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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. 
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NÁZEV 

Hodnocení testů dosažené jazykové úrovně angličtiny připravených učiteli na středních 

školách 

ANOTACE 

Tato práce se zabývá tím, jak učitelé na středních školách vytváří své testy zaměřující 

se na gramatiku a slovní zásobu. Teoretická část podrobně zkoumá testování těchto 

aspektů jazyka, principy, které by měly být na testy aplikovány a plánování a 

designování testu, navíc slouží jako základ pro praktickou část. Praktická část popisuje, 

jak učitelé vytvářejí své testy a analyzuje jejich metody srovnáváním s poznatky 

vyvozené z teoretické části. 
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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. 

  



10 

 

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. Lívia (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 – "I never saw it before", stage 2 – "I have heard of it, but I don't know what it means, 

stage 3 – "I 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 
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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. 
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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 distractors1 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 

 
1 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 0 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. 
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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: 

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

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

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

4. If you use AI to create your tests, how exactly do you use it and why? 

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? 

6. 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? 

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

grade? 

8. What challenges do you face when creating your tests? 

Then, there were closed questions with yes or no answers: 

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

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

Lastly, the questionnaire involved questions using the Likert scale: 

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

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

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

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

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

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

17. 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 AI in the language test creation process. As of right now, there is no literature on the usage 

of AI 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. 
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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 

questionnaire 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 AI, 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. 

 

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 

Methods of creating a unit test

Adjusting already existing test Creating a new test
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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.  

 

Figure 2 Pie Chart - Time it takes teachers to create a unit test 

Time it takes to create a unit test

Below 30 minutes on average 30 minutes

between 30 minutes and 60 minutes Above 60 minutes
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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 
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unexpected in that all of the teachers used quite similar words to describe the goal in mind 

while creating a test. 

 

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", 2  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",3 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 “ověřit“  
3 The original word used in Czech was “otestovat“ 

The goal the teachers have in mind when creating 
their test

Verify knowedge/ability  To test knowledge/ability
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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 AI for the creation of your tests, how 

exactly do you use it and why? 

The topic of AI usage in testing was approached with two questions. The first question 

focused on whether teachers use the help of AI 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 AI for the test creation; while 

these results do not paint AI usage in a positive light, it is still quite unexpected that the 

remaining 25% uses the help of AI due to the fact it such a new technology, which makes the 

results quite unexpected.   

 

Figure 4 Pie Chart - The usage of AI 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 

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

Yes No



41 

 

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 AI, will have a dominant effect on the test creation in the future. 

Now, to examine the ways in which AI 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 AI, 

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

Another fascinating insight could be gained by comparing the teachers' usage of AI 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 AI usage seem to be used 

by the same amount of people, it is essential to state that while AI 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, AI will play a paramount role in making the process of 

test creation more efficient for teachers. 

 

Figure 5 Pie Chart - The usage of scholarly literature from the field of testing 

 

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

Yes No
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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. 

 

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 

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?

Same test Different test Depends on the situation
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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.  

 

Figure 7 Pie Chart - Points to grade conversation 

Points to a grade conversation chart

Per 10% Unique  conversation system
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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. 

 

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 mainly4 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. 

 

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. 

Challenges that teachers face when creating 
their tests

Test difficulty Time management Task creation Instruction creation
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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 A to 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.  

 

Figure 10 Pie Chart - Task type preferences 

Do you prefer selected response or limited 
production tasks?

Selected response Limited production Combination of both
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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 AI 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 práce se zabývá problematikou vytváření testů se zaměřením na gramatiku a slovní 

zásobu. Skládá se z úvodu, teoretické části, praktické části a závěru. Teoretická část slouží 

jako základ pro praktickou část, vysvětluje důležitost testování gramatiky a slovní zásoby, 

zabývá se principy, které by měl test splňovat, dále se zabývá typy testů, procesem vytváření 

testu, typy cvičení, bodování a konečného známkování. Praktická část pomocí poznatků 

z teoretické části analyzuje postupy vytváření testů učiteli středních škol, které byly získány 

za pomocí použití online dotazníku. Součástí praktické části je taktéž analýza testů, která 

zkoumá, zda informace získané z dotazníku skutečně korespondují s tím, jak učitelé testy 

vytváří, avšak tato analýza se pouze soustředí na typy cvičení. 

První kapitola teoretické části se zaměřuje na základní otázky spojené s testováním slovní 

zásoby a gramatiky. Nejprve se zabývá testem, který je definován jako nástroj sloužící 

k ověření znalostí a schopností testované osoby v dané oblasti, s cílem o dané osobě udělat 

rozhodnutí korespondující s typem testu. Dále je důležité zmínit, že testování gramatiky i 

slovní zásoby má svůj specifický přístup, v rámci gramatiky si musí učitel stanovit, zda chce 

testovat vědomé či nevědomé vědomosti, zatímco problematika testování slovní zásoby se 

zabývá otázkou spojenou s porozuměním slova; tyto faktory ovlivňují obsah a strukturu testu 

z pohledu použitých cvičení. 

