENCES 

―Teacher-student interviews or conferences are productive means of assessing 

individual achievement and needs. During these discussions, teachers can 

discover students' perceptions of their own processes and products of learning. 

Brief conferences can occur while students are reading, writing, listening, and 

speaking; extended interviews about their processes and products can be 

structured into each class period. When teachers ask questions that promote 

student reflection upon what they understand and how they work and learn the 

rich data collected can support instructional decisions. Interview questions can be 

developed to meet the needs of specific students and to fit the curriculum 

objectives.  

Examples of questions that help students reflect upon their speaking, listening, 

and viewing experiences include the following:  
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 Which speaking, listening, and viewing activities did you participate in this 

week?  

 Which did you enjoy/dislike? Why?  

 Which orally activities did you find most difficult? Why? Did you solve the 

difficulties? How?  

 In which speaking activity do you think you did your best? What makes you think 

so?  

 What type of speaking activities would you like to learn to do better?  

Examples of questions to ask during a student's writing process include the 

following:  

 How did you go about writing this piece?  

 What problems did you encounter?  

 Did you solve the problems? How?  

 What goals did you set for yourself in this piece?  

 How well did you accomplish them?  

 What are your goals for your next piece?  

5.2.6.7. PROJECTS AND PRESENTATIONS 

Criteria should be developed and/or discussed with students at the outset of 

activities such as written reports, visual representations, oral presentations, or 

projects which combine more than one aspect of language use and understanding. 

Teachers may assess the attitudes, skill development, knowledge, or learning 

processes demonstrated by students as they engage in language activities. Data 

gathered during student activities can be recorded as anecdotal notes, on 

checklists, rating scales, or by using a combination of these.  

 

 

 



126 

 

5.2.6.8. QUIZZES, TESTS, AND EXAMINATIONS 

Quizzes, tests, and examinations are most often used for assessing students' 

knowledge of content; however, they may be used to assess processes, skills, and 

attitudes. Tests, whether they are oral or written must represent students' 

achievements as accurately as possible. Formats for test items should be varied; 

each type is most effective at assessing and evaluating student progress when used 

in conjunction with the other types.  

Guidelines for use include the following:  

 Construct test items to accommodate the different ways that students learn 

and demonstrate what they have learned or can do.  

 Ensure that test items measure curriculum objectives accurately and fairly.  

 Use a variety of test formats (e.g., performance items, open-response 

questions, short-answer, matching), ensuring that they are appropriate to 

the objective(s) being measured.  

 State test items clearly and precisely so that students know what it is they 

are to do.  

 Construct test items that allow students to demonstrate and apply what 

they have learned.  

 Provide opportunities to build necessary scaffolds for students who were 

unable to demonstrate successfully their knowledge and abilities, so that 

they can be successful next time.  

 Use oral assessment when written responses are not feasible or in 

situations where criteria can best be assessed through oral responses.  

 Use performance test items when students are required to demonstrate 

competence directly (e.g., giving a speech).  

 Construct open-ended response items when it is appropriate for students to 

respond in personal ways (e.g., to present beliefs, to demonstrate powers 

of persuasion).  
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 Ask students to demonstrate their learning using progress checks; students 

demonstrate what they know about a specific topic or theme by writing, 

drawing, or using diagrams and graphic organizers.  

 Ask short-answer questions when students are required to supply a specific 

answer to a specific question. These types of questions are most often used 

to assess how well students have internalized content. Short-answer 

questions can also be used to test students' abilities to analyze and 

evaluate, or to assess attitude.  

5.2.6.9. END OF UNIT/TERM EVALUATION 

Evaluation at the end of the unit or term is facilitated by continuous assessment. 

One way that summative evaluation may be determined is by assigning a 

percentage to each of the language processes. The percentages may vary from one 

unit to the next, depending upon which of the processes is being emphasized. One 

possible example follows. It is important to make students aware of the final 

evaluation components prior to beginning the unit or term and, if it is appropriate, 

to involve them in determining these components‖
11

. 

5.2.6.9.1. Sample End-of-Unit Evaluation 
 

Writing: 30-40% 

Consider the following: Has all written 

work been submitted? Are all pre-

writing, drafts, final drafts, 

peer/teacher/self-conferencing and 

editing records, and required checklists 

included in the submitted portfolio? Are 

personal spelling lists up-to-date and 

used as instructed?  

Reading: 30-40% 

Consider the following: Have all 

Independent reading requirements 

been met? Have the agreed upon or 

assigned genres and number of 

selections been chosen and read? Are 

Vocabulary Logs up-to-date and used 

as instructed? Have Reading Logs 

been kept up-to-date and accurate? 

Have requirements for guided reading 

                                                           
11 DÍAS, P., BEER, A., LEDWELL-BROWN, J., PARE, A., &Pittenger, C. 1992. Writing for 

ourselves/writing for others. Scarborough, ON: Nelson Canada. Several pages. 
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Each genre has certain criteria. Writing 

should be assessed according to criteria 

that are known to the students or 

developed with the help of the students. 

What improvements are evident from 

the first draft to the last, or from the first 

piece of writing to the latest? At the end 

of the unit, teachers could have students 

review their portfolio collections to 

select their best two or three pieces for 

grading according to specific criteria. 

been fulfilled? Are Reader Response 

Journals up-to-date? What progress 

have students made in responding 

interpretively and critically? 

Speaking and Listening: 30-40% 

Checklists, rating scales, and anecdotal notes used throughout the lessons can 

provide information about the students' oral progress. Oral presentations and 

incidental observations provide opportunities to gather information about students' 

listening and speaking abilities. A rubric which includes performance criteria can 

be useful for setting a mark for each student. Students should be aware of the 

expectations at each level.  

Speaking or listening may be more heavily emphasized depending upon the 

particular unit or activities. Teachers, possibly in collaboration with their students, 

will determine the way that the unit will be evaluated; however, it is important 

that students know from the beginning how they will be assessed and evaluated. 

5.2.6.9.2. Reporting Student Progress and Achievement 

In order to communicate student progress to parents, teachers are usually expected 

to issue report cards at regular intervals during the school year. This curriculum 

advocates the use of descriptive reports to communicate progress to students, 

parents, and administrators. These reports, which describe student achievements 

in all language processes, may accompany or replace traditional reporting 

procedures that usually include a letter or number grade. Descriptive comments 
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convey richer information about all aspects of language use and development, and 

are less likely to be misinterpreted than a single letter or numerical grade. It is 

essential to use student portfolio collections and teacher assessments in 

formulating the report card description and assigned mark.  

It is important to communicate with parents early in the school term or semester, 

and continue this communication through regular letters and telephone calls, 

parent classroom visits, and parent-teacher or student-led parent-teacher 

interviews. At the beginning of the school year or term, the following can be 

communicated to parents:  

 Continuous assessments, diagnostic and formative, inform and support 

summative evaluations.  

 There are clearly articulated expectations and criteria upon which these 

summative evaluations are based.  

 The evaluation is derived from a balanced assessment of process and 

product.  

 The overall summative evaluation reflects a balance of the reading, 

writing, listening, and speaking processes.  

 Knowledge, skills, abilities, and attitudes are included in the evaluation.  

 Summative grades are consistent with the view of performance that is 

noted during continuous classroom assessments.  

When conducting parent-teacher interviews, it is important to make available to 

parents, and discuss with them, actual records of their child's performance (e.g., 

checklists, anecdotal notes, portfolio contents). It can be very effective if students 

are present to lead the interview and take part in the discussion of their progress, 

achievements, and areas of need.‖
12

 

                                                           
12 www. SNIDER, Cynde “Assessment and Evaluation Strategies” Documents, google.com 
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CHAPTER III 

5.3. LIFELONG LEARNING 

―One of the most invigorating things about teaching is that you never stop 

learning. The complexity of the dynamic triangular interplay among teachers and 

learners and subject matter continually gives birth to an endless number of 

questions to answer, problems to solve, issues to ponder Every time you walk 

into a classroom to teach, you face some of those issues, and if you are a growing 

teacher, you learn something. You find out how well stechnique works, how a 

student processes language, how classroom interaction can be improved, how to 

assess a student s competence, how emotions enter into learning, or how your 

teaching style affects learners. The discoveries go on and on—for a lifetime. 

