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Number of pages: 147
The present report describes a Eéplication of a previous study

{0scarson, 1986) which aimea to assess the construct validity

of the 1983 version of the Natlonal Test (’'Centrala provet’)
in English for the academlcally oriented part of the Upper

Secondary School:. The chief aim of the present study was to

investigate the construct vaIIdity of the 1985 version of the

same test. The method employed was a guantitative (i.e. sta-
tistical) anaiysit of the results obtained by a group of

native students who had been asked to take the test. The as-
Eﬁﬁﬁiion behxﬁd the experiment was that educated native gpeak-
ers ought to be able to reach very high scores on an English
proficiéﬁéy test whicn has claims to high validity. Another
point of departure was the belief that native speakers ought
to be able to outperform non-natives in all the different
areas of language which a valid test sets out to measure.

K subsidiary aim was tn study Swedish students’ results on
open-ended {"fres-form") items in the test in order to evalu-
ate some aspects of the written production skills generslly
attained 1n the Upper Secondary School. This quaiitative in-
vestigation, which ipnvolved detailed linguistic anslytes of
answers, was of special interest because of the fact that the
sample could be regardeG as representative of the whole stu-

dent population.
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The native group consisted of 166 English studentsiat & Sixth

Form College in Manchester. They were all of the same age as

the Swedish students and represented a cross-section of the
student population in respect of academic and linguistic abil-

ity.

The Swedish group consisted of & random 10% sEmpIe of the ¢to-

tal population of 34 000 students testéd in 1985.7The experi-

mental sample thus comprised 3 400 students: In Ehéw analysis

of the open- -ended items, a random iub-sample of 176 students

was used:

The test battery included sub-tests mcasuring vocabulary,
phrases, grammar, readin comp éhéﬁéiéﬁ; and listening com-

prehension. The total numbs
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It was found that the native students éﬁfiihéa significartly
higher resuits on &I1 sub-tests but one (& Reading Test).

Their average rate of correct scores was B83%. The correspond-
ing swedish Bcoie wag 61%. The relatively high native per-
formarce IeveI wag taken to warrant the conclusion that the
National Test is a valid measure of English language profi-
ciency. The outcome of a #eparate analysis of the scores
EéhiéVéa by an &academically more advanced group of native
students provided further support for this conclusion.

Another important observation was that the various sub-tests
resulted in very unequal relationships between native and non-
native acore levels. The most pronounced differsnce appeared
on the Vocabulary test, whereas a sub-test measuring extended
reading {(passage comprehension) produced no difference at all
between English and Swedish students. Only a relatively small
difference was found on the Listening test. While some varia-
tion of the size of the relative difference between sub-test

scores was expected (due to natural differences in skills pro—

files), these results were interpreted as signs of variable

test validity, and this led to certain suggestions for modifi-
cation of test content and format.

54
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With regard to the secondary objective of the study (the quai-
ftative analysis) it was found that there was hardly any cor-
relation between nativé and non-native average scores on the
productive items. THis was understood to signify a difference

in the structure of language capacity between the two samples:
Certain tasks, notably those involving the use of idiomatic

phiases; ~were markedly difficult for sSwedish students. The

same wa: true of certain points of grammar, whereas overall
prehension appeared to be quite well developed.
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nofi-native students and may therefore usefully serve as a re-
gource in teacher training and similar contexts:

The report can be ordered from:

Department df Education and Educational Research
Gothenburg University

Box 1010

§-231 26 MS51lndal

SWEDEN



O

ERIC

Aruitoxt provided by Eic:

ACKNOWLEDGEMENTS

Research reports can usually be seen as manifestations of sus-
tained cooperative efforts and this one is no exception. In
the course of the planning and implementation of the 1nvest1-

gation, as well as in tae preparation of the report its8lf, 1

have benefited from the assistance and advice of many peop1e
to whem I am indebted. In particular I should like to express

my gratitude to the staff (Peter Birch. Ann Dowling, M.Galviin,
G. Griffin, W. Moran, K. O’Kelly, ann wiIIiamson) and students

at Xaverian Sixth Form College in Hanchester for the willing-
ness and determination with which they participated in the
assessments. I am also very grateful €6 Mike Kelly of the

Centre for Educational DeveIopment and Training at Manchester

Polytechnic who undertook the aeﬁanaing task of coordinating

the testing sessions and also provided me with valuable back-

ground information about the groups involved.

Furthermore I um indebted to fﬁe follow:ng colleagues at

Gothenburg University for reading and commenting on some or

all parts of the manugcript auring various stages of develop-

ment: Ingvar carisson, Nils-Henrik af Ekenstam, G&ran

Eriksson; Rigmar _Eriksson, Jan Hellekant, Eric Kinrade,

Torsten andbiad, Pat Nilsson, Torborg Norman, S8lve Ohlander,

and pavid Wright. Theit contributions have been much appreci-
ated.

anally my thanks are due to Inga-Britt Holmgren for the final
editing of the typescript.

~&



INTRODUCTION R R R R 13

=

2 VALIDATION OF LANGUAGE TESTS:

Some basic considerations Ceceeeaes

3 PREVIOUS EXPERIMENTS R R R R

3.1 VaIiaaEion of an English test .o
3.2 "aIidation of a French test Bt teteseetertetaean 23
3 .

3 OBIECTIVES  .oiiiiiioioioiinieiiioseceivieeesnnnnnees 29
5 DESCRIPTION NF THE TEST  iueeverenevenevioenenensesss 33

5.1 Function ...;;;;;;.;.......................... 33
5.2 Contents et ce et c ettt te et esssee s eane 33
5.3 Scoring criterxa s s eseesscessess s e s e assenen 38

QUESTIONNAIRES e eetceeese ettt aseeaeaasrenen 41
7 SUBJECTS AND PROCEDURES e cecereute ettt seaans 43
7.1 The native sample N 43
7.2 The non-native sample Ceeteeeeeeeaeere e e 45
7.

3 Procedures see s s resssces e sses e e s te s e e s 45
8 RESULTS et i eciee ettt 47
8.1 Preliminary remarks et eereare e 47

-]l

i
1 Level of difficulty eeee sttt 47
2

e
.1.

8.1.2 Types of interpretation ............... 48

8.1.3 rTest reliability ........ccceeceeacaea. 49

8.1.4 Item reliability ..........ec..000000.. 50

8.2 Summary of main results .........cc00000000000.. 51

8.3 Advanced native studentr’ results ............ 58

9 THE RESULTS ON THE PRODUCTIVE PARTS OF THE TEST cesee 51
9.1 Aims of analysis [ PN 61
9:2 Integratxve Test results :

9.2:1 Introductory notes il 62
9:2:2 OveraII resuIEs .- ceeves ég
9:2:3 1Item 21: ‘t5 puII someone’s Ieg PN 66
9:2:4 Item 27: ‘as if’  llliiiiiiiiiiiiiiiiiss 67
9.2:5

item 2: 'hardly ever’ C et er ittt eann 68

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

1¢

11

9:2:6 Item 6: ‘when he does turm up’ .........
9:2:7 "Reversed" Eé;diig Ceeeeictestereeneannn
52525 Conclusions it e iiiiiisseeseserasesens
9:3 Voc abaiary-Grammar Test results siseasesessee
9:3:1 Introductnry notes ittt ettt
©:3.2 Overall results PR P
9:3:3 Item 4: 'there’s no point in (worrying)’.
9:3:4 1Item 3: 'he won’'t make the (same mistake)’
9.3.5 Item 7: ‘(make) him change his (mind).:.’
9.3.6 FInaI note on jctems 4, 3 and 7 iiiiiiiis
9.3.7 1tem ;l-r'Iet's go to a...’ IR R R R TR
9.3:8 1Item l: 'What do they mean...?’ PN
9.3.9 1tem 10: rite11 raln .ol LLLLiliiiane
€.3.10 Item 14: ‘Do you mind if I [..?2’ ceeees
9.3.11 Summary S essses et eceereceeessscerseernn
ATTITUDES .o eccrerorrecrroesrosssconcococioascanns
10.1 English teachers teeecsetseesesssestrseesnsen

10.2 swedish teachers Ceeeeeeecteet ettt ecstarnnn

SUMMARY AND DISCUSSION  +...uinveiiiissasaciccsiniin

11,1 Ré€sumé of the experiment Ceeeeeceete et sans
11.2 Main findings R

11.3 piscussion and conclusions e eeceee e
11.3.1 The native score level ceceteseseetesnns
11.3.2 Reading comprehension et erecececonnns
11.3.3 Listening comprehension Ceeeescererenan

11.4 Recapitulation of some key points et eeeeenn

References S A A I
BPPENDICES
App. 1 1Information and Instructions, Manchester Groups
App. 2 The Integrative Test (Sub-Test 1:2) Ceecereenne
App. 3 Vocabulary-Grammar Test (Sub-Test 3:2) .........
App. 4 Questionnaire; English Students  ........c.co...
Aﬁﬁ. 5 Frequency Distribution of Test Scores;

Swedish Sample tesesercsseressrssrsesarenenn
kpp. 6 Intercorrelations a among Sub-Tests,

znglish and Swedish Samples it it

117
123
131
137

141



O

ERIC

Aruitoxt provided by Eic:

Table

Table

Table

Table

Table

Table

Table

Table

N

@

TABLES
page

The Results of the 1983 validation SEudy (Yor 5

Mear. Scores in Native and Non-NaEive Groups

(N = 105 and 3,300 respectzvely) N 21

Main Test Results:

Native and Non-Native Gro ouns per gﬁb—tééf e 51
Main Test Results: Advanced Native Group (N =9) 58

Results per Item-in the Integcative Test (1:2):
Percentage of COErect Answers and Omigésions in
Native and Non—Native Groups (N = 154 and 172
respectively) et iie ettt e sttt 64

Results _per Item in Ehe Grammar VOcabulary Test
(3: 2)' Percéntage of Correct Answerg in Native
and Non-Native Groups C et eeretees ettt aenens 76

Distribution Of Cortect Responses over Answet
Types in Naﬁive and Non-Native Groups (Sub-test

3:2, Item 10) Gt ettt ettt 88
Intercorrelstions among Sub-tests and Total
#Eotre: The Native Sample (N = 147) P I

iﬁféréor;eiitibné among Subh-tests and Total
Score: The Non-Native Sample (N = 3,409) ..... 147



O

ERIC

Aruitoxt provided by Eic:

Figure

Figuts

Figure

Figure

Pigure

[y

FIGURES

The Results of the 1983 validation Study:
grpﬁgrt§6n of Correct Responses per

Sub-Test

Main Test Results: Proportion
¢ :

Responses per Sub-Test

Main Test Results: Advanced Native Group
in comparisen with Non-Native Group ...

