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ANNOTATION

This thesis focuses on the creation process of teacher-made tests assessing upper-
secondary students’ English proficiency with a focus on grammar and vocabulary. The
theoretical part researches the testing of these aspects of language, principles applied
to tests, and planning and designing a test in detail to establish the foundation for the
practical part. The practical part describes the way teachers prepare their tests and
analyse their methods based on the insights derived from the theoretical part.

KEYWORDS
teacher-made tests, grammar, vocabulary, test qualities, upper-secondary education
NAZEV

Hodnoceni testi dosazené jazykové urovné angliCtiny pripravenych uciteli na stfednich
Skolach

ANOTACE

Tato prace se zabyva tim, jak ucitelé na stiednich skolach vytvari své testy zaméfujici
se na gramatiku a slovni zasobu. Teoreticka ¢ast podrobné¢ zkouma testovani téchto
aspekti jazyka, principy, které by meély byt na testy aplikovany a planovani a
designovani testu, navic slouzi jako zaklad pro praktickou ¢ast. Prakticka ¢ast popisuje,
jak ucitelé vytvareji své testy a analyzuje jejich metody srovnavanim s poznatky
vyvozené Z teoretické ¢asti.

KLICOVA SLOVA

testy vytvotené uciteli, gramatika, slovni zasoba, kvality testu, sttedni vzdélani
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Introduction

The sphere of education goes hand in hand with testing; therefore, it is essential to construct
tests well to obtain the information needed about the students to make further decisions
regarding them. This thesis's theoretical part comprises a short introduction that answers
fundamentals regarding the reasons for language testing in general and when applied to
testing grammar and vocabulary. Following the introduction is the chapter that delves deep
into principles that should be applied to the test: reliability, validity, practicality, and
authenticity, each described in their sub-chapter. The last chapter in the theoretical part
focuses on planning and designing a language test; this chapter will introduce the test types
that might be used within a classroom and the stages of test creation, which involve
mentioning task types and scoring. The practical part of the thesis strives to learn how
teachers testing upper-secondary students create their tests with regard to the goal they have
in mind while making the test. This is accomplished by analysing answers obtained from
teachers through an online questionnaire, with the consequent verification of the results of a

question tied to the usage of task types through analysis of their grammar and vocabulary tests.



Theoretical part

1. Fundamentals of Testing

1.1. Understanding the term test

The term "test” is crucial to establish before further delving into the problem of testing
because understanding what a test is can help us understand the purpose of testing as a whole.
This introductory segment explores the similarities and differences in definitions of tests
found in scholarly literature, intending to offer a thorough comprehension of the term.

To fully grasp the meaning of a test, it is paramount to analyse different definitions by
professionals in the field and find parallels between them. Brown (2004, 3) describes a test as
"A method of measuring a person's ability, knowledge, or performance in a given domain."
Similar views are held by Douglas (2014, 2), who says, "When it comes right down to it, a
test is a measuring device, no different in principle from a ruler, a weighing scale, or a
thermometer.” Carr (2018, 5) also assumes that the function of a test is that of a tool and
emphasises that it needs to be well crafted for it to be useful, just as it is with tests. Therefore,
a test is a tool or a method used to measure something; that particular something is the
information the test creator is looking for, for example, a test taker's ability, knowledge, or

performance in a given domain.

Furthermore, it is essential to mention that the purpose of a test is closely intertwined with
what a test is since a tool without a purpose would have no use. Harris and McCann (1994,
26-27) state that the reason for a test is to make decisions concerning the students and if there
are no decisions to be made as a result of a test, then the test is meaningless. In like manner,
Carr (2018, 6) expresses that the purpose of a test is to help the test maker make decisions.
Douglas (2014, 17) also says that tests are used as input when making decisions about the test
takers. Thus, the reason for a test or, in other words, its purpose is to help the test creator
make certain decisions about the test taker.

Additionally, decisions made as the result of the test help the test maker choose the right test
type; the test types are categorised by the type of decision they help to make. The decisions
the test helps to make, Carr (2018, 6-9) divides into admission, placement, diagnostic,
progress, achievement, proficiency, and screening. Brown (2004, 43-48) similarly lists the

following test types: language aptitude, proficiency, placement, achievement, and diagnosis.
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The decision the test maker needs to make is reflected in the type of the test. Even though
some of these test types may be similar, each one is suited for slightly different decisions.

In conclusion, by comparing and contrasting definitions and insights of various professionals
in the field, it is possible to define a test as a tool used by a test maker to measure the test
taker's ability, knowledge, or performance in a given domain to make further decisions which
involve the test taker. It is essential to state that in the case of classroom tests, the test maker

is also in the role of test administrator and assessor.

1.2. Assessing Grammar and Vocabulary

The previous sub-chapter established what a test is and why teachers use it as a tool. The
terms grammar and vocabulary are closely tied to this. This sub-chapter will explain what

those terms mean and their reflection on language assessment.

Firstly, it is essential to stress the link between teaching and testing regarding certain aspects
of language. Purpura (2004, 4) states that during different points in time, grammar in relation
to assessment stood for different requirements because of what was taught under this term; for
example, being able to memorise grammatical rules, being able to provide accurate translation
or being able to select the correct answer on a multiple-choice test. Read (2000, 16-17)
emphasises similar parallels in vocabulary, to some teachers, vocabulary is connected to
memorising a list of words and finding out if the learner can match the words with their
synonyms and definitions or be able to translate the word; while others state that the focus lies
in learners effectively using the vocabulary knowledge when they perform the language tasks.
Therefore, teaching trends at different points in time and understanding what a particular part
of language stands for greatly influences the assessment and, consequently, the requirements

of the learner.

The next point to consider is what grammar currently means in pedagogical space. Purpura
(2004, 22) describes pedagogical grammar as a "principled description of the target-language
forms, created for the express purpose of helping teachers understand the linguistic resources
of communication.” Similarly, Davies (2007, 21) views pedagogical grammar as a
grammatical description of the language that is intended for pedagogical use, in other words,
to help with the teaching process. Livia (2006, 7) states that pedagogical grammar, in terms of
its position, stands between the linguistic description of language and the use of the language
in the classroom. Hence, pedagogical grammar focuses mainly on teaching the language

rather than teaching about the language, which would be the focus of linguistic grammar.
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Consequently, it is also crucial to analyse grammar for assessment purposes. Regarding
grammar, two types of grammatical knowledge are being assessed: explicit grammatical
knowledge and implicit grammatical knowledge (Ma 2008, 114). In terms of assessment, it is
advisable to test both implicit grammatical knowledge and explicit grammatical knowledge
(Purpura 2004, 45). Ellis et al. (2009, 40) state that if the learning process involves both
implicit and explicit knowledge, then assessing both is paramount. So, in terms of assessment,

two types of grammatical knowledge should be tested: implicit and explicit.

Understanding the difference between these two types of grammatical knowledge is very
important for designing the test, starting with the explicit grammatical knowledge. Purpura
(2004, 42) describes explicit grammatical knowledge as conscious knowledge related to
grammatical forms and their meaning. On top of that, Ma (2008, 115) states that it is a type of
knowledge that is accessed slowly. In addition, Ellis (2014, 11) claims that explicit grammar
rules are teachable. Explicit grammatical knowledge can, therefore, be understood as
conscious knowledge related to grammatical forms and their meaning, which is accessed

slowly and can be taught to the students.

On the other hand, implicit grammatical knowledge significantly differs in its meaning in
relation to explicit grammatical knowledge. Implicit grammatical knowledge is the type of
knowledge used in language behaviour, which is considered natural (Purpura 2004, 42).
Similarly, Ma (2008, 115) mentions that implicit grammatical knowledge occurs in natural
language behaviour, refers to unconscious knowledge, and, on top of that, can be accessed
quickly. Ellis (2014, 11) highlights the fact that in comparison to explicit knowledge, implicit
grammatical knowledge cannot be taught because it is built upon a complex neural network of
associations. Implicit grammatical knowledge can be understood as a type of knowledge used
in naturally occurring language unconsciously that is accessed quickly and cannot be taught.

Furthermore, there is a direct link between the type of knowledge being tested and the type of
tasks in a test. Ma (2008, 115-16) links the assessment of explicit knowledge to selected-
response, e.g., multiple choice, true-false and matching activities, and limited-production
tasks, e.g., gap-filling, short-answer and information transfer activities; meanwhile, extended-
production tasks, e.g., essays, dialogues, reports, are associated with testing implicit
knowledge. Similarly, Purpura (2004, 45) suggests that when it comes to testing explicit
knowledge, it might be done through multiple-choice or short-answer tasks, while implicit

knowledge should be assessed through tasks that make learners use grammar in spontaneous
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speech — full production in real-time. Thus, tasks focused on testing explicit grammar
knowledge take the form of selected-response and limited-production tasks, and for testing

implicit grammar knowledge, they focus on extended-production tasks.

Proceeding to the vocabulary section, before delving into its assessment, a short definition of
what is seen as vocabulary is required. Cambridge Dictionary defines vocabulary as "all the
words that exist in a particular language or subject”, and by going further and trying to look
for the definition of a word, one can find "a single unit of language that has meaning and can
be spoken or written" (Cambridge University Press, n.d.). Pearson et al. (2007, 284) state that
definitions found in dictionaries are lacking in terms of specificity when used for research
purposes of vocabulary acquisition and understanding. It is not clear what precisely the term
word refers to; it can refer to a variety of lexical units, so it is vital for that relevant lexical
unit to be defined for the purposes of specific assessments (Read 2000, 20). When defining
vocabulary while keeping assessment in mind, the tester must be specific and transparent in

what he wishes to assess in terms of vocabulary.

If focusing purely on vocabulary in regard to assessment, it is possible to find more specific
answers to the meaning of vocabulary. Pearson, Hiebert and Kamil (2007, 284) call
vocabulary assessment “the assessment of students' knowledge of word meaning." However,
this creates a question of what it means to know a word, which many researchers in this field
discuss. For example, Stahl and Bravo (2010, 567) state that knowing a word is a
phenomenon that has multiple parts, and it is not an all-or-nothing phenomenon. For example,
Dale (1965; quoted in Read 2000) created four stages of knowing a word, those ranging from
stage 1 — "1 never saw it before", stage 2 — "I have heard of it, but I don't know what it means,
stage 3 — "l recognise it in context, it has something to do with..." to stage 4 - "I know it."
Similarly, Paribakht and Wesche (1993, 15) developed a vocabulary knowledge scale for
research related to vocabulary learning that has five levels of word knowledge that begins
with level 1 — "I have never seen this word" all the way to level 5 — "I can use this word in a
sentence.” Thus, vocabulary assessment concerns the knowledge of the word's meaning, but

knowing a word is a phenomenon that consists of multiple parts.

In conclusion, both grammar and vocabulary have a unique approach to their teaching and,
consequently, their assessment methods, which change based on the research done during the
time. When testing grammatical knowledge, the tester should keep in mind if their goal is to

test explicit or implicit knowledge and, based on this information, design the test format and
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the tasks. Similarly, testers creating vocabulary tests must be specific and transparent in what
they wish to test.

2. Principles Applied on Tests

This chapter will concern principles that should be followed while creating a test. If the
information obtained from administering the test is to be useful, the following principles must
be applied to the test: reliability, validity, practicality, authenticity, and impact (Brown 2004,
19). Similarly, Bachman and Palmer (1996, 17) created a model of usefulness which provides
a metric for evaluation of the usefulness of the test, which similarly consists of reliability,
construct validity, authenticity, impact, practicality and additionally interactiveness. On the
other hand, other authors such as Arthur Hughes (1992, 42) or Dan Douglas (2014, 10) are
mainly concerned with validity and reliability. Therefore, if the test is deemed to be useful, it
needs to follow the qualities mentioned, mainly validity and reliability, but even the other
ones play their role; for the purposes of this thesis, this chapter will discuss reliability, validity,

practicality, and authenticity.

2.1. Reliability

When it comes to reliability in testing, it is important to explain what it means for the test to
be reliable. Brown (2004, 20-1) states that if the test is to be reliable, it has to be consistent
and dependable; e.g., if the test is taken on multiple occasions by the same students, the
results should be similar. Douglas (2014, 10) describes reliability as the accuracy of the
measurement that the test gives, and if the test is to be reliable, it should give as accurate a
measurement as possible. Bachman and Palmer (1996, 19-20) view reliability in the same
manner; they describe it as consistency of measurement. If the scores of the test takers are
similar after taking the test on multiple occasions, the test is perceived to be more reliable
(Hughes 1992, 29). Kubiszyn and Borich (2003, 311) state for a test to be considered reliable,
it must give the same or similar results over repeated administrations. Thus, reliability can be
understood as consistency of measurement; consequently, it should be accurate and

dependable.

Additionally, there are a number of factors that can influence the consistency of measurement
which has to be taken into consideration when talking about reliability. According to Brown
(2004, 21-2), those factors may be fluctuations in students, scoring, test administration, and

the test itself. There are many reasons for inconsistencies in the measurement of a test,
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stemming from the side of the student or the test itself (Douglas 2014, 10). Bachman and
Palmer (1996, 20) also state that it is not possible to remove all inconsistencies, but the job of
the tester is to minimise them through the test design. So, the inconsistency comes partly from
the side of the student, the test itself and its scoring and administration; consequently, the

tester's job is to minimise the inconsistencies through the design of the test.

Firstly, delving into the inconsistencies can be caused from the side of the student. Deviations
from the true score can be caused by the student's illness, fatigue, anxiety, or other factors
related to their well-being (Brown 2004, 21). Similar causes are also mentioned by Douglas
(2014, 29), who highlights students' energy levels and mental state, e.g., fatigue, daydreaming,
misreading instructions, or forgetfulness to fully finish certain tasks. Hughes (1992, 33)
elaborates on the idea of a distinction between the true score and the actual score and states
that it is probable that the actual score does not represent their best score (true score).
Inconsistencies on the student's side are mainly caused by their mental or physical state,

which deviates them from their true score.

In contrast, there are also some inconsistencies that can be caused by the rater. Brown (2004,
21) divides these inconsistencies into two groups: inter-rater reliability and intra-rater
reliability; the difference between these two groups is that inter-rater reliability is when two or
more scorers' results differ on the same test, e.g., the causes such as biases, inattention, and
inexperience, while intra-rater reliability usually occurs to the classroom teachers due to
reasons such as fatigue, unclear scoring criteria or bias towards certain students. While
Douglas (2014, 27) does not divide rater's inconsistencies into these groups, he still mentions
that inconsistencies can arise due to a lack of experience in rating performance and scoring
errors. The concept of inter-rater relatability could be connected to Hughes (1992, 35-6), who
introduces the idea of the scorer reliability coefficient, which is an agreement between
different raters of the test in their results and is represented by a numeral value.
Inconsistencies that could be caused by raters are divided into two groups, intra-rater and
inter-rater reliability, both stemming from different problems. Inter-rater reliability can be

measured using the scorer reliability coefficient.

Furthermore, reliability may be affected by the administration of the test and the test itself.
Administration inconsistency stems from the physical elements during testing, e.g., noise,
temperature, condition of equipment in the classroom or even readability of the test; similarly,

even the test itself can cause inconsistencies, e.g., the length of the test, poorly designed test
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tasks and the time limit (Brown 2004, 21-2). Douglas (2014, 10) also states that the test itself
can cause inconsistencies because of the design of the tasks; bad design can stem from
instructions, which could be unclear, or the difficulty, which may exceed the targeted level of
the student, and quality can also be influenced due to tasks having multiple correct answers.
Thus, administration inconsistencies are tied to the physical state of the classroom and the
equipment used, while the inconsistencies caused by the test stem from its design.

All these inconsistencies play into the reliability coefficient of the test, which can help
interpret the quality of the test in terms of reliability. The reliability coefficient is a numeral
value between 0 — results that are unconnected with each other -and 1 — results that are the
same every time - that represents the reliability of the test (Hughes 1992, 31-2). Carr (2018,
108) states that "reliability values range from .00 — all errors — to 1.00 — perfect
measurement.” Kubiszyn and Borich (2003, 311) claim that the most used methods to
measure reliability are test-retest, alternate form, and internal consistency. Therefore, the
reliability coefficient is a numeral value between 0 and 1, which represents the reliability of
the test. There are three methods to obtain this value: test-retest, alternate form, and internal

consistency.

It is essential to mention that each test type has slightly different expectations for the
reliability coefficient. Lado (1961; quoted in Hughes 1992) claims that, for example,
vocabulary and reading tests should be in the .90 to .99 range, while listening tests are usually
in the .80 to .89 range, meaning that reliability in testing different abilities varies. Hughes
(1992, 32) additionally mentions that based on the decision made regarding the test, the
reliability coefficient must be adequate to the decision, e.g., entrance exam tests. Carr (2018,
109) states that when it comes to high-stakes testing, the minimally accepted reliability is .80.
Depending on the test type and decision made in relation to the test, the reliability coefficient

differs, but it should be at least .80 or around this value.

As mentioned previously, there are multiple methods to arrive at the reliability coefficient,
starting with the test-retest method (sometimes called stability). As the name implies, the test-
retest method makes use of two sets of scores from two same tests given at different points in
time (Kubiszyn and Borich, 311-12). For the test-retest method, one needs to have two sets of
scores from a group of subjects that take the same test two times (Hughes 1992, 34). Carr
(2018, 109) describes test-retest as an approach that makes the student take the same test

twice, and based on two sets of scores the reliability correlation is calculated. Hence, the test-
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retest method makes use of participants taking the same test twice to obtain two sets of scores,

which are used to calculate the reliability coefficient.