 

As you embark on this journey into the teaching profession, how can you best 

continue to grow professionally? How can you most fruitfully meet the 

challenges that lie ahead? Are there some practical goals that you can pursue? So 

far you feel that have enough knowledge to work as a teacher.  

 a knowledge of the theoretical foundations of language learning and lan-

guage teaching. 

 the analytical skills necessary for assessing different teaching contexts and 

classroom conditions. 

 an awareness of alternative teaching techniques and the ability to put these 

into practice. 

 the confidence and skill to alter your teaching techniques as needed, 

 practical experience with different teaching techniques. 

 interpersonal communication skills, and 

 attitudes of flexibility and openness to change. 

These eight different goals can provide going into a career growth or many, 

many years as you strive to do a better and better job of teaching. But you must 
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be patient! Don't expect to become a "master" teacher overnight. Right now, as 

you begin your teaching career, set some realistic, practical goals that you can 

focus on without being overwhelmed by everything you have to attend to when 

you teach. Just as beginning language learners are in a controlled mode of 

operation, able to manage only a few bits of information at a time with capacity-

limited systems, so it is with your leaching. If you try to focus on everything in the 

classroom (the management issues, techniques, delivery, body language, feedback, 

individual attention, lesson goals, and mid-lesson alterations, etc.) all at once, you 

may end up doing nothing well, In due course of time, however, the abundance of 

cognitive/emotional phenomena in the classroom will be sufficiently automatic that 

you will indeed manage to operate on many planes simultaneously. 

As you read on here, you will find some ideas that you can immediately put to work 

and others that may apply to you after you have gained some experience‖
13

. 

5.3.1. PEAK PERFORMERS 

―Are you prepared to do the best? In the stressful world of teaching, it's easier than 

you might imagine slipping into a pattern of just keeping a step ahead of your 

students as you struggle through long working hours and cope with overly large 

classes. This pattern is the beginning of a downward spiral that you should avoid at 

all costs. How do you do that? In part by practicing the behaviors of peak 

performers, people who are reaching their fullest potential and therefore who, in 

turn, reap success. Consider the following four rules (among many) of peak 

performers that you might apply to yourself, even at this carry stage in your 

career‖
14

: 

5.3.1.1. Set Realistic Goals. 

Peak performers, first of all, know their limitations and strengths and their feelings 

and needs, and then set goals that will be realistic within this framework. They set 

their own goals and don't let die world around them (colleagues, supervisors, or 

                                                           
13 BROWN, Douglas, “Teaching by Principles” An Interactive Approach to Language 

Pedagogy, Second Edition, 2000. Pág: 426-427.  
14 BROWN  H. Douglas, “Teaching by Principles” An Interactive Approach to Language 

Pedagogy, 2nd. Edition, Pag. 427, 2000. 



132 

 

friends) dictate goats to them. If you have a sense of overall purpose in your career 

as a mission, then this mission will unfold m the form of daily, weekly, monthly, or 

annual goals. 

It is a good idea to write down some short-term and long-term goals. Be realistic in 

terms of what you can accomplish. Be specific in your statements. Here are  some 

examples to get the wheels turning. 

 Read x number of teacher resource books this year. 

 Design my next test to be more authentic, biased for best, with maximum 

wash back. 

 Observe five other teachers this semester.  

 Monitor my error treatments in the classroom  

 Attend two professional conferences workshops, this year. 

5.3.1.2. Set Priorities. 

It is important that you have a sense of what is most important, what is least 

important, and everything in between, in your professional goals and tasks. If you 

don't, you can end up spending too much time on low-priority tasks that rob you of 

the time you should be spending on higher priorities. Priority-setting requires a 

sense of your whole professional and personal life, and how you are going to use 

your waking hours. 

5.3.1.3. Take Risks. 

Peak performers don't play it safe all the time. They are not afraid to try new things. 

Nor are they put off by limiting circumstances: what cannot be done, or "the way" 

things are done. They don't linger in the safety of a "comfort zone"; instead, they 

reach out for new challenges. 

The key to risk-taking as a peak performance strategy, however, is not simply in 

taking the risks. It is in learning from your "failures." When you risk a new tech-

nique in the classroom, try a new approach to a difficult student, or make a frank 
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comment to a supervisor, you must be willing to accept possible "failure" in your 

attempt. Then, you assess all the facets of that failure and turn it into an experience 

that teaches you something about how to calculate the nest risk. 

5.3.1.4. Practice Principles of Stress Management 

―Contrary to some perceptions from outside our profession, teaching is a carter with 

all the makings for high-stress conditions. Think of some of die sources of stress in 

this business: long hours, large classes, low pay, pressure to "perform" in the 

classroom, high student expectations, professional demands outside the classroom, 

emotional connections with students' lives, bureaucracies, pressure to keep up with a 

rapidly changing field, information overload. Managing those potential stress factors 

is an important key to keeping yourself fresh, creative, bright, and happy. 

―One of the cardinal rules of stress management is setting priorities, which hasal 

ready been dealt with above. Another rule was also touched on: Know your 

limitations. Other rules follow—don't take on too many extra duties; take lime for 

yourself; and. balance your personal and professional time. Peak performers don‘t 

spend eighteen hours a day working. They don't get so consumed with their 

profession that the rest of their life is a shambles. They work hard but stop to play. 

They know how to relax, and do so regularly. And they develop fulfilling personal 

relationships with family and friends that provide enrichment and renewal.‖
15

 

As you begin a teaching career, you may feel the weight of heavy demands. And 

teaching is not one of those careers where you can necessarily leave the entire 

cognitive and emotional load in the office. So, you can expect to be the proverbial 

overworked and underpaid laborer. But in the midst of those demands, try to balance 

your life, and take everything in perspective‖
16

. 

5.3.2. THE "GOOD" LANGUAGE TEACHER 

One way to begin setting goals and priorities is to consider the qualities of successful 

language teachers. Numerous "experts" have come up with their lists of attributes, 

                                                           
15 BROWN  H. Douglas, “Teaching by Principles” An Interactive Approach to Language 

Pedagogy, 2nd. Edition, Pág. 430, 2000 
16 Idem 
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and they all differ in a variety of ways. The eight goals for continuing career growth 

cited at the beginning of this chapter are one example of a list of attributes of a 

"good" language teacher. Harold B. Alien (1980) once offered the following down-

to-earth list of characteristics of good ESI teachers: 

12. Competent preparation leading to a degree in TESL 

13. A love of the English language 

14. Critical thinking 

15. The persistent urge to upgrade oneself 

16. Self-subordination  

17. Readiness to go die extra mile  

18. Cultural adaptability  

19. Professional citizenship  

20. A feeling of excitement about one's work  

Those nine items contain a good deal of grist for the professional growth mills. How 

would you rate yourself on all nine? Any room for improvement on any of them? If 

so, you have some goal-setting to do. 

I also offer a checklist of good language-teaching characteristics (Table) as a 

composite of several unpublished sources. You may wish to use this list as a self-

check to determine some areas for continued professional growth, to prioritize those 

areas, and to state specific goals that you will pursue. Try rating yourself for each 

item on a scale of 1 (poor) to 5 (excellent) and see how you come out. 

5.3.3. CLASSROOM OBSERVATION 

One of the most neglected areas of professional growth among teachers is the 

mutual exchange of classroom observations. Once you get into a teaching routine, it 

is very difficult to make time to go and see other teachers and to invite the same in 

return. Too often, teachers tend to view observations as necessary while ―in 

training" but unnecessary' thereafter unless a supervisor is forced by regulations to 

visit their class in order to write up a recommendation for rehiring. If one of your 

colleagues comes up to you and says, "Hey, guess what? I was observed today our 

answer might be something like "Oh, no! How bad was it?" 
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Fortunately, in an era of action research the prevailing attitude toward observations 

is changing. Teachers are coming to understand that seeing one's actions through 

another's eyes is an indispensable tool for classroom research as well as a potentially 

enlightening experience for both observer and observe. Before you get into the nasty 

habit of fitting your lime with everything else, why not carve out some time in your 

work schedule to visit other teachers and to invite reciprocity? As long as such visits 

pose no undue complication in schedules and other institutional constraints, you will 

reap rewarding benefits as you gain new ideas, keep fresh, and sharpen your own 

skills. 