The Relationship between Native and Non-

Native Item Mean Percentages on the

Ifitegrative Test (1i2)

Results per Item in the VOcAbulaty-Grammar

Test (3:2)

Frequency bDistribution of Individual Test

Scores in the Swedish Sample (N = 3,409) ...

page

22

56



O

ERIC

Aruitoxt provided by Eic:

1 INTRODUCTION

The work described in the present report fbtms part of a long-

term research and déveiopment programme which has recently

been linked up with the sdmintstratiéﬁ of the national stand-
ardized tests in the Seeanda?y and Upper Secondary schools in

Sweden. The programme was 1nitzated with a view to ensuring a
scientifically sound bDasis for the National testing methods

currently used. Another 1mpott8nt aim was to see to it that

better use was made of the large amounts of statistical data

which are amassed each _year as a result of the assessments.

The data may be used, for instance, for purposes of evaluatzng

the effects of téaching investments or for purposes of moni-

toring the results of changes in educational policy.

The nationwide tests (in Swedzsh ;stihdétdptbi' and ’centrala

prov’}) cover several subjects and are administered at various

points in the Seconda:y and Upper Secondary school {from grade

8 onwards). Foreign language tests are, at present, adminis-
tersd in grade 8 (English tests) and in the second year
("qfsdé 11") of the Upper Secondary School (English; German,
znd French tests) Other subjects tested are Mathematics;
Physxcs, chémistry, and Swedish.

The chief object of the measurements is to make it possible
for teachers to compare the proficiency levels of their
éiasses’ with the average national levele. aemg abie to do
éﬁis is important because of the gradxng system used in Swed-
ish schools. Grades are awarded on a 5- -point scale and are
distributed on a statistical basis (in the Upper Secondary
School in the proportions of 7-24-38-24-7 per cent of the
population for grades 1, 2, 3, 4, and § réspéctively, grade 5
being the highest). Accordingly, the results on the national
terts are interpreted in norm-referencea terms, i.e. in
relation to the performance of the eritire student population
taking the same test (and following the same cour§e of study).
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Gradxng in the 1nd1v1dua1 cI&Ss Is aajuéré 50 as Eé conform
to the general outcome of Ehe NaEionaI Test (bﬁt it is sEill
the teacner who makes the final aecisiéﬁE on the distribution
of the yariqus grades). The main aim of the whoIe testing op-
eration is of course to ensure that & given gradercen be taken
to mean approximataly the same thing wherever it is awarded,
or, seen from a slightly different angle, to ensure that stu-
dents receive fair treatment in terms of assessment and grad-
ing, regardless of what s8chool they happen to attend. It
should be added that there are no final examinations in Swed-
ish schools.

teachers, test constructors, and administrators) before they
are moulded into their final form. Shortly after the day of
the test, tﬁe Eééﬁifé 6f S féﬁ Eﬁotéiha Etﬁdéﬁté Sié bdiléétéd
tb

graded at the end of the term.

More detailed information about the principles of assessment
and evaluation in Swedish schools is given in the official

document "Assessment in Swedish Schools", which may be ob-

tained free of charge from The National Swedish Board of

Education, The Information Section, S-106 42 Stockholm. A de-
scription of language testing in Sweden as seen from an out-

side observer’s point of view is given in Orpet (1985).

An attempt at validating the current tests in English was

also made in 1983. The proredures and results are summarized

in Section 3:1 of this report. The present study is a replica-
tién of that earlier study Similar work has been undertaken

in two more Iaﬁgﬁageﬁ, French and German. The results have

Teaching Research UniE, Gothenburg University. A brief résumé
of the main findings is given in Chapter 3.

14

13 ¢
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2 VALIDATION OF LANGUAGE TESTS: SOME BASIC CONSIDERATIONS

Test validation may be broadly defined as the process Whéréby
the outcomes of a test are assessed in relation to the purpose
of tHE Eiktiﬁg. Kﬁpiyihé tﬁié défiﬁitiéﬁ té iiﬁéﬁégé téétihq;

what extent a given test yields information about the testees’
capacity for functioning in the language according to certain

predetermined linguistic criteria. The criteria may take the
form of a set of language learning objectives laid down in a

syllabus (as in a school situation); a job requirement speci-

fication, a stipulated level on a descriptive language profi-

ciehcy scale, etc. A test which truly samples a body of crite-
ria of this kind (1 e. criteria about which conclusions are to

The vaIidity of a language test may also be assessed in rela-

tion to a theory of what it really means to know a language,

e.q. in the form of a specification of the various abilities

nd traits which together constitute the more general psycho-
quicil concept {or "construct” ) of lanquage proficiency (see
for Instiﬁée Bachman and Palmer; 1982; de Jong, 1983). A spec-

IEIcation of €this kind may involve the use of descriptive

categories such as 'ESEEery of @he phonemic syéiéﬁ" ‘word

recognition’, 'vgrbaI reasoning’, ‘retention of information’;
‘gtrategic competence’, ‘grammatical competence’;, ‘Socio-
linguistic competence’ etc. The ééhétfuét of, for instance;
understanding spoken English, may perhaps be Ehéﬁght of in
terms of statements such as the EéIIéwiﬁgi 'Tﬁé proficient
person has control of the phonemic system of fbé Eﬁgiisﬁ
language and is able to identify and interpret all important
stress and intonation patterns ... He can make relevant
distinctions between morphological and lexical units ... His

tolerance to reduced redundancy caused by interference in the

15
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channet is such that ... When confronted thh a sample of
spoken Englxsh he 18 able to extract from it the same in-

formation as other listeners of a comparable experiential and
educational background ... It may be predxcted that he will

obtain high scoreés on other accepted measures of listening
Eompreheﬁsion ...’ etc. (It should be emphasiZed that these

statements have been formulated ohly for the sake of exem-
piification of a principle; they do not constitute a definite
proposition.)

iﬁé next step in a construct vaiidation ptocedure is to inves-

t: to what extent the test ondet consideration measures
the construct, or constructs; hypothesized - for instance by
udying jointly the intercorrelatiociis of this test and a num

Se? of others. If the test yields scores that accurately de-

§cr1be testees in terms of the felevant constructs, it is satd
to have censtruct validity. (For in-depth treatment of the

prxnciples of construct validatiop, see for instance Thorndike
and Hagen, 1969, and Cronbach 1971.)

(4
Pt
vy
o
(s
1]

It might be added, in passing,rthat there has been some Qis-

agreement as to the extent to which linguistic competence is

divisible into separate components. Some experts on testing,

notably oOller (1979); have argued in favour of a unitary _com-

petence model which posEuIates a common one-dimensional trait

{a general component ot fsctor) that explains all of; ot most

of, the variance in any language test. This so- called 1ndxvis-

ibility hypothesit can now be said to have been disproved by
other researchers (cf for 1nstance Sang et al, 1986) and oller

has since modified his position.

Several other varisties of test validity have been 1dent1£1ed

e.g. face Qaiiditz,rwhioh refers to the extent ts whxch a test
agpears to be a valid measuring instrument (eSpecxally in the
layman’s viéw), concurrent —validity; which fslstei to the
&oegiion of whether tests that supposedly measure the same
skills actually correlate statistically with €ach other, and

predictive validity, which refers to the accuracy with which a

16
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test predicts future job or educational performance. Both oOf
the latter types of va'idity are arrived at by comparing the
test results with some irdependent criterion measures, and are
often subsumed under the more general term criterion-reiated
(or empirical) validity.: '

r
validity, although we do not start from a hypothesis of what

’
particular concepts or constructs our tests are supposed to

_Instead we work on the assumption that the conglomer-
bilities that make up what we ordinarily call general

iangaagé prrficiency must be possessed, to a very high degree,
by native speake of the langu X
érs cannot be expected to possess the same degree of ability

ge and that non-native speak-

&5 native speakers do. Many other researchers have endsrsed
this approach to test validation. oller (1979); for instance,
holds the view that "... native performance is a more valid
criterion against which to judge the effectivensss of test

items than non-native performance is" (p 203): He goes on to
say that

"In a_fundamental and_indisputable sense; native .
speaker performance is the criterion against which -
all language tests must be validated ... The choice of
native speaker performance as_the criterion. against
which to judge the validity of language proficiency-

tests, znd as a basis for refining and developing them,;

guarantees greater facility in the interpretation of
test scores, and more meaningful test sensitivitias

(i.e. variance)" (p. 204).

A further assumption underlying the present study is that non-
native speakers, i.e. learners; will not have advanced equally
far in the various domains of language proficiency. "Artili-
cial" learning in a formal educational context is likely to

favour the development of certain abilities more than others

and hence one can expect differences between native and non-
native speakers to vary in accotdance with the types of task
involved. It may be predicted, for example, that sub-tests

measuring non-specialized reading compréhension skills will
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rials and exercises being very prominent featu §7§17£6f§
1anguage tnstruction) DikéWiEE, oneé may preaict _that ¢th
on £

will be a sharpet cONnEr&st in nativ ve and @on—hatiqé pet
arice on tests ﬁé&ﬁ**i' ééﬁp*fhénsiéﬁ of everyday spoken

Lastly we assume EH&E 1t 1§ pbﬁéible to control factors other
than linguiﬁti (s 1Euationa1, motivational etc) which may have
an 1nf1ugnce ~on performance when the test 1s administered
undet different conditions and 1n ditferent settings (in our
case classes and classrooms in Sweden vs. other countries).
The followzng chapter descrxbes earlier experiments geared to
the type of construct validation discussed above.