However, there are some drawbacks to using this method as a means to obtain a reliability
coefficient. Hughes (1992, 32) highlights the problem of this method in regard to the time gap
between the two times needed for the administration of the test; if the second test is too soon,
then the participants may recall the answers, but on the other hand, if the second test is too
late then participants may forget the subject matter. Similarly, Carr (2018, 109) mentions if
the two tests are administered too close to each other, the participants may achieve better
results on the second attempt thanks to the familiarity, but if they are too far apart, then the
participants may learn something new resulting in better results. Kubiszyn and Borich (2003,
312) mention that the results of the participants may differ not because of the unreliability of
the test but because the participants themselves have changed. When it comes to using the
test-retest method, the biggest drawback comes from the reliability of the second score due to

the change in the participants between those two tests.

Another method that can be used in order to obtain the reliability coefficient is called alternate
forms (sometimes called parallel forms or equivalence). This approach, similar to the test-
retest method, makes use of two test administrations, but the main difference is that instead of
the same test being administered twice, the tests, in this case, are parallel using the same task
formats, assessing the same construct but containing different tasks (Carr 2018, 110). An
estimate of reliability can be obtained through the usage of two equivalent forms of a test,
both being administered to a particular group of participants and correlation is determined
between the two sets of scores (Kubiszyn and Borich 2003, 313). The alternate forms method
makes use of two equivalent forms of a test with the same task formats, assessing the same

construct but with different tasks.

By using alternate forms method, it is possible to eliminate certain problems that stem from
using test-retest. Effects of the time on the participants, e.g., forgetting the subject matter,
familiarity with the test, or learning something new, are reduced when using the alternate test
method (Hughes 1992, 32). Kubiszyn and Borich (2003, 313) state that "This estimate
eliminates the problems of memory and practice involved in test-retest estimates.” Therefore,
with the usage of the alternate forms method, the tester can eliminate problems tied to the
time gap between the administrations of the test-retest method.
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However, the alternate forms method still has certain drawbacks, keeping it from being the
ideal method to obtain reliable data. Carr (2018, 110) states that in practice, parallel forms are
never truly parallel, which means that the score is never exactly identical. This is tied to the
fact that it is not a good idea to create two tests just to check reliability. Similarly, Kubiszyn
and Borich (2003, 313) emphasise the fact that it is pretty challenging to create two good tests
in order to measure reliability, mentioning that this method is mainly used by test publishers.
The alternate forms method mainly suffers from the practicality and the amount of effort
required to create two high-quality tests that could be considered truly parallel for the purpose

of reliability measurement.

The last approach that is used to measure consistency is called internal consistency. Carr
(2018, 110) describes the method in the following way: "As the name suggests, look at the
extent to which different parts of the test are measuring the same thing; or, to look at it
differently, the degree to which they are measuring it in the same way." Kubiszyn and Borich
(2003, 313) state that if the test is internally consistency, then items in the test are correlated
to each other. Hughes (1992, 32) adds that this is the most common way to obtain reliability
data because it requires only one administration of one test. The internal consistency method
requires only one test administration, and the data are obtained through the correlation of test

items, the degree to which they are measuring the same thing.

The internal consistency approach makes use of the split-half reliability method in order to
measure consistency just from one administration. This method makes use of a test which is
split into two equivalent halves, and then the correlation between them is determined
(Kubiszyn and Borich 2003, 313). In this method, participants get two scores, similar to test-
retest or alternate-forms, but instead of multiple administrations or tests, the scores are given
for each half of the same test (Hughes 1992, 32-33). The internal consistency method derives
the consistency coefficient from one administration of one test, which is divided into two

halves.

For this method to work, it is crucial to divide test items equally. The best approach to divide
the test items — if they are not randomly spread in terms of difficulty - in the test appropriately
is to place all even-numbered items into one half and odd-numbered items into the other half,
making the split-half reliability method, sometimes called odd-even reliability (Kubiszyn and
Borich 2003, 313). To ensure that the split-reliability method works, both halves of the tests

must be equivalent; if the test is ordered in terms of difficulty, then it is advised to split items
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into odd-numbered and even-numbered (Hughes 1992, 33). One of the safest ways for the test
to be divided is to put even-numbered questions into one half and odd-numbered questions
into the other (Carr 2018, 110). If the test items are ordered in terms of their difficulty, then
the best way to divide them is by using odd-even reliability, i.e., putting even-numbered items

into one half and the odd-numbered items into the other half.

However, this approach requires a special formula so the correct reliability coefficient can be
obtained. The Spearman-Brown prophecy formula is used to adjust the correlation upwards
because, in the split-half method, each half is treated as its separate test, even though two tests
would be longer (Carr 2018, 110). The formula used to adjust the coefficient upwards is due
to the fact that the split-half method uses a test that is significantly shorter; the formula is
called the Spearman-Brown prophecy formula (Kubiszyn and Borich 2003, 314). The formula
used to obtain the adjusted reliability coefficient for the split-half method is called the

Spearman-Brown prophecy formula.

In summary, reliability is one of the key qualities of the test and it is possible to define it as
consistency of measurement. The inconsistencies stem from the student, tester, administration
process, and the test itself. The inconsistencies deviate students from their true scores. There
are many methods used to obtain the reliability coefficient of the test; the one that is most
used is called the split-half method; however, the coefficient must be adjusted using the
Spearman-Brown prophecy formula. It is essential to state that it is not possible to remove all
inconsistencies, but the tester's job is to minimise them through the design of the test.

2.2. Validity

Along with reliability, another important principle that should be applied to a test is validity.
Hughes (1992, 22) states that for a test to be valid, it needs to accurately measure what it is
intended to measure. If the test measures what it is supposed to measure, then it can be
considered valid (Kubiszyn and Borich 2003, 299). Carr (2018, 151) states that validity often
refers to whether the test assesses what it is meant to assess, but he remarks that it is an
oversimplification. A slightly more complex description is provided by Gronlund (1998;
quoted in Brown 2004), who describes validity as "the extent to which inferences made from
assessment results are appropriate, meaningful, and useful in terms of the purpose of the
assessment.” On a similar note, Douglas (2010, 10) says that "validity concerns the

appropriacy of the interferences made on the basis of the test performance.” Thus, many
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interpretations slightly differ or oversimplify the principle of validity, but for the basic

understanding, any of the mentioned descriptions can be used.

Validity is established based on the evidence that may support it. First of all, there is content
validity (or content-related evidence), which is described by Mousavi (2002, quoted in Brown
2004) as a type of evidence that revolves around the test taker performing behaviour, which is
the subject matter of the test from which conclusions are drawn. Similarly, Kubiszyn and
Borich (2003, 300) state that content validity evidence is concerned with the question of
whether the test measures, matches and fits the instructional objectives of the test. Hughes
(1992, 22) says that if the test is valid in terms of its content, then it is made of the language
skill, structure, etc., with which it is concerned. Carr (2018, 315) defined content validity as
"The adequacy of with which the test items sample the universe to which the test developer
wants scores to generalise." Therefore, content validity nowadays is not viewed as a separate
type of validity but just as evidence that focuses on the content which supports the validity on

the whole level.

There are certain issues that may influence the content validity of the test. Sometimes, the test
may look valid in terms of content but measure something different than intended, for
example, the ability to guess, due to the test items being too difficult or poorly constructed,;
content validity does not guarantee that a test will be good, but it is a minimum requirement
for it to be useful (Kubiszyn and Borich 2003, 300). If the areas the test is supposed to
measure are under-presented or not present at all, it is not likely to be accurate in terms of its
validity. Additionally, tests of these types can have harmful backwash effects — the areas that
are not present in tests will be less touched upon in teaching (Hughes 1992, 21). Difficulty
and construction of test items, together with their selection, may significantly influence the
validity of the test and even the teaching process as a whole due to the backwash effect.

Another piece of evidence related to the validity of the test is criterion-related validity. To
establish criterion-related validity, the test score is correlated with an external criterion
(Kubiszyn and Borich 2003, 300). Likewise, Brown (2004, 24) states that "Criterion-related
validity refers to the extent to which the "criterion” of the test has actually been reached."
Moreover, there are two kinds of criterion-related validity: concurrent validity and predictive
validity (Hughes 1992, 22). Criterion-related validity makes use of a correlation between the
score and certain criteria; moreover, there are two types of criterion-related validity:

concurrent and predictive validity.
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The first type of criterion-related validity that will be discussed is concurrent validity.
Kubiszyn and Borich (2003, 300-301) remark that concurrent validity deals with measures
that are to be administered at the same time with the goal of validating certain measures;
furthermore, this method makes use of a correlation coefficient, and it is determined by the
correlation of two sets of scores — the new test and the already established test. On a similar
note, Brown (2004, 24-25) states that for a test to have concurrent validity, it has to have
results that are supported by other performance, e.g., a high score on a language test is
supported by actual proficiency in the language. Whether the level of agreement — validity
coefficient — is acceptable depends on the importance of the decision made as a consequence
of the test and the purpose of the test (Hughes 1992, 24). Concurrent validity uses a
correlation between specific scores and criteria that are administered at about the same time,

and based on the coefficient, it is possible to tell the particular level of validity.

The second type of criterion-related validity is predictive validity, which differs in its usage.
Hughes (1992, 25) states that this type of validity is concerned with the degree to which the
test can predict the future performance of the candidate. Brown (2004, 25) gives examples of
types of tests for which this type of evidence is essential, e.g., placement tests, language
aptitude tests and admissions assessments batteries because the criterion to assess in these
types of tests is whether the test taker will be successful in the future. Similarly to concurrent
validity, even predictive validity makes use of correlation to obtain a validity coefficient; the
predictive validity evidence of the test is obtained by measuring the subject of the test after a
period of time has elapsed (Kubiszyn and Borich 2003, 301). Predictive validity is concerned
with predicting future criteria and makes use of the validity coefficient obtained through the
correlation of the scores from the test that is supposed to predict the future criterion and the

test given to the subjects on the topic after a certain period of time.

The third type of evidence that reinforces validity is construct-related evidence (often referred
to as construct validity). Carr (2018, 315) defines construct validity as the "Degree to which it
IS appropriate to interpret a test score as an indicator of the construct of interest.” For this
definition to work, one has to understand what a construct is; Fulcher and Davidson (2007, 7)
state that constructs are concepts that are measurable and defined in relation to other different
constructs. Brown (2004, 25) explains a construct as a model, hypothesis or theory that tries
to make sense of phenomena in what it is possible to perceive. For example, Hughes (1992,
26) focuses more on the language aspect and states that construct refers to any underlying trait

or ability which is presumed in a theory of language learning. Construct validity revolves
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around the measurement of the construct, i.e., the operational concept, which can be measured
and defined.

The last evidence of validity is face validity. Mousavi (2002; quoted in Brown 2004) claim
that face validity is the degree to which the test appears to look right and measure the ability
or knowledge it claims to measure. Similarly, Hughes (1992, 27) states that for the test to have
face validity, it means that the test appears to measure what it is supposed to measure, e.g., a
test measuring pronunciation ability without requiring the test taker to speak is missing the
face validity. Carr (2018, 165) claims that face validity refers to whether or not the test
appears to be valid based on the looks alone, which does not work well and claiming for the
test to be valid based on face validity alone is perceived to be highly unprofessional.
Therefore, face validity is a highly subjective judgment regarding the validity of a test based

on looks alone.

To sum up, validity can be understood as the accuracy of measurement of what it is supposed
to be measuring. There are many types of evidence that can support the validity of the test, the
main being content validity, criterion-related (validity which is divided into concurrent and
predictive validity), construct validity and face validity. It is paramount to state that they are
not types of validity that stand on their own but merely evidence that supports the validity of

the test on the whole level.

2.3. Practicality

Another aspect that a well-designed test should follow is practicality, differing in nature from
other qualities mentioned in this chapter. Authors such as Carr (2018, 20) and Fulcher and
Davidson (2007, 269) describe the practicality of a test as the number of resources one has to
invest in its design and usage. Similarly, Harris and McCann (1994, 92) define practicality as
all aspects concerning tests which affect time and resources. Bachman and Palmer (1996, 36)
state that practicality is the relation between the resources required for the creation and
administration of the test and the resources that are available. Thus, practicality can be
understood as the number of resources one has to invest in the test development,

administration, and evaluation in contrast to the available resources.

Furthermore, it is crucial to elaborate on what is meant by resources. Bachman and Palmer
(1996, 36-37) divide resources into three categories: human resources (test writer, scorer,
administrators — in the case of the classroom tests, it is the same person), material resources

(space, equipment, materials) and time (development time). Brown (2004, 19-20) states that if

22



the test is practical, then it follows certain principles, but similarly to Bachman and Palmer,
Brown mainly focuses on time constraints (development, administration, evaluation) and
material and human resources (materials, equipment, examiners, evaluators). Therefore,

resources are, in terms of practicality, understood as time, material, and human resources.

In closing, even though practicality is the shortest quality described in this chapter, this does
not imply that it is any less important than others. Practicality revolves around the number of
resources — time, material, human - one can allot to the test. If the number of resources
exceeds a certain threshold, then the test can be seen as impractical. In other words,
practicality could be understood as a balance between all other qualities the test should follow.

2.4. Authenticity

Another quality which is essential to follow is authenticity. Fulcher (2007, 15) defines
authenticity as "The relationship between test task characteristics and the characteristics of
tasks in the real world.” Bachman and Palmer (1996, 9-10) state that authenticity can be
understood as the extent to which the tasks on the test are similar to real-life language use,
though it is difficult to define authenticity due to many terms being used to describe the same,
e.g., pragmatic, functional, communicative, performance, and how should one distinguish
real-life language from a non-real one. In other words, if a test task is authentic, then it can be
put into practice in the real world, yet many test tasks fail to do this for reasons such as
artificially targeting certain lexical items or grammatical forms (Brown 2004, 28).
Authenticity can be understood as a connection between a task and usage in the real world,;
moreover, it can be hard to achieve due to the need to target particular aspects of language in

assessment.

Another aspect of authenticity that should be discussed is its implementation in language
testing. Brown (2004, 28) states that authenticity may be present in a test in the following
ways: relevancy of topics for the learner, contextualisation of test items, thematic organisation
of items, the language used in the test being as natural as possible, and task representing real-
world tasks. On the other hand, Wang (2008, 34) remarks tests are created in artificial
contexts, which affects the authenticity; moreover, the tasks are simply trying to imitate real
life and are not real communicative tasks, e.g., job-relevant interviews. The implementation of
authenticity is a difficult task due to the understanding of the term itself and the limitation of

the tests as a tool, but there are particular strides to be made.
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Authenticity represents the connection between the language used in a task and the usage in
the real world, while the term itself and the comprehension of authenticity may be, to a certain
degree, unclear in the field of language assessment due to many terms being used for the same
concept and the concept itself being affected by the artificiality of testing. However, for the
test maker, it is crucial to keep the language as natural as possible, together with
contextualising the test items.

3. Planning and Designing Language Tests

The previous chapter was concerned with principles that should be applied to the test and
their consequent measurements, while the focus of this chapter is on steps taken during the
planning and designing process; therefore, the selection of the test type, the construction
process of the test, selection of tasks and scoring method. Knowing the variety of options the
test maker has at hand while developing a test can positively affect the principles that are

applied to the test and, as a result, create a better test.

3.1. Test Types

As mentioned in the first chapter, tests are tools that help the test maker make certain
decisions about the test taker. There are many decisions that can be made, e.g., placement,
diagnosis, progress, and entrance, etc., but this thesis is concerned with teacher-made tests;
therefore, decisions made as a consequence of the tests must correspond to that, which means
that this chapter will focus mainly on test types that occur in a classroom with a goal of

explaining the specifications behind the test type.

Firstly, it is paramount to state the kind of test types that can appear in a classroom. Brown
(2004, 43) states that classroom teachers will most probably find themselves creating
achievement, diagnostic, and placement tests, while aptitude and proficiency tests are highly
unlikely to be created by a classroom teacher. Similarly, Carr (2018, 7-9) divides tests based
on whether they are related to teaching or learning curriculum, called curriculum-related
decisions, and if they are not, then they are classified into groups called other decision types.
Into curriculum-related decisions, Carr includes placement, diagnostic, progress, and
achievement tests. Alderson, Clapham, and Wall (1995, 11-12) also divide tests into
placement, progress, achievement, and diagnostic tests; Alderson, Clapham, and Wall do not
per se state that these test types are classroom-based, but it can be understood from the way

the test types are described. Thus, the tests that are related to the teaching and learning
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process that are likely to appear in a classroom are achievement, diagnostic, placement, and

progress tests.

Most importantly, this thesis is concerned with achievement tests; therefore, they need to be
introduced appropriately. Carr (2018, 7) says that achievement tests are concerned with
whether the students have learned what they were meant to learn and subsequently achieved
the course objectives. Since the main objective of the achievement test is to see if the goals of
the course objectives have been met, they are usually administered at the end of the term of
study or a unit, which makes them summative in nature (Brown 2004, 47-48). Additionally,
Alderson, Clapham, and Wall (1995, 12) remark that the content of achievement tests is based
on the course textbook or course syllabus. Achievement tests are mainly concerned with the

result of learning and are used at the end of a unit or a course.