A second form of observation, which cm be very effective different ways, is self-

observation. Actually, self-observation is no more than a systematic process of 

monitoring yourself, but it's the systematic pan that is crucial. It requires discipline 

and perseverance, but the results are worth it. How do you go about observing 

yourself? 

 Select an element of your teaching to 'keep an eye out for" as you teach. Make 

sure it's one finite element, tike teacher talk, eye contact, teaching predominantly 

to one side of the classroom, or chalkboard work. If you try to take in too many 

things, you could end up becoming too self-conscious to the detriment of the rest 

of the lesson. 

 Monitor that particular element during the class period. If you can videotape 

yourself (or have someone come in and operate the camera).  

 After class, set aside a few moments to give these elements careful assessment. 

The most common and instructive means to go about observing oneself or others is 

to use an observation checklist. Dozens of such instruments are in active use by 

teacher trainers, supervisors, and teachers across the profession.  

5.3.4. GOOD LANGUAGE-TEACHING CHARACTERISTICS 

A. Technical Knowledge 

3. Understands the linguistic systems of English phonology, grammar, and 

discourse. 
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4. Comprehensively grasps basic principles of language learning and teaching. 

5. Has fluent competence in speaking, writing, listening to, and reading English. 

6. Knows through experience what it is like to learn a foreign language. 

5. Understands the close connection between language and culture. 

6. Keeps up with the Held through regular reading and conference/workshop  

attendance. 

B. Pedagogical Skills  

2. Has a well-thought-out informed approach to language teaching. 

3. Understands and uses a wide variety of techniques 

9. Efficiently designs and executes lesson plans.                                        ; 

10. Monitors lessons as they unfold and makes effective mid-lesson alterations.    

11. Effectively perceives students' linguistic needs.                                        

1. Gives optimal feedback to students. 

13. Stimulates interaction, cooperation, and teamwork in me classroom. 

14. Uses appropriate principles of classroom management 

15. Uses effective, clear presentation skills. 

16. Creatively adapts textbook material and other audio, visual, and mechanical aids. 

17. Innovatively creates brand-new materials when needed. 

18. Uses interactive, intrinsically motivating techniques to crease effective tests. 

C. Interpersonal Skills 

19. Is aware of cross-cultural differences and is sensitive to students' cultural 

traditions. 

20. Enjoys people; shows enthusiasm, warmth, rapport, and appropriate humor. 

21. Values the opinions and abilities of students. 

22. Is patient in working with students of lesser ability? 

23. Offers challenges to students of exceptionally, high ability. 

24. Cooperates harmoniously and candidly with colleagues (fellow teachers!. 

25. Seeks opportunities to share thoughts, ideas, and techniques with colleagues. 
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D. Personal Qualities 

26. Is well organized, conscientious in meeting commitments, and dependable. 

27. Is flexible when things go awry. 

28. Maintains an inquisitive mind in trying out new ways of teaching. 

29. Sets short-term and long-term goals for continued professional growth. 

30. Maintains and exemplifies high ethical and moral standards. 

 

5.3.5. CLASSROOM RESEARCH 

Research is a scary word for many of us. We are happy to leave it in someone else's 

hands because it involves statistics (which we hate), experimental design (which we 

don't know), and the interpretation of ambiguous results (which we think is best ? 

left to the "experts"). Even so, leaving all the research in the hands of researchers is 

an upside-down policy, as Anne Meek (1991:34) noted: 

―The main thing wrong with the world of education is that there's this one group of 

people who do it—the teachers—and then there's another group who think they 

know about it—the researchers. The group who think they know about teaching try 

to find out more about it in order to tell the teachers about teaching—and that is total 

reversal‖. 
17

 

Teachers are the ones who do it and. there/ore, and therefore who know about it.  It's 

worth getting teachers to build on what they know, to build on what questions they 

have, because that's what matters—what teachers know and what questions they 

have. And so anybody who wants to be a helpful researcher should value what the 

teachers know and help them develop that.  

 

 

 

 

                                                           
17BROWN  H. Douglas, “Teaching by Principles” An Interactive Approach to Language 

Pedagogy, 2nd. Edition, Pag.432, 2000. 
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a) Teacher Observation: Observing other teachers 

Keep in mind these criteria when observing a teacher. Circle or check each item in 

the column the most clearly represents your evaluation: 4=excellent, 3 = above 

average, 2 average, 1 unsatisfactory, N/A = not applicable. You may also write 

comments in addition to or in lieu of checking a column.   

Table No. 3: Teachers observation  

I.     PREPARATION SCALE 

1. The teacher was well-prepared and well-organized in class. 

  

2. The lesson reviewed material and looked ahead to new 

material.  

3. The prepared goals/objectives were apparent.  

4 3 2 1 N/A 

 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

II.    PRESENTATION 
 

4.  The class material was explained in an understandable way.  

5.  The lesson was smooth, sequenced, and logical.  

6.  The lesson was well-paced.  

7.   Directions were clear and concise and students were able to 

carry them out.  

8.   Material was presented at the students' level of 

comprehension.  

4. An appropriate percentage of the class was student 

production of the language.  

5. The teacher answered questions carefully and 

satisfactorily.  

6. The method(s) was (were) appropriate to the age and ability 

of students. 12.  The teacher knew when the students were 

having trouble understanding.  

 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

 

 

 

4 3 2 1 N/A 
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13. The teacher showed an interest in, and enthusiasm for, the 

subject taught. 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

EXECUTION/METHODS  

14. There were balance and variety in activities during the 

lesson.  

15. The teacher was able to adapt to unanticipated 

situations.  

16. The material was reinforced.  

17. The teacher moved around the class and made eye contact 

with students. 

18. The teacher knew students' names.  

19. The teacher positively reinforced the students.  

20. Student responses were effectively elicited (i.e., the 

order in which the students were called on). 

21. Examples and illustrations were used effectively.  

22. Instructional aids or resource material was used effectively.  

23. Drills were used and presented effectively.  

24. Structures were taken out of artificial drill contexts and 

applied to the real contexts of the students' culture and 

personal experiences. 

25. Error perception 

26. Appropriate error correction 

 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

IV.   PERSONAL CHARACTERISTICS  

27.   Patience in eliciting responses 

28. Clarity, tone, and audibility of voice 

29. Personal appearance 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 
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30. Initiative, resourcefulness and creativity 

31. Pronunciation, intonation, fluency and appropriate and 

acceptable use of language. 

 

4 3 2 1 N/A 

V. TEACHER-STUDENT INTERACTION  

32. Teacher encouraged and assured full participation in class 

33. The class felt free to ask questions, to disagree or to express 

their own ideas 

34. The teacher was able to control and direct the class 

35. The students were attentive and involved  

36. The students were comfortable and relaxed even during  

intense intellectual activity 

38.  The students were encouraged to do their best 

39. The teacher was relaxed and matter-of-fact in voice 

and manner 

40. The teacher was aware of individual and group needs 

41. Digressions were used positively and not overused 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

4 3 2 1 N/A 

4 3 2 1 N/A 

4 3 2 1 N/A 

 

b) Teacher Self-Observation Form 

Thoughtfully consider each statement. Rate yourself in the following way: 

3= excellent 2= Good 1= Needs Improvement 0=Not applicable  

Write your rating in the blanks. When you‘ve finished, give overall consideration to 

the various areas. 

A. Relationship to Students 

___1.    I establish good eye contact with my class. I do not talk over their head the  

             chalkboard, or to just one person. 
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2.   III tend to teach predominantly to one area of the classroom, I am aware I 

make a conscious effort at all times to pay attention to all students 

equally. 

3.   I divide my students into small groups in an organized and principled 

manner. I recognize that these groups should differ in size and 

composition, varying with the objective of the groups objective of the 

group activity. 

B. The Classroom 

  1.   If possible, I arrange the seating in my class to suit the class activity for 

the day. 

2.    I consider the physical comfort of the room, such as heat and light. 

3.   When I need special materials or equipment. I have (hem set up before 

                    the class begins. 

C. Presentation 

1. My handwriting on the chalkboard and charts is legible from all locations in the 

classroom. It is large enough to accommodate students with vision impairments. 

