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ABSTRACT

Rychtatik, Stanislav. University of West Bohemia. June, 2014. Designing Criteria to Assess
Speaking Skills. Supervisor: Mgr. Gabriela Kleckova, Ph.D.

This graduate thesis deals with designing criteria to assess speaking skills. The first
section, serving as a theoretical basis for the subsequent research, presents readers with the
reasons for selecting this topic and explains the terms speaking, assessment and assessment
criteria in the context of assessing speaking skills. The research, conducted by means of
teacher questionnaires, maps the teachers' current practices in the field of the assessment of
speaking skills. The results of the research revealed the most frequently employed speaking
assessment tasks, teachers' preferences in types of assessment and the fact that the criteria
teachers select for individual speaking assessment tasks differ quite significantly.
Subsequently, the results are commented on, and possible reasons for their occurrence are
mentioned. Implications of the results for language teaching are discussed at the end of the

thesis.
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I. INTRODUCTION

This thesis focuses on the assessment of speaking skills. Speaking is considered the
most important of all skills by many and yet, students' speaking skills are often practised
and developed, but not extensively assessed. The question has to be asked: why are
teachers reluctant to assess speaking and focus on assessing other skills instead? The issue
with the assessment of speaking skills is that, compared to other skills, it is demanding for
teachers. Not only is it time consuming, but teachers often take on more roles (interviewer,
assessor, etc.) at once, have to evaluate their students' performances and produce an
assessment in real time, which puts a lot of pressure on them. This thesis attempts to lessen
the pressure as it provides practical advice on how to assess students' speaking
performances.

The first section of the thesis is devoted to establishing the theoretical framework
for the practical part of the thesis. Terms that are essential to be familiar with are defined.
Individual types of speaking as well as assessment are described and, what is more, ways
of ensuring objectivity within the assessment are presented.

The following chapter, titled Methods, builds on the theoretical background and by
means of questionnaires attempts to map and describe current practices of Czech teachers
of EFL in the field of the assessment of speaking skills. In order to do so, 3 research
questions were verbalized:

® What speaking tasks do teachers use to create opportunities for students to speak in
order to assess their speaking performances?

® How do teachers assess/grade their students' speaking performances?

® What criteria do teachers choose for individual speaking tasks and what importance
do they assign these criteria?

The results of the research are presented in the form of graphs and commented on
in the chapter called Results and Commentaries. This is followed by a chapter addressing
implications for language teaching that stem from the results. Limitations of the research
together with suggestions on how the research could be improved, extended and
complemented are also outlined. The thesis finishes with the Conclusion chapter that

highlights and summarises the most important findings.



II. THEORECTICAL BACKGROUND

The theoretical chapter presents readers with an overview of the theoretical
background and aims at providing them with the basic knowledge that is needed for
understanding the research of the thesis. Various approaches are taken into consideration
and individual types of assessment with respect to speaking are explained. The core of this
chapter lies in the section that is devoted to designing criteria for assessing speaking and
implementing these criteria in rubrics. Being aware of the elements elaborated in this
chapter leads one to seeing the assessment of speaking skills in a new light and reduces the
pressure some teachers may experience by helping them realize what it is they want their
students to master, which determines the content of individual classes and creates
transparency as students know what they should focus on when learning and what is

expected of them.

Speaking as One of Four Skills

Before getting to the nuts and bolts of the assessment of speaking skills, first it
should be explained what the term speaking actually entails. Speaking, sometimes referred
to as oral production, is one of the four skills' used when learning a foreign language.
Since it belongs to the category of productive skills, it requires production on the part of
the speaker. Being able to communicate a message orally is a complex process which
involves putting the speaker's theoretical as well as practical knowledge of the foreign
language in practice. According to Hinkel (2005), that includes phonetics, morphology,
syntax, discourse markers and, last but not least, lexis (p. 485). The assessment of this skill
is equally complex.

Ur (1991) emphasizes the importance of speaking skills when learning a foreign
language as many, if not a majority of foreign language learners, aim at mastering
speaking. It is also worth noticing that a person who is able to use a foreign language is
referred to as a speaker, which suggests that speaking is, so to say, superordinate to other
skills. Yet, the difficulties connected with the actual process of assessing these skills are so
severe that many language teachers assess oral production only to a limited extent, give it

very little importance, or do not assess it at all (pp. 120 - 134).