18
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3 PREVIOUS EXPERIHENTS

3.1 validation of an English test
The experiment o beréescr;oeo in the present report is a rep-
lication of an_earlier validation study which will be briefly

reviewed liere. For & niore detailed account of procedures and

reéuifs; se 6 carson, 1986 (published in Swedish with a sum—
I h

an sne;ysigi of native English students’ performance, the
validity of the 1983 version of the National Test in English

for éh?, Upper Secondary Scheol in Sweden. Another aim was to
f§m§1§fY} in concrete terms, the level of proficiency in Eng-
a

dents 1n the second year of the "theoretical® three- and four-

year lines of the Swedish Upper Secondary School: Tke naEIve
English group comprised 105 a-level students at three Upper

Secondary schools in York, England {two comprehensive schools

and a grammar school). The Swedish group consisted of a random
(i.e. representative) sample of 3,300 students arawn from the
entire population of approximately 33,000 Etudents who took

the test in 1983. The average age of the students in both
groups was 17.

The validation study was based on the premise that the level
of mastery of the language waE cons derably higher in the

native group than in the non-native gtoup and that & valid
language test would disclose this real difference in ability
very clearly. Accordingiy, a very small difference in test
results would be taken to InaIcate 1nadequate test validity,

at least in one sense of the term (i.e. that of construct
validxty, cf Chaptér 2).

19
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The test was, as far as possible; administered under compa-
rable conditions in the tio groups. The same instructions
(written in English) were wused; the time allowed for the
various sub-tests was the same, and the same criteria for
marking were applied. The English students were 1885 wall
acquainted with the testing techniques than the Swedish stu-
dents, naturally enough; but this difference did not affect
the general outcome of the comparison &5 far as could be
ascertained. Motivation was high in both groups:

The testing sessions in England were organized and supervised
by an English teacher traimer who is fluent in Swedish and
familjar with the Swedish educational system (having spent

some time at a Swedish university).

20
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Table 1 The Results of the 1983 validation Study. {York):
Mean Scores in Native and Non-Native Groups
(N = 105 and 3,300 respectively)
Sub-test No. of Mean sStandard Mean Score Relia-
_and Items Score Deviation in %_of bility.
_Subjects (%) (s) Max Score (KR 20)
1:1 voc~6r A 15 o o .
Native students 14.57 0.64 97:.1 .03
Non-Native st. 3.51 3.15 56.7 .67
1:2 Integrative T. 37 o o s .
Native 32.20 3.91 87:0 ;78
- Non-Native i 22.24 7.97 60.1 .88
2:1 Reading Compr.i 11 . L o .
Native 8.96 1.65 81:5 .48
- - Non—-Native _ 6.72 2.62 61.1 .68
2:2 Realing Compr.2 9 o ) L _.
Native 7.8 1.71 87.6 116
- - Non-N&tive } 4.98 2.12 55:.3 .57
2:3 Reading Compr.3 9 o o S .
Native 7.85 2.07 B7.2 .86
- . Non-tative ] 5.22  2.41 58.0 270
3:1 Listening Compr. 10 o o B .
Native 7.41  1.66 74.1 146
- - Non-Native - 6.43 1.97 64.3 .45
3:2 Voc-Gr B 24 o o S .
Native 11.91 1.87 5.1 .55
Non-Native 9.39 3.32 57.1 78
TOTAL 105 L . o -
Native 90.79  7.77 86.5 .84
Non-Native a 63.49 19.40 60.5 :94

terion

score.

{successful
correct response rate was 87

native

thus high according to
performance).
per cent of the maximal

The corresponding Swedish figure was 61 per cent. The

pattern of scores is illustrated in Figure 1:

oy

20
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& I
= Native Group
2 Non-Native Group
& 100
«
A
507
8]
,'G/
éﬁ“g

rigure 1 The Results of the 1983 Validatiun Study:
Proportion of Correct Rasponses per Sub~Test

As regards the levels of mean scores, it should be pointed
out, firstly, that the test in question is quite advanced as
it is wused in order to gauge the proficiency of students in
their eighth or ninth year of instruction in the language.
Secondly, the test is of the norm-referenced type (cf Chapter
1) and it is, for this reason too, pitched at a relatively

high 1level of ability in order to yield an optimal spread o

individual results. The fact that the native score was less

wkich are 1less advanced; resulted in much higher native

scores; whereas the non-native scores were in the region of

%3%1 22

o
t A



O

ERIC

Aruitoxt provided by Eic:

55-65 per cent of the maximal score, much as in the English
investigation. It might also be added that this particular

lever of average correct scores is intentional and ha3s to do

with the fact that test data are used for norm-referenced,

rsther than criterion-referenced, interpretation. (Seec further
stion 8:1: 1).

ﬁﬁdsﬁer notable finding was that the various Sub-tests re-

gilted in vezy onegual differences between the two groups.

This was taken to indicate that the degree of validity varied

with test type (EIChOUgh certain discrepancies between nrative

and non-native dean score patterns were expected). The most

clear-cut differences were obtained on sub-tests that ersen-
txa]Iy mensured command of lexis and understanding of idio-
matic sentences (I 1 and 2 2) The smallest difference was

obtained on the ub-test measntxng listening compre=hension.

. ne distributions of nafive and non-native scores cverlapped

to a very large extent (one third of the Swedish students

6ﬁtbetformed half thewqative sEudents) The r2sult made a rep-

lication with a different version of the test highly de-
sirable.

The study Zfurther seemed to confxrm other research results

(e.g. Lbfgren, 1969; CGIIOIL,71973' Aﬁgelis, 1977) which have

pointed to a strong correlation betweén certain psychological

factors, such as deductive abilify and sho t-term memory, and

ability to answer multiple~choice quesfi ns on. the contents 6f
EEQ%s (ﬁkittéﬁ 6t sp6R6n) ‘Sich tasks &re set in sub—tests 2:1

The analysis of results on individual open—ended items sug-

gested that Swedish students’ formal command of Engiish is
ESEESESEiGEi§ weak. Elementary mistal.es in lexis and syntax

were not uncommon (whereas they very rarely &pﬁeiiéd in the

native group). In contrast, the £unctional command of the

Iangdage {again seen in relation to the performance 6% the

native speakers) was quite good. It was assumed that the ob-
gservations needed further substantiation.
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FinaIIy it may be noted that it was possible to use the tect

undect 1nveutzgac;on for crtterzon-referenced 1nterpretatzon,
to some extent, in spite of the fact that it was primarzly

designed for purposes of norm-rererenced evaluation. The rea..
son was that it contained prodﬁé(ive parts, in addxtion to Ehe

muIEiple ~choice parts (the tws types of task being reptesented

in about egqual measures).

3.2 validation of a French toEt

Two parallel experiments invastigating the validity of a

French and a 3Serman test were undertaken in 1985: In the

French experiment, the 1985 vereion of the Natisna® test in

French was adrinistered to 129 pupils aged 14- 16 at a non-

" selective secondury schéél {a ggigéﬁéi just outzide Lille,

France (for details of this experiment, see HeIIekaxt, 1986,
in Svedish with a summarj in French). Their results were com-
paced with the ies:les obtnxnod by » randonm sample of 200
Swedish students belonqing to the group for whom the test was
constructed (i.e. 17-year—olds in the second year; "grade 11",

of the Upper Secondazy School}. The reason why 4 younger stu-

dent sample was used in this experiment than in the Eanglisi

study described above was that the French test is a great deal

easier than the Eﬁglish test (French being Ehe students’ sec-
ond foreign languaae, a3 well as being considrrbbly more dif-
ficult than English for speakers of Swediﬁh‘z 17-year-old na-

tive speakers of Frénch would probably have found the tasks
boringly simple {which might have jeopardized the validity of

the research).

Testing procedﬁfés and materials were the same in France as in
Sweden. The French students were of courss given instructions

in their own Ianguage (as were the swedish students),
The results may be summarized as follows (following the

author):

24
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on aversage, rhe Prench students mastered 92.6 per ceut of the

test items whivh was interpreted as a very satisfacrory si

of feEt vadei.y The correspcnding sSwedish percentage was

55.%: The native students reached their hzghnst abnrage score

(98 per cent of the maximal number cf points) on a sub test

mhxch cons:sted of a dictation. It should be added EhaL the

sub-test was designec in such a way that it méasurea, first

and foremost, accuracy of spelling and little else.

The se;ond h:ghest native score (94.5%) was reEoraed in the
11 tenlng compzarhension part of the test; the ochome was
1nEexpreted as refutation ot a certain amoahé of Eriticisx
Ehst haé béén 16661156 at this pa;t of the £eést (conce: rning

Eitteméii high native ccores (99%) were aEEa‘ned in two sub-

sections of a sub-test measuring knowiedge of grammar, words,

and phrases by means of multiple ~choice Easxs. Other sub-

Eéétions measuring the same domain by means of “ritten produc-
tion tasks {(gaps to be fillmd in) resuited in ruch lower aver-
age scores (ranginj from 63.5 to 8¢% o~ the mzxi.mal score),

The author‘s conclusion is that there is a need for revision
of the marting criteria and that a wider tolerance to certain

deviations from the <raditional liﬁngstzc norm must be shown

if we want to assess practical con mmunicative skills in a reli-
able way.

The mean performance level of the native tudents on the sub-

test measuring reading comprehension vas relatively low (89%).