However, there are certain parallels between achievement tests and progress tests that should
be mentioned. Carr (2018, 7-9) emphasises that a test that is, for example, administered in the
middle of the course can measure how well the materials were learned up to this point in time
but also on what to focus on in the future if they were not mastered; hence the test can
function both as an achievement test and a progress test. While the achievement tests are
summative in nature, they can also take on a formative role through the washback effect in
regard to students' performance (Brown 2004, 48). Therefore, a test can take on the role of

both achievement and progress test at the same time; these roles are not mutually exclusive.

When it comes to types of decisions that are made in the context of a classroom, teachers
usually focus on measuring and diagnosing specific aspects of language in order to place
students into certain levels or to see whether the results of learning were achieved and if not
what to focus on in the future. The test types, as mentioned before, are simply decisions that
the test maker makes in consequence of the test, and it is possible to make multiple decisions
after a test, which means that we can have a test functioning both as an achievement test and a
progress test; the test types mentioned in the literature are not to limit the test maker when

creating a test but to give options on what to focus on.

3.2. Test Specifications

A test creation process consists of many moving parts which the test maker needs to take into
consideration because if the test maker wants to accomplish the goal that they have in mind
by administering the test, the understanding of these moving parts and their planning becomes

of the utmost importance. This section of the chapter will focus on introducing these moving
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parts, i.e. test specifications, and their place in the construction planning phase of the test

creation.

Firstly, it would be beneficial to briefly introduce what is understood as a test specification.
Test specifications are a document which functions as a blueprint for test creation, and it gives
information regarding what and how the test is testing (Alderson, Clapham, and Wall 1995, 9).
Brown (2004, 50) similarly states that test specifications are used as an outline for a test; he
adds that for large-scale testing, these specifications are distributed while being more formal
and detailed than those intended for classroom use. Carr (2018, 47) describes test
specifications as "Plans for a test, which are used as an outline when the test is written, and as
directions for the people writing the test." Therefore, test specifications are plans for the test
that serves as an outline, and they may differ slightly in form and usage if they are created for

classroom testing or large-scale standardised testing.

Before delving into the kinds of test specifications the test maker needs to consider, it is
worthwhile asking a question regarding the importance of the planning process as a whole.
Carr (2018, 47) states that the planning process of the test should be equal to the test's
importance and length; moreover, for certain test types, multiple people can be involved in the
planning process. Furthermore, Alderson, Clapham, and Wall (1995, 10) emphasise the
importance of test specifications for different users regarding the scope and use of the test, e.
g., test writers, people who review the validity of the test, test users, teachers preparing
learners for public exams or even admission officers making decisions on the basis of the test.
It is possible to see that test specifications play a more significant role depending on the
importance of the test; moreover, test specifications are helpful not only for the person

creating the test but also for people who come in contact with the test.

The categorisation and types of test specifications may slightly differ based on the author's
writing about the topic; illustrating some of the views on test specification can prove to be
helpful for the test maker in terms of a better understanding of what to focus on. Brown (2004,
50-51) divides test specifications into three categories: 1) a broad outline of the test, 2) skills
tested, and 3) what the items will look like. Carr (2018, 48) also uses three categories for the
test specifications: 1) specifications regarding test context and purpose, 2) specifications of
the overall test structure, and 3) specifications of the individual test tasks. Hughes (1992, 49)
states that test specifications should consist of information regarding scoring procedures,

criterial levels of performance, format, timing and content. Some authors such as Bachman
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and Palmer (1996, 88) and Alderson, Clapham, and Wall (1995, 11-12) do not divide test
specifications into these broader categories but, right away, state what should be included in
them. The division into broader test specification categories is not done by all authors, but it is
possible to say that test specifications could be divided based on the test structure, its purpose

and context, and the selection of test items.

An outline of the test and skills tested would be the first step to take when writing test
specifications. Brown (2004, 50-51) uses the example of a midterm test; for the outline of the
test, the test maker should have in mind the allocation of time for the test and its passage and
what skills will be tested. Similarly, Hughes (1992, 49-50) states that the test maker should
have a specific test structure in mind, which includes time allocation to components of the test
and test specification contents (entire potential content of any possible version of a test)
should comprise of the language skill tested, though the description of the contents varies
depending on its nature. Thus, the outline of the tests should cover the allocation of time for
the test and its passages, and the contents should cover the language skills tested, which are

described based on their nature.

The thesis focuses on grammar and vocabulary achievement tests; for that reason,
commenting on the test specification contents of such tests is paramount. Hughes (1992, 142-
147) states that for grammar tests, the content test specifications should contain all the
grammatical structures being taught; similarly, the vocabulary tests should include all the
relevant vocabulary being taught. The primary considerations that apply to specifications for
grammar and vocabulary tests are the distinction between the ability to use a structure or a
word and comprehend that structure or recognise a word correctly; other considerations are
regarding the range of grammatical structures or vocabulary along with the degree of mastery
of the structures and words produced (Carr 2018, 75). Specifications that consider purely
grammar and vocabulary part of the test are considering its contents in terms of the relevant
grammar structures and vocabulary while also focusing on the distinction between the ability

to recognise and use structures and words correctly.

Therefore, the test specifications vary depending on their usage, be it in the context of
classroom testing or standardised testing. Furthermore, the importance of test specifications
may differ depending on the importance of the test, but it is possible to state that their usage
should not be limited only to standardised testing because they can prove to be beyond helpful,

even for classroom testing. In terms of classroom testing, the main test specifications the
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teacher should have in mind when creating a test are the outline of the test, skills that will be
tested and items and tasks.

3.2.1. Item Types and Tasks

As previously mentioned, test specifications should also contain information regarding test
items and tasks, but the decisions made in regard to test items and tasks are more complex and
vital; therefore, they will be described in a sub-chapter of their own. This sub-chapter will
focus on eliciting responses, responding and types of tasks that can be included in grammar

and vocabulary tests.

Before delving into specific task types, it is pivotal to list the elicitation modes and response
modes the test makers can use when writing their tests. Brown (2004, 51-52) divides
elicitation and response modes into two categories, those being oral and written; the written
elicitation modes can be a word, set of words, and question directions, and the response
modes can be a multiple-choice option, fill in the blank, spell a word, define a term or a short
answer. Similarly, Carr (2018, 26) groups these response types into two main groups based on
the examinee's production; those groups are selected response tasks in which the examinee
selects the correct answer out of multiple choices and constructed response tasks in which the
examinee writes something in response; furthermore, the latter group can be subdivided into
extended production and limited production based on the length of the response. Ultimately,
elicitation modes can range from a simple word up to question directions and response modes

can be either a selected response or a constructed response.

Now that two main categories of response modes have been established, it is possible to focus
on the task formats of each, starting with the selected response task formats. Carr (2018, 29-
31) lists four different task formats, which include multiple-choice, true-false questions,
matching, and ordering tasks, the multiple-choice task format being the most recognised
among the selection. Despite the fact that the multiple-task format may be the most
recognised, both Brown (2004, 55-56) and Carr (2018, 29) state this task format is
exceptionally difficult to design correctly. Moreover, Hughes (1992, 60) states that the
multiple-choice task format suffers from certain weaknesses that were recognised by the
professional at the time, but before that, it seemed like the best way to test. Thus, the selected
response tasks range from multi-choice to ordering tasks, with the former being the most
recognised but challenging to design while also suffering from certain weaknesses that were

overlooked in the past.

28



Given the popularity of the multiple-choice task format, it is essential to mention the
weaknesses it suffers from, together with the reasons for its popularity. Hughes (1992, 60-62)
lists the following weaknesses: 1) task format tests only a recognition knowledge, 2) guessing
plays a considerable role in test scores, 3) restricts what can be tested, 4) difficult to write
successful items 5) harmful backwash effect and finally 6) makes cheating easier. Conversely,
there are many upsides to using this task format; both Brown (2004, 55-56) and Carr (2018,
29) emphasise the positive effects this task format has on scoring in terms of the time saved
and consistency process. In conclusion, the multiple-choice task format can shine in the large-
scale standardised test setting more than in the classroom setting due to the ease of scoring
and its consistency coupled with the fact that creating items for this task format is demanding

on the test creator.

Moreover, it is pertinent to mention the way some of these weaknesses can be reflected in the
context of testing grammar and vocabulary. Hughes (1992, 60-61) states that the multiple-
choice task format may provide a distorted view of the examinee's ability since the examinee
shows they can identify the correct response but not produce it correctly; furthermore, it can
be challenging to come up with distractors® because there may not be that many alternatives
to the correct structure. In terms of multiple-choice weaknesses reflected in vocabulary testing,
Wesche and Paribakht (1996; quoted in Read 2000) mention that the examinee may know a
different meaning of the word but not the one sought or that instead of testing the ability to
identify a targeted word the items may test examinees' knowledge of distractors. Thus, as can
be seen, the multiple-choice task format has its weaknesses when it comes to testing both

grammar and vocabulary.

A constructed response is the second response mode category, which is often used when
testing grammar and vocabulary; however, for the purposes of this thesis, the focus will be
solely on limited production tasks. Carr (2018, 31) states that independent limited production
tasks used for testing grammar are most frequently short-answer questions, but other
examples are gap-fills and sentence combining or writing tasks. Additionally, Hughes (1992,
143-148) lists specific techniques which can be considered as limited production tasks in
nature; techniques for testing grammar encompass paraphrasing, completion and modified
cloze types of tasks, while techniques for testing vocabulary consist of definitions and gap
filling; though Hughes remarks that all techniques can be adapted to multiple-choice format
but finding suitable distractors would be problematic. Therefore, limited production tasks are

! The incorrect answers in the multiple-choice task format.
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a viable choice for testing both grammar and vocabulary, and all of the limited production
techniques can be adapted to multiple-choice task format if needed.

Similar to the multiple-choice task format, using limited production tasks has its advantages
and disadvantages. Carr (2018, 31-32) claims that it is less difficult to construct good limited
production tasks than selected-response tasks, but the main disadvantages of limited construct
tasks revolve around scoring; they take longer to grade than selected-response tasks, and there
is a possibility for more than one correct answer. Despite these disadvantages of limited
production tasks, Hughes (1992, 143) emphasises their importance for testing grammar over
selected response tasks due to the weaknesses of multiple-choice tasks. The problems tied to
limited production tasks lie mainly in their scoring, but their usage is recommended for

testing grammar by authors such as Arthur Hughes.

In conclusion, the main two response modes used in testing grammar and vocabulary are
selected response and constructed response. The most frequently used task format of selected
response tasks is multiple-choice, which has its weaknesses when it comes to testing grammar
and vocabulary; most notably, it is challenging to construct, but if constructed properly, it
dramatically increases the practicality of the test in terms of the scoring process. On the other
hand, constructed response tasks are not as challenging to construct, but the disadvantages can

become evident in the scoring process.

Once the test specifications have been established and test items and tasks have been selected,
it is possible to start writing the test. The process of writing the tests is intertwined with the
test specifications; the creation of a test consists of sampling, which focuses on the selection
of vocabulary and structures from the test specification contents, item writing and moderation,
which involves a selection of task types together with the quality of its construction and
finally, it is essential to write a scoring key to be able to award points for the appropriate
responses to the selected test tasks (Hughes 1992, 51-52). Therefore, in order to create the
best possible test for their students, the teacher should create test specifications, which then
work as a blueprint for the test writing process.

3.3. Scoring and Grading

As mentioned previously, the consequent scoring of a test is an important aspect of a test
creation process. For this reason, it is essential to dedicate a sub-chapter describing the basics
of scoring and the assignment of grades to the performance of the students.
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The basis of scoring relies on assigning a numerical value to each test item. Alderson,
Clapham, and Wall (1995, 148) state that objective items may be assigned with a mark of O if
wrong and with a mark of 1 if correct. If the test has multiple sections, the test maker needs to
decide the importance of each section and, based on that, assign the numerical value of each
item in a set section (Brown 2004, 61). Thus, it can be said that if the task items can be
objectively correct or incorrect, it is possible to give 1 point for each correct answer, though

this may change if the test comprises multiple sections of different importance.

When it comes to scoring grammar, it is paramount to be precise about what each item is
testing. Hughes (1992, 145) emphasises the fact that no points should be deducted for
mistakes that are not being tested by the item; moreover, if the test item is testing more
elements, each should be assigned its numerical value in terms of points. The aspect that
needs to be kept in mind when scoring grammar items is that the element being tested should
award or deduct points, not any other unrelated mistake.

Upon the test being scored, it is possible to grade the student's performance, but there are
many aspects influencing the points to grade conversation. Brown (2004, 62) lists myriads of
reasons that shape the process of grading, for example, the expectations of the institution, the

country, culture, and students' expectations caused by the previous tests, to name a few.

To conclude, this sub-chapter only consisted of bare basics that need to be kept in mind when
scoring a test and factors that influence the conversion of points to a grade. The main key
points are each item should have an assigned numerical value based on its importance; if the
answer contains mistakes that are not relevant to the phenomenon tested, no points should be
deducted, and finally, the grading performance of students varies based on the institution,

country, culture and the expectations set by previous tests.

31



Practical part

The purpose of the practical part of this thesis is to learn how teachers in upper secondary
education create their tests and consequently analyse their tests in terms the used task types.
This is done through the analytical interpretation of the data obtained; at fist the thesis was
supposed to obtain data through focus group method, but this method was quite time-
consuming for the teachers, so it was not possible to organise the meeting, which made this
way of obtaining data impossible. Therefore, another method was chosen, which was an
online questionnaire that was sent to the selected upper secondary schools for the English
teachers to fill in in their free time. Though an online questionnaire is not as flexible as the
focus group interview in terms of the amount of information obtained, in this case, the usage
of an online questionnaire method was the only way to obtain the data needed for the analysis

to be possible.

4. Teachers' method of creating language tests

There are many methods and steps in regard to test creation, and the focus of this part will be
to gain insights into the way English teachers in upper secondary education prepare their tests.
The main area this section will be concerned with is the test creation process the teachers
follow with a focus on the end-of-unit tests, which can be seen as the achievement tests in this
regard; tied to this is the amount of time it takes for them to construct a test, the goal of the
test they have in mind while creating it, the usage of external resources, the types of tasks the
teachers tend to include in their tests, the way they convert the points to the grade and finally
the challenges they face when they create their tests.

To obtain the data needed for this part, an online questionnaire was sent to various upper
secondary schools for the English teachers to fill in and consequently share their experience in
creating achievement tests focused on grammar and vocabulary. Furthermore, to obtain as
many responses as possible and therefore have a larger data pool for analysis, the help of the
author's university colleagues, who taught or had connections to teachers at upper secondary

schools, was used to distribute the online questionnaire.

The questionnaire itself contained seventeen questions, and they could be divided into two
types. The first type of questions was focused on the creation process, design choices, and
external sources used, which would be primarily open questions or closed questions

consisting of yes or no. The second type of question was focused on the frequency of usage of
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different types of grammar and vocabulary tasks; in this part, the Likert scale consisted only

of four options, ranging from one — "I never use this type of exercise in my tests," to four "I

always use this type of exercise in my tests,” this was done in order to avoid the centrality

bias and force teachers to form an opinion.

Now that the structure and the design choices of the questionnaire have been introduced, it is

possible to go over the specific questions and their purpose. However, it is essential to

mention that the questions were originally written in Czech and distributed that way.

Therefore, the questionnaire consisted of the following open questions:

o B~ WD

8.
Then,

9.
10

Can you describe your method of creating a unit test in bullet points?

How long, on average, does it take to create this type of test?

With what goal in mind do you create your tests?

If you use Al to create your tests, how exactly do you use it and why?

If you have your class divided into two groups, do you give both groups the same test,
or do you give each group a different test, and why?

Do you prefer the type of tasks in which students choose between pre-defined answers
or tasks in which they need to come up with the answer by themselves, and why?

If a test uses a point system, what scale do you use in order to convert the points to a
grade?

What challenges do you face when creating your tests?
there were closed questions with yes or no answers:

While creating tests, do you use literature from professionals in the field of testing?

. Do you use the help of Al for the creation of your tests?

Lastly, the questionnaire involved questions using the Likert scale:

11
12
13
14
15
16
17

. How often do you use the grammar task "Paraphrase™?

. How often do you use the grammar task "Completion™?

. How often do you use the grammar task "Modified cloze"?

. How often do you use the vocabulary task "Synonyms"?

. How often do you use the vocabulary task "Definitions"?

. How often do you use the vocabulary task "Gap filling with multiple choice"?

. How often do you use the vocabulary task "Gap filling"?
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The main reason for the inclusion of the listed questions in the questionnaire was to connect
and highlight various theoretical parts of the thesis and consequently to gain data on the
chosen topics from the English teachers' practices. It is essential to mention that the way the
questions were intentionally phrased in a way that could be understood without the
knowledge of any literature on the topic of testing, and their amount was selected in order to
keep the questionnaire short but simultaneously still able to give the data needed for the

analysis to be productive.

As the test creation process is complicated, all of the chosen questions are intertwined, but
each one of them focuses on a different aspect that has been described in the theoretical part.
The following paragraphs will explain the connections between the questions and the

theoretical part of the thesis while giving the thought process behind their inclusion.

The questionnaire starts with a question regarding the method the teachers use while creating
their tests, which is the focus of the third chapter in the theoretical part; although the question
sounds quite simple, it is used to gain general insight into the steps the teachers take when
creating their test which can help in learning the trends that the teachers follow in the current
climate of classroom testing. The results will be analysed in contrast to the test specifications

to see whether the teachers follow the steps recommended by the experts in the field.