2. I speak loudly enough to be heard in ail parts of the classroom, and I enunciate 

clearly. 

3. I vary the exercises in class, alternating rapid and slow-paced activities to keep up 

the maximum interest in the class. 

4. I am prepared to give a variety of explanations, models, or description for all 

students.  

5. I help the students form working principles and generalizations.  

6. Students use new skills or concepts long enough so that they are and thus future 

application is possible. 

7. I plan for "thinking time" for my students so they can organize their thoughts 

and plan what they are going to say or do.  
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D. Culture and Adjustment  

1. I am aware that cultural differences affect the learning situation. 

2. I keep the cultural background(s) of my students in mind when planning daily 

activities and am aware of cultural misunderstandings that might arise from the 

activities I choose.                                             

3.    I promote an atmosphere of understanding and mutual respect. 

II. The Individuals 

1.    I know which students have visual or aural impairments and seat them as close to 

my usual leaching positions as possible. 

2.    I am aware that a student's attention span varies from day to day, depending on 

mental and physical health and outside distractions. I pace my class activities to 

accommodate the strengths. I don't continue with an activity that may exhaust or 

bore them.  

3.   I begin my class with a simple activity to wake students up and get them working 

together.  

4.   I am sensitive to individual students who have bad days. 1 don't press a student 

who is incapable of performing at the usual level.  

5.    I try to challenge students who are at their best.  

6. If 1 am having a bad day and feel it might affect my normal teaching style, I let my 

students know it so there is no misunderstanding about my feelings for them. 

B. Self-Concepts 

1.    I treat my students with the same respect that 1 expect them to show me.  

2.    I plan "one-centered" activities that give all students an opportunity at some point 

to feel important and accepted.  

3.   I like to teach and have a good time teaching—on most days. 
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C. Aptitude and Perception 

1.    I am aware that my students learn differently. Some students are visual-

receptive, some are motor-receptive, and others are audio-receptive.  

2.    My exercises are varied; some are visual, aural, oral, and kinesthetic. I provide 

models, examples, and experiences to maximize learning each of these areas.  

3.     I know basic concepts in the memory process. When applicable, I use association 

to aid students in rapid skills acquisition. 

D. Reinforcement 

1.   I tell students when they have done well, but don't let praise become mechanical.  

2.    I finish my class period in a way that will review the new concepts presented 

during the class period. My students can immediately evaluate their 

understanding of those concepts. 

3.    My tests are well-planned and produced 

4.     I make my system of grading clear to my students so [hat there are no 

misunderstandings of expectations. 

E. Development 

1. I keep up to date on new techniques in the ESL profession by attending 

conferences and workshops and by reading pertinent professional articles and 

books.  

2. I realize that there is no one right way to present a lesson. I try new ideas where 

and when they seem appropriate.  

3. I observe other ESL teachers so that I can get other ideas and compare them to 

my own teaching style. I want to have several ideas for teaching one concept. 

 

 

III. The Activity 

1. I minimize my role in conducting the activities 

2. I organize the activities so they are suitable for real interactions among students 
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3. The activities maximize students’ involvement 

4. The activities promote spontaneity or experimentation on the part of the learner. 

5. The activities generally transfer attention away from "self" and outward toward a 

, "task." 

6. The activities are organized to ensure a high success rate, leaving enough room 

for error to make the activity challenging. 

7. I am not always overly concerned with error correction. I choose the appropriate, 

amount of correction for the activity. 

B. Language 

1. The activity is focused. 

2. The content of the skill presented will be easily transferable for use outside the 

class. 

3. The activity is geared to the proficiency level of my class or slightly beyond. 

4. The content of the activity is not too sophisticated for my students. 

5. I make the content of the activity relevant and meaningful to my students' world.   

Actually, research does not have to be a scary prospect at all. You are researching 

ideas all the time, whether you know it or not. If, as a growing teacher, you have as a 

goal to improve the quality of your leaching, then you will ask some relevant 

questions, hypothesize some possible answers or solutions, put the solutions to a 

practical tryout in the classroom, look for certain results, and weigh those results in 

some manner to determine whether your hypothesized answer held up. That's 

research. Some classroom research is an informal, everyday occurrence for you. You 

divide up small groups in a different way to stimulate better exchange of ideas; you 

modify your usual non-directive approach to getting students to study harder and 

take a bold, direct, no-nonsense approach; you try a videotape as a conversation 

stimulus; you try a deductive approach to presenting a grammar point instead of your 

usual inductive approach. Other classroom research may be more of a long-term 

process that covers a term or more. In this mode, still in an informal manner, you 

may try out some learner strategy training techniques to see if students do better at 

conversation skills; you may do a daily three-minute pronunciation drill to see if 
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students' pronunciation improves; you may assign specific extra-class reading to see 

if reading comprehension improves. 

This kind of action research, also known simply as "classroom research," is carried 

out not so much to fulfill a thesis requirement or to publish a journal article as to 

improve your own understanding of the teaching-learning process in the classroom. 

The payoff for treating your teaching-learning questions seriously is, ultimately, 

your becoming a better teacher. And, yes, you might also find that what you have 

learned is worth sharing with other teachers, either thought informal chats in the 

teacher‘s lunchroom or through a conference presentation. 

David Nunan 1989b) suggested that classroom research may be categorized into four 

different aspects: the developmental features of learner language, interaction in the 

second language classroom tasks, and learning strategies listed before, lists some 

examples of research questions in each category. 

You still may be feeling a little queasy about labeling some of your teacher 

inquisitiveness as "research". Can f really ask the "right" questions? How do I know 

if my research methodology is sound? How will 1 deal with numerical results (sta-

tistics)? Will my conclusions be valid? Good questions. First of all, I recommend 

that you consult a teacher resource book on classroom research.  

Second, consider the following pointers to get yourself suited on some simple? but 

potentially effective action research. 

1. Convert your  'ideas" into specific questions.  

You may have quite a few 'ideas" about thing that you could investigate in the 

classroom. That's good; keep those Creative juices flowing.  But in order to be able   

to draw conclusions, your ideas have to be convened into questions that you can 

answer. Sometimes those question are too broad; Is communicative language 

,teaching effective? How useful is reading aloud in class? Does process writing 

work? 

Example of research questions: 
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 Learner Language: Developmental Features 

1. In my teaching I generally provide an application task to follow up a formal 

presentation. Which language items do learners actually use in the application 

task?  

2. Do learners more easily learn closed class items (e.g. pronouns, 

demonstratives) when these are presented as paradigms, or when they are 

taught separately over a period of time? 

 Learner Language: Interaction 

1. In what way do turn-taking and topic management vary with variations in the 

size and composition of learner groups? 

2. Are learners more effective at conversational management when techniques 

such as holding the floor, bringing in another speaker, etc., are consciously 

taught? 

 Tasks 

5. Which tasks stimulate more interaction? 

6. Which tasks work best with mixed-ability groups? 

 Strategies 

1. Is there a conflict between the classroom activities I favor and those my 

learners prefer? 

2. Do my best learners share certain strategy preferences that distinguish them 

from less efficient learners?  

So, make sure that your questions are specific enough that you can look back alter 

your investigation and really come up with an answer.  The questions do not have to 

be long and drawn out, just specific, like the eight questions, mentioned before.        

As an example here, we will consider the following question: 

Given a selection of six commonly used techniques, how do they compare with 

each other in terms of stimulating interaction?  
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2. Operationally define the elements of your question. 

Next, take your question and operationally define all toe elements in it.     

"Operational" means that you have a measurable means for determining something. 

So, in the example question above, let's say that for the purpose of your research you 

1    have selected six small-group techniques (jigsaw, role-play, etc.). You will limit 

your investigation to those six. Interaction then has to be defined. Suppose you 

define interaction as the total number of turns taken in each group. And, for a 

possible additional interesting statistic, total up the number of minutes of student talk 

as well.  

3. Determine how you will answer your question 

Now you are ready to launch the investigation. How will you answer the question? 