The author of the report expresses Some concern that too
strict demands mny snmetzmes be made on students’ ability to

draw legical conrc’ ‘asions on the basis of facts presentsd in
pieces of text of some length. Cutting up long texts znto

shorter segments; aach folloéwed by a set of questioas, is

recommended.
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3.3 validatior of & German test

In the German experimert, the 1985 version of the National
Test in Gerran was adninistered ko 500 students at seven Uppei
Secondary School” in the Federal Republic (for a detail:d re-
port on this experiment, ree 3f Ekenstam; 1986; in Swedish
with 4 summary in varman). Si{x of the schools were so-called

Gymnusien, which means thet thei - students can be described as

a very se;ebt group &5 far as acadeulc abili-y is connez n’i

the vast majorit" nf the students ot vhese schools are pzepal—

ing for higher education at univerzity level and they Tesre-

cent only = quarter of the entire age group. The eath

sckaol was & Gesamtschule which is a type of school attenueé

by studetts of much more 'aryiﬁg acaGemic atxiiuy {-

results did not; aowever, come out différentiy, generxlly

speaking; in the two types of school:)

As in the experiments described above, the testing precedures

and materials were equ;#alent to those used with Swediﬁh stu-

dents. Instructions were transiated into German: In Sweden,

the test is taken by students in theit fifth year of 1n9frur

tion. The Ger aan language i5 considered LeIaEive;y esasy (Eeing

faﬂrly closely reiated tc Swediﬁh), and is Ehe rost commonly

chosen second foreign IangLage in sweaishrzcnools. To¢ general

proficiency l<vel reach. 4 is normally higher ¢than thkat in

french (which is mcr;rd§fu cult for speakexs of Swedish) but
lewer than that in English;

on average, the Getmsn 5t gdencs soIved as many as 97% of the
test items eortecEI according tc the key. The autho:r con-
cludes that this very high pgg;ve score is an indication of
very Eatlﬁfactory construct validity in that it shows that
supérxor proficiency irn the language leads to su-:cessful test
performance. Skilis that are less developed result in sigrnifi-
cantly 1lower test results, as evidenced by the average nor-
native score, which was 64.3% of the maximal number of points.
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‘The German &tidants reached their best result on a sub-test

measuring Grzmmar, vocabula-y, and phraseg, the success rate

was as high as 98.2% of the maximal Ecore; Tie se ¢7§e§t
fesult was obtained in the Listenzng Compr hension pait {97%),

while the Reading comprehension score wasz comparatively low
(23,2%).

In the 1icport, the a“thor also discusses inaivxdual items,

viz. those which regulted in scores which were substantially

lower than average in the native group, and lie draws some
vdnclusions for future test construction on the basis of the
expe:ience gained.

3.4 Summary and conclusions

The exprriments reported above wete very illuminating in sev-

era‘ reepects. To beein with they aII showed that testees Gha

hence the tests may rorfiﬁeery be regarded ag valid in Eﬁe

sense stat»d in the objectivaes. Particulszly sub-tests measur-
ing control of the eIemmnts of lanjuage (words, phrases, gram-

mar) by means of the multiple-choice technique proved to be

'&ghly sensitive to the sort of indisputable linguistic capac-

ity that native speakers possess.

Other findings were somewhat less reassuring. Thus the valid-

ity of certain sub-tests seems to be open to some doubt. The

most questionab € Cate was the Listening Comprehension part of

the Enqlish test in which the native speakers no doubt experi-

of tha Reaaing Comprehension parts of both the English and the

Prench tests.

The qualitative examination of the English test results seemed
to Iay bare a weak spot in the Swedish students' command of
the language, viz. in the area of formal accuaracy. Fﬁrther re-
search into this problem is needed.
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These facts taken together called for a renewal of the experi-
ment in England (using a different version of the test): Tha
work was undertaken in 1985 and will be described on the fol-
lowing pages of this report.
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4 OBJECTIVES

The most important aim of the replication study was to obtain
further empirical evidence as to the validity of the National
Test in English currently used in the Integrated Jpper Secon-
dary School in Sweden. A subsidiary aim was to investigate
some aspects of language performance of a representative sam-
ple of Swedish students taking the test and to compare the
performence of Swedish students with that of a similar native
sample.

The main aim was to be achieved by means of a quantitative
(statistical) analysis of the performance of native English

students on the test in comparison with the results obtained

by the non-native speakers. The assumption underlying the

experiment was that for a test to be valid it ought to be

possible for native speakers to reach significantly higher
scores than non-native speakers of a comparable social and
educational background (although probably to varying degrees

in the various skills). In other words; it was posited that,

all other things being equal; the average native speaker is

palpably more competent and proficient than the average non-

native speaker and that this applzes to all areas of langua age

use which a wvalid test 13 desxgned to measure: Expressed in

more technical t terms it was assumed thac native speakers pos-

sess the construct (cf chapter 2) -] Eﬁgli b Ianguage profi-
ciency to a much higher aegree Ehah ééﬁparable non-native
préfiéiency doss niGt regxster thxs dxfference reasonably
clearly one can suspect that there is a certain .ack in test
validity (i.e. construct validity), the test may still have
face yalid;ty (1.e. it may "look good") or have content valid-
ity (i.e. it may "test what has been taught").

29
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Moteover, as has often been noted in the literature, any valid
foreign-language test ought to be a test in which the edu-
cated native speaker can obtain an almos% perfect score (i.e.

a score approaching 100% correct response rate):
" ... if the test is administered to native speakers of the
language they should make very high scores on it or we will
have been introduced into the items" (Lado, 1961:323).

"Any foreign. language test should be a test ‘nm which the.

educated native. speaksr can obtain a perfect score” (Klein-

Braley, 1985:83).

"Natives should always be criterial in a test item, i.e.
they should {90%_of the time at least) get it right"
(Davies, 1985:103).

tenided t6 the ited level:

The subsidiary aim was to examine certain productive language
skills acquired by & representative sample of students in the
second year of the "theoretical” (i.e. academically oriented)
Uppetr Secondary school in Sweden: The 8kills area was limited
to the production of lexically and syntactically acceptable
written English, as documented by the outcome of sub-tests 1:2
and 3:2 (cf Sections 9.2 and 9.3). Comparison was to be made
with language samples produced by the native speakers. Basic-
ally, then, the purpose was to describe ability levels in
absolute terms by means of a detailed qualitative analysis of
concrete answers to individual open-ended test items. The work
was possible to undertake because of the fact that the test
includes "open-ended" tasks in addition to tasks of the
multiple-choice format. The test is, however, primarily de-
signed for norm-referenced interpretation purposes (cf Intro-
duction).

It should be emphasized that the qualitative analysis of the

responses in the Swedish group was of particular interest
in view of the fact that the subjects constituted a random
sample of the entire population of students for whom the test

is designed; i.e. the sample represented; in every important
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the Swedish non-vocational Upper Secondary School: This means
that the investigation made it possible to survey typical
error patterns and their frequency in the population and to

identify weak and - strong points in fhérﬁéﬁdéﬁﬁﬁ' ééﬁmihdrbf
the language. It is, thus; by virtue of _the representativity
of the material that the present analysis of ercors merits

some special attention. The errors as such may not be very
interesting; they are probably a1l toc familiat to any teéacher
of English; at least in the Scandinavian éontext.
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5 DESCRIPTION OF THE TEST

5.1 Function

The test that was used in the study was the 1985 version of

the National Test in English for second-year students in the

academically oriented non-vocational Upper Secondary school in

Sweden. The format of the test has remained unchanged for &

number of years, but the contente (stimulus materisl and

tasks) are completely renewed every year. As was eprained tn

the Introduction; the prime function of the test is "cali-

bration", i.e. the test results are used as an aid by means of

which teachers may, or indeed should, adjust their standacds

of grading to what turns out to be average national perform-

ance levels for the various grade categories. The test is

administered on the same day in all schools Ehréﬁghout the

country.

The test is thus of the norm-referenced (rathet than the

criterion-referenced) type. Nonetheless ce Eaxn parts of the

test (cf Chapter 4) lend theﬁselves to criterion- referenced

1nterpretatxon, t.e: the res lts can be used in order to de-

scribe the testees’ la'g age skills in absolute as well as in

relative terms:
5.2 Contents

The 1985 version of the test consisted of the followxng parts
(with sample items):

33
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1:1 Vocabulary Test (18 items;, multiple choice)
Examples:
(1)

PEG: You can’t get in if you’re A go_the way

___ . under eighteen. __ B put it up

BOB: 1’11 stick on a moustache C clear it

_ . and tell them I'm twenty. D come_off

PEG: You won’t - - - . Not with E get away with it
that baby face of yours.

(5) o o R

The disputes were often heated A. event

and on one - - -~ I remember B. incident

the meeting broke up in disorder. C. occasion_.

D. occurrence
E. opportunity

Most of the items (12 in all) tested single verbs or verb

phrases, three tested adjectives and three tested nouns.

1:2 Integrative Test (35 items; a running text with one-word

gaps to be filled in; further details about test content are
given in Section 9.2)

Example:

KEN: Tell me a little about your family, Pam. For

instance; what (1) your dad do?

PAM: Hc's an engineer. His job takes him all over the

country; and abroad, too; sometimes, g0 he’'s hardIy

(2) at home. Mother says it's like (3

married to a sailor.

KEN: Yes; I can imagine ...

The 1Integrative Test; which exemplexeﬁ the 56- caIIed cloze

procedure (Taylor, 1953; oIIer, 1979), is reéeproduced in full

in Appendxx 2.
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2 Reading Comprehension Test
Part 1 (12 items, multiple choice, comprehension questions on
a text comprising approximately 1,200 words)

Example (the first paragraph of the text):

This is & newspaper article written by a British
journalist called Joan Wilson.

The. trouble with abroad is that you are liable to come. up
against unpredictable obstacles. In Paris I once wanted to
find the dialling code- for England, which I thought would
be . _done in.the twinkling of an eye. But it took _me ages.
I_tried looking tp ‘Angleterre’, then looked under ’Grande
Bretagne’ and drew-another blank. Only after considerable
brain_cudgelling and. mich irritation did I _hit_upon ’Le
Boyaume. Uni’. And if tracing the name of your own country
can be hard, trying to work out what any country calls its
own_ _railway system is next to impossible. Either you know

it or you don’t, and if you don’t there’s no ringing the

station to find out the time of the train.