The question that follows is closely tied to the first one and concerns the time it takes for the
teachers to create their tests. This question, in terms of the structure of the bachelor's thesis,
covers certain parts of the practicality of the test, at least from the point of the time
perspective. By analysing the amount of time, a teacher spends creating a test, it is possible to
judge whether the test is practical in terms of time and reveal some more data on the teacher's

test creation habits.

The third question is focused on the goal the teachers have in mind when creating a test. The
answers given to this question can be analysed in contrast to the understanding of what a test

is for as a tool, as established in the first chapter.

The world is ever-changing, and new technologies keep rising and influencing the daily lives
of many. For this reason, the decision was made to include two questions regarding the usage
of Al in the language test creation process. As of right now, there is no literature on the usage
of Al in the field of language test creation, which means it is not included in the theoretical
part of the thesis, but this question can provide entrancing data on flexibility and the ability to
adapt to the newest trends.

34



The question regarding the usage of the same test or two different tests for a class divided into
two groups provides the thesis with data on the validity of the test because it is fair to assume
that groups usually differ in their language abilities. As stated in the first chapter, the test may
suffer in terms of reliability and validity if the test items are too difficult for the students. The
question involves the reason for the teachers' decision, which can furthermore highlight if
their decision is influenced by the pursuit of reliability and validity or if there are other

reasons why they find their choice beneficial.

There are many types of exercise a teacher can choose to include in their language tests, but at
the same time, it should be done with the knowledge of the benefits and drawbacks of each
one to ensure that the test results are reliable and the content validity of the test does not suffer.
The question which teachers have to answer if they prefer pre-defined answers or having the
students come up with their own answers is in the questionnaire in order to acquire an
understanding of their experience with these types of tasks and, at the same time, analyse the

reliance of their chosen type through their explanation for their usage.

Another critical aspect of a test is the point distribution and its conversion to the grade. This
element plays a significant role in the student's understanding of their performance and
directly influences their own performance. For this reason, it was included in the
guestionnaire to analyse the point conversion charts employed by the various English teachers

in order to gain an understanding of their point allocation practices.

The last open question in the questionnaire concerned the problems the language teachers face
when creating their tests. A test creation process is a complicated one, and there are many
moving parts; for this reason, it was decided that including this question may reveal
compelling information about the problematic parts of this process from the viewpoint of the

language teachers, as well as obtaining data for the analysis.

The following section of closed questions was included to reveal whether or not the teachers
use additional external sources in the creation of their tests. While the first question provides
specific steps in their step-creation process, it does not specify if they are acquainted with the
literature in the field of language testing. As mentioned previously, one of the external sources
mentioned is also the use of Al, but in this regard, it is used to simply know if the information

is used or not, instead of the specific details on its usage for the test creation.

The thesis is focused on grammar and vocabulary tests; therefore, the last part of the
questionnaire is divided into two sections, each focused on different types of tasks. The first
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section is focused on the usage of grammar tests; meanwhile, the second section revolves

around the usage of vocabulary tasks.

Now that the questions and the reasons for their selection have been explained, it is possible
to analyse the results of the questionnaire answers and their implications. Though, before
continuing an important aspect to mention is that the questionnaire was filled out by sixteen

teachers; therefore, that is the data pool the analysis is working with.

4.1. Question 1 - Can you describe your method of creating a unit test in bullet
points?
Based on the answers to the questions, the results can be divided into two categories, which
are visible in the pie chart below. The majority, which consists of 56% of answers, create a
unit test by adjusting already existing tests, while only 44% of teachers create a new test from

grounds up to test their students.

Methods of creating a unit test

m Adjusting already existing test = Creating a new test

Figure 1 Pie Chart — Methods of creating a unit test

It has been established that before it is possible to start writing a test, the test maker must
create test specifications, which he uses as a blueprint during the writing process, which
consists of an outline of the test, skills tested and items and tasks. Once the test specifications
have been established, the test maker should start creating their test, which consists of
selecting appropriate grammar structures and vocabulary, then item writing with emphasis on
its construction and creating a scoring key in order to be able to award points for the correct

responses to the tasks.

None of the answers to the questions above mentioned writing up test specifications, though
they are certainly required for standardised testing, their usage for classroom testing is
encouraged by authors such as Henry Douglas Brown or Arthur Hughes. However, there is an
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argument to be made for both groups of respondents that even while their answers did not
mention the usage of test specifications explicitly, a large majority of respondents who stated
they adjusted the already existing tests did so to adjust the contents to the difficulty adequate
to the level of the students. Similarly, the teachers create a brand new test for their students to
do with the usage of the student's book, which functions as the content for the test and is used

for their sampling process when writing the tests.

Therefore, none of the teachers explicitly stated that they wrote plans for the test; however, it
can be assumed that they used students' books or other relevant materials used in their lessons
from which they selected the contents used for the test, which is later used for sampling of
appropriate grammar and vocabulary. Then, they differ in the writing process; while 56% of
the respondents simply adjust the contents of already existing tests, the remaining 44% need
to create a new test, which involves additional selection and creation of test tasks with

appropriately created scoring key.

4.2. Question 2 - How long, on average, does it take to create this type of test?

Surprisingly, the answers to this question were also quite similar, as represented in the pie
chart below, where the vast majority of answers were either 30 minutes or between 30 and 60
minutes. The pie chart was used for better visualisation of the answers, as visible that 44% of
the respondents stated 30 minutes, 44% stated a time between 30 and 60 minutes, and the last
two groups were outliers, though they stated that their answers depended on the length of the
test 6% stated time under 30 minutes if the test is short and the last 6% reported that if the test

is more significant, it takes above 60 minutes.

Time it takes to create a unit test

= Below 30 minutes on average 30 minutes

between 30 minutes and 60 minutes = Above 60 minutes

Figure 2 Pie Chart - Time it takes teachers to create a unit test
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As stated previously, the information regarding the time it takes to create a unit test can be
associated with its practicality. In the sub-chapter on practicality, it was mentioned that
practicality can be understood as the number of resources one has to invest in the test
development, administration, and evaluation in contrast to the available resources. Moreover,
Bachman and Palmer (1996, 36-37) divide resources into three categories: human resources
(test writer, scorer, administrators — in the case of the classroom tests, it is the same person),
material resources (space, equipment, materials) and time (development time). It is essential
to state that in the case of this question, the focus lies only in the development time of the test
as that was the information obtained from this question, although it is possible to assume that
the other categories of resources are also available since the human resources are the teachers
that create, score, and administer the test and material resources such as space, equipment and

materials needed for the test should be obtainable from the school.

By following the established understanding of practicality, assuming that the other two
categories are available, it is possible to state that all the unit tests the teachers would create
could be considered practical if the test creator (the teacher) had at least one hour for the test's
development time. However, the group with the outliers could be considered impractical for
most of the teachers who filled out this questionnaire. It is vital to point out that establishing
practicality is a difficult task because of the data needed; moreover, the data would still be
describing only certain times because the resources that the test creator has at hand, such as
time, keep changing, while it could be practical to create a test in one hour at one point it time
it could be impractical at a different point in time.

4.3. Question 3 - With what goal in mind do you create your tests?

The answers to this question were divided into two main groups, though since this was an
open question, some answers were longer and contained more keywords to analyse, while
others were shorter and not so in-depth, which is not incorrect, but it should be kept in mind
while analysing. To make the analysis of the results clear, the pie chart below will be used to
show the main keywords that were used. The additional goals the teachers have in mind while

creating a test will be mentioned in the paragraph below.

The main two goals, as represented in the pie chart below, were either "verify
knowledge/ability"”, which was a goal of 63% of teachers, while the other group used "to test

knowledge/ability”, which would be the remaining 38% of teachers. The results were

38



unexpected in that all of the teachers used quite similar words to describe the goal in mind
while creating a test.

The goal the teachers have in mind when creating
their test

m Verify knowedge/ability = To test knowledge/ability

Figure 3 Pie Chart - The goal teachers have in mind when creating a test

Additionally, there were other goals mentioned in the longer answers, but they would be a
minority, which is the reason for not including them in the main pie chart. Those goals would
consist of the following: 1) to obtain grades for both parents and the students, 2) for students
to have a chance to practice, and 3) to motivate the students.

In the first chapter, it was established that a test is a tool used by a test maker to measure the
test taker's ability, knowledge, or performance in a given domain in order to make further
decisions that involve the test taker. Therefore, by using the test as a tool, its goal would be to
measure, as previously stated, the test taker's ability, knowledge, or performance, and in this
case, the focus would be on English grammar and vocabulary. The goals that teachers stated
will be used in contrast to the goal of a test to highlight possible similarities and differences.

The majority of answers used the word "verify",? which is defined by the Cambridge
Dictionary as "to prove something exists or is true, or to make certain that something is
correct”, and the other word mentioned was "test",® which defined as "to give someone a set
of questions, in order to measure their knowledge or ability” (Cambridge University Press,
n.d.). As can be seen from the definitions of these words, they both work with a concept of
making judgements based on obtaining information; in the case of language testing, the
judgements made are regarding the knowledge or ability, as the teachers and the definition

2 The original word used in Czech was “ovéfit*
% The original word used in Czech was “otestovat*
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stated. Therefore, it is possible to state that the goal of the test and the goal that the teacher

has in mind when creating a test align.

The other goals mentioned, such as the need to obtain grades, students having a chance to
practice, or as the way to motivate students, could be considered secondary goals of a test, but
standalone, they would not be worth the time to develop, admission and score the test because
as the established definition states that the in consequence of the test the teacher is making
decisions concerning the students; as a result goals such as grades, practice or motivation

cannot be considered as a primary goal of a test.

4.4. Question 4 - If you use the help of Al for the creation of your tests, how
exactly do you use it and why?
The topic of Al usage in testing was approached with two questions. The first question
focused on whether teachers use the help of Al or not, and the second question, as stated
above, asked for more details regarding the usage. The answers to the first question were
overwhelmingly negative, with 75% of respondents not using Al for the test creation; while
these results do not paint Al usage in a positive light, it is still quite unexpected that the
remaining 25% uses the help of Al due to the fact it such a new technology, which makes the

results quite unexpected.

Do you use the help of Al for the creation of your
tests?

mYes = No

Figure 4 Pie Chart - The usage of Al by teachers

There are still certain parallels to be made between how teaching trends influence what is
assessed and put to the test and the technology used in the creation process. As mentioned in
the sub-chapter on assessing grammar and vocabulary, teaching trends at different points in
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time and understanding what a particular part of language stands for significantly influences
the assessment and, consequently, the requirements of the learner. Thus, it is possible that as
teaching trends influence the assessment and content of the tests, the technology, in this case,

the usage of Al, will have a dominant effect on the test creation in the future.

Now, to examine the ways in which Al is used for the test creation process by 25% of
respondents. Responses were as follows: 1) to generate questions for reading comprehension
tasks, 2) to generate questions for speaking practice, 3) to generate instructions for test items
and finally, the last usage, which was vague and simply stated, 4) to make the test creation
process faster. Some of these responses focused on different aspects of language, other than
grammar and vocabulary, but an argument can be made that there is a variety of uses for Al,

and if used correctly, the usage of Al can make the test creation process more effective.

Another fascinating insight could be gained by comparing the teachers' usage of Al and
scholarly literature in the field of testing. Only three out of sixteen respondents stated that
they use scholarly literature, and while both scholarly literature and Al usage seem to be used
by the same amount of people, it is essential to state that while Al emerged only recently, the
literature on the field of testing has been available for at least few decades. This further
supports the point that in the future, Al will play a paramount role in making the process of

test creation more efficient for teachers.

While creating tests do you use literature from the
professionals in the field of testing?

= Yes m No

Figure 5 Pie Chart - The usage of scholarly literature from the field of testing
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4.5. Question 5 - If you have your class divided into two groups, do you give both
groups the same test, or do you give each group a different test, and why?
The results of this question can be divided into three groups, as shown in the pie chart below.
The first group of respondents that use the same tests in every situation consists of 44% of the
answers; 31% of respondents prefer to create different tests or, to the very least, alter them
depending on the group and the minority, consisting of 25% of answers stated that they use

different tests depending on the situation.

If you have your class divided into two groups, do
you give both groups the same test or do you give
each group a different test?

m Same test Different test Depends on the situation

Figure 6 Pie Chart - The usage of the same or a different test for two groups

This question mainly focuses on the test's reliability and validity, which is influenced by the
difficulty of the test. As stated in the sub-chapter on reliability, Douglas (2014, 10) also states
that the test itself can cause inconsistencies because of the design of the tasks in terms of
instructions, which could be unclear, difficulty which may exceed the targeted level of the
student and quality because tasks may have multiple correct answers. Furthermore, in regard
to the validity, sometimes the test may look valid in terms of content but measure something
different than intended, for example, the ability to guess or read leave due to the test items
being too difficult or poorly constructed; content validity does not guarantee that a test will be

good, but it is a minimum requirement for it to be useful (Kubiszyn and Borich 2003, 300).

Before commenting on the results of this question, it is crucial to list the reasons that
respondents mentioned when supporting their answers. Those who create different tests do so
mainly out of concerns for cheating and varying levels of the groups. Moreover, certain
teachers create different tests only under certain conditions; for example, if the tests are on

different days, the teacher creates two different tests to counter potential cheating, the time
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needed to create the tests, if the teacher does not have the time, they will create only one test,
and if one group is more advanced than the other the teacher creates two tests of varying
difficulties. The teachers that only use the same tests for both groups stated that they do so to
guarantee the same difficulty for both groups, although one of the respondents using the same
tests for both groups mentioned that in the future, they would like to create two different tests
due to students cheating.

Therefore, the teachers who use the same test for both groups may see their tests suffering in
terms of reliability and validity if the students are not on the same level in terms of English
proficiency. Furthermore, another factor contributing to the deterioration of the mentioned test
qualities would be sharing the test's content and answers between the students. The remaining
two groups of teachers that create a majority in this case (56%) do not face the problems that
come with using a single test for both groups, which enhances the validity and reliability of
their tests, though this comes at the expense of their time which they need to invest into a test

creation process.

4.6. Question 6 - If a test uses a point system, what scale do you use in order to
convert the points to a grade?
The answers to this question varied greatly; therefore, for better visualisation, the answers
were divided into two groups based on their similarities or differences with each other, which
is shown in the pie chart below. The first group of answers to this question were similar; 31%
of respondents stated that they convert the points of the test to percentages, and for each 10%,
the grade worsens. The second group consists of the majority of answers; 69% of the

respondents use unique points to grade conversation methods.

Points to a grade conversation chart

= Per 10% Unique conversation system

Figure 7 Pie Chart - Points to grade conversation
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The difference between the points-to-grade conversation charts highlights unique approaches

to grading by teachers and schools. In the table below, the unique conversation systems will

be shown so that further comments can be made.

3x 3x 2x 1x Ix 1x
1 100-90% 100-20% 100-290%% 100-90% 100-93% 100-88%
2 BO-T3% 29-T3% 29-T3% 29-T0%% 04-83% B87-73%
3 74-60% 74-63% 74-60% 69-30% 84-T0% 74-62%
4 59-43% 64-33% 30-50%% 49_20%% 69-33% 61-50%

Figure 8 Table - Unique points to grade conversation systems

As can be seen in the table and pie chart above, for the majority of teachers, the threshold to
grade a test with 1 is 90%, with deviations being 2-5%, demonstrated by some teachers
setting the threshold at 95% and 88%. The most common threshold for grade 2 would be 75%,
with deviations being 10-5%, therefore 70%, and the outlier in this situation is 85%. The
threshold for grade 3 varies considerably; most used would be 70% and 60%, respectively,
with an outlier ranging down to 50%. Lastly, the threshold set for a grade 4 would be 60% for
the majority, but there are quite a few unique conversation scales that deviate downwards;
most of these thresholds would deviate 10-15%, with one outlier being 20%, differing vastly

from the rest.

The questionnaire was anonymous, but it can be stated that the school specialisation can
influence the deviations in these conversion scales since it is possible to see certain patterns
that may be influenced by the questionnaire being filled out by multiple teachers at the same
school. As could have been observed from the conversion scales that teachers use, the
differences become increasingly pronounced as the percentage decreases; for example, grade
1 deviates in 2-5%, grade 2 deviates mainly* in 5%, grade 3 deviates mainly in 10% and grade

4 deviates mainly in 15%.

4.7. Question 7 - What challenges do you face when creating your tests?

The answers to this question were analysed and categorised into the following groups. The
most mentioned challenge that teachers face in their test creation process is adjusting the
difficulty for the students; this was the answer of 44% of the respondents. Another challenge
mentioned in 25% of the answers is the time management for both the test creation and the

4 Not accounting for the outlier.
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consequent correction of the tests. The last two challenges mentioned were tied to creating
test tasks, which make up 19% of answers and creating instructions for the test tasks, which is

the remaining 13% of answers.

Challenges that teachers face when creating
their tests

m Test difficulty = Time management Task creation Instruction creation

Figure 9 Pie Chart - Challenges that teachers face when creating their tests

The qualities of the tests can be influenced by the challenges that arise during the test creation
process. The challenge regarding the difficulty of the test that teachers are facing is closely
related to the reliability and validity of the test; therefore, it is important that the difficulty is
adequate to the level of the students. The next major challenge is time management, which
ties into certain aspects of the practicality of the test. Tasks can influence both reliability and
authenticity, depending on the problem. Lastly, the instruction creation challenge, if the

instructions are unclear, it may further resolve the test suffering in its reliability.