Your research methodology may call for several weeks of data collecting and, in 

this particular case, some tape recorders, since you will not be-able to record data 

for several small groups at once and attend to the techniques as well. For each of the 

six designated techniques, you will have a tape recorder placed in each small group 

and running during the entire technique. (yes, the tape recorders may inhibit some 

students, but that's the risk you have to take).  You will (perhaps with (the help of a 

colleague?) then listen to each tape and tally the number of turns for each and 

add up minutes of talk as well. Assuming that you have allowed all the groups 

unequal number of total minutes within each technique, you can come up with a 

grand total of turns and minutes for each technique. The number of aims for each 

technique will determine its rank order among the six. 

 

4. Interpret your results appropriately 

According to your findings, technique A stimulates the most interaction 

 B is next, and so on. But your conclusion may not be so simple. Every 

research study has its necessary caveats, so before you make a sweeping 

generalization about your findings, it will help to state, even if only for yourself, 

some of the limitations on your results.  Here are the results you found: 
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Technique Turns  Minutes 

Student talk / total time 

A  137   73/90 

B  133   85/90 

C  116   79/90 

D  114   69/90 

E  102   71/90 

F   91   79/90 

―First, can you be sure that Technique A stimulated significantly more turns than 

Technique B? And B more than C,  etc.? Ask a statistician to help you to determine 

how probable it is that your results stemmed from the technique rather than from just 

random possibilities. This way you will be able to determine the statistical sig-

nificance of your findings. 

Second, notice that the number of minutes of student talk didn't correspond, meaning 

that in some techniques (A, for example) there was some relatively rapid turn-taking 

interspersed with student silence, and in other techniques (T- for example) certain 

students talked for longer stretches of time. This may give you cause to redefine 

interaction or at least to interpret your results accordingly. 

Finally, results need to be seen in terms of other limitations in the study itself the 

choice and number of tasks, number of students, the operational definitions chosen, 

and your particular group of students. You may, for example, be tempted to 

generalize results of classroom research to the world at large. Beware. Your safest 

conclusion is one that reports what you found for your class, and to invite others to 

replicate your study if they wish to see if similar results are obtained‖. 
18

 

                                                           
18BROWN  H. Douglas, “Teaching by Principles” An Interactive Approach to Language Pedagogy, 2nd. 

Edition, Pag.440, 2000. 
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Classroom research is ideally suited to current practice in language teaching where 

we are not in the business of buying into one of the "designer" methods with their 

prescriptions of what teachers should do in the classroom. Instead our 

communicative, interactive language-teaching approach asks every teacher to assess 

his or her own classroom of students and to design instructional techniques that 

work under those particular conditions for those particular learners, who are 

pursuing particular purposes in learning the English language. David Nunan (1989b: 

97-98) commented: 

In contrast with the "follow the method" approach, a teacher-as-class-room-

researcher orientation encourages teachers to approach methods and ideas with a 

critical eye, and to adopt an experimental approach to incorporating these ideas into 

their classrooms Rather than adopting new methods, materials, or ideas and judging 

their efficacy on intuitive grounds, it is far more satisfactory, and professionally 

rewarding, to establish a small-scale classroom experiment to monitor, observe, and 

document the effect of the new methods or materials on learner language, learning 

outcomes, classroom climate, (and) patterns of group interaction.... In addition, this 

alternative orientation seeks to derive principles for teaching from the close 

observation and documentation of what actually happens in the classroom rather 

than uncritically importing and applying ideas from outside. 

3.5.6. TEACHER COLLABORATION: LEARNING FROM EACH OTHER 

The process of continuing to develop your professional expertise as a teacher is 

sometimes difficult to manage alone. The challenges of teaching in a rapidly 

changing profession almost necessitate collaboration with other teachers in order to 

stay on the cutting edge. Can you successfully collaborate with other teachers to 

fulfill your expectations? Let me suggest five forms of collaboration—of teachers 

learning from each other—that have worked for others and that may work for you. 

1. Peer Coaching 

Peer coaching is a systematic process of collaboration in which one teacher observes 

and gives feedback to another teacher, usually with some form of reciprocity. Kate 

Kinsella (1994:5) defines and elaborates as follows: 
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Peer coaching is a structured process by which trained faculty members voluntarily 

assist each other in enhancing their teaching within an atmosphere of collegial trust 

and candor, through: (1) development of individual instructional improvement goals 

and clear observation criteria; (2) reciprocal, focused, nonevaluative classroom 

observations; and (3) prompt constructive feedback on those observation. 

Observers need not technically be ―peers, ―in every sense of the world, but as 

colleagues, observer and teacher engage in a cooperative process of mutual 

communication about the actual teaching-learning process as directly observed in the 

classroom. Feedback is classified as formative rather than summative. It is offered 

and received as information for the enhancement of one‘s future teaching, not as data 

for summing up one‘s competencies as a teacher.  

Peer coaching can be especially helpful if you focus on certain aspects of your 

teaching. If you‘ve been concerned, say, about the quantity of teacher talk VS 

student talk in your teaching, a peer observer may be able to give you some feedback 

that could lead you to make some adjustments. Among topics that peer-coaching 

programs have centered on are distribution of student participation across the 

classroom; teacher speech mannerisms, patterns, eye contact, and nonverbal 

distracters; group and pair work management; and transitions from one activity to 

the next, to the next. 

Peer coaching is able to offer a personalized opportunity for growth. Both sides of 

the team benefit: the observer is called upon to carefully analyze another's '
:
 

teaching and thereby sharpen his or her own meta cognitive ability to reflect on the 

teaching process; the teacher being observed is nudged out of what might 

otherwise be some complacency into a heightened awareness of his or her own 

areas of strength and weakness. 

2. Team Teaching 

To the extent that the structure and budget of your program permit, team teaching 

can be an extraordinarily rewarding experience. Several models of team teaching are 

common: (1) two teachers are overtly present throughout a class period, but divide 

responsibility between them; (2) two teachers take different halves of a class period, 
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with one teacher stepping aside while the other performs; and (3) two or more 

teachers teach different consecutive periods of one group of learners, and must 

collaborate closely in carrying out and modifying curricular plans. 

The first two models are less frequently found among English language programs 

not because of absence of reward for student and teacher, bur because of budgetary 

limitations. The third model is extremely common in the English in the English    

language-teaching world, especially whenever a group at learners compose an intact 

set of students across two or more class periods. Within this model, the,     

importance of collaboration is sometimes underestimated. Teachers may be too 

ready to assume that a curriculum spanning a whole term of, say, ten to fifteen 

weeks will simply proceed as planned, only to discover that another teacher has not 

been able to follow the time-plan, throwing off the expected sequencing of material. 

The advantages of team teaching, especially in the first two models, parallel those 

of peer coaching. Teachers are encouraged to collaborate, to consider respective 

strengths, and to engage in reflective practice, in die third model, teachers must 

develop a pattern of frequent communication and exchange, the fruits of which 

often are greater professional growth. 

3. Action research 

Research in the language classroom offers another opportunity for you to 

collaborate with other teachers in creative and ultimately rewarding ways. 

A few years ago I instigated d collaborative effort it the American Language  

Institute at San Francisco State University to study the effect of error treatment on 

the performance "of our ESL students. Two matched sections of the same low-

intermediate intensive English course were selected for investigation over a seven-

week period. An oral pre-test was designed by the research group and administered 

to each student. In one section, teachers deliberately withheld any treatment of 

present tense, present progressive and third person singular speech errors committed 

by the students. In the other section, teachers attempted to treat overtly all such 

errors that they noticed. During the seven-week study time, teachers observed each 

other, and other members of the research group not teaching those sections also 
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came In to observe, mostly to check up on the extent to which teachers were carrying 

out their respective charge. At the end of the seven-week period, the pretest was re-

administered as a post-test, and gain scores were calculated. 

The statistical findings of this little study were disappointing: no significant 

difference between the two sections! But the pedagogical gains accrued by the 

collaboration among eight teachers were more than worth the effort. In the process 

of investigating a potentially interesting instructional variable, teachers did the 

following, all collaboratively: they formulated research hypotheses; they designed 

the study; they designed a test; they observed and gave feedback to each other; they 

were sensitized to the complexities of error treatment; and they lowered their fear of 

performing research!. 