1 Ms Wilson points out that in & foreign country ...
A. telephone directotries are often misleading =
B. you may easily tun into-unexpected difficulties
C. _there. iz usudlly no information service at railway
.. stations - - -
D. the railway systedm is mostly very complicated
Th. questfons were interspersed in the text in groups of three
or four &t & time, that is, the text was broken down inte

smaller sections, each followed by a set of questions.

Part 2 (10 items, multiple choice, each consisting of a "mini-

text" with a one-vord gap)
E¥§§916§5

{13) S R
After seeing some extremely violent porno- A. nrevent
horror movies, I decided that I would B. wroduce
welcome gome. sort of legislation which C. develop
would - - -~. the general distribution of D. enlarge
video "nasties". E. lighten
{18)

B A. against them
renourice his position. However, B. mad_
his associates are emphatic that C. back_ __
he will net. go - - = » They say D. quietly . ____
 h& has Aug-in his heels and is not E. under protest
the resigning type.

They are trying to make Mr Dawson
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comprehension questions based on an audio-taped dialogue)

Example:

(Tape) This gcene takes place in ¢ coal-mining village: at
the nearby pit the miners are on strike. Meg is in her own

home, and she is talking to an older man, Thomas, who has

just come in.

THOMAS :
MEG:

THOMAS i

(Tape)

. Well, what happened?

We're staying out.
What was the voting?

Show of hands. It was_obvious.

So_nobody counted them. __ _____ _ . L
They don't count at__pithead meetings. You know
that. Not unless it’s close. _ . . : . i

Yes, I know that. And I know the shop-stewatds

ree what they want to see. ____
have you got a cup of tea,; Meg?

I might have. Where’s Dai?___ ~ . . o )
He's with some of the boys. He’ll be here in a
minute.

1 __suppose he voted for the strike,_too. I expect

you lectured him all the way to the pit:

!eg, will you just tell me .,. . ____ _-:- __

Will you just tell we how we're going to _manage
over Christmas? And how we’re__going_ to pay the

mortgage. The mortgage on our house; mind you -~
Dai‘’s and mine.

You asked me to live here. =

Yes, I_did. And most of the time I'm glad I did.
It’s just that ...

What? L
Thomas, I didn’t ask you to bring union politics
with you, that's a11.. ~°~ "
You want Dai to be another soft one like the rest?

The -bosses_crook their fingers and my son comes
running - is that what you want?
Question No. 1%

Where are Meg and Thomas? (Repeated once)

(Test booklet)

A. In a workshop
B. In a café
C. In Meg'’'s home

D. In Thomas’s home

(Tape) Question No. 2%

What is worrying Meg? (Repeated once)
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(Test booklet)
A. She fears they’ll run out of money .
B. Her husband is out drinking ____ = -
C. The extra work Thomas gives them __ .

D. Thomas’s soft attitude about the strik

The gcene was recorded in a studio in London. The parts wece

played by profeisional actois, who spoke with a Blight wWelsh
accent in oru.. ‘o create a realistic atmosphere. The record-
ing was quite lively.

3:2  Vocabulary-Grammar Test (14 items, fill-in; consisting of

mini-texts each with a multiple-word gap; further details
about test content are given in Section 8:3)
Examples:

(1)

Jiwm: This advertisement says that the machine is "fool-
proof". What by that,
Daddy? ) N

bAD: That it’s so simple that anybody cas handle it,
even a fool.

(4)

LEN: The damage is done
and B
in worrying about the consegiences now.

RON: That's easy for you to say:

The Vocabulary-Grammar Test is reproduced in full in Appen=
dix 3.

The total number of items in the test was 100. About half of
them (49) required active production of the students. The rest

{51) were multiple choice:

The test also containesd an pri6ﬁ§iiw§ittén production part,

an essay task; but this was not included in this validation
study.

The entire test is made public as Soon as it has been given in

schools and is regqularly reprinted in the the journal Moderna

37
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Epidk, published by the thé Modern Language Teachers’ Associa-

the optional easay task as well as answer keys and instruc-

tions for marking, appeared
192).

5.3 Scoring criteria

in Volume LXXIX, No. 2 (pp.l174-

The productive parts of the test (sub-tests 1:2 and 3:2) -ere
marked according to the following principles:

Sub-tést 1:2 1 point per !tem
acceptsble words in the gaps.

Spelling errors were penalized
1-2 errors
3-4
5-6
7 (or more)

was awarded for correct and
The point was lost if, contrary
word had been inserted.

as follows:
-1 point
-2 points
-3 points

The minus points were subtracted from the the total score on

the sub-test.

For a number of very common words (such as ‘about’; ‘all’,

‘and’, ‘are’, ‘whes’, ‘wiich’,

‘would’) no variation in spell-

ing was allowed, that is, any spelling error resulted #n a 0

mark on the item in question. The total number of such words

was 85, They all beiong to the

100 most frequent words in the

ianguage (Svertvik et al; 1982).

The marking key contained; in addition to a 1list of correct

answers; examples of acceptable and incorrect responses
(sampled from the trial run of the test). all responses listed

in the key had been chrcksd by two native speakers (one Brit-

ish and one American).

Sub-test 3:2 Th2 same as for

taken off for spelling errors (not even §pélling &EE6Eis Ctha

1:2, except that no points were

o
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errors bordering on errors in grammar, e.g. ’comeing’, ‘get-
ing’).

The key contained specifications of possible correct answers
as well as examples of acceptable and incorrect answers.

The multiple choice parte of the test (1:1, 2:1, 2:2, and 3:1)
were gscored on a straight 1 point per ite~. .usis. No weighting
of the various sub-test aggregates was apuzlied.
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6 QUESTIONNAIRES

Ir. addition to the tes t itself, two questionnaires wers used

in the experiment: Gie was directed to the native English
teachers who took pErE in the expeciment by admin;scering the

test to their stﬁdents (that is, the native group). The Other
was directed to the Swedish teachers who, likewise, adminis-
teced the tast to their (i.e. Swedish) students: The English

questionnoire was _very brief and cortaired a generi i question

on the validzty of the test as well as some questions request-

ting Eiékground information on students and procedural

matters., The Swedish questionnaire, which was guite compre-

hensive; 1nc1uaed a ¢uestion on each of the =i ix sub-gections
that made ap the test plus a number of que 'tIohé of rather

more periphﬂral in-terest to the rey issue éé@ ressed in this
report: (The Swedish questionnaire was of a standard type
which reguIarl; accom-panies the test wihen administered in

Swedeh and was thus not directly devised for the purpose of

our scudy )

The central question acked of the participating Manchester
teachers was this:
"What 1§ your opinion of the test itself thearing in mind
that its chief function is to assess groui means)? wWould
you say that it is a valid measore of foreign language
skillg?® '

The corresponiing gquestion 15 the Swedish ques:ionnaire was
phrased as follows (in translation):



"What o you think of the various sub-tests (testing
technijues, texts, questions, individual items etc)?”

a. Vocabulary Test: ...

b. Integrative Test: ... o ) 7

¢. Reading Comprehension Test {the long text): ...
d. Reading Comprehension Test (mini-texts): ...

e. Listening Comprehension Test: ...

f. Vocabulary~Grammar Test: ...

Adequate space was provided for the znswers. The English ques-
tionnaire is reproduced in Appendix 4.

The results will be r'eporteci in Cﬁ'aptqr 10.
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7 SUBJECTS AND PROCEDURES
7.1 The native sample

The test was Sdninistércd to & total of 166 English students
Séiaﬁiiﬁé to eight different groups at Xaverian Sixth Form
College in Manchester.

The groups wer& so EéIecEed as to correspond, by and large, to
the Swedish student pepulation for which the test is designed,
that is to say, the native students represented roughly the
same type of educational and inte11ectua1 "stratum" or group-

ing as the Swedish students {cf Section 7.2). There is no way
of knowing, however, whether the two samples can be regarded
as exactly equivalent to each other in all possible respects.

A check of the reEuIts obtained by 15 students with foreign-
sounding names did not reveal any large difference in ability

in reiation to the results obtained by students bearing typi-

to less than IO _per cent of the experimental sample; scored

appraximately 10 _per cent lower than the latter group (which

in terms of overal 1 effects may have meant a lowering of totaI
BCOores by one or two per cent at most) For a11 practicai por-

ferent 1ines of study. Many of them were taking {or retaking)
the 16+ examination, others were heading for O Level &F A

Level examinations in various subjects. The former (o IeveI)

is the ordinary school leaving examination taken at age 18,

the 1latter (A 1level) is the examination required for higher
education.
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Seven out of the eight participating groups were described as
follows by their teachers (in response to item 4 in the Ques-
tionnaire):

§§§§£§22%2%§¥§§:E§§§§%gEeftééw the group/s/ in respect of
—JIinquistic abi Y

"Average* group with some comprehension and spelling_
problems but not requiring special remedial provision."

"Most of the students have GCE /General Certificate of
Education/ grades 2, 3, and 4, which makes them, offi-
cially, of average ability and above."

"Average"

"Average ability"

"Bearing in mind that the group have already failed _the
16+ exam in May their academic and linquistic ability is
not likely to be very high. Having gained a CSE__/Certifi-

cate of Pre-Vocational Education/ 2 or 3, however, they
would be slightly above the national average."
"Difficult__to make comparisons because although the tasks

should be easy enough for these students, they are unused
to -being- tested in this way. As students who have previ-
ously failed 16+, they are probably average to below aver-
age ability."
"Generally poor. Five are on a C.P.V.E. /Certificate of
Pre-vVocational Education/ foundation course, whilst the
rest are retaking their 16+ English exam."
(* ‘Average’ should be interpreted in relation to the en-
tire population of sixth-formers in the Upper Secondary
School, according to the local coordinator of the assess-
ments.)
described by the local coordinator as a "bright group of above
average ability . They were all 17-18 years cld and were pre-
paring for higher education at university level. As a control;
the results achieved by this small group of students will be
analysed separately {(see Section 8.3).