The point of this question was not to comment on whether or not the teachers overcome these
challenges correctly but more so to highlight possible problems the challenges may cause if
not resolved correctly. Therefore, by contrasting these challenges that teachers face and the
qualities of the tests, it is possible to state that if these challenges are not approached correctly,
they can result in the deterioration of mainly reliability and validity. Secondary qualities that
can be harmed are the practicality and authenticity of the test.
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4.8. Question 8 - How often do you use these types of grammar and vocabulary
tasks?
The final question being analysed in this section concerns the usage of various grammar and
vocabulary tasks and whether the teachers prefer the usage of limited production tasks or
selected response tasks. The charts regarding the usage of the selected tasks will not be
included in this section because of their amount; therefore, if visualisation is needed, they can

be inspected in the appendix Ato C.

Firstly, the usage of the selected grammar tasks from the answers is evident in deducing that
certain task types are more popular than others. But before delving into the results, it is
essential to state that all of the selected grammar types are limited production tasks, though
they slightly differ in the amount of production they involve, which may influence their usage.
The most popular task out of the three was modified cloze with seven teachers stating they
always include this task type and five usually including this task type. This was followed by
the task type paraphrase; ten teachers stated that they usually include this task type, while the
remaining three respondents stated that they do not usually use it and the rest never use it. The
last task type, which was the least used and the most divided, was completion, which six
teachers never use, four teachers do not really use, three teachers usually use, and the
remaining three teachers always use. Thus, the most popular task types for testing grammar
are modified cloze closely followed by paraphrase, while the usage of completion task type is
largely divided based on the data obtained, but it can be stated that it is not nearly as used as
the previously stated task types.

Secondly, the usage of the selected vocabulary tasks, similar to grammar tasks, certain
vocabulary tasks are much preferred than the others. While the selected grammar tasks
consisted of only limited production tasks, three out of four selected vocabulary tasks were
selected response task format, with only one being a variation of the limited response task.
The task that is by far the most used by the teachers for testing vocabulary is gap filling,
designed as a selected response task; nine teachers stated they always include it in their tests,
six of them usually include it in their tests, and only one teacher stating they never use this
type of task. The second most used task was again gap filling but, in this instance, designed as
a limited production task; though still prevalent, the usage significantly decreased now only
three teachers stated that they always use this task, eight teachers stated that they usually use
this task and the remaining five teachers either do not usually use it or never use it. Following

this is the task type synonyms, which is almost evenly divided in usage among the
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respondent’s usage; seven teachers stated that they usually use it, seven teachers stated that
they do not usually use it, and the remaining two teachers never use it. The least used task
type for testing vocabulary is definitions; eight teachers stated that they never use it, two
teachers do not usually use it, three teachers usually use it, and the remaining three teachers
always use it. Therefore, testing vocabulary is mainly dominated by gap-filling tasks, with the
selected response being the more popular than limited production, followed by the task

synonyms and the least used being definitions.

Before proceeding further, it is imperative to state that all of the mentioned task types are a
viable way of testing both grammar and vocabulary; moreover, all of the task types mentioned
except for task type synonyms can be transferred either to limited production or selected
response tasks. Furthermore, authors such as Nathan Carr, Henry Douglas Brown and Arthur
Hughes state that the main advantage of limited production tasks over selected response is the
construction part, which is easier, but the main drawbacks are scoring, which is more time-
consuming and when the task is not constructed correctly there may be more correct answers,
meanwhile selected response tasks may be easier and more efficient when it comes to scoring,

but its construction is complicated due to the needed selection of appropriate distractors.

The second question that will be discussed in this section is whether the teachers prefer using
selected responses or limited production tasks. The answers are divided into three groups, as
shown in the pie chart below. The majority of teachers, which consists of 44% of respondents,
prefer to use selected response tasks, 38% of respondents prefer to use a combination of both

in their tests, and only 19% of respondents prefer using selected response tasks.

Do you prefer selected response or limited
production tasks?

= Selected response Limited production Combination of both

Figure 10 Pie Chart - Task type preferences
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Furthermore, it is essential to mention why the teachers prefer to use their preferred task type.
The majority of respondents prefer the usage of the selected response task because they
believe it is a more efficient way of testing in terms of grading and administration; the other
reason for the selection of this task format was that it was easier for students. Respondents
who prefer to use limited production tasks do so because, according to them, it is easier to
verify whether the students truly learned the material being tested. The last group of
respondents who prefer to use the combination of both stated that they choose either limited
production or selected response based on what exactly is being tested; based on their
perspective, some tasks may be better suited for testing one area of language while not the
other, the secondary reason stated was to balance out the difficulty, specifying that they

believe selected response tasks are easier while the limited response is more demanding.

In summary, out of the selected task types, the most popular ones for testing grammar are
modified cloze and paraphrase, while vocabulary is mainly tested by gap-filling tasks. The
reasons that were used to support the teachers’ preference in the usage of limited production
or selected response tasks were mostly the same reasons as stated in the literature on the topic;
selected response being efficient in terms of scoring and grading and limited response
verifying the targeted language area to higher degree. On the other hand, some answers were
concerning because they were using weaknesses of the tasks as the reasons for their usage,
most notably stating that the reason for using limited response tasks is their easier difficulty

and, therefore, the higher success rate for the students.

4.8.1. Analysis of the Acquired Tests

The initial goal of this part was to evaluate tests in terms of their qualities, those being validity,
reliability, authenticity and practicality, but the amount of data acquired would not allow for
such evaluation, and therefore, the analysis will concern the tests' design in terms of the task
types used. The analysis will, therefore, be classified under the grammar and vocabulary task
usage segment of questions; while in the beginning, the focus was on analysing the answers of
the respondents to their method of creating grammar and vocabulary tests, in this part it is

also possible to see whether the answers of the respondents correspond to their tests.

All of the acquired tests were analysed based on the response modes used, those being either
constructed responses or selected responses. Moreover, this was done while paying attention

to whether the tasks were grammar or vocabulary focused for a more in-depth view of the
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matter. The data for this analysis consists of seventeen tests acquired from teachers, and all of

the analysed tests will be visible in the appendix of the thesis.

The results of the analysis differ from the responses in the questionnaire, though this could be
due to the limited amount of data acquired due to not every respondent providing a test. While
the majority of the teachers preferred the usage of selected response tasks in the questionnaire,
the tests yielded a different answer. Most of the tasks were using a limited production
response mode, both for vocabulary and grammar. In terms of grammar tasks, the disparity
between the selected response and the constructed response would be more significant; on
average, if the test were to include four tasks, only one would be the selected response. While
for vocabulary tasks, the usage of the selected response task format is more frequent than in
the case of grammar tasks; it is still lower than expected; for every two vocabulary tasks,
there would be only one selected response task type. There is one aspect of the test creation
that should be mentioned here, the tests that were acquired and analysed from the same
teacher in most cases followed the same pattern, which heavily influences this analysis but at
the same time gives further insight into the degree the test creation is affected by the pattern

the teacher gets used to.
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Conclusion

The aim of this thesis was to research the way teachers in upper-secondary education create
their tests, with the focus being on grammar and vocabulary. The thesis consists of two main
parts: the theoretical and practical. The theoretical part aimed to research the aspects that
influence the usefulness of the test while also covering the creation process of the test
together with the design choices and their possible impact on the test. This was accomplished
by covering the two main topics: principles applied to the test and planning and designing a

language test.

The practical part used two methods of obtaining data: firstly, an online questionnaire was
used to gain insight into how teachers in upper-secondary education create their language tests
through a set of questions which were derived from the topics of the theoretical part; secondly,
a test analysis focusing on the selection of the response modes to determine whether the
results of the questionnaire are reflected in the created tests. Thus, the aim of the practical part
was to research how teachers create their tests with the aim they have in mind. The insights
into the test creation were met, though there were certain limitations due to the amount of data

acquired.

The findings of the thesis consist of the following: teachers’ test creation processes differ,
with the majority of teachers adjusting already existing tests rather than creating brand new
ones; the test creation process takes on average, between 30 and 60 minutes. For all of the
teachers, the aim behind administering the test is to verify the ability and knowledge of the
students, with the secondary goal being the need to obtain grades and practice for the students.
Tools such as scholarly literature on field testing and Al are used only by a minority of
teachers. The grading scales of the tests vastly differ between schools and teachers, with the

differences between them widening the worse the grade gets.

The theoretical part covered all the essential information regarding the qualities of the test, the
creation process, and the design choices for the grammar and vocabulary tasks. The practical
part was intertwined with these topics through the construction of the questions and their
consequent analysis. Thus, it is possible to state that the aim of the thesis was successfully
achieved.
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Resumé

Tato prace se zabyva problematikou vytvaieni testli se zaméfenim na gramatiku a slovni
zasobu. Sklada se z tivodu, teoretické casti, praktické casti a zavéru. Teoretickd ¢ast slouzi
jako zaklad pro praktickou cast, vysvétluje dilezitost testovani gramatiky a slovni zasoby,
zabyva se principy, které by mél test splnovat, dale se zabyva typy testli, procesem vytvareni
testu, typy cviceni, bodovani a konecného znamkovani. Prakticka ¢ast pomoci poznatki
Z teoretické Casti analyzuje postupy vytvareni testi uciteli stiednich $kol, které byly ziskany
za pomoci pouziti online dotazniku. Soucasti praktické casti je taktéz analyza testl, ktera
zkouma, zda informace ziskané z dotazniku skutecné koresponduji s tim, jak ucitelé testy

vytvafi, avSak tato analyza se pouze soustfedi na typy cviceni.

Prvni kapitola teoretické Casti se zaméfuje na zakladni otdzky spojené s testovanim slovni
zasoby a gramatiky. Nejprve se zabyva testem, ktery je definovan jako ndstroj slouZzici
k ovéfeni znalosti a schopnosti testované osoby v dané oblasti, s cilem o dané osobé& ud¢lat
rozhodnuti korespondujici s typem testu. Dale je dulezité zminit, ze testovani gramatiky i
slovni zasoby ma sviij specificky pfistup, v ramci gramatiky si musi ucitel stanovit, zda chce
testovat védomé ¢i nevédomé védomosti, zatimco problematika testovani slovni zasoby se
zabyva otazkou spojenou s porozuménim slova; tyto faktory ovlivituji obsah a strukturu testu

Z pohledu pouZitych cviceni.

Druhé kapitola zkouma principy, které by test mél spliiovat, aby mohl byt povaZzovan za
uziteény; mezi tyto principy patii: reliabilita, validita, autenticita a prakti¢nost. U¢itel by mé&l
rozumét témto principtim, aby mohl vytvaret co nejkvalitnéjsi testy a tim padem ziskat co
nejpresnéjsi informace o znalostech a schopnostech svych zaka. Reliabilita se da definovat
jako konzistence v testovacich vysledcich, kterda muiize byt ovliviiovana nesrovnalostmi ze
strany zaka, ucitele nebo testu; z diivodu téchto nesrovnalosti se zak muze oddalit od svého
skutecného vysledku, ktery by ziskal nebyt téchto nesrovnalosti. Validita zkoumad, do jaké
miry test méti oblast jazyka, kterou mél ucitel v planu ovéfovat. V ramci validity je dalezité
zminit, Ze argument pro to, zda je test validni je sloZen z n¢kolika dikazl validit. Poslednim
kladenym principem na test je v bakalafské praci autenticnost; v rdmci autenti¢nosti se ucitel

snazi o to, aby jazyk pouzit ve cvicenich v testu byl co nejbliz pouziti v pfirozenych situacich.

Treti kapitola rozebird hlediska, ktera jsou potfebnd zvazit pfi plénovani a nasledné
konstrukei testu. Zaprvé jsou predstaveny typy testd, se kterymi se ucitel ptichdzi do styku,

hlavné tedy achievement a progress; achievement testy jsou pouzity na konci lekce, nebo
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ucebniho obdobi, jedna se o testy, které jsou sumativni, tedy jejich cilem je zjistit, zda zak
ovlada latku probranou za dané obdobi. Zatimco progress testy jsou formativni, jejich cilem
je zjistit slaba mista zaktl, aby se na n¢j v budoucnu ucitel mohl zaméfit ve vyuce. Typem
testu se tedy rozumi rozhodnuti, které ucitel déla o svych zacich na zaklad¢ jejich pouziti, coz

znamena, ze v urcitych ptipadech miize byt pouzit jako achievement i progress test zarover.

Dalsim bodem, ktery popsan v této Casti jsou specifikace testu, které funguji jako plan pouzit
pii jeho nasledovné konstrukci. Obsah specifikacich testu se 1isi na zakladé, zda jsou pouzity
v ramci Skolni tfidy nebo pro standardizované testovani, avSak zatimco pro standardizované
testovani je jejich pouziti nutnost, v kontextu skolni tfidy je jejich pouziti jen doporucenim.
Pro potieby uditele tyto specifikace obsahuji obsah testu z pohledu testované latky, ¢asovy
limit testu, a cviceni, které pouzije. Testovana latka tedy v kontextu gramatiky a slovni zdsoba
znamena vSechny relevantni gramatické struktury a slovni zasobu. Z pohledu cviceni se ucitel
musi rozhodnout jaky vybere typ cviceni z pohledu typu odpovédi, muze se jednat o typy
cvic¢eni u nichz 74k vybird ze pfedem stanovenych odpovédi nebo typy cviceni zalozené na
tvorbg, kterd u gramatiky miize byt od jednoho slova aZ po krat$i vétu. Oba typy téchto
cvi¢eni maji své vyhody a nevyhody, které je dulezité brat v potaz pfi jejich tvorbé. Cviceni
zaméfenych na vybér z mnoha moznosti jsou slozita na tvorbu z divodu vybéru adekvatnich
nespravnych odpovédi, ale vyhoda tohoto typu cvi€eni spociva v rychlé opravé, zatimco typ
cviCeni, kde Zak vytvaii odpovéd’ maji opacny problém, tedy nejsou tak tézké na konstrukei,
ale jejich proces opravy je naro¢néjs$i na ucitele. Ve chvili, co ucitel vybere typ a obsah
cviceni, ktery chce pouzit, tak uz jen stac¢i vytvofit klic spravnych odpovédi a bodoveé

ohodnocent testu.

Problematika bodovani a hodnoceni je poslednim bodem teoretické ¢asti, ale neni rozvedena
do hloubky jako ostatni Casti, protoZe neni integralnim bodem procesu tvorby testu, tak jako
pfedem zminéné specifikace. Hlavni mySlenky této ¢asti spocivaji v tom, Ze body za chyby ve
cvi¢enich by mély byt strZzeny jen pokud je chyba v testovaném jevu, déle je dilezité zminit,

ze konverze bodl na znamku je ovlivnény hlavné instituci a kulturou dané zemé.

Prakticka ¢ast zacina s definovanim cile této bakalaiské prace, tedy zjistit, jak ucitelé na
stiednich Skolach vytvareji své testy se zaméfenim na gramatiku a slovni zadsobu. Timto bylo
dosaZeno pouziti online dotazniku a nasledné analyzy vybranych testl od ucitelti. Dale jsou
predstaveny otazky této cCasti, které zahrnuji zplsob vytvaieni testl, cil, Sjakym ucitelé

vytvaii své testy, Cas, ktery potfebuji na tvorbu testu, pouziti externich pomucek pro vyrobu
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testu, preference typt cviceni, které pouzivaji na testovani gramatiky a slovni zasoby, zptsob,

kterym konvertuji body na znamku a problémy, kterym ¢eli pti tvorb¢ testu.

Odpoveéd’ na otazku teoretické cCasti se da odpoveédét pomoci nasledujicich zjisténi. Hlavnim
rozdilem pfi tvorbé testd je, Ze vétSina uclitelll misto vytvareni zbrusu novych testli pouziji
pfedem vytvorené testy, které jen upravi dle svych potieb. Proces tvorby testd ucitelim zabere
mezi 30 az 60 minuty. Hlavnim cilem vSech uciteld, ktefi odpoveédéli na dotaznik je ovéfit
znalosti a schopnosti svych zakl, zatimco sekundarnim cilem je ziskdni znamek pro
klasifikaci. Externi pomiicky jako odborna literatura na testovani nebo Al je pouzito
mensinou uciteld. Bodové hranice pro riizné zamky se vyrazné lisi pro rizné skoly a ucitelé,
¢im horsi je znamka tim vétsi jsou rozdily bodovych hranic.

Teoreticka ¢ast pokryla vSechny dulezité otazky vzhledem na principy aplikované na test,
proces vytvafeni testu a preference v pouziti riiznych typl cviceni testujici gramatiku a slovni

zasobu. Teoreticka ¢ast propojila vSechny zminéna témata pomoci otazek zamétujicich se na
zpisob, kterym ucitelé vytvareji testy a jejich nasledna analyza.

53



Bibliography

Alderson, J. Charles, Caroline Clapham, and Dianne Wall. 1995. Language Test Construction

and Evaluation. Cambridge: Cambridge University Press.

Bachman, Lyle F., and Adrian S. Palmer. 1996. Language Testing in Practice: Designing and
Developing Useful Language Tests. Oxford: Oxford University Press.

Brown, Henry Douglas. 2004. Language Assessment: principles and classroom practices. San

Fransisco: Longman.

Cambridge University Press. n. d. “Test.” Cambridge Dictionary. Accessed May 2. 2024.

https://dictionary.cambridge.org/dictionary/learner-english/test.