' The four skills comprise of listening, reading, writing and speaking.
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One of the possible reasons is, as Hughes (2003) states, “[that] the objective of
teaching spoken language is the development of the ability to interact successfully in that
language, and this involves comprehension as well as production” (p. 113). Brown (2004),
builds on that and claims that oral production is directly bound to aural intake; that is to
say that speaking, except some cases, such as monologues, speeches, telling a story or
reading aloud, can hardly be assessed separately from listening because of the fact that it is
often a reaction to what the interlocutor has heard (p. 140). The speakers' production of
language is often conditioned by their ability to understand the message that is being
transmitted towards them and as a result of this it becomes difficult for the teacher /

assessor to distinguish between assessing oral or aural abilities of the students.

Basic Types of Speaking - Levels of Interaction of Speaking and Listening Skills

In order to be able to isolate speaking from listening and therefore to be able to
fulfil the aim of assessment of oral production and interaction, it is necessary to specify
individual levels of interaction of speaking and listening skills. Brown (2004) uses a
taxonomy in which he distinguishes between five levels; they are as follows: imitative,
intensive, responsive, interactive and last but not least extensive (monologue) speaking
(pp. 141 — 142). Concisely, imitative speaking aims at practising e.g. pronunciation
patterns, such as word and sentence stress, intonation and aspects of connected speech
(linking, elision and assimilation), an example of such kind of speaking is drilling. In
intensive speaking the students are prompted to produce short, expected stretches of
language, an example being picture-cued tasks, reading aloud, sentence translation etc.
Responsive speaking, as its name suggests, requires students to be responsive to what they
have been told and therefore to participate in a short interaction that is, however, limited in
both length and the choice of topics, an example being a technique referred to as question
and answer. Interactive speaking, on the other hand, differs from responsive speaking in
terms of length and complexity. Multiple exchanges and multiple participants may be
involved in this kind of interaction. Examples of such kind of speaking may be oral
interviews, role plays, discussions, conversations and various games. The last type of
speaking is referred to as extensive (monologue) speaking. It is usually prepared prior to
the oral production itself, which is reflected in the more formal and deliberate language

use. An example of such type of speaking may be an oral presentation (Brown, 2004, pp.



141 - 142). Individual types of speaking are directly bound to individual speaking tasks. A

list of the most frequently occurring ones follows.

The Most Frequently Used Speaking Tasks

The following list presents several speaking tasks that may be found particularly
often in language classes and they are: picture description, sentence translation, question
and answer, interview, roleplay, game, and oral presentation. According to Brown (2004),
picture description (or as he refers to it picture-cued tasks), involves some kind of visual
stimuli that elicits a word, phrase or even longer propositions. The complexity of the visual
stimuli may range from very simple pictures containing 1 or 2 items, to more elaborate
pictures, such as maps, scenes from a party, a busy street, etc. (pp. 151 — 156). Brown
(2004) goes on and claims that sentence translation, often overlooked due to not being in
accordance with direct approaches used to create communicative classes, is a useful
speaking task in teaching English as a foreign language (EFL) as understanding the lexical,
grammatical and syntactic proposition is essential to non-native speakers (p. 159).
Question and answer, being another speaking task, is similar to an oral interview; however,
an interview is more interactive, allows one to swap roles and the interviewer may become
an interviewee and vice versa, just as it happens in everyday communication. Question and
answer tasks, on the other hand, are more oriented towards getting a correct answer and it
is the teacher (assessor) who asks questions and it is the student that answers them (Brown,
2004, pp. 159 — 160). When roleplaying takes place, students “take on the persona of
someone other than themselves” (Brown, 2004, p. 174), which lets them be creative and
practise language they would normally not have the opportunity to practise, e.g. being a
tourist asking for directions, a customer at a market trying to get a lower price, etc.
(Brown, 2004, p. 174). Games, as Brown (2004) specifies them, may not be typical
representatives of an speaking assessment task, but with a set of criteria and a reliable
scoring method, they may serve as a means of formative assessment (pp. 175 — 176). Last
but not least, oral presentation is also a frequently used speaking task. It requires the
presenters to work on an assigned or chosen topic and deliver a speech that corresponds
with what is expected of them in relation to their level of English (Brown, 2004, pp. 179 —
180).



Speaking as a Part of the Czech Curriculum

Since this thesis focuses on designing criteria for the assessment of speaking skills
and reflects upon how Czech teachers of English design and use them, it is fundamental to
mention to what extent students' speaking skills are developed and on what occasions they
are assessed. The situations when teachers/assessors may want/need to assess students'
speaking performances are many. Conversation classes, being one of the examples, are
focused on exposing students to situations in which they have to communicate and
therefore learn how to interact with their fellow students, or with their teachers. The aim of
these classes is to prepare the students for situations in which they may find themselves in
their everyday lives and equip them with what it takes to cooperate with other speakers of
English successfully.