4. Collaborative curriculum development and revision 

The process of curriculum development and revision warrants a similar collaborative 

effort. In the same way that teachers are sometime a all too happy to turn over 

research to the experts, so we are tempted to get curriculum specialists to do a course 

and program development. Growing dynamic language programs are a product of an 

ongoing creative dialogue between teachers and among teachers and those that are 

assigned to compile curricula. Not to involve teachers in the process is to run the risk 

of programs that are generated in a vacuum of sorts devoid of a dynamic interaction 

among student, teacher, and administrator. 

At the American Language Institute, our curriculum supervisors are in daily 

communication with teachers. As teachers consult with them on lesson design, 

textbook adaptation, and pedagogical innovations, new curriculum is born every 

day. This kind of collaboration results in solicited teacher contributions to course 

syllabuses which are then adapted and incorporated into established, revised 

curricula. Thus the curricula for courses are in a slow but constant stale of creative 

change. 
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5. Teacher support groups  

Finally; collaboration can take the form of gatherings of teachers as a number of 

different levels. At the local level of the day-to-day routine that we all find ourselves 

in, the importance of purposeful gatherings of teachers cannot be too strongly 

stressed. Even if agendas are rather informal—empathetic support will readily be 

found even within informal agendas—it is important to have times when a staff of 

teachers gets together to cover a number of possible issues: student behavior 

problems, teaching tips, curricular issues, and even difficulties with administrative 

bureaucracy. When teachers talk together, there is almost always a sense of 

solidarity and purpose, and ultimately a morale boost. 

5.3.7. CRITICAL PEDAGOGY 

―We have heard a lot in recent years about the "critical* nature of language 

pedagogy. As language teachers we have to remember that we are all driven by 

convictions about what this world should look like, how its people should behave. 

how its governments should control that behavior, and how its inhabitants should 

be partners in the stewardship of the planet. We "embody in our teaching a vision 

of a better and more humane life" (Giroux & McLaren 1989: xiii). 

However, critical pedagogy brings with it the reminder that our learners must be 

free to be themselves, to think for themselves, to behave intellectually without 

coercion from a powerful elite, to cherish their beliefs and traditions and cultures 

without the threat of forced change. In our classrooms, where ―the dynamics of 

power and domination permeate the fabric of classroom life‖ (Auerbach 1995:9), 

we are alerted to a possible "covert political agenda (beneath our) overt technical 

agenda" (Phillipson 1992:27). 

Is there a middle ground? As a teacher, can you facilitate the formation of classroom 

communities of learners who critically examine contemporary moral, ethical, and 

political issues, and do so without pushing a personal subversive agenda? A number 

of the so-called ―hot topics'‖ that we sometimes address in our classrooms, such as 

non-violence, human rights, gender equality, racial/ethnic discrimination, health 
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issues, environmental action, and political activism, are controversial; they demand 

critical thinking, and they are sensitive to students' value systems. I would like to 

suggest four principles, along with some examples, for engaging in critical 

pedagogy while fully respecting the values and beliefs of your students. 

a. Allow students to express themselves openly. (be sensitive to 

power relationships, encourage candid expression)       

b. Genuinely respect students' points of view.                                         

c. (seek to understand their cherished beliefs and traditions)  

d. Encourage both/many sides of an issue. (welcome all seriously 

offered statements, opinions, and beliefs)          

e. Don‘t force students to think just like you. (delay or withhold your 

own opinion) 

Consider the following examples of classroom activities from around world. Do 

they abide by the above principles? Can your classroom replicate any of them? 

In Brazil, a curriculum for children takes them on an adventure trip searching for 

magic glasses which, they discover, will enable them to see the world as it could 

be if everyone respected it. The program teaches appreciation for Native Indians of 

Brazil, their culture, stories, and music: it teaches gender roles, animal rights, and 

environmental stewardship. (Maria Rita Vieira) 

In Japan, a classroom research project called Dreams and Dream makers had 

students choose a person who worked to make the world a more peaceful place. 

(Donna Mclnnis) 

In Singapore, an activity called "stamping out insults" focused on why people 

insult others and helped students to learn and use kind affirming words as they 

disagreed with one another. (George Jacobs)  

In China, a teacher had students study oppression and suppression of free speech in 

the former Soviet Union, calling for critical analysis of the roots and remedies of 

such denial of freedom. Without espousing any particular point of view himself, 
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and under the guise of offering criticism of another country's practices, the teacher 

led students to comprehend alternative points of view.  

In Armenia, a teacher had students share their grandparents' experiences during 

the 1915 Armenian genocide, when more than 1.5 million Armenians were killed in 

Turkey. Nearly every student had family-members who had been killed. 

Discussions focused on how ethnic groups could overcome such catastrophes and 

learn to live together as cooperative, peaceful neighbors. (Nick Dimmitt) 

Can you, in turn, engage in sensitive critical pedagogy in your classroom? What are 

some activities you can do that would respect students' points of view yet stir 

them to a higher consciousness of their own role as agents of change? The little 

differences here and there that you make can add up to fulfilling visions of a better 

and more humane world. 

5.3.8.  AGENTS FOR CHANGE 

Your role as a "critical pedagogue" serves to highlight the fact that you are not 

merely a language teacher. You are much more than that. You are an agent for 

change in a world in desperate need of change: change from competition to 

cooperation, from powerlessness to empowerment, from conflict to resolution, 

from prejudice to understanding. 

What could be more intrinsic to the spirit of all language teachers around the 

world than to finely tune our ability to become agents for change? Our professional 

commitment drives us to help the inhabitants of this planet to communicate with 

each other, to negotiate the meaning of peace, of goodwill, and of survival on this 

tender, fragile globe. We must, therefore, with all die professional tools available to 

us, passionately pursue these ultimate goals‖
19

. 

 

 

                                                           
19BROWN  H. Douglas, “Teaching by Principles” An Interactive Approach to Language Pedagogy, 2nd. 
Edition, Pag.443-447, 2000. 
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6. HYPOTHESIS 

6.1. GENERAL  

The evaluation process impacts the English Language leaning in the students 

of 8th, 9th and 10th years of Basic Education at Bernardo Valdivieso High 

School. Night Section. Academic Period 2009-2010.  

 

          6.2. SPECIFICS 

 The kinds of evaluation and assessment procedures applied by the teachers 

are not diversified what affects the learning of the English Language with 

the students of 8th, 9th and 10th years of Basic Education at Bernardo 

Valdivieso High School?. Night Section. Academic Period 2009-2010. 

 

 

 The evaluation strategies applied by the teachers are traditional and this 

influence on the learning of the English Language with the students of 8th, 

9th and 10th years of Basic Education at Bernardo Valdivieso High 

School. Night Section. Academic Period 2009-2010. 
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7. METHODOLOGY 

7.1.  TYPE OF STUDY 

The present research work is defined as no experimental, because it is an 

educational theme and the researchers will not have the chance to manipulate the 

variables. They only will describe the object in the same way as it is represented 

in the reality and it will be developed through a critical analysis of the results in 

order to propose some alternatives of solution to the problematic found.  

 

7.2. METHODS, TECHNIQUES AND INSTRUMENTS 

 

7.2.1. METHODS 

The main method that will be used in this project is the scientific one because it 

will let us carry out a systematic and an ordered process to do a logic explanation 

of the relations that are established in the researched object and its variables which 

will let us derivate some alternatives of solution to the found problem.  

As particular methods we will use the descriptive, the analytical-synthetic and the 

explicative one. 

The descriptive method will be used to describe the main results that we obtain 

in the applied instruments and it will facilitate the description of the kinds of 

evaluation, procedures, tools and the strategies that the teachers use to evaluate 

the students‘ learning. 

The analytical-synthetic method will be used to analyze the obtained results 

through the field instruments and to make the interpretation of the data and to 
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establish the conclusions based on the results of major tendency. It will also help 

us to analyze the relation between the evaluation process and the students‘ 

learning of the English Language.  

The explicative method will serve to explain the implicit relation of the variables 

established in the research object, to give our point of view according to the 

obtained results and to explain the theoretical referents about the evaluation 

process and the learning of the English language in the researched High School. 

It‘s important to mention that the descriptive statistics will be used as a tool that 

will facilitate the representation of the data in tables and graphs that will let us the 

comprehension of the information.  