Cambridge University Press. n. d. “Verify.” Cambridge Dictionary. Accessed May 2. 2024.

https://dictionary.cambridge.org/dictionary/learner-english/verify.

Cambridge University Press. n. d. “Vocabulary.” Cambridge Dictionary. Accessed January 5.
2024. https://dictionary.cambridge.org/dictionary/learner-english/vocabulary.

Carr, Nathan T. 2018. Designing and Analyzing Language Tests. Oxford: Oxford University

Press.

Davies, Alan. 2007. An Introduction to Applied Linguistics. 2" ed. Edinburgh: Edinburgh

University Press.
Douglas, Dan. 2014. Understanding Language Testing. New York: Routledge.

Ellis, Rod, Shawn Loewen. Catherine Elder. Rosemary Erlam. Jenefer Philp, and Hayo
Reinders. 2009. Implicit and Explicit Knowledge in Second Language Learning, and Testing
and Teaching. Bristol: Multilingual Matters.

Ellis, Rod. 2014. “Grammar Teaching for Language Learning.” Babylonia 2 (14): 10-15.

Fulcher, Glenn, and Fred Davidson. 2007. Language Testing and Assessment. Milton Park:

Routledge.
Harris, Michael, and Paul McCann. 1994. Assessment. Oxford: McMillan.

Hughes, Arthur. 1992. Testing for Language Teachers. 4" ed. Cambridge: Cambridge

University Press.

54


https://dictionary.cambridge.org/dictionary/learner-english/test
https://dictionary.cambridge.org/dictionary/learner-english/verify
https://dictionary.cambridge.org/dictionary/learner-english/vocabulary

Kubiszyn, Tom, and Gary Borich. 2003. Educational Testing and Measurement. 7" ed. New

Jersey: John Wiley & Sons Publishing.

Livia, Nagyné Foki. 2006. “From Theoretical to Pedagogical Grammar: Reinterpreting the

Role of Grammar in English Language Teaching.” PhD diss., University of Pannonia.

Ma, Anne. 2008. A Practical Guide to a Task-Based Curriculum. Hong Kong: City University
of Hong Kong Press.

Paribakht, T. Sima, and Marjorie Bingham Wesche. 1993. “Reading Comprehension and
Second Language Development in a Comprehension-Based ESL Program.” TESL Canada
Journal 11 (1): 9-29.

Pearson, P. David, Elfrieda H. Hiebert and Michael L. Kamil. 2007. “Vocabulary assessment:
What we know and what we need to learn.” Reading Research Quarterly 42 (2): 282-296.

Purpura, James. 2004. Assessing Grammar. Cambridge: Cambridge University Press.
Read, John. 2000. Assessing Vocabulary. Cambridge: Cambridge University Press.

Stahl, Katherine A. Dougherty, and Marco A. Bravo. 2010. “Contemporary Classroom
Vocabulary Assessment for Content Areas.” The Reading Teacher 63 (7): 566-578.

Wang, Yunai. 2008. “Authenticity in Language Testing.” Hawalii Pacific University TESOL
Working Paper Series 6 (2): 31-36.

55



Appendix

Appendix A The usage of various grammar tasks ..............ccooiiiiiiiiiiiiiiiiieieee, 57
Appendix B The usage of various vocabulary tasks ..................cooiiiiiiiiiiiiiinn.. 58
Appendix C The usage of various vocabulary tasks 2 ...............ccooiiiiiiiiiinian.. 59
APPENAIX D TSt L .ottt 60
APPENAIX E TOSE 2 ..o 61
APPENAIX F TSt 3 e 62
APPENTIX G TOSE 4 .o 63
APPENTIX H TeSE D Lo 64
APPENIX T TESE B .ot 65
APPENAIX J TSt 7 et e 66
APPENTIX K TESE 8 ..ot 67
N 0] 1= T | I XS A 68
APPENAIX M TESE L0 ..ttt e e 69
APPENTIX N TSt dL ..o e 70
APPENIX O TESE L2 ..ttt e e e e e e 71
APPENIX P TESt L3 Lo e e 72
APPENIX Q TESE L ..o e e e 73
APPENIX R TSt 15 L.t e 74
APPENAIX S TESE 1B .ottt ittt et e et et 75
N o] 1= Lo | Tl I 11 A PP 76
Appendix U Questionnaire — respondent’s Side ...............c.couiiiiiiiiiiiiiiiiiiniiinnn. 77

56



Appendix A The usage of various grammar tasks

The Usage of the Task Type "Modified Cloze"
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Appendix B The usage of various vocabulary tasks

The Usage of the Task Type "Synonym"
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Appendix C The usage of various vocabulary tasks 2

The Usage of the Task Type "Gap Filling (Multiple Choice)"
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Appendix D Test 1

Test B: Unit4 Nam

b)
c)
d)
e)
f)
h)

}
)

ctas@{g@ 30 points MAX

Complete the sentences with the corr ords. (5 points)

When Mr Watson retired, the school voted for anew hzel__tau W\ toreplace him.
She is very s CunNiiv e _ _to other people’s feelings.
gefore you apply fora job, you should get some pL A S of answering questions.
A person who can speak two languages equally wellis b 1‘. g

On the school website you can find the thess for thé’presentations. You

can choose any of them, Fonfes

-

Complete the sentences with the appropriate prepositions in the correct place (5
points) \ P

Joe is preparingla maths exam now.  Tanie . A
| lookedlthe house for my phone3 D ATLY :

| wanted to learn French, but finally I‘ended\[studying Japanese.\ OV A I_‘

| used to plavla band called Crazy Mushrooms.

It's based|a true story.o\"

'

Complete the sentences with the correct form of the verb in brackets (post 7N

simple/contingous, past perfect simple/continuous or used to) (10 points)

| realized | & Fovao Y (forget) to turn off the heating at work when | got home.

There  \y ASugs o vl (be)a good pub in this house. But there’s a bank there now.

Yesterday at 6 PM | &a\z it WO WAV (buy) a new pair of shoes.

Jerry udgl <o b W (take) pictures in the old-fashioned way. But eventually, he's

learned to use the digital instead.

| discovered there was nobody at the gym when | got there. The waterpipes in the

chowers 0§ Fyozei ad A (frdeze) up overnight.

While Mark M LUk Was i “go) home, he saw a terrible accident.
P N W Q ' J (you, keep) a pet when you were little?

Between the years 2015 and 2016 1 __ (= <L lecl WSS “vl«""‘l’{xattend) an English

course in Brishane. Lyr O ‘

My mum found out that sqmeone l"k’(-‘_w Stolia (steal) her purse. She was shocked.

Granny WA, Wl (have) a problem with her TV before we arrived.

Circle the correct verb in each sentence (10 points)

What books did youuse to read / were you reading when you were little?

| had helpea'] @_&:{hé@‘iﬁranny all day on Saturday.

When Jane did / had done the shopping, she picked her children | up from school.

Jim crashed into a car because he wasn’t realising /\’h‘adn’t realised the light was red.

Yesterday, in the first lesson, the teacher used to test, Xiﬁ'éi‘t’é?fﬁ@ our spelling.
When Jenny was at uniersity, shelmet/ used to meet her future husband.
Whé was living £ had lived in the flat before you bought it?

Jitﬁ?ibjhé_iltr tas! ed 7/ has never tasted paella before he went to live in Spain.
Mumdidn’t use to travel / wasn’t travelling as much as-she does now.

You looked so deep in concentration. What were you thinking / had you thought about?
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Appendix E Test 2

Test B: Unit8 Name- Class || 30 points MAX
1. Complete the sentences with the correct missing words. (5 pol nts) =

a) When you travel out of Schengen you must have a pLisftl . =%

b) We've invited 60 g 1" to our wedding.

¢) When you travel to the UK you can use either a foy or a train under the Channel.
d) My parents got home four hours later because their plane had been d_plonioh S

e) How many viscle ") come to the castle a year?

2. Complete the sentences with the appropriate prepositions in the correct place. (5
points) , P
a) We checked at 10 am. and then caught the train home. /7" ¥
b) My parents arrived the airport just intime. L)
¢) Do you think Tom Cruise has ever been a cruise? =
d) 1usually go jogging'thg river bank. 2o~ Aww ¢ , _
e) Fred dislikes travelllngf’ coach. He doesn’t have enough space for his long legs/there. 7"~ ]—‘,77

3. Complete the sentences with the correct form of the verb in brackets. (5 points) |
a) | wouldn’t allow that behaviour if | Aol (be) his father. Wiie 4
b) What will you tell him if he (i=ciis, {choose) the most expensive suit of all?

o) If1 fgg Jaarte" (listen) more carefully at school, | wouldn’t have had to study at home.
d) If you heatice it ;e (melt).

e] What would you do if you ‘_1' S (find) a wallet in the street?

4. Complete the second sentence in each pair so it has the same meaning. (5 points)

a) |didnt order, it online. | didn’t get itin time. o L/
U o fon\ guiiud ghomborni) o pogde Ronrt gah sl L AR /
b) You didn't tell me. | didn’t buy any milk.
;{ Jhody Aa¥ed Yl L. Mentked AU ‘;_-.‘,(.«, r

c) You forgot to water the flowers. They died.

& Mo .-g'»_-!/ﬂ’? LA R walve fhs Pan®lh | A aedldimid PovVe Cuas

d) Itstarted raining. 'Wérhad to stop playing.

[), LA Joghre i Medidy hoagnem@ | uol, Auptd o L Bt Mog sl ffapnty
e) They trained hard all year. The won the cup final. .
I} fhovy fophn’e Metig\ paresl aJi Jgpt | Rlom/ mpsdin b AOE Mastn, A

5. Circle the correct word in each sentence (10 points)

a) These T-shirts are fine. Neither /Both of them look good.

b) There's a train to Tabor évery / each hour.

¢} The boys have prepared a quiz both / ‘each. % 7
d) Forget about it. We have another / other problems. <
e) rﬁ _eishei:/ either team is good enough to win the competition. They're both terrible,
f) Can | have dnother/ other cup of tea, please?

g) Where's another / e other'sock? 1 only have one!

h) 1spoke to Tom and Ben. The other / others have not arrived.

i) Which do you prefer, blue or red? | likeBoth / each.

i| 1 have not invited ither/ both of them. >

61



Appendix F Test 3

Test A File7A 30 points MAX  Nam Class: )

1. Fillin the gaps with a word to complete the sentences (10 points)

a) Bryun school is a type of school where students study, sleep and )
spend their free time. 1’&( 0y thw Oy )

2 V
b) Watgh your manners! If you m_i&440044in class like that again you might get d
e XAy . And that will be the point of no return.
¢) A school subject where you learn about rivers, mountains and important cities is

called g Lotdrog o 2
d) The learners at the secondary school are called s_lugiow/on |

e) The entrance exam for university was quite difficult. | hope | will p/ 12" it,

f) Aschool t @i usually lasts twelve weeks. v e hn

g) We studied the French Revolution in our h LT class. That was breathtaking.
h) You have to finish the p L school before applying for the secondary level.
i) Phil feels anxious as he is afraid of f /. 4w the exam again, That would be

a disaster. /

2. Fillin the gaps. First conditional and future clauses. (10 points)

a) Afterl *‘JA} ‘».1,}-- | Mty ée travelling around the world. (graduate, go)
b) fwe jml ot the tickets now, | am afraid there _lnpt Lo any more
left later on. (not book, not be) '
c) Ithink he adl W really surprised when he___ i about it. (be, hear)
d) Gregory ol Ot saving until he __ Ly enough money to buy a new car.
(continue, have) N
e) Ifl v late for work, my boss /0 Y angry with me. (be, be)
3. Complete the sentences with a conjunction (5 points) 9
a) They will not invite us L they finish the reconstruction.
b) Watch the road ahead carefully ___l you start overtaking.
c) Shall I take an extra sandwich with me AA we finish late? /{/ (‘A4S
d) lcan’t go AT, you pay for my ticket. | am broke.

e) I will look for a job in September _ 0,151 1 come back from holiday.

4. Finish the sentences (5 points) Xt | ' ~7 >
a) You can travel anywhere you like as long as k&' N2y P an Lo L

) A [\ \
b) If you press the red button, 4o Lol byt 40 non 2

c) Iflcan get the tickets for the concert, "/ by .
d) We will miss the train unless o ™Mud W
e) The children won't go to sleep until s bu)l  Blen SNLo A Ly By
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Appendix G Test 4

11. umpire (podet bodx 1) (0

F5A - Sports Zacete 0 0GDOVEC,

n Iregular verbs

Wi the past and past partkipke of the e

e e e e 2. sthetes pocet bed: 1) [

12 5

jured (podet bodd 1) [ O ot

Zacelte svoil caporicl 26, caten (podet bodl: 1) [

0 she words from Caschinto English and vica versa.

A 12, throw (otet boal: 1) [0
1. ledn' hokej (podet bod: 1) (3
R Zacejte svoi odpoved FGrh (potet bodde 1) [3 21, throw (pocet bodis 1) [
Zacete svojs aapovédt.

deus
} . 14, eaten (poet boai: 1) (03 O coune
2. ytovani (potet beals 1) [
Zadejte svoji odpoved. O wun 25, tose (poket bodik 1) [
2aaae svoj odpovic,
Tadete svoj odpovéd,
. 15, lose (podet bodis ) 03 B3.Gof _____ (pocetbodl: 1) [
3. plavini (pocet bodli 1) [Q
Zedeite svoii opoved. O ot 29, draw {potet bodli 1) [T

Zadejte swoj odpavid:

Zadeje svoji odpoved.

PO . 16. work out (pofet boal: 1) 0O
4. potipént (podet sool: 1) [
- X Zaceite svoil 0aporéd: 30. beat (podet bodl 1) [0
Zadeite suof odpovéd.
24, Tennis (poet bod: 1) 03 Zace) )i edpovéd,
. . e
) 17, warm up (pocet becii 1) [0
5. skok do vySky (potet bodd: 1) (3
2, ) sune
Zadelie svoll odponed O
2308t 0 0doovid. e Translation - sentences
O ant Tantne e amences o Gasch I nghen
16, rit (pocet boal 1) (4 = 3 (potet ool 2) (I
6. aivac [podet bo 31. vyrrdl jsi nékdy néeo? (podet bodil m
- 25, Footon (potet boais 1) (@
Zadefe s odpoved. — 2] R
Zadejte svaj odpovéc, . “adejte svoi| copoved.
O pen
18, pool i &1) 0 ) prsen
) . pool (podet bodts 1) (3 g 7 (pocet bodl: 2) (1
7. kapitdn (pocet bedl: 1) (. 32, Jaky Je tvil colibeny sport? (pocet bodd: 2) (0
—
Zedeite svoii odpoved. et .
Zadeje vl odpovid, Z0epe s coponds
. 20 siope (podet bodi: 1) (3 3, e hrsjes stial ik 2
8. i (podet boai 1) 3 2 sk clouns nraje foroal? pocet ood 2, (1)
Zacejte svoji capovid, - s
Zadejte svaji odpovéd. Zadejte svoy| oopovéd.
217 (potet bodte
9. remiza (pocet bod: 1 34, Kdy jsi naposled ovidil? (pocet bodl: 2) [

Zadeite svoj odpovid. Zadejte svoji cdpovéd.

10. renoati lotosien) [pocet beal: 1) [ 35. Jak éasto choa’d bénat? (polet bod’: 2) [

Zagete svoj odpovée Zacejte svofl capovid.
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Appendix H Test 5

OET - G9 - Modal verbs,

ect questions

Direct questions — indirect questions @ . He wants o b t rappened.

¥ fpolet busi 1) [

Zaoege s ouperes
Hom sre o
Sre waua ke 2 maw - paiet soati ) 13

perspep—

e ra e e ey e

7 [potet bea
230872 s capends,
2 Whare s the main stetion, pesse?
Couvelyoutel me. Tipotat bodis 1)
Eaoete s oovés: 3. Incrder wha would bep.
_ Tucmmenm
Zadee o cponic,
3. Do el S sty
Sewercen pedet bscis 1)
penspep— 12, D2y rapnen to kna e s enceniate
H * tacet gz 7} (1
2s0e2s mi saperas,
e wantite ko, fpotet bod 1) I
2By sl oo
o

5. Wy i e ose!
Faie o ces jpober sosl 1) [

pempep—

6 Doss L matter?
20 0 i 7 poter noa 1) [

220872 s oponés

p—— 1

8 Wher il you cee im
ey et e _ ipotetoesic) @

Eempep—

\ Hore you beer et
Wl ke o ko

(padetbodls ) [

s p——

1. Where do ey lue™

Coveynuteme 2 pberacali ) m

perperp—

Madal verbs - muttipie choice o

e S

16, %o ___ et 30 much ik food. 'S b oty health. (puéat bod: ) (3

o

15 toorrom your book. pease? [pofet 506l ) [0

Shasarn

O
0 %0u__be quietn he rar. Some peogle are reati and some e stutying 55 1 ol
be it to d st e, fpocet boc Y T

Modal verbs - gaps
Comphe s i mor v
x ek you 2 vt podet bacie 1] 2
Zsaeze sy capenes,
2 row, e yout (pofet bod 1) 3
Zssere s oo,
x me gonow? s gedting . (podet bad: 1) [
2070 sy aaponds
2 %u 90 to bed ewier. That wil elp you. (poéet bocis 1] [
PR
51 do e romework tocay.| keeo postparing
a3 s oo,
26 You_______be serous You arejooro! (pséet bodli 1} (1]
2sgere ni sapevas
27 You __tet anyore. s 2 suepeisel Dadet bod: 1] (3
Za0epe s oo,
21 sten o him. He's gotsome sl deas ond aivays g n froule (poéet bodi

@

[EEp—

%0 wony. Everyning Wl be avget, fpoéet poais 1) (1

T30 s oot

FY— Sorget oy e some fowers 2 e 5rtnaagSomarron pefes e ) (0

PR p—

Modal verbs - translations

3. Mt 10 gl e 2]

R

32, Mesmél sem m chodit. (oncet boul: 2 (0

Znsepe s oo

34, M8l bych o e, (rotet ool i (3

s s oo

35, Ul 2, ket ot adt et acdet om0 7)

Zazeje s e
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Appendix | Test 6

OET - U10 - Sport

Complsts g e s

Vocabulary - translation i

Transtae she words from Caechinto Engish and vice versa

1. tylaiské hole (podet bodd: 1) [Q

Zadejte svoji cdpovéd,

2.3erm (potet bosl: 1) @

Zagene svoj cdpovEs,

3. remiza (pozet boal: |

Zacejte sv0)l cdpovéa

4. goifova hil (pocet boal: 1) (G

Zadete svoj copoved.