Another aim is to prepare the students for the speaking part of the new state
Maturita exam. The reason for mentioning the Maturita exam and devoting a few
paragraphs to explaining its individual parts is that speaking is an inseparable part of the
language part of the Maturita exam and all students who choose a foreign language over
Mathematics have to go through it. Therefore, not mentioning it would make the thesis
incomplete.

At this stage it is important to make reference to the fact that students of English as
a foreign language at secondary schools are supposed to reach at least the B1 level of
reference. The expected outputs for students of secondary schools as for speaking are
summarised in the “Framework Education Programme” document. The outputs are
presented in the following manner:
as for spoken production, [students] should be able to:

® formulate [their] opinion in such a way that [they are] understood using correct
grammar, spontaneously and coherently;

® reproduce freely and coherently an authentic text with vocabulary and language
structures characteristic of a rather demanding text which [they have] read or
listened to;

describe in detail [their] surroundings, interests and activities related to them;

® use a broad general vocabulary to develop argumentation without reducing the

content of the communication;



as for spoken interaction, [students] should be able to:

® cxpress and defend [their] ideas, opinions and attitudes using appropriate oral
forms;

® comment on and discuss various opinions on non-fiction and fiction texts
adequately and use correct grammar;

® react spontaneously and use correct grammar in more complicated, less common
situations while using appropriate phrases and expressions;

® communicate fluently on abstract as well as specific topics in less common or
specialised situations, respecting the rules of pronunciation;

® begin, carry on and end conversations with native speakers and join in active
discussion on various topics concerning more specialised interests

(Balada et al., 2007, p. 17)

Speaking as a Part of the Maturita Exam

Those who choose a foreign language over Mathematics have to go through a
complex exam that focuses on examining their writing, listening, reading and last but not
least, speaking skills. Out of one hundred and sixty five minutes that the foreign language
exam takes, fifteen minutes are devoted to the oral part. Slightly more time (20 minutes) is
given to students to prepare for it. During this time they are allowed to use a dictionary and
make notes that they are going to use when being tested and assessed.

The tasks students have to accomplish are delivered by means of worksheets that
are comprised of four sections during which spoken production as well as interaction are
assessed. The oral part of Maturita exam is designed to determine the students' ability to
produce larger stretches of language in L2, namely during a picture description and a
presentation on a vocational topic when they have to demonstrate that they are able to
speak without being prompted as well as the ability to interact with other speakers of
English when introducing themselves and being interviewed by the teacher on a general

topic (Ministerstvo $kolstvi, mladeZe a t&lovychovy [MSMT], n.d.).



Assessment of the oral part of the Maturita exam. Before taking a closer look at
assessment itself, it should be briefly outlined how students' speaking skills are assessed
during the oral part of Maturita exam. The act of examining and subsequent assessment of
students' speaking performance is done by two certified assessors, one being the examiner
and the other being the observer (MSMT, n.d.). The assessors use a special worksheet with
pieces of information and instructions on how to examine and assess the students. This
worksheet contains a set of four criteria that help the assessors structure what to pay
attention to when an assessment is produced and determine how well students perform on
individual sections of the oral part of the exam. The criteria are as follows:

® content and the level of presentation skills;

® [exical competence

® grammatical competence and the means of text coherence and cohesion
® phonological competence

(MSMT, 2013b, p. 6).

Each of the four sections of the oral part of the exam is evaluated in connection to
the first three criteria and the student is awarded points on the scale of zero to three; zero
meaning incapability of the particular student to meet the criterion and three meaning
performing well and meeting the criterion. Phonological competence is given a somewhat
lesser significance since this criterion is not applied to individual sections of the oral exam,
but to the whole exam at once. Students pass the oral part of the exam provided they obtain
at least 18 points out of 39 (which is equal to 44%) (M§MT, 2013a, p. 9; MSMT, 2013b, p.
6). It should also be noted that the oral part of the Maturita exam is given only a 25%
importance as a majority is assigned to a didactic test (50%) and to writing two
compositions (25%). Whether the ratio reflects the importance of individual skills is the

question.
The Difference between Assessment and Testing

Every term that a person comes across carries meaning but also a connotation that
stands, so to say, outside the word and represents how the word is perceived. The
connotation of the word assessment is, without a doubt, not a positive one. Regardless of
the emotions associated with the term assessment, it is a crucial and inseparable part of any

kind of teaching / learning as it provides necessary feedback on the students' strengths



and/or weaknesses not only to the teacher, but also to the students themselves (and
sometimes to other students as well).