7.2.2. TECHNIQUES AND INSTRUMENTS 

In order to get the empiric information about the researched object we will use the 

following techniques and instruments.  

A survey will be applied to the teachers of the English Language in order to know 

the ways of evaluation and the strategies and instruments that they applyto verify 

the students‘ learning of the English language. 

It also will be applied to the students of 8
th

, 9
th

 and 10
th

 years of Basic Education 

to know their achievement in the English Language Learning. It will be applied 

through a questionnaire that will be elaborated with closed questions about the 

indicators that will guide our research work. To apply the survey we will explain 

the purpose of the project and the intention of the survey to the actors so that they 

will not deny supporting us in the development of this important work.  
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7.3. PROCEDURES 

To make the present research work we will develop the following procedures: 

7.3.1.  TO PROCESS THE INFORMATION 

After we have picked up the research instruments we will make the processing of 

the information that involves the following steps: 

 The tabulation of the data making use of the descriptive statistics in the case of 

the closed questions and the criteria questions will be classified by categories 

in order to facilitate their interpretation. The tabulation of all the applied 

instruments will let us a contrast of the information and the analysis of one 

indicator since two points of view. 

 

 The organization of the empiric information will be made according to the 

specific variables that will guide the classification of the questions by 

hypothesis.   

 

 The Graphic representation of the empiric information in tables and graphs that 

will let us the visualization of the data easily, and the tendency of the indicators 

in each variable.  

 

 The analysis and interpretation of the empiric information stating the results in 

percentages and in the analysis of the data will be necessary to check again the 

principles of the main categories developed in the theoretical frame. 



160 

 

 The formulation of conclusions will be done with worth judgments that will be 

derived from the analysis and interpretation of the data and they will be based 

on the specific objectives which have guided the investigative process. 

 

 The verification of the hypothesis will be done through the empiric method 

with a description of the indicators with major tendency and contrasting them 

with the information of the theoretical frame of the project.  

 

 To elaborate the final report it will be necessary to integrate all the components 

of the investigative process procuring logic integration among them; this will 

require a new revision of the theme, objectives, hypothesis and theoretical 

frame so we will get a good relation among them.  

 

We also will take into account the National University of Loja regulations to 

obtain the BA degree, so that we are able to develop the report according to the 

University stipulations.  

 

 

 

 

 



161 

 

7.4. POPULATION AND SAMPLE 

The population that will help us in the field work is constituted by all the teachers 

that teach in 8
th

, 9
th

 and 10
th

 years of basic education, who are five and it is 

considered as a small population. 

The students of 8
th

, 9
th

 and 10
th

 years of Basic Education in ―Bernardo 

Valdivieso‖ High School are 146, this population is relatively small, for that 

reason we consider necessary to apply the instrument to all the population due to 

we can obtain a more reliable and valid research. It  is represented in the 

following chart: 

 

 

                                   

  

   

8. ORGANIZATION AND MANAGEMENT OF THE RESEARCH WORK 

8.1. RESOURCES 

8.1.1. HUMAN 

Researcher:  Tyrone Fernando Rosales  

Teachers of 8
th
, 9

th
 and 10

th
 years of Basic Education 

Students of 8
th
, 9

th
 and 10

th
 years of Basic Education 

 

POPULATION   “A”  “B” TOTAL 

8
th

 year of Basic 

education 

21 18 39 

9
th

  year of Basic 

education 

23 18 41 

10
th

  year of Basic 

education 

29 37 66 

TOTAL          146 
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8.1.2. MATERIAL 

Office material: books, copies, paper, notebooks and folders 

Technical material: computer, printer, flash memory. 

 

8.2. BUDGET 

- Project  $ 300 

- Thesis draft  $ 200 

- Final report $ 300 

- Unforeseen $ 200 

TOTAL $ 1.000 

 

8.3. FINANCING 

The expenses derived from the present work will be assumed by the researcher.
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10. ANNEXES                                                                        CONSITENCE MATRIX 

EVALUATION PROCESS AND ITS INFLUENCE ON THE LEARNING OF THE ENEGLISH LANGUAGE WITH THE STUDENTS OF 

8
TH

, 9
TH

 AND 10
TH

 YEARS OF BASIC EDUCATION AT BERNARDO VALDIVIESO HIGH SCHOOL –NIGHT SECTION, ACADEMIC 

PERIOD 2009-2010.  

PROBLEMS OBJECTIVES HYPOTHESIS VARIABLES  INDICATORS 

How does the evaluation process 

impact in the English Language 

leaning  with the students of 8th, 

9th and 10th years of Basic 

Education at Bernardo Valdivieso 

High School?. Night Section. 

Academic Period 2009-2010.  

 

 

 

SUBPROBLEMS 

How do the kinds of evaluation 

and assessment procedures 

applied by the teachers affect on 

the  learning of the English 

Language with the students of 

8th, 9th and 10th years of Basic 

Education at Bernardo Valdivieso 

High School?. Night Section. 

Academic Period 2009-2010 

 

 

 

 

 

To find out how the evaluation 

process impacts in the English 

Language leaning  with the 

students of 8th, 9th and 10th years 

of Basic Education at Bernardo 

Valdivieso High School. Night 

Section. Academic Period 2009-

2010.  

 

 

SPECIFICS  

To determine the kinds of 

evaluation and assessment 

procedures applied by the teachers 

and their effect on the  learning of 

the English Language with the 

students of 8th, 9th and 10th years 

of Basic Education at Bernardo 

Valdivieso High School. Night 

Section. Academic Period 2009-

2010. 

 

 

 

 

The evaluation process impacts 

the English Language leaning 

in the students of 8th, 9th and 

10th years of Basic Education 

at Bernardo Valdivieso High 

School. Night Section. 

Academic Period 2009-2010.  

 

 

 

SPECIFICS 

The kinds of evaluation and 

assessment procedures applied 

by the teachers are not 

diversified what affects the 

learning of the English 

Language with the students of 

8th, 9th and 10th years of Basic 

Education at Bernardo 

Valdivieso High School?. 

Night Section. Academic 

Period 2009-2010. 

 

 

 

 

 

 

 

 

Kinds of 

Evaluation 

Assessment 

procedures 

 

Learning of the 

English Language 

 

 

 

 

 

Diagnostic 

Formative 

Summative 

Self, peer, and 

hetero assessment 

Excellent 

Very Good 

Good 

Regular 

Deficient 

Observation 



166 

 

 

What are the evaluation strategies 

applied by the teachers on the 

learning of the English Language 

with the students of 8th, 9th and 

10th years of Basic Education at 

Bernardo Valdivieso High 

School?. Night Section. 

Academic Period 2009-2010 

 

 

To establish how the evaluation 

strategies applied by the teachers 

influence in the  learning of the 

English Language with the 

students of 8th, 9th and 10th years 

of Basic Education at Bernardo 

Valdivieso High School. Night 

Section. Academic Period 2009-

2010 

 

 

The evaluation strategies 

applied by the teachers are 

traditional and this influence on 

the learning of the English 

Language with the students of 

8th, 9th and 10th years of Basic 

Education at Bernardo 

Valdivieso High School. Night 

Section. Academic Period 

2009-2010 

 

 

 

 

Evaluation 

techniques  

 

 

 

 

 

 

 

 

Learning of the 

English Language 

 

 

 

Anecdotal record 

Checklists 

Dairies 

/conferences 

Rating Scales and 

Rubrics  

Portafolios 

Projects 

/presentations 

Quizzes, tests and 

examinations 

Interviews 

Outstanding 

Very Good 

Good 

Minimally 

satisfactory 

Deficient 
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TIME TABLE 

  2010 

Jan Feb Mar Apr May Jun Jul Oct 

1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 

Elaboration of  the project x x x                              

Presentation of the Project    x x                            

Write the recommendations to the project        x                         

Checking and redesign of the research 

instruments 

        x x                       

Application of the research instruments            x x                     

Processing of the research              x x                   

Drawing conclusions               x x                 

Elaboration of the report                 x x x              

Private qualification of the thesis                     x x           

Write the recommendations                       x x         

Public sustentation and Graduation                           x x x x   

MONTHS 

ACTIVITIES 
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TEACHERS‟ SURVEY  

Dear teachers, the present is a research work that pretends to find out about the Evaluation 

process and its influence in the learning of the English Language with the students of 8
th
, 9

th
 and 

10
th
 years of Basic Education at ―Bernardo Valdivieso‖ High School. For this reason we ask 

your collaboration by answering this survey.  