EEL
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7.2 The non-native sample

The Swedish group was very large (N = 3;400) and constituted a

random 10% sample of the total population of some 34,000 stu-

dents that tock the test in 1985. The sampling was part of the

yearly administrative procedures for estabiishing natioﬁslly

valid norm data on the test. The random samplihg technique

plus the size of the sample guarantee that the Swe dish group

can be regarded as representative of the whole popu ula tion of

students taking the test. As oniy a very small percentage of

students do not sit for the test (for varisus Iegitimfte Lea-

sons); the large group of 34;000 students is very nearly iden-

tical with the entire popuia‘ioﬁ of Eudeﬁts in the three- and

four-year lines of the Upper Se asry School;

The average age of the Swedish students was 17 and they were
all in their second year of the "Ehe retical" Upper Secondary

School; which is the educational opt 1on Chosen by approximate-

ly 35% of the entire age grou p:r(xbout 60% choose the less

academic and predomxnantly vocational two-year lines of
study.) They were in their eighth jear of English a5 a foreign
Ianguag snd had had some 500 hours of instruction (net) in
the language wheﬁ they touk the test. Most of them were also
sEudyi 1g German and/or French as a foreign language.

7.3 Procedures

The NEEionSI TesE 1s monolingual throughout, except for the
text o6f the front covers of the test booklets {supplying

1denE1f1cation data) and some back cover tabular space which
teachers use when marking the test. This means that all in-
structions on how to take the test are in English. Consequent-
ly the only adaptation that had to be undertaken for the
assessments in England wac to supply an all-English front

cover and to blot otit two tables. When these changes had been

made, the original test papers used in Sweden could be used in

England as well. The adapted version of the test used in

England, i.e. the one bearing an English front cover, is
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exemplified in Appendix 2 and Appendix 3 (sub-tests 1:2 and
3:2 only).

In addition to the instructions contained in the test book-

lets, all students received oral information about testing

procedures. The information given to the English students was

a direct translation of the information which Swedish students

received. Instructions for the English teachers who adminis-

tered the test were of course also in Engliéh (cf Appendix 1).

of the three EGB-EEEES, that is 1 (1nc1ud1ng 1:1 and 1:2), 2

(including 2: :1 and 2: 2) and 3 (1nciud1ng 3:1 and 3:2): Between

sub-tests 2 and 3 there was a break of 15 minutes: The total

testing time (1nciuding the break) was thue 2 hours:

As far as it was possible; the tests were thus administered

onder the same conditions 1n England #s in Sweden: The local

coordinator in Manchester was carefuiiy informed about the
purpose of thé éxperi en and alsc &bout the nature and
function of the tests.:

A total of seven native English teachers participated as ad-
ministrators and 1nvigilators. They were all proviaea with
written information and instructions as to sims and pfééédures
(cf Kppendix 1) and alsc as to what 1n£orm§ti6n to convey to
the students. The nsterial consistea of a translation of the

original instructisns used by Swedish €aschetE

All test materials (including test booklets, instructions, the
Question aire and "§es for the nistening Comprehension Tést)

marking and gyaluatxon. The results (in the form of individual
means, as well as group means per sub-section in comparison
with the results obtained by the sample of Swedish students)
were fed back to the staff in charge of the native groups and
to the students themselves.
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8.1 Preliminary remarks

By way of introduction, we will discuss very briefly a few
points that wmay help the reader interpret the significance of
the results that we are going to present. They relate to the
qaéﬁéi@h of the level of difficulty of the test, to the ques-
tion of what types of interpretation the results allow; and to

the significance of two important statistical measures, v:;tz.
the coefficients for reliability and point bigerial correla-
tion.

8.1.1 Level of eifficulty

R was indicated in the Introduction, the National Test is a

proficiency test (rather than an achievement test) and its

general purpose is to differentiate, as clearly as possibla;
between students of different ability levels. iIn order to
achieve this aim; the test must be devised to yield a maximum
spread of individual results. This condition obtains when the
average score is equal to half the number of tasks (=points)
Plus the number of points thst pute guessing on the multiple-
choice items would contribute. For the test under investiga-
tion the theoretical value thus calculated is 55:7; our em-

pirical value (see below) was somewhat higher than this ideal
and the distribution of scores forms a pattern which 1is
slightly S§§Emetr1¢73h§ oriented towards the right (in techni-

cal terms; is negatively skewed). The test is, in other words,
a little too easy for its purpose. It might be &dded, for com-
pacison;, that a test set by a clase teacher in order to meas-

ure achievement during a course is normally a good deal

easier.
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8:1.2 Types of interpretation

Related to the above point is the question of how the test

results may be 1nterpreted. As has been pointed out several

times; the National Test is first and foremost an instrument

for eqealizing teachers’ standards of grading, and the results

carry meaning primariiy as comparative measures in a norm-
teferenced context: The items in the test have been chosen on
@he basis of their proven reIiabiIity and facxiity propertles
(as subs gantiatea by prior fieId-testing) and not oniy on the
ba51s of their suitability from a didactic point of view: (It
may be added that in practice the two criteria for seIection
rarely come into conflict with eaéﬁ other:) The test may
therefore very well incIude, fér insranée; a few wérds or

' have not met
Y not all
rﬁéfﬁfé - §f

idioms that the testees (or some of the Eesteés)

before in their studies of English Eanyersei
aspects of the curriculum are reflected in the sﬁ
the test. However, these circumstances do not, generally
speaking, detract from the power of the test as an instriment
for norm-referenced evaluation {(whereas they would if the
testing were part of a criterion-referenced evaluation

process).

Brief mention should also be made of the fact that the inter-
pretation of test results must take into account certain
random measurement errors which are 1likely to affect both
individual scores and group means. Such random deviation from
what might be considered the "true score" is always larger in
the case of an individual student’s score than in the case of

a mean score calculated on the basis of the results obtained

by a rou of students. The reason is that in a group there

tends to be some degree of balance between negative and posi-

measurement in the éwedish group (cf Guilford 1965: 443ff),;

i.e: the standard error associated with the individual score;

yiélned s value of 4.38. This means, expressed in conventional

prébabilistic" terms, that we may be 95 per cent confident
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that the individual sEﬁdéﬁE's 7"true" score lies within the

limits of the result obtained +1.96x4.38 =%8.58 points, i.e.

within a span of 17 poiﬁts. caléulation of the standard error

of the mean score achieved by a group of 25 students (cf

Guilford 1965:144ff) reEﬁIEed in a value of 3.5f and a con-
tidence interval of 31.96%3:58 = +7.02, i.e. a span of 14
points.

8.1.3 Test reliability

Finally, a few words sbdut the reliability indices that we

will be quotihg (for more details on various estimates of

reliabi 35&, see for iﬁétihbe Guilford, 1965, or Perguson,

1966, the foliowing axscusSion is based on these sources) The

(or; more precisely, the proportion of obtained variance of

scores which is true variance) and it takes values ranging

from 0 to 1: In computing the reliability of our test we used
the formula known as Kuder-Richardson 20, and in a few cases a
simplified férﬁ Y this refrrred to as Kuder-Richardsen 21
{estimates from the lat.ter are generally somewhat lower than

those frém the _former). The size of the reliability ceffi-
cient is  a function of the number of items in the te t ana
also of Ehe size of the standard deviation, that is, Ehe more
ftems there are, and the greater the standard aeviation, the
higher the reliability coefficient is liker to be. This means
that we cannot directly compare reliabiiity Céefficients cal-
cuIated on tests of different lengths (they will be lower in
shHorter tests, all other things being eqaal), nor can we com-
pare_ reliability coefficients calculated on tésts that have
resulted in very different standard deViations 1f, for exam-
ple, this is due to the fact that eithar test is too difficult
(i.e. has resulted in a Qery low average score) or too easy

li.e. has resulted in a very high average score). In both of

these 1latter cases there is a restriction of the range of
variance which has a lowering eifect on the reliability coef-

49 o
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ficient. It may £inally be added that the reliability coeffi-
cient is in effect a measure of the homogeneity of the sample
of test 1tems (1 e. thé taét). 'rhié iuééh's tiiSt i’«é iviii ABEa'iE

important contributors to an optimal reliability index are
equal difficulty of items and, as indicated above, maximal
standard deviation).

8.1.4 Item reliability

Occasionally, reference will be made to a statistic known as

the point biserial correlation (abbreviated rp i;i. This is a

measure of the correlation between the results on an individ-

ual item and the results on all the items added together; i.e:
the test score. Values may be positive or negative and vary
within 1limits which approach -1 and +l1. A hzgh positive value

indicates that those who answer the item correctly also have

high total scores and, conversely, that those who fail to

answer the item correctly have lower total scores:. 1In other

words; a high coefficient indicates that it is the more pro-

ficient students who master the item and this is Elways a

desirable condition from the Ianguagé tester’s pOint of view.
A low coefficient (approaching 0) télls us that the good

students do no better on the item Ehin the poot students (and

this is of course unacceptabie if the test is aimed to be

homogeneous and valid): Finally, it should be pointed out that

one nust aIwaYs keep the number of observations ("scores"” )7 in

mznd when interpréting correlatxon Zoefficients. Small numbers
are usuaily tantamount to dubious correlations.
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8.2 Summary of main results

As was expected, the native English &tudents achieve iilich
better results than the Swedish students. The average pro-
portion of correct responses is 83.4 per cent in the former
group as against 1.3 per cent in the latter. The difference

The results are summarized in Table 2:

Table 2 Kain Test Results: Native and Nor-Native Groups

Sub-Test _ _ No. of Mean Standatd Mean Realiabil-
and Subjects Items Score Deviation Score ity
and. (%) (8) (%) KR20

_ Subj: 7 -
1:1 Vocabularcy 18 L R o i
Native (En) ____ _ 158 16.63 1.57 92.4 .58
Non-Native (Sw) 3,409 9.67 3.72 53.7 .78%
1:2 Integrative .35 A S - :
Native . 154 29.21 4.52 83.5 .82
Non-Native 3.409 21 .47 7.43 61.4 .90*
2:1 Reading Compr . ’

_ Part 1 12 o o o .
Native _ 147 8.46 2.16 70.5 .57
Non-Native 3.409 8.59 3:.37 71.86 .67
2:2 Reading Compr .