When speaking of assessing students, one might often run across the term festing
used in a similar context. An essential question has to be asked: what is the difference
between assessment and testing? These two terms are sometimes misunderstood and may
be falsely viewed as synonyms. Brown (2004), however, points out, that there is a
difference in their meaning frequently overlooked. He goes on to claim that testing is a
procedure prepared in advance during which students try to perform their best and are
aware of the fact that they are being tested. On the other hand, assessment is a constant,
sometimes even subconscious process that takes place whenever the student answers a
question, gives a comment or tries to use a new word / phrase, etc. and may be done by
teachers, the students themselves, and possibly even by other students (p. 4). In other
words tests are only a subset of assessment (i.e. not every assessment is necessarily a test)

and teachers may wish to use more forms of assessing their students.

What is Assessment

Concisely, assessment is a process of collecting, analysing and making use of
information about students' performances (Paloma & Banta, 1999, p. 4). Astin (1993) adds
that “the basic motive for gathering it is to improve the functioning of the institution and its
people” (p. 2). Assessment is an omnipresent part of teaching without which the
educational process would be incomplete. It may take numerous forms and over time
various divisions have appeared. Despite there being quite a large number of them, it is
worth bearing each in mind as they may give teachers a greater insight into this issue and
therefore help them become more successful in assessing their students. Being able to
distinguish between different types of assessment is crucial as each type has its

peculiarities that make it suitable for different learning situations.

Basic Types of Assessment

The Common European Framework of Reference (CEFR), being a major influence

on language teaching across Europe, the Czech Republic included, presents an extensive

list of individual types of assessment, some examples being: formative/summative



assessment, subjective/objective assessment, direct/indirect assessment, holistic/analytic
assessment, etc. (Council of Europe, n.d., p. 183). A complete list of all thirteen types of
assessment can be found in Appendix A.

It should be noted that there are as many divisions of individual types of assessment
as there are authors dealing with this issue. In other words, the layout of the classification
overlaps and coincides with others according to the criteria that are used to create the
particular classification.

Formal and informal assessment. Nevertheless, Brown (2004) claims that in its
broadest sense assessment can be divided into two basic categories: informal and formal.
The former one may be characterized as any kind of teachers' feedback aimed at the
students, such as a word of encouragement, a smile, a pointed finger, a piece of advice
concerning pronunciation, grammar, etc. (p. 5). However, for the purposes of this thesis,
the point of interest is formal assessment produced by teachers. It is referred to as formal
because of the fact that it is “[a] systematic, planned sampling technique constructed to

give teacher and student an appraisal of student achievement” (Brown, 2004, p. 6).

Formative and summative assessment. Another division comprises of the two
following categories: formative and summative. According to Hughes (2003), formative
assessment serves the purpose of forming both the teaching as well as the learning part of
the educational process. In other words that means that teachers use the feedback of such
kind of assessment to monitor and modify their teaching plans and techniques and students
may use it to see their progress and change their learning strategies accordingly (p. 5). To
build on the terminology of the previous division, each and every informal assessment is
formative.

Summative assessment, by contrast, sums up what the students have learned over a
period of time - usually a unit, semester or the whole year and looks back at how
successful the students have been in achieving the objective(s) of the unit, semester or the

whole year (Hughes, 2003, p. 5).

Direct and indirect assessment. Direct and indirect assessment, being another
category, is often mentioned in reference to assessing oral skills. The difference between
the former and the latter one is the fact that when the teachers choose direct assessment,

they assess what the students are actually performing (Council of Europe, n.d., p. 186).



Simply said, if the teachers wish to assess speaking, they have the students produce
language orally, i.e. speak. An example of such assessment may be when a small group of
students discuss something, the assessor observes such action, compares it with the criteria
that were set prior to the assessment procedure and produces an assessment (Council of
Europe, n.d., pp. 186 - 187). Whereas when indirect assessment is used, the students
perform a skill that underlies the skill(s) which the assessor wants to measure. The assessor
may, for instance, want to assess speaking by focusing on pronunciation, being a
component of this productive skill. Thus, a pronunciation task may be used as an indirect
means of assessing speaking.