5. Iyfaiskeé brjie (pocet bodix 1) [0

Zacete svoj cdpoved.

6. net (podet bodd: 1) [0

Zacete svoj cdpovEd,

ipotet boal: 1

oji cdpovia

8. pacdle {podet boal: 1) [

Zacete svojl cdpoved.

9. pads (podet bodls 1) (3

Zadete svoj odpoved.

10, bat (poéet bod%: 1) [0

Zadete svoj odpovéd

Vocabulary - gaps ©
Compite th sesances it crrct i Bageing iththe etergiven Psse Srp8 the sl ward - th st ear
nchded

1. The footbailer was sent off for arguing with the r_ podet boal: 1) @

12. Usain Boit s one ot the most famous 2 ever. (potet boal: 1) (3

Zadepe svoj oopovid

13, For 3l dangerous sports you need a h, to protect your head. {pocet bodl: 1) (R
Zacejte svojl oopovid

14, Ester Ledecks won two gold m, at the Winter Oiympics in 2018, (pocet bodés 1) (0
Zaoejte svoji odpovéd

15, Practising hard was defiritely w. the effort. She won the game. (podet bodd: 1) (0

Zadete svaii odpovid

in Wimbledon twice, in 2011 and 2014,

Zacdeite svoj OoPOVES

17, After the game at my m, were sore. (potet

2adege svofl oopovid

5. The winner recleved the cup and some p. money, (potet boal: 1)

Zacejte svoj odpovéd

19, Great! We won in the end! Our team s, 2 goal in the last minute. [pocet bodl: 1) (0

Zacee svoji odpovéd,

20, You have to take part in the test day if you want to§
(pocet bodd: 1) (3

the team and be part of it

Zacete svojl odpovid,

Multiple choice @

Chooss s comact word 1o compits

21, 1nave the number of times | do each exercse from 15 to 20, (pocet bodl: 1) 03

) incesses
) secreases

22, That's great: Trese exercises wil
()

your fitness leve! over s months. (podet boal |

23, The goslkeeper tried to — the goal, but he had no chance. (pocet bodi: 1) [

) shast

24, The nandbal piayer the bai straight into the net. (pocet bodd: 1) [

) seored

) caugne

25, Sport programmes on TV are watched by milfons of (pocetbodd: 1) 3

) partormers

) s

26, In basketoall you need to the ball through the hoop. [pocet oo 1) [0

2adege svoj oopovic

27 In footoall you need to the bailinto the goal. (ooéet boalk 1) [

2aciete svoj oopovéd

2. In tennis you have to____ the ball over the net. (oocet bodli 1) (3

Zadete svojl odpovid,

29,In the 800 meter-race you heve to round the track twice. (podet bocd: 1) (@

Zecete svoj oopoviS

30, He wants 10 be stronger, that's why he. weights. (poget ool |

2acege svofl copovid

Translation - sentences. =

e Coacn s Engicn

31, Jak diouho nraje koskovou? (ona) (pocet bodl: 2) (U
Zacese svoj odpovid.

32, Zeusiljsi nékdy néjaky 2 téchto sports? (podet bodls 2) (1
Zadete svoj odpovid,

33, Potiebuje pfibrat na véze. (on) (podet bodt: 2) (R

Zadete svof odpovid.

3¢, Cvidt kadaé réno Je jejl 2vyk (potet noalk 2) [0

Zacete sv0j capovis,

35, Kork yZath porazit (pocet boolk 2] [

Zacesa svojl capovéd.
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Appendix J Test 7

tnglish file pre-intermediate 8 name:

1 Make first conditional zentences,
1 IfMark/nng /me/[/tell you

2 Yasuke /be /upzst/if she | not pass / the exam

3 I/nothe zble /to zo to waork / if it/ snow

4 Maggie / amive / on time / if sha /taka / 2 tax:
3 They /notgo/to the beach / if it / ram
6 Ifwe/ nottake/amap/wa/ get/ lost

7 IfPablo / miss | the meeting / hiz boss / be / angry

(=]

Circle the correct word.

Iz thiz book your / yours or your brother's?

This 1=n't our camearz; it’s their / theirs.

Hawe vou z2en her [ hers naw computer?

Diom and Kate have zot 2 dog. Its / Their name 1= Scooby.
That pen iz my / mine! Give it to ma!

LTI SR

L

3 Mlake statements and questions with should and the words in brackets,

1 se fast. The roads are very icy. (you / not drive)

2 Ifhe wants to learn Spanizh, in Spain (he / study)

3 This computer is old. anew one? [we ./ buy)

4 to bed late. You've got an exam in the moming. {vou / not zo)
5 nicer to each other. (people / be)

6 What zhout my notsy neighbours? (17 da)

[ Tel

4 Circle the correct word.
1 I:z Fionz going to wear ! carry her new dress for the party?
2 Inever borrow / lend monay from my friends.

Micele iz 2 famous singer. She wins / earns 2 lot of monay.

Wa knew / met Tuan's wife for the first ime yesterday.

EoR )

(=)

I hate waiting / hoping for people when they 'tz late.

£ Complete the zentences with the correct phrasze. There are three extra phrazes.

getaticket gatbattar zet drvorced get emails
gethome get on well with gatnervous getup
zet presents  pet fit zet married

1 Idon't have any problems with my neighbours. [ tham,

2 Ifthay leave waork now, they'll by five o’clock.

3 Dolhaveto before I gat on the bus?

4 Mary and Joe have decided to . The wedding iz in Tune.

5 Ifwe late, we'll miss the tram.

6 I'mnot very well at the moment, but [ hope I'll befors my holiday.
7 People often hafore mterians.

8 He's doing more exercize becausa he wants to
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Appendix K Test 8

GRAMMAR

1 Choose the correct form of the verb.
Example I wed to love | was loving meeting wp with nry cousing on holidays

Where did you grow yp | i you use to graw yp?
We prepared | were preparing huinch when the phone started ringing.
Sandra wred 1o ive [ Jived in Paris for three vears,
A Did your children we to (ke [ Were your children liking secomdary school?
B My dmghter was fine, tut nry som used to furs | hated poing at first
How old were you when you were seorring | sravted primary schoal?
Twasn 't watching | digh'r use 0o wars 20 much TV a few vears ago.
A What were you dping | dd you do this time last year?
B Iwar raveling | travelled round the TS with friends from uriversity.

& They dian's e / weren't eving 5o muach money when we first met them

& Twas meeting | mef 2 lot of imferesting people when I was a smdant.
10 What job were you wanring | did rou wamr to bave when you were younger?

gl b

PR A

21 Complete the sentences with the correct preposition.
Example: My father is looking forward o hiz retirement.
1 They flew the Alp: om the way to Maky.
1 TWhat are you waiting 7 Let's g0 now
3 Topenad my fromt door and moy cat ran 8.
4 Their coumntry i particalariy famouns it= foed.
3 Do yon know what this proto cemiads me ki
& Ttwas lzie when we fnally amved San Francisco.
T You'll find the plates the second zhelf over there.
& Tdom't kmow who's responzible updating the webaite.

Grammar total | [20]

VOCABULARY

3 Match the sentences with the correct word / phrase im the box. There is an extra word
{ phraze vou do mot need.

toddler child mud-fwemties late fvenbie: pre-fesms
early thirtie: balby pemsioner early tovemties
late thirties tesnager mid-ffties

Example: My youngest daughter started primary school last week.  phild
1 My brother's 21st birthday party was fantastic

b

Manz leaned to drive when she was 17,

[

Orur 90-vear-old neiphbour kas an epracrdinary memary.

=

Thad my first child when I was 15 years old

3

Sam iz 14 maonths old and i= starting to walk

Twent to work zbread when I was 31

=3

Clara's 12 and always wamts to stay up late

=]

Crur son Tefused to sleep until be was ten naonths old!

u

She became salf-employed when she was 38,

10 My brother is 29, bat he looks moch yommzer

4 Complete the sentences. Write one word in each gap. They are all related to
dexcribing or taking photos.
Exzmiple: The old-style cameras with film were better them digital camerzs.

There are some cypress trees inthe b

Ifvou want fo take 2 photo and the lght's poor, uss f]

Some people 2re standing on ¢ of a fall building.

A pichare cam ba bl if you move when you take it.

Inthe b right-hand Comer yoo can see a niin

Aphoto can ke o [ f if you nze the wroag setting.

Inthe f there’s a terrace with 2 table and chairs.

Tfvou want 1o take 2 phato of 2 person, use the p sEming.

There"s a group of children standing j Fid af the temple.

You should z. m wien you are far from :omething md want 2 dose-up

4

B A

5w

Wocabulsry tofal [ [ 20]
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Appendix L Test 9

Put in the infinitive or the -ing form of the verb in brackets.

1. lwas pleased __ [see] you at the party.

2. The nuclear station is not likely (Blow up) although it may shut down.

3. It's possible {work) zll day without being disturbed.

4. ¥ou are free (leawa] any time you want to.

E. ¥ou should be able to practize (zing) every day.

6. Scientists are hoping [dizcover] a new chemical element.

7. I don't mind peopls [ask) me guestions.

B. He works too slowly Ibe) 2ny use to me.

9. He can t stand [wait) for other people.

10. | guess there is no point {zit] around here any longer.

11. The lemonade was cool encugh for us {drink).

12 Please stop [interrupt] me when | am trying to explain something.

13. I've forgotten {buy] flowers for my girlfriend’s birthday.

14, | simply can‘t afford {waste] time trying to explain this to you.

15. The thief admitted [enter] the howse but says he didn't take anything.
16. It is difficult [find) a place to park in this town.

17. Peter prefers [drive] rather than travelling by train.

12, I've given up {try) to communicate with lohn.

19, If you put off [explzin) it to her, then it will only become worse.

20. Many drearmn of {win) the lottery so that they never have to work agsin.

Complete the second sentence so that it means the same as the first.

1 He doesn't help me with my maths homewaork any more.
He's given up with my maths homework.
2 My wife thinks | should take more time off work.
Iy wifie wants me rnore time off work.
3 Their bosz ==2id they could go home early.
Their boss let home =arly.
4 She said she would call Max tomaorrow.
She agreed Max tomorrow.
& Tim said he would take Helen to the station.

Tim offered Helen to the station.
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Appendix M Test 10

GRAMMAR

Mark []A, B, or C to complete the sentences.

=

P

[%]

S

i

o

-l

(=]

w

Ayesha likes wearing

A colourfuls clothes [] B colourful clothes O ¢ clothes colourful []

This book is interesting than the one | read before.
Anot ] Bless [] C least [

Her name's Miranda and is Sergio.

A he's (] B him[] C his ]

I got my mother some flowers. | got

A themforshe [] B theyforshe [] G them for her O
Lend him your pen. Lend

Attohim [] B heit[ ] C itt itto he O

What are children’s names?

A theirs [] B their (] C they [

The beach wasn't in the photo, so | was disappointed.
A beautifulthan [] B as beautiful as [ ] C as beautiful than [
Zara is much tham her sister.

A friendlier ] B more fiendly [| C friendlyer []

My husband's parents usually visit once a month.
Aus[] Bwel[] Cour[]

That was the meal I've ever eaten.

A baddest [ ] B worse [ | C worst []

My idea is good, but yours is much

A better (] B best [] © good []

I'm afraid we don't sell black trousers, only .

A greys [ ] B greyone [ | C greyones [ ]

My boyfriend sent me an email yesterday. He

A senttomeit (] B sentittome [] C it me sent |:|
This tablet's than the one you showed me.

A less expensive [ | B leastexpensive [ | C as expensive [ ]
My new laptop is of all the ones 've ever had.

A much faster [ | B the faster [ | C the fastest [

| need to call Enka. What's phone number?

A her (] B hers [] C she's [

Felipe and | often see at the tennis club.

Aus ] B eachother (] C towe [

It is available enline in a range of colours than in the shops.

A much wider [] B more wide [ ] C much wide []
Last winter was since records began.

A the colder [ ] B mostcold [] C the coldest []
Work is busier now than it was last month.

A many [] B very (] C much [

VOCABULARY

a

Mark []the comrect adjective form, A, B, or C.

1 rely

A relyible (] B reliable (] © relyful [
2 glamour

& glamourful [] B glamourous [ ] C glamourish []
3 create

A creative [ ] B createless [ | © createful [
4 envy

A envious [ | B enwyish [] C envyful [
5 sense

A sensable [] B sensative [ ] C sensible []
B passicn

A passionate [ | B passionful (] ©C passionish []
7 response

A responseful [ | B responsible [| C responsable [
& addict

A addictless [ ] B addictable [ ] C addictive [

Mark []the correct word A, B, or C.

9 awoman's surname before she gets married
A pseudonym ] B nickname [] C maiden name []
0 waste malerials such as glass and paper which can be used again
A recyclable [] B organic [] © complex []
a range of products made by a company under a particular name
A brand [ | B product [ © project [
2 describes someone who has original and interesting ideas
A considerate (| B thoughtful [] C creative []
3 describes something that many peeple like
A unusual (] B popular [] C common []

-

4 “Your parents gave you the name of a family member or famous person

A named after ] B named about [ | C named from []
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Appendix N Test 11

Grammar

1 Translate sentences

[E TR SR FUR (K]

K narazenindm jsem dostal potitadovou hru.

Tata wiera nesad do parku.

WEachny penize jsme utratili v obchodech.

Koupila 5i moc hezke Saty.

WEara veder jsme nejed| pizau.

2 Write questions using the words below.

i

-
)

wheare {you f po [ yesterday aftermoon

Mark: _ F3

you and Jess [ watch { anything on TV Iast night

what/ you ! buy { a1 the shops last weeksnd

what time / Matt / pet up en Saturday

sl csd cad

wha / be | your favounie teacher last year

Vocabulary

3 Complete the sentences with the adjectives below. There are two extra adjectives.

Mark: _ F3

|a5hamed bored disappointed excited frightenad relieved upset

11

“ou were very wihen your best friend mowved fo America. You cred all day.
Magan was of tha big, angry dog.

My brother was when the doctor =3 he was Ok

The old man {alked about the =ame thing for cver an hour — we wers very

Thanks for imuiting me 1o your party next week — I'm really albeoart it

4 Choose the correct words to complete the senfences.

1

2
3
4
5

I'mi a little bit ' extremely hungry, so can | have somathing small to eat, ke an apple?
This is extremely / rather hot, but you can hold it in your hand.

It'= very [ a bit cold outside, so wear a big coatwhen you go out.

I'm extremely 7 a bit fired, but | don't need fo go to bed.

Gary iz very [ a little bit cross with me — he isn't speaking to e at all.

Mark: __ F3

Mark: _ F3

Total: 720

70




Appendix O Test 12

Unit 2 Test A

Grammar
1 Complete the sentences. Use the past simple or past continuous form of the verbs in brackets.
1 When it (stop) raining. we (g out) and
{put) the kaysak in the water.
2 While | [wait) at the bus stop, | (see} an accident.
3 Suddenly, the man (take) the purse from the woman's handbag and
{run off).
4 AtSpm. ol (read) a book sbout Captain Cook and my sister
(watch) & film about the explorer Robert Falcon Scott.
51 {relax) in the sun when a cloud {appear) in the sky.
8 Whenthesaileor === (openjthebox,he_ 000 ({find) an old map inside.
T Whilz everyone {argue), | (realise) it was a good time to go.
8 Asl {leave) the party, | finally { ) the man’s name.
8 The man (wear) a raincoat and {carry) a big suitcase.
10 The gid {run) through the forest when she (slip) over.
Mark: ___ /10

[X]

Read the text and find eight mistakes (an unnecessary word, a word missing or an incorrect word).
Circle the mistakes and write the corrections. There are no mistakes in two of the lines.

Ann was walking along the river and was talking on her phone

when suddenly she noticing there was & man in the river. -
He was swimming to the side. but he was having problems. ‘.
Quickly, Ann did jumpad into the water and swam up to the man. 4
But whilz she reached him, his head went under the water. y
Ann swam under the water. but she can't find the man.

A few momenis later, saw the man st the side of the river.
He was with some friends and they all laughing at her. £

At that moment. she realised that it was a silly joke. But =

shortly afterwsards, two police officers arrive to talk to the men.

Mark: ___ /10
vocapulary
3 Complete the sentences with the correct words. The first letter of each word has been given.