2. What do you think, the purpose of the evaluation is?  

a) To promote learning and attitudes 

b) To improve students’ learning and aware them about their progress 

c) To promote the students to the next grade 

d) To judge the students’ understanding 

 

3. What do you understand of the following terms? Match the letters with its respective 

number? 

a) Assessment….. 

b) Evaluation…….. 

c) Testing ……….. 

1. is the culminating act of interpreting the 

information gathered for the purpose of making 

decisions or judgments about students' learning 

and needs. 

2. is a method of measuring a  person's ability or 

knowledge in a given domain. 

3. is the act of gathering information on a daily 

basis in order to understand individual students' 

learning and needs. 

 

4. How often do you assess or evaluate your students’ learning? 

a) Daily   (    ) 

b) Weekly   (    ) 

c) Monthly    (    ) 

d) By term   (    ) 

Explain: ………………………………………………………………… 

 

5. What types of evaluation do you apply? 

a) Diagnostic  (    ) 

b) Formative  (    ) 

c) Summative  (    ) 

 

Explain: ……………………………………………………………………………. 

6. What kind of procedures do you use to assess the students’ progress? 

a) Self-assessment   (   ) 

b) Peer-assessment   (   ) 

c) Teacher-students’ assessment (   ) 

d) Student-teacher assessment (   ) 

Why:………………………………………………………………………… 
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7. What kind of parameters do you use to assess the students’ progress? 

a) Notebook   (    ) 

b) Homework                (    ) 

c) Research                  (    ) 

d) Expositions                (    ) 

e) Quizzes and tests               (    ) 

f) Class work    (    ) 

g) Students’ participation (    ) 

Others: …………………………………………………………………… 

 

8. Tick the phases of the Evaluation process that you apply? 

a) Preparation (    ) 

b) Assessment (    ) 

c) Evaluation  (    ) 

d) Reflection   (    ) 

Others: which ones:……………………………………………………. 

 

9. What aspects of the language do you evaluate in the English learning process? 

a) Knowledge               (     ) 

b) Skills  (     ) 

c) Attitudes  (     ) 

d) Abilities   (     ) 

e) Grammar                (     )  

f) Vocabulary  (     ) 

Others: …………………………………………………………………… 

 

 

9.      Do you evaluate students in every class? 

Yes (   )   No    (   ) 

 

Why don’t you evaluate students in every class? 

a) Number of students    (    ) 

b) Not enough resources   (    ) 

c) Not enough time                 (    ) 

Others: …………………………………………………………………… 
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10.  What kind of items do you include in a test? Tick only the ones that you 

              include in a test.  

a) Transformations (   ) 

b) Multiple-choice (   ) 

c) Essay                           (   ) 

d) Reading items               (   ) 

e) Matching  (   ) 

f) Gap-filling  (   ) 

g) Communication          (   ) 

h) Listening items           (   ) 

i) True-False           (   ) 

j) Writing  item               (   )  

k) Ordering            (   ) 

l) Editing                        (   ) 

 

Others: …………………………………………………………………… 

 

11.       What kind of strategies do you use to assess and evaluate the  

             students‟ learning 

a) Observation    (   ) 

b) Anecdotal Record    (   ) 

c) Checklists     (   ) 

d) Rating scales or rubrics    (   ) 

e) Interview /conferences                (   ) 

f) Projects and presentations   (   ) 

g) Quizzes, tests and examinations  (   ) 

h) Portfolios 

 

12.    What‟s the students performance in the English Language in the first  

          term?. Tick just one. 

a) (20-19) Outstanding               (   ) 

b) (18-17) Very good                (   ) 

c) (16-15  Good   (   ) 

d) (14-13) Minimally satisfactory (   ) 

e) (12-0)   Deficient                 (   ) 

 

 

THANKS FOR YOUR COLLABORATION
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STUDENTS‟ SURVEY  

Dear students, the present is a research work that pretends to find out about the Evaluation 

process and its influence in the learning of the English Language with the students of 8
th
, 9

th
 and 

10
th
 years of Basic Education at ―Bernardo Valdivieso‖ High School. For this reason we ask 

your collaboration by answering this survey.  

1. What do you think, the purpose of the evaluation is?  

a) To promote learning and attitudes 

b) To improve students’ learning and aware them about their progress 

c) To promote the students to the next grade 

d) To judge the students’ understanding 

 

2. What do you understand of the following terms? Match the letter with its respective 

number.  

a) Assessment….. 

b) Evaluation…….. 

c) Testing ……….. 

1. is the culminating act of interpreting the 

information gathered for the purpose of making 

decisions or judgments about students' learning 

and needs. 

2. is a method of measuring a  person's ability or 

knowledge in a given domain. 

3. is the act of gathering information on a daily 

basis in order to understand individual students' 

learning and needs. 

 

3. How often does your teacher assess or evaluate your students’ learning? 

a) Daily   (    ) 

b) Weekly   (    ) 

c) Monthly   (    ) 

d) By term  (    ) 

Explain: …………………………………………………………………………… 

 

4. What types of evaluation does your teacher apply? 

a)  Diagnostic (    ) 

b)  Formative (    ) 

c)  Summative (    ) 

Explain: …………………………………………………………………………… 

5. What kind of procedures does your teacher use to assess the students’ progress? 

a) Self-assessment   (   ) 

b) Peer-assessment   (   ) 

c) Teacher-students’ assessment (   ) 

d) Student-teacher assessment (   ) 
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Why:………………………………………………………………………………… 

 

6. What kind of parameters does your teacher use to assess the students’ progress? 

a) Notebook  (    ) 

b) Homework  (    ) 

c) Research    (    ) 

d) Expositions  (    ) 

e) Quizzes and tests (    ) 

f) Class work    (    ) 

Others: ………………………………………………………………………….. 

 

7. Tick the phases of the evaluation process that your teacher develops to assess the 

students’ learning? 

a. Preparation  (    ) 

b. Assessment (    ) 

c. Evaluation               (    ) 

d. Reflection                (    ) 

Others: which ones:……………………………………………………. 

 

8. What aspects of the language does your teacher evaluate in the English learning 

process? 

a. Knowledge  (     ) 

b. Skills  (     ) 

c. Attitudes  (     ) 

d. Grammar     (     )  

e. Vocabulary  (     ) 

Others: …………………………………………………………………… 

 

Others: …………………………………………………………………… 

 

9. Does your teacher evaluate in every class?  

Yes (    )  No (   )  

 

Why doesn’t your teacher evaluate students in every class? 

d) Number of students    (    ) 

e) Not enough resources   (    ) 

f) Not enough time                 (    ) 

Others: …………………………………………………………………… 
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10. What kind of items does your teacher include in a test?. Tick only the ones that your 

teacher includes in a test.  

 

a. Transformations (   ) 

b. Multiple-choice              (   ) 

c. Essay                           (   ) 

d. Reading items                (   ) 

e. Matching  (   ) 

f. Gap-filling  (   ) 

g. Communication          (   ) 

h. Listening items           (   ) 

i. True-False            (   ) 

j. Writing items              (   )  

k. Ordering             (   ) 

l. Editing                        (   ) 

 

Others: …………………………………………………………………… 

 

11. What kind of strategies does your teacher use to assess and evaluate the students’ 

learning? Tick only the ones applied by your teacher.  

a) Observation     (   ) 

b) Anecdotal Record    (   ) 

c) Checklists     (   ) 

d) Rating scales or rubrics    (   ) 

e) Interview /conferences                 (   ) 

f) Projects and presentations                (   ) 

g) Quizzes, tests and examinations               (   ) 

h) Portfolios                                                    (   ) 

 

12. What’s your performance in the English Language in the first term?. Tick just one.  

a. (20-19) Outstanding  (   ) 

b. (18-17) Very good  (   ) 

c. (16-15  Good   (   ) 

d. (14-13) Minimally satisfactory (   ) 

e. (12-0)   Deficient   (   ) 

 

THANKS FOR YOUR COLLABORATION 
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