__. Part 2 10 L N . -
Native _ 147 8.13 1.71 81.3 .RD
Non-Native 3.409 5.67 2.50 56.7 .73%
3:1 Listening Compr 11 o o o }
Native _ 154 9.47 1.42 86.1 .47
Non-Native 3.409 7.77 1.88 70.6 .53
3:2 Vocab.-Grammar 14 L o . ,,
Native _ 155 11.39 2.16 81.2 .65
Non-Native 3.409 8:.18 3.24 58.4 74*
__. Total 100 o o o o
Native _ 142 83:36 _9.57 83.4 .86n*
Non-Native 3.409 61.34 17:.89 61.3 $9qnw

* Computed on_a random sample of 172 students

** Computed according to the KR21 formula

51 - -
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As the table makes plain, the native speaksrs’ superior lin-
guistic &bility shows up very clearly in the figures, and we
may therefore conclude that the test is valid in the sense
stated in our objectives (Chapter 4). Testees whose command of
English is at an advanced level dc obtain high test scores.

The reliability indices are,rby and large, very satisfactory.
The fact that they are generally lower in the native sample is
explained by the high means, which result in a restriction of
the range of variation in individual scores. In other words,
the test 1is not difficult enough to differentiate among the
best (native) students and this has the effect that the top
students do not achieve higher scores than the next-to-top
students, as it were. The significantly higher reliapilities
in the ~5wedish group indicate that this problem is lacgely

non-existent when the test is used on the home ground. Further

confirmation for this conclusion is provided by Figure 6 (see
Appendix 5), which shcws that the individual results for

Swedish students are well spread over the entire test score

range; while at the same time nobody reaches the maximal score
of 100 points.

Although the native students obtain significantly higher over-

all results; the table also shows that the size of the rela-

tive difference between the native and the -on-native scores

varies markedly as we move from one sub- ~test to another, that

is; the differences are not proportional to the number of

items in the various sub-tess. Figure 2 fllustrates the devi-

ations more cleerly (the percentage Eigﬂrek Kave bsen rounded

off to the neareft whole numbers).
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Figure 2 Main Test Results: Proportion of Corrsct ReSpONses
per Sub-Test

The most clear-cut difference is in the first sub-test (which
measures word knowledge by means of multiple choice tasks):

The English students here reach their highest score, while ut
the same time the Swedish students record their very lowest

score. The result was very much the same in the York study and
one may conclude that the sub-test in guestion has considei-

able discriminating power;

At the other extreme; showing no difference at all, of even &
negative one seen from the inglish ctudents’ point of view, i8
sub-test 2:1 (which measures understanding of ordinary prose).
The English students are far below their total test average
(hitting their "low-water mark"), and the Swedish students aie

equally far above their average level (reaching their highest

s 50
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score). This remarkable outcome is at variance with the
corresponding result in York (where a gizable difference was
obtained; cf Table 1). Reliability iz relatively low (more 8o
in the native group). It should be n rest

range (cf explanation of tkLi- concept in Section 8:1) is not,

in this case, a serious problem in the native grcﬁp. the mean

score being as 1low as 70.5% of the maximal score: (In other
cases, low reliabilit: indices may be explsined by too high

mean scores, preventing a natural distribution of individual

scores.) A check of the results on individual items showed

-ed that restriction of

that the point biserial correlations (cf section 8’1) are

relatively low; they are, for. instance, lower than in sub-test

2:2, although this latter test is probibly negatively affected

by its higher mean. They are; fﬁrtherﬁére, noticeably lower in

Since it might be suspected that fstigue or boredom may have

played a part in the weak native performance on the long
Reading Test, a check was made of the average correct score

frequency in the first VE. the second half of the test. 'The

hypothesis was not borne out by Ehe data. Th? average correct

reponse rate was even higher in the later part of the test
{67:.4% vs: 73:4% in the two halves, respectively).

The inevitable cancIuEion is that the first section of the

Reading Comprehénrién Test (2 1) did not function well in the

native group (and not terribly well in the non-native group,

either, judging by reIiabilitY and r. bis figures). The pos-
sible reasons for this will be discussed in chapter 11.

The remaining four sub-tests result in a fairly uniform
pattern as far as mean score differences are concerned. The
rank érder, in terms of average correct response rates, is the
same in the two groups and in the order 3:1 (Listening Compre-

hension Test), 1 2 {Integrative Test), 3:2 {Vocabulary-Grammar

Test), 2:2 (Reading Comprehension Test, sentences). This meas-

ure of agreement may perhaps be taken as an indication of a
certain homogeneity in the test. It may furthermore be noted

54
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that part 2 éf tne aadéng Test (i.e. sub-test 2:2) results in

8 very Eﬁbstantial difference, the second largest after the

Vocabulary test {1:1), in sharp contrast to the outcome o the
:ifct part ({i.e. sub-test 2:1). This is in. ereresting but

“ardly surprising in view of the fact that rub-tests 1:1 and

232 are similar in form. Both are based on short snippets of

text {often only one sentence) in which a word or a phrase has

been deleted, and in both the testees choose the right answer

among five options supplied. The main difference between the

two ir one of focus. In 1:1 the difficulty lies in the re-

sponse part of each item (choosing »mung difficuit ward: énd

phrases; the stimulus text preceents no probi!m). Tt 2:2 the

stimulus, the text; is the real test, whereas thc options,” in

theuwselves, are urproblematic for the most part. The differ-

ence is not always apparent; howevet, and it would seem worth-

while to attempt a still clearer distinction between the two

types of item. As it iz now, sub-tests 1:1 Ehd 2:2 probably
tap much the same skills. The corréiation coefficient far the

relationship between results on the two tests is quite high

(r=.69); taking into accoant the small number of item* in 2:2,

and this supports the hypothesis:

Sub-test 1:1 is, furt:-rmo?e, cégnate with sub—test 3:2, which

also measures Rnowiedqe of vocabulary (in addition to grammar)

and is based on very beisf texts. (There is also a crucial

difference between the two in that 1:1 consists of multiple

choice tasks; whersas 3:i2 consists of gap-£filling tasks.) As
in the EE&Vieﬂs éiﬁé?iﬁént in York, the nativs scores are
lower and the non-native gcores higher in the latter sub-test,
i.e. the vccébulary—crammar Test does not discriminate asz well
a5  the Vocabulary Test between native and non-native profi-

ciency.

The results on the Vocabulary-Grammar Test will be analysed in
more detail in Section 9.3 below.
The ,‘?ééﬁé Eméiiéét difference, i.e. after the exceptional

case of the first Reading Test, is obtained on the Listening

55 o
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Per Cent|

hension Test, where the English students are only some
Fetter than the Swedish students. It is fairly obvious
his figure does not reflect the "true" diffetence be-
tween the groups in general ability to understand &poken
English (although it mirfors the difference on the particular
tagkc at hand). As rigure 3 shows, the English and Swedish
results overlap to u large extent:

Figure 3

Listening Comprehension Test Restilts:

30

W Native Group
0 nNen-rative Groip

20

od . ....... ........ \

Wheteas the Listening Test thus proved to be of average dif-

ficulty for the Manchester students, it was more of a hurdle
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to the native students in the York study (cf Table 1 1n Sec-
tion 3. 1). The explsnatioh for Ehis Iies, in all 11Re11hood,
in the tests themsélves It was feIt among the test construc-

tors that the 1983 version (used in York) was perhaps not a

pértiéularly good one; the 1985 version {used ia Manchester)
W&E more Iivéiy ’"é also more authentic in that it involved
the use of regionally colourec¢ English. However, this latter
version caused some harsh reactions from Swedish teachers, who
complained (in the Questionnaire) that the test was unfair
because, as they said {in summary) "the rate of speech was too
high, voices were emotionally affected, and understanding was
im ided by the didlect" {further details about attitudes will

be given in Chapter 10). In 1983, there were very few com-
plaints about the listening part of the test.

It is interesting to compacé the results on the two listening
tests against this background. There is compelling evidence
that the studenits themselves did not find the 1985 version

unduly difficult {in spite of the fact that it tested at a

high level of comprehension). As Tables 1 and 2 show; both the

Swedish and the British 1985 averages are actually up on the

1983 scores by 1 or 2 points. The Swedish level is raised from
64.3% to 70.6% of the maximal score and the native English

level from 74.1% to 86.1% of the maximal score. The reliabil-

ity indices are also slightly higher in the later version of
the test.

In sum: the 1983 version of the test used relatively simple
language, but the questions were relativeiy difficult. In the

1985 version it was the other way roond.

From these figures it is difficult to draw any ééﬁéi oncIu-
sion than this: the 1985 version of sub-tes€ 3:1 is Eechnxcal-
ly a more appropriate and more valid measare of Iistening com-

Prehension than the corresponding 19P3 version. Th s does not

in any way mean that we can 1gnore, or make light of, evalu-

ative statements of the kind madeé in Ehé Questiocrnnaire. On the
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contrary. they must aIwaya be taken into very careful consid-

eration; when the various quaIities of a test are finally

weighed up.