Taking this example as a basis for further contemplation, there arises a series of
questions that need to be answered: is the fact that the students are able to distinguish
between two or more allophones conclusive proof of their ability to use it correctly in
spoken discourse? Is the connection between, let us say, a written (multiple-choice) test
and speaking strong enough? Is such assessment valid enough? When the students know
that only one particular subskill (e.g. a phonemic distinction) is to be tested, will negative
backwash effect not appear? The fact is that the students may decide to learn only that
particular subskill without attempting to learn what the test item actually aims at —
speaking. These are some of the questions that may be considered troublesome as they
frequently tend to be the cause of debates to which many language teachers have tried to
find legitimate answers.

Much alike any type of assessment, there are some pros but also some cons to it.
Hughes (2003) argues in favour of indirect assessment as it “seems to offer the possibility
of testing a representative sample of a finite number of abilities which underlie a
potentially indefinite large number of manifestations of them” (Hughes, 2003, p. 18). As he
points out, this may result in more precise evaluation of one's skills (p. 18). However, he
also makes the reader aware of the fact that the connection between the indirect test item
and the skill that is to be assessed “tends to be rather weak in strength and uncertain in
nature” (Hughes, 2003, p. 18). That means that the ability to speak can not be guaranteed
by e.g. the ability to pronounce words correctly because there is, of course, more to being
able to speak.

Another argument favouring direct testing is that conducting the conditions which
elicit the behaviour that the assessor wants to measure as well as the actual process of

assessing productive skills are relatively straightforward (Hughes, 2003, p. 17). In other
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words, the assessor simply creates the conditions, observes the student's performance and
subsequently compares it with the criteria that were set beforehand. He goes on to say that
the situations/materials used for direct assessing are more authentic compared to indirect

(Hughes, 2003, p. 17).

Holistic and analytic scoring (assessment). According to The Council of Europe
(n.d.), in order for assessment to produce valid, reliable and consistent results it is also
extremely important to distinguish between scales for scoring (assessing) speaking skills
that are used most frequently - holistic and analytic. Brown (2004) argues that it would be
more appropriate to replace the term scoring with assessment “in order to capture its closer
association with classroom language instruction than with formal testing” (p. 243).
Notwithstanding the nuances in terminology, both of them are based on the fact that
individual levels of the students' performances are assessed. However, when choosing
holistic (also referred to as “impressionistic”’) method of assessment, the students'
performances are intuitively evaluated for their overall quality. In other words the
performance is assigned only one single score based on the overall impression that the
assessor(s) have (pp. 190 — 191). Such assessment has one indisputable advantage over its
counterpart — it is much less time consuming than analytic assessment.

Different from this is the analytic method of assessment which looks at individual
aspects separately and awards each of them its own score; these are then summed up to
create a final score (Hughes, 2003, pp. 94 — 95). According to The Council of Europe
(n.d.), the benefit of assessing individual aspects is that “[it] encourages the assessor to
observe closely ... [it] provides a metalanguage for negotiation between assessors, and
feedback to learners” (p. 190). Considering various criteria when assessing speaking skills
separately and being able to debate whether the student fulfilled them helps to prevent the
assessors from being biased or subjective. In other words, it enables the assessor(s) to be
objective. This is further discussed in the section that deals with subjectivity in the
assessment of speaking skills.

According to Hughes (2003), a research has proven that the data gathered when
using holistic and analytic assessments show a very high agreement (p. 130). As a result,
some may question why to devote more time and energy to using analytic assessment if the
easier way is proven to produce similar outcomes. One of the reasons why it is worth

putting one's effort into employing analytic assessment is that compared to holistic
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assessment, it gives both the teachers as well as the students a more precise feedback on
what the students do well and where there is still room for improvement (Knight, 1992, p.
300). Realizing what one can do and what needs more work is key to becoming more
professional in using the language, which is, after all, what language classes aim at.

It should be taken into account that by no means is this list of types of assessment
finite and therefore the divisions listed above should simply be viewed as the ones that are
necessary to be familiar with. Generally said, the decision on which type of assessment to
use lies solely on the assessor; however, the decision should always be based on a number
of criteria that reflect upon e.g. the context/situation that precedes the assessment, the aim

of the assessment as well as the needs of the students.

Validity and Reliability in Assessment

When inquiring into assessment, there are two terms that need to be explained in
greater detail as they are of the same importance to effective assessment as oxygen is to
life. They are validity and reliability. According to Brown (2004), validity is “by far the
most complex criterion of an effective test — and arguably the most important principle...”
(p- 22).