1 It wss s bright day in July, but inside the Son Doong G__ _ it was very dark and cold

2 Ifsas_ _climb to the top of Ben Mevis in the Scottish Highlands, but the view is worth it.

3 Angel Fallz, on the Gugjs, River in Venezuels, is the highest w in the world.

can reach 50°C, but at night it sometimes falls to below 0°C.

§ The beautiful White C_ _= of Dover are very high and it's dangerous to walk too close to the edge.

& The edges of Lake Coma in Italy are s_ _ _ — but it's guite deep in the middle.

T Ower 1,500 people lost their lives in the early morning of 15 April 1812 when the Tifanic sank in the i_ _ waters of the
Morth Atlantic Ocean.

8 “ou can collect seashells from the s_

_in the Maldives, but you can't take coral pieces.

4 Complete the sentences with the words below. There are two extra words.

boots  life jacket jet-skiing kayaking paddles poles rucksack safety harness

1 Ifyou go hiking in the countryside, take a sc that you can carry your things in it.
2 Don't worry sbout falling off the climbing wall — you'll be wearing a —
3 | don't reslly like becausze it's dangerous and too noisy!

4 When you go for = long walk. the most important thing is to wear _

5§ Ifyou go out to sea on a boat, it's a good ides to wear a —

G When I'm walking on rocky ground, my stop me from falling over.

Mark: I8

5 Replace the simple adjectives in brackets with extreme adjectives. The first letter of each extreme
adjective has been given.

1 That helmet doesn't fit me - it's t {wery small).

2 Doing 2 bungee jump was t, [wery

3 Breaking my leg while crossing that river was a {wery bad).

4 After swimming across the lake, | was e (wery tired).

5§ The hill we had to climb looked h {wery big).

8 The countryside we were walking through was s {very beautiful).
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Appendix P Test 13

Unit 3 Test A

Grammar

Circle the correct words to complete the sentences.
There are only a few [ a little actors in that new play.

It doesn't matter how much / how many action scenes there are in a film if there isn't 3 good storyline.
| think some { any soundiracks are more interesting than the film itseff,

Have you got much | mamy mansy with you?

e W

There iz much ! a lot of work to do i you want to finish today.

@

Ther weren't some ! any peogie leftin the building.

-

Thare are not much / not many sitcoms that | ke,

o

Would yau likz same | a little new video games for your birthdsy?

2 Read the advice for an actor on a film set. Rewrite the advice using one of the verbs in brackets.
1 Its wery important to bring same food and water with you.

| {mustJ have to)

a

“You are not allowsd to uss your mobis phone on the s=t

‘I (must't{ don't have to)

e

Dot look at the camera when you'r= acting.

‘| {mustn't{ don't have to)

4 Ifs imgortant to learn the scrigt,
I {must | mustn’t) o
5 If you are sixteen or under. it's compulsary fo bring a parent with you.
‘I {must / have ta), -
@ Itisn't necessary o wear special clothes.

| {needn't{ mustn't) :

-

It isn't necessary 1o stay on the fim set after 8 p.m.

‘| {must't/ dan't have fo)

w

Complete the advert with the words below.

don‘thaveto haveto must{xZ) mustn't |

Right. |1 est something. Boil the water, apen the packe, resd the
i jans . O ma, prepsre & ot of :

Does this sound like you in the kitchen? If it does, you nesd READYLUNCH!

Open the packet.

Dan't worry — you * prepare any vegr

Just add hat water, sit down and enjay!
But remember, you tell your friends abaut this or theyll all want one!
Goan. You really fry it

Vocabulary

4 Read the definitions of films and TV p and write the correct words.
| watch this zvery day to find out what's happening in the workd.

ra

1 don't really like this type of fim because the actors are shiays singing

w

1 like this typs of propramme, espesially if | know the answers to the quastions

4 In this type of fim, 2 man and a woman mest, and after some problems they fall in love at the end

en

This is a film about events from the past: the aciors always waar beautiful clothes.

@

In this programme. real people perform a special skill and the audience chooses the winner.

Complete the sentences with the correct words. The first and last letter of each word has been given.
| think thrillers are g, _0—you never know what's going to happen next!

o

oW
g
3
E3
3
&
3
B
3
5
a2
2,
=
E]
=
jod
|

4
i
o
=3
g

@
W
o

o
=
i
E]

=
=
o
=
g
G
a
E
5
o
-3
X
=

=i
ES
§

@
m
E
a
o
"
<

@
H
o

el
i
8
s
5

2
e
g
E}
5
3
I

i
o

T
e
Ed
b
o

S

Complete the sentences with the words below. There is one extra word

concem  decisions express get grades have provide research take partin

1 The fact that children watch foo much television causes for many parents.

2 Gome people ke to online games so that they can play with their friends.

3 Using a mebile phone ean posiiive and negative effects on people’s lives.

4 Soms are difficult to make.

5 Srienfists are doing into how important it is for students to do homework.

8 Studsnts who work hard usually gst good

7 My dad ahways met iy opinions about what is happening in the world
& Eating fruit and vegetables can 3 lot of health benefits.

72



Appendix Q Test 14

lUnit 7 Test A

Grammar
1 Match the sentence halves. Then the second i using the correct form of
the verbs in brackets.
TRl live)in Austraia, []
2 (nat feel) lonaty []
3 (sawe) as much money as possible [
4 1 {not go) 1o scheol, []
5 (eallyher []
@ WI___ (eat)mors fruit and vegetables, []
Tohyou__ jknow)the answer, []
g I (£an) play @ musical instrument, []
81 (see) fiens and elephants [
10 11 (be) on 3 raafity TV show, []
Al {join) a band
g | (not leam) anything.
cl (bacome) famous.
D il {have) more friends
E | (not tell) you!
F il {travel) to Kenya.
G il {find) = good job.
Ho (<) healthier.
[ (o) surfing every day.
1 {know) her phons numbsr

2 Rewrite the two sentences as one sentence using the word in brackets. Change one of the verbs into
the past perfect and make any other necessary changes.

1 Tina left her credit card 3t home. She wanted to buy 3 naw dress in the sale. (but)

"

Samantha lesmad o ski. Then she went on the skiing holiday. (after)

e

Andrea's computer broke. Then she stopped shopping online. (after)

-

Gemma savad her pocket money for thres months. She could buy a skateboard. (because]

o

Shella wrapped al the prassnts. Then the gussts amived. (after]

@

Howard bought 3 lot of things in the shop. He got a frez pift (because)

-

Helen and Mark got married. Then they want on a honeymoon to Mauritius. {sfter)

S

Anna didn't spand much maney b=fore Christmas. She bought same new shoes in January. (0}

©

Ben triad o ragair his own bike. Then he borrowsd his friend's bike. (after)

10 Gavin went fo university. He found a well-paid job. (because)

Mark o

Vocabulary

3 Read the definitions of shops and services and write the correct words. The first letter of each word
has been given.

This shop anly sells fresh flowers. f.
This is a shag where you can buy fresh fruit and vegetabies. g

This shop sells clathes and ather things to rais= mansy for 2 goed cause. @ s

oW R

If you want to buy or sell a house, you go to this place. & a

on

If you don't have 3 washing maching, you can go o this place fo wash your clothes. |

@

This is 3 great place to hava 3 hot drink and mest your friends for a chat ¢ s

This shop anly sells beauty products. . s

-~

S

In this shop, you can buy special or unususl foods from ofher countries. d

@

If you want ta decarate your hame, yau need fo buy things frem this shap. D s

8

People go ta this place if they want to invest o7 borrow mensy. b

4 Write the numbers and currencies in words.
1 451%

2 E5487

3 $3,500.000
4 £522,364
5 ¥32,078

Steve Have you heard that thers's a 'sale { coupon an at WP Amold's? They're maving fo a bigger building sa
there ar= loads of “bargains / price tags.

o

Read the dialogue and circle the correct words

Ben *ah, but lue got enough stuff to waar and | can't really afford to buy anything st the moment.

Steve I zan kznd you some money if you like. Yesterday | took back 3 coat that I'd bought and got a “receipt /
refund, s0 vz got plenty of cash now.

Ben Dot worry. I'd prefer to “owe | save up and spend my own maney. | don't really ke *borrowing / lending
from friends.
Steve K, no problem.
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Appendix R Test 15

p—y

Test B File 68 30 points MAX Narne:-lass: DLZ

1. Fillin the gaps with a word to complete the sentences (6 points)

a) The movie was d_ghhed diveciod by Christopher Nolan...
b) ..andits Tert Cillian Murphy in the role of the scientist. T-:,
¢) The story is b g aged on on a book by Ernest Hemingway. -
d) Thecgsl of the film includes actors and actresses from all around the world.
e) Thep_lot twist at end of the movie was quite surprising. | didn't expect that.
f) Did you know the sgundfrac l¢ __ of the movie had been recorded by the Prague
philharmonic orchestra? A
( | ! kL e';' I'/ \\I
2. Turn active voice into passive voice (10 points . v \ |
a) Frank gave his girlfriend a golden ring. A go lden ring WAl given fo Jlrrﬁm‘dl tﬂ'r ank'

L . . s 45 2
b} The Simpsons are reconstructing their bathroom. Bathreom 15 beia recangira cled '-!;.” inPlons)

£} They have repaired yrourl?i. Car bas been reoaived by Them .

d) The company delivered the consignment with a delay.[he comy Ny menT wAaf delivered ¥ &

e) lim and Lucy showed us the downtown esterday.

The dewnlown g shewn pg!r T W.:f Luck To wi  resleroar a

3. Fill in the verb in passive voice (10 points) A

a) Al the flights jneed been sancelled (cancel) due to bad weather conditions.

b} The thief T bagn't leen fawgh® (not catch) yet. He must be hiding somewhere.

c) His latest novel har ngt.l.’l frq.ng[u.TEfJ (translate) into 16 languages so far.

d) When | entered the area, another passenger in front of me Waf If;g |'n§ Yom rr;:a.il
(scan) for metal objects. -

] | hope the flight x:rg.'r'?" [1!_ aver Lm " l'( E d' inot overbook).
That would be a trouble for all of us.

fj The footagewat Ferof ded {recorded) in New York during an annual
flower festival.

g The mystery of his disappearance Ea_!.‘ devsi E-u,ﬂ 2amniged (never explain).

h) The bus_gag _&11'1—- Crow é;{ [crowd) this moming. That was a pain.

il Our passports 5%3 Wwerg ¢ he ',k;d (check) and we could proceed to the gate.

I 1am afraid the road ahead _j¢ Fwinn, feco n;'f'ru oo d {reconstruct}
Let's find another way. d

4. Translate (4 points) .
a) Va3 program se pravé instaluje. |

YD wr Pi-uavrq ™~ (5 {j!iﬂg’ '-'-”'51-!-{ rE::
k) Mesmise to prodavat détem.

j'fﬁ_mn'h_ga sold To children.

Ay
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Appendix S Test 16

Gaps m
Camp

OET - U8 - Travel and Tourism e

1. The train leaves st 5 pm. Do you know which p itis? (podet bodd: 1) 3

arract word beginning with the fir

wordinciuding

omplets the test following the instructions given. There are 30 questions in the test

Hint: the raised flatarea next 1o the track 2t wain station Whers you Get on or offthe train

Zadejte svoji odpovEd.

Translation o
& The words fram Cazen inia Engleh 2nd vics varsa 12. Do you like camping? I've just bought a new t. I'd like to try . (pocet bod i 1) [T
it small home made of canvas or 3 smilar materil and supporied by ropes, that you can fold up and cary
1. ZpoZuén (poéet bodl: 1) [ you
Zadeite svoji odpoved, Zaceite svoil adpoved,
2. odlety/odjezdy (pocet bodi: 1) [T} 13. If you travel by plane, your | mustn't be heavier than 20 kilos. (poéet bodi: 1) [
it the bags,suicases, Scc. that contai oLt posSeSSons 3nd Shat you Take Wit you Whn You 3rs ra
Zadejte svoji odpovéd.
Zadejte svoll odpovid,
3. dovolit si (podet bod
14, We will be renting a spacious a for the period of our stay at the seaside | was ony &
Zavefte svoji odpovia, e more expensive so why not enjoy ourseives? (pocet bod: 1) (1)
Hine:2 set o rooms for sying in
Zadejte svoli odpoved.
4. vziétrout (pocet bodi 1) [,
Zadejte svoji odpovéd
15. I'm not going to climb the mountain, t's too high. Il use the c oéet bodi: 1)
o
Hine-  vehic tha carries passangers up and down 3 mauntain
5. opalovat se (poet bodd: 1) [
Zadejte svoji adpovid.
Zadejte svoji odpovid,
6. When you go 2broad, you must have 2 p. {Or at least f you trave! outsice the Schengen
6. duty free zone (poéet bo
Hint:an ofical document containing persanalinformation
Zadejte svoji odpovéd.
Zadejte svoll odpovid.
7. amivals (podet bodi: 1) [
17, When you trave! from France to the UK, you can use either a1, ora train under the
Zadejte svoji odpovéd: Cnanne, (pocet bodi: 1) (4
Hint: ot o shipfor taking passengers and often vehices across an res of water
Zadejte svoll odpoved.
8. seatoet (podet bodl: 1) (1
Zadeite svoji odpoved,
18. My parents got heme four hours later, because their plane had been d (pocet bod: 1)
firf
it happening at  ster tme than expeciad
3. crew (pocet bod: 1) (13
Zadejte svoji adpoved.
Zadete svoji odpovéd:
19, How many v come to the castle  year? (podet boai: 1) (3
10. guest (podet boal: 1) M Hine: pacple who come to see s perion or 2 placa
PO —— Zadejte svoll odpoved.
20. 1t was on awful . 25 there was an accident on the German motorway. (pocet bodi: 1) 1)

Hint travel from ane place to angther, sspecial

e they are far 3part

Translation - sentences

Translata the semtences from Caach into English.

21, DoZel ném benzin. (pofet bodd: 2) [

Zadejte svoji adpovéd.

ost bodit 2) [

22. Mé1 by ses toho kufru zbaui

Zadejte svaji adpovéd,

Zadejte svojl adpoved,

24, Strévili jsme hodinu a pdl u odbave:

(potet bodd:2) [

Zadejte svaji adpovéd,

25, Chtél bych zpatedn! jizdenku, (pofet bodd: 2) 13

Zage

svoji adpoved,

26. Mél jsem mofskou nemoc. {pocet bodi: 2) [

Zadejte svaji adpovéd,

27, Jakd je tvoje vysnéna destinace? (podet bod:

Zaaejte svojl dpovéd,

28, Chtéli bychom pokoj pro dva. {pocet bodis

Zadejte svoji adpovéd.

29, Kdy Jste si zarezervovali pok(

Zaagjte svoji dpovéd,

30. Rezervaci miifete zrufit nejpozdéji 24 hodin predem. (pocet bodl 2) (1)

Zadejte svoji adpovéd.

=
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Appendix T Test 17

Test B File 3A Name; Class: [ 7))

1. Fillin the gaps witha word (10 points)

a) Slow down. There are s_[ g"_fi (4 :} Eﬁ (' all around the city. You might get a fine.

b) Av AN is a medium-sized road vehicle, used especially for carrying goods.
c) Itisvery difficult to travel around the city during r i H h_(l/ R ; /ft/
d) We had to wait at the t KAF efil 116 HT!  asthe crossroads seemed very busy.

e) Itis recommended to cross the road at the z F :E £i cBliJ ] Lgvto avoid any accident.

f) Thereisat ‘J Xl r A ,‘,{S just outside the airport. You might get a cab there.

g) Thes fEED LMIT on motorways in the Czech Republic is set for 130 km/h.

h) 1guess we should s Low _ﬁ oWV early to avoid the traffic.

i) Youcan'tdrive here.ltisap ElE { lK AV 2(JVE Traffic is not allowed here.

j) Wearer | INV IV ol/T of fuel We should find a petrol station soon.

2. Fillinthe g?ps wit ectlves and adverbs (10 points) [/
a) hat is AUy )/Y/ pl./v{. f‘f, (expensive) thing you have ever bought?
b) )’L{‘ 7 1,/1 J {far) | have ever flown is to Delhi.
o 1 think 89b is much_ ){/ {8 T/ (happy) in his new job.
07/ 1 : (quurlo ) hotel we have ever been to.
e) Claire sang / " Wi ibeautiful) of all the choir.
f) The sequel wa/; gven /?'L(‘““L. y J{boring) than the first part.
g) Lnstemng is LA L o (hard) part of the exam.
‘ ¥/(active) person in the village. You wouldn’t believe that.
i} What’s /J;(. ) A d/7t- Y/ (common) word in English?
j) I think skiing is LN (easy) than horse-riding.

3. Translate(lOpoints)% /{/j(«w)‘w mrc”’&b(x’@,,@ud :Z

a) Méla stejny utes jako jeji kamaradka.

b) Autobus neni stejné pohodlny jakg viak. Mllxw /{,7"« LL) .,(‘f /ul& yb’wO {af‘/;
¢} Mohl bys fidit pomaleji? M /M/ ”L t’&’[j{%{ ((,»(/(' v Smr
d) Jsem vy$si nez mij bratr. “‘, JW Mlv /ﬂv((f/,é/"/«/dav

Tojetane rpmantlété;;u véc, kterou mi kdy fekla. A
T i Al rih i) AKrY i, [/@ At iy

'ZLI\
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Appendix U Questionnaire — respondent s side

https://forms.gle/pgFpX8hgJVs4dK2N8
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