Druhá kapitola zkoumá principy, které by test měl splňovat, aby mohl být považován za 

užitečný; mezi tyto principy patří: reliabilita, validita, autenticita a praktičnost. Učitel by měl 

rozumět těmto principům, aby mohl vytvářet co nejkvalitnější testy a tím pádem získat co 

nejpřesnější informace o znalostech a schopnostech svých žáků.  Reliabilita se dá definovat 

jako konzistence v testovacích výsledcích, která může být ovlivňována nesrovnalostmi ze 

strany žáka, učitele nebo testu; z důvodu těchto nesrovnalostí se žák může oddálit od svého 

skutečného výsledku, který by získal nebýt těchto nesrovnalostí. Validita zkoumá, do jaké 

míry test měří oblast jazyka, kterou měl učitel v plánu ověřovat. V rámci validity je důležité 

zmínit, že argument pro to, zda je test validní je složen z několika důkazů validit. Posledním 

kladeným principem na test je v bakalářské práci autentičnost; v rámci autentičnosti se učitel 

snaží o to, aby jazyk použit ve cvičeních v testu byl co nejblíž použití v přirozených situacích. 

Třetí kapitola rozebírá hlediska, která jsou potřebná zvážit při plánování a následné 

konstrukci testu.  Zaprvé jsou představeny typy testů, se kterými se učitel přichází do styku, 

hlavně tedy achievement a progress; achievement testy jsou použity na konci lekce, nebo 
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učebního období, jedná se o testy, které jsou sumativní, tedy jejich cílem je zjistit, zda žák 

ovládá látku probranou za dané období.  Zatímco progress testy jsou formativní, jejich cílem 

je zjistit slabá místa žáků, aby se na něj v budoucnu učitel mohl zaměřit ve výuce. Typem 

testu se tedy rozumí rozhodnutí, které učitel dělá o svých žácích na základě jejich použití, což 

znamená, že v určitých případech může být použit jako achievement i progress test zároveň.  

Dalším bodem, který popsán v této části jsou specifikace testu, které fungují jako plán použit 

při jeho následovné konstrukci. Obsah specifikacích testu se liší na základě, zda jsou použity 

v rámci školní třídy nebo pro standardizované testování, avšak zatímco pro standardizované 

testování je jejich použití nutnost, v kontextu školní třídy je jejich použití jen doporučením. 

Pro potřeby učitele tyto specifikace obsahují obsah testu z pohledu testované látky, časový 

limit testu, a cvičení, které použije. Testovaná látka tedy v kontextu gramatiky a slovní zásoba 

znamená všechny relevantní gramatické struktury a slovní zásobu. Z pohledu cvičení se učitel 

musí rozhodnout jaký vybere typ cvičení z pohledu typu odpovědi, může se jednat o typy 

cvičení u nichž žák vybírá ze předem stanovených odpovědí nebo typy cvičení založené na 

tvorbě, která u gramatiky může být od jednoho slova až po kratší větu. Oba typy těchto 

cvičení mají své výhody a nevýhody, které je důležité brát v potaz při jejich tvorbě. Cvičení 

zaměřených na výběr z mnoha možností jsou složitá na tvorbu z důvodu výběru adekvátních 

nesprávných odpovědí, ale výhoda tohoto typu cvičení spočívá v rychlé opravě, zatímco typ 

cvičení, kde žák vytváří odpověď mají opačný problém, tedy nejsou tak těžké na konstrukci, 

ale jejich proces opravy je náročnější na učitele. Ve chvíli, co učitel vybere typ a obsah 

cvičení, který chce použít, tak už jen stačí vytvořit klíč správných odpovědí a bodové 

ohodnocení testu. 

Problematika bodování a hodnocení je posledním bodem teoretické části, ale není rozvedena 

do hloubky jako ostatní části, protože není integrálním bodem procesu tvorby testu, tak jako 

předem zmíněné specifikace. Hlavní myšlenky této částí spočívají v tom, že body za chyby ve 

cvičeních by měly být strženy jen pokud je chyba v testovaném jevu, dále je důležité zmínit, 

že konverze bodů na známku je ovlivněny hlavně institucí a kulturou dané země. 

Praktická část začíná s definováním cíle této bakalářské práce, tedy zjistit, jak učitelé na 

středních školách vytvářejí své testy se zaměřením na gramatiku a slovní zásobu. Tímto bylo 

dosaženo použití online dotazníku a následné analýzy vybraných testů od učitelů. Dále jsou 

představeny otázky této části, které zahrnují způsob vytváření testů, cíl, s jakým učitelé 

vytváří své testy, čas, který potřebují na tvorbu testu, použití externích pomucek pro výrobu 
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testu, preference typů cvičení, které používají na testování gramatiky a slovní zásoby, způsob, 

kterým konvertují body na známku a problémy, kterým čelí při tvorbě testů. 

Odpověď na otázku teoretické části se dá odpovědět pomocí následujících zjištění. Hlavním 

rozdílem při tvorbě testů je, že většina učitelů místo vytváření zbrusu nových testů použijí 

předem vytvořené testy, které jen upraví dle svých potřeb. Proces tvorby testů učitelům zabere 

mezi 30 až 60 minuty. Hlavním cílem všech učitelů, kteří odpověděli na dotazník je ověřit 

znalosti a schopnosti svých žáků, zatímco sekundárním cílem je získání známek pro 

klasifikaci. Externí pomůcky jako odborná literatura na testování nebo AI je použito 

menšinou učitelů. Bodové hranice pro různé zámky se výrazně liší pro různé školy a učitelé, 

čím horší je známka tím větší jsou rozdíly bodových hranic. 

Teoretická část pokryla všechny důležité otázky vzhledem na principy aplikované na test, 

proces vytváření testu a preference v použití různých typů cvičení testující gramatiku a slovní 

zásobu. Teoretická část propojila všechny zmíněná témata pomocí otázek zaměřujících se na 

způsob, kterým učitelé vytvářejí testy a jejich následná analýza.   
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