In order to better understand the term it might be beneficial to approach it from a
different perspective. Angeles (1981) describes validity through a philosophical example in
the following way “A deductive argument is valid whenever its conclusion necessarily
follows from the premises; if the premises of the argument are true, then its conclusion
cannot be false; the conclusion too must be true” (as cited in Hinkel, 2005, p. 795). That is
to say that an argument is valid if its premises are in accordance with one another. Taking
the fact that it is a philosophical point aside, in its core this statement applies to language
assessment, t0o.

Ur (1991) offers a simplified explanation and says that “a valid test is one which
actually tests what it is designed or intended to” (p. 44). If, for instance, the
teachers/assessors attempt to measure the students' speaking skills, they should engage the
students primarily in that particular skill and not in other ones, such as listening (Ur, 1991,
pp. 21 — 22). Following this principle is one of the components that serve the purpose of

ensuring that the assessment is effective.
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Reliability, being another key aspect of effective assessment, is described as an
element of consistency and dependability. Put simply, “a reliable test is one that produces
consistent results when administered on different occasions” (Ur, 1991, pp. 44). According
to Brown (2004), the level of un/reliability is dependant on many criteria; some examples
being “fluctuations in the student, [in the assessor], in test administration and in the test
itself” (pp. 20 — 21).

As for the first fluctuation, the students' physical and psychological condition, such
as a temporary illness, anxiety, or just a bad day may result in the decrease of reliability of
their performance and the assessment of such performance. As for the second one, the level
of rater (assessor) reliability, or to be more precise either inter- or intra-rater (assessor)
reliability, or possibly both may be the cause of decreased reliability. The former stands for
inconsistency between two or more assessors and the latter stands for inconsistency within
only one assessor. The reasons for the assessor to be unreliable are numerous. The lack of
attention, inexperience, preconceived biases, unclear scoring criteria, being subconsciously
harder, or easier on a few students who are assessed at the very beginning, or simply being
tired towards the end of the assessment period are, beyond question, some of the most
frequently occurring ones (Brown, 2004, pp. 21 — 22).

Brown (2004) goes on mentioning other elements that may prevent testing and
assessment from being reliable; specifically they are the conditions in which the test is
administered, such as street noise, poor lighting conditions, poor acoustics, the layout of
the classroom, etc. In certain situations even the test itself may become an obstacle.
Students tend to make more mistakes if the test is too extensive. Some students'
performances may be affected by the fact that they have a time limit within which they
have to complete the task(s) (pp. 20 — 12). Therefore, assessment is reliable only if these
fluctuations are taken into consideration.

The relationship of reliability and validity is somewhat unclear and uncertain.
However, it can be said that reliability is directly bound to validity and vice versa. Some
argue that reliability should be seen as only a part of validity, which makes validity a
superordinate term. As Lado states “[reliability] provides the framework, the structure on
which validity depends and builds ... but is somehow independent of it” (as cited in

Hinkel, 2005, p. 796). Explained in simpler terms, it means that a test may give consistent
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results despite being invalid. To conclude, “reliability is necessary but not sufficient:

sufficiency depends on validity” (Hinkel, 2005, p. 796).

Subjectivity in the Assessment of Speaking Skills

Beyond any doubt, assessing students' oral skills involves the teacher's judgement,
thus it is said to be subjective. The difference between objective and subjective assessment
resides in the fact that “objective assessment is assessment [from] which subjectivity is
removed” (The Council of Europe, n.d., p. 188). On most occasions the aim of assessment
is that the level of subjectivity is kept to its minimum. With the polarity of the previous
statement reversed, teachers should attempt to make assessment as objective as possible.
To build on the terminology of the previous division, holistic assessment is said to be more
subjective as the students' performances are assessed, so to say, intuitively and the teachers
(assessors) go with their instinct, whereas analytic assessment uses individual criteria that

help the assessors be more conscious of what they actually assess.

Possible Ways of Ensuring Objectivity

The current findings advise one to establish a set of criteria that are to be addressed
during the act of assessment. Generally said, the more criteria there are to choose from, the
greater the chance of the assessment being objective and precise there is.

One way of doing that is to break speaking skills down into individual sub-skills
that are to be assessed and approach them selectively. Brown (2004) speaks of so called
micro- and macro-skills from which teachers / assessors select one or several that they use
as an objective(s) of their assessment tasks (p. 142). The former one refers to using smaller
units of language, such as “phonemes, morphemes, words, collocations, and phrasal units”
(Brown, 2004, p. 142). An example of these micro-skills may be statements such as“[The
students] produce differences among English phonemes and allophonic variants, ...
reduced forms of words and phrases ... [and] 