The Integrative Test BCOLES &L& very c105e to the total mean

in both groups (which is not 80 surprising in view of the fact

that the number of iteﬁs in the sub-test makes up more than a

third of the total numbér of 1tems in the whole test; cf com-
ments tn sectibn 8: I) Reliability indices are, furthermore,
very high tor a sub-test, and altkough this, again, is partly
expiéined by the relatively large number of items, there is
reasori to believe that the mode of assessing foreign language
EkiIIs which the Integrative Test represents is a fairly de-

pendebie one.

tails on the Integrative Test results are given in

8.3 Advanced native students’ results

As was mentioned in Section 7.1, the native sample contained a
5Ub-group o6f nine gifted "upper sixth Zorm" students. They
wers 17-18 years old and were preparing for higher academic
education: AS these students’ test results mignt be expected
tc differ from those obtained by the larger group, a separate
enalysis was made involving only this sub-sample of nine stu-
dents. The results are set out in Table 3:

Table 3: Main Test Results: Advanced Native Group (N = §)

.- : - - Mean Standard Mean Score
Sub-Test (No. of items) score Deviation (%)
L (x) (s)
1:1 Vocabulacy (18) 17.56 0.72 97.5
1:2 Integrative (35) 33.67 1.00 96.2
2:1 Reading Compr 1 (12) 10.45 1.01 87.1
2:2 Reading Compr 2 {10) 9.67 0.71 96.7
3:1 Listening Compr (11) 10.56 0.73 96.0
3:2 Vocabulary-Gramm (14) 13.44 0.73 96.0
Total (100) ) 95.3 2.12 95.3
58
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6§éiiii; the results in this select group are some 12% higher
than in the Iiige group (of which the smaller group was a

part). This may be taken as further proof that the National

Test in Eﬁqlish is 1ndeed a test on which very proficient
students obtain very high scores. The relationship between

Eestees' knowledge of English and successful performance on

the test is undoubtedly a very simple one: the better the

English Ehe higher the score. It should perhaps be emphasized

again, at this point, that the test is primarily designed for

establishing group meant (and standard deviations) and that

one should, therefore, be a little cautious when 1nterpreting

1nd1v1dua1 results (as well as results obtained by small

groups). The individual score may actually deviate from the

"true score” by several points, due to chance variation (cf
explanation in Section 8.1.2).

Aﬁﬁther feature that catches the eye in Table 3 is the result

on the Reading Comprehension Test; part 1. xlthéﬁgh Eh§

more advanced students manage to raise the proportion of

correct responses considerably; we are still some way off §h§

near-perfect target advocated by many testing experts (cf
Chapter 4). All the other Bub-tests are on & strikingly even
level (cf Figure 4), and about 10% higher than the Reading

Test (the long text):
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Figure 4 Main Test Results: Advanced Native Group in
Comparison with Non-Native Group
Apparently, excellent Eéiaiﬁé skills, which must be taken for

granted 'in this case;, are not a sufficient condition tpr per-

fect scores on the present Reading Test. The question of what

other abilities may be needed is discussed in Chapter 11.

It is interesting; furthermore; that the nisteniﬁg Tést, which

has several features in common with the Reading Test (2 I),

compares so well with other sub-tests The story was quite

different in the York study, as will be remembered (éf Table 1
in section 2.1); the York students vere cansiderably less suc-

cessful on the nistening Test than on the other sub-tests.

Further reference to the results obtained by the advanced

group will be made, for control purposes, in the subsequent

sections of the report.
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RESULTS ON THE PRODUCTIVE PARTS OF THE TEST

w0
..]‘
&=
[ 1]

9.1 Aims of analysis

As explained in Chapter 4, the experiment produced data whxch
can be used for interpretation of the subjects' perfbrmance in
absolute terms, in addition to evaluation in relative Eecfis
{which is the primary objective of the test):. Absoluts &valu-

ation was- particularly interesting in the national perspec-
tive, i.e. as a possible way of determining thé qasllty of the

"products” of foreign lanquage instruction in SwedIsh schooIs.

Moreover, concrete data on the characteristics of the English
produced by groups of young native speakers tbday is of wide

interest, not least to language testers End to practzszng
teachers of English.

The more detailed qualitative anaiysiﬁ ét s*'ﬁéi ianguage
samples was made possible through the €ws sub-tests which

require the students to formulate their own "answers" (the

Integrative Test, 1:2;, and the Grammat vacabLIary Test, 3:2)
instead of choosing between given aIEernatives. The two tests
will be analysed separateiy

Since the swedish sample of students ééﬁprised several thou-

sand individuals, it was necessary to restrict the detailed

analysis of the many varieties of answers to each item to a

much smaller sub-sampie, preferably one which was of approxi-
mately the same size as €Ehe English sample. To this end, a
1/200 sampie was arawn, by random selection, from the original
sampie of ﬁpwsrds of 3,400 students. Thereby a more manageable

group of 176 students was obtained. It should be noted that

only ranaom sampling procedures were used in order to arrive

at this suitable number of subjects. Even though the group is

extrem er small in relation to the total number of students
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gakiﬁg the test (the proportion being 1:2,000), we may there-
fore safely assume that the group analysed faithfully repre-
sents the population of testees in every important respect. As
pointed out in section 6 2, the large group of some 34,000
students who took the test is, furthermore, nearly identical
with the entire age group of students in the 3- and d4-year
lines of the Upper Secondary School, which makes the analysis
all the more interesting.

9.2 Integrative Test results
9.2.1 Introductory notes

Tﬁ?, Integrative Test (cf Appendix 2) measures a spectrum of

abilities, and it is not always easy to single out and define

each of these. However, there is little doubt that a substan-
tial portion of general reading comprehension is normally

needed in order to do the test successfully. (If the text is
very easy in relation %o the proficiency 1level of the stu-

dents, reading comprehension will be a less decisive factor.)

Other skills areas that are obviously directly involved are

word ; knowledge (active as well as passive);, control of gram-

mar, facility in understanding and using idioms; and spellxng

Both receptive and productive skills are required The label

Integrative is certainly well chosen for a test of this kind:

It is in the nature of things;,; however; that this type of test

also allows quite drastic shifts of emphasis within the wide

sphere of language ability indicated. It is possibIe, for in-

stance, to stress the functional aspect by pIacing the blanks

within certain types of set phrases and idioms like (21)"1

was only (pglling) your leg" and (24)"It did cross my
{mind)" or to put a premium on formal skiIIs, e.g.

grammatxcal accuracy; by concentrating on items such as (3)"
... it’s 1like (being) married to a sazIéE" or (9)"Are
you thinking of \Ieaving) home, Ehen?" Likewise, one
may favour certain sub-areas within the major areas (e.g.
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basic grammar in preference to advanced grammar etc). The
present test could probably best be described a5 & balanced
blend of functionally and structurally oriented t&sKs.

one of the native teachers who commented on the test expressed
some concern over the idiomatic stump of the Ianguage used:
”Problems may arise with the Integrative Eesﬁ because of idio-
matic usages common to this area, and, possibly, age group.

The students do not always seem to be acquainted with the
idioms that clearly the sentence required for completion."

Another teacher thought that the Naﬁional Test as a whole was

"Hore colloquial than expected w;ﬁh far greater use of idioms

It should be noted that the actual words that are required in
the gaps all belong to high- freqﬁéﬁéy bands (i.e. they are all

very common, generally speaking) Thus the test is not, in
spite of its appeaESﬁee, a vocabxlary test - at least not in
any strict sense of the word:. It should perhaps -~iso be
pointed out that many of the grammar points involved are not

very advanced either:

The test is reproduced in Appendix 2.

9.2.2 overall results

The results achieved by the two groups are set out in Table 4:
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Table 4 Results per Item in the Integrative Test (1:2):

Percentage of Correct Answers and Omissions in
Native and Non-Native Groups (N = 134 and 172

respectively)
1tem Group Aver.(%) Omissions Item Group Aver.(%) Omissions
_No. Nat. Non-Naf. Na¥, Non-Nat, Ho. Nat, _Non-Nat. Nat. Non-Nat.
1 93.5 64.5 3.2 2.9 19 96.8 83.1 0.6 1.7
2 89.0 33.1 2.6 3.5 20 B87.7 64.5 0 _ 2.3
3 3.5 81.4 3.2 2.3 21  98.7 38.4 0.6 3.5
3 94.2 72.7 2.6 7.6 22 66.9 48.8 1.5 1.7
5 89:.6 65:.2 3.2 7.0 23 95.5 B8.4 0.6 4.7
6 79.2 25.0 10.4 8.1 24 99.4 64.5 0.6 0
7 8l.2 66.9 3.2 3.5 25 68.2 76.17 1.9 0 _
8 62.3 59.3 §.2 5.8 26 95.5 52.3 0. 7.6
-9 86.4 72.1 3.9 5.8 27 88.3 29.7 0.6 5.2
10 94:.2 70.3 3.2 4.7 28 92.2 B3.7 1.9 2.3
11 72.1 75.0 3.2 2.9 29 B6.4 73.3 4.5 7.6
12 86.4 49.4 3.2 3.5 30 95.5 80.2 1.3 4.1
13 52.6 72.1 4.5 9.3 31 71.4 73.3 5.2 1.7
14 83.8 B2.6 2.6 4.1 32 93.5 68.0 1.3 4.1
15 61:.7 62.8 5.2 4.7 33 B1.8 59.3 1.9 4.7
16 94.8 89.5 0 _ 0:6 34 68:2 47.1 1.3 5.2
17 79.9 s2.9 0.6 5.2 35 85.7 176.1 1.3 1.2
18 B86.4 54.1 0 0.6 Total B83.5 64.5 2.4 4.0

some 3%). Only in one case doe .
item 6; which obviously ba fléé both native and non-native
students). The proportion oOf omissions 4s, however, much
smaller in the other productive sub-test, the Vocabulary-
Grammar Test (3:2; cf Section 9.3). This difference probably
shows that the students found the tasks in the Integrative
Test somewhat more confusing, or difficult to respond to, than
those in the Vocabulary-Grammar Test.

e
s it reach the 1C% level (on
£

Close inspection of the figures &hows that there is very
little, if any, correspondence between native and non-native
results. (Calculation of the so-called Pearson product-moment
correlation coefficient yields a value of r = .13; Spearman’s
rank correlation coefficient is .23) The following scattergram
(Figure 5) illustrates this lack of agreement:

ERIC
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Figure 5: The R°1551°“5hip between Native and Non-native
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Item Mean Percentages on the Integrative Test
(1:2)

averages in oppésite dxrections in the two groups (i.e. the

percentage of correct answers is higher than average in the

native group and Iower than average in the non-native group,

or vice versa): These data suggest that native and non-native

students often éxperienced quite different problems when

taking this sub-test. The matter will be further elucxdated in

Sections 9;2:3 - 9;2; 6 which identify the linguistic areas iﬁ
which Ehe aifference between native and nor-native competenc
stands Gut most clearly.

Another (faﬁiiiér) trend 1is for non-native students to show

much greater variation in ability than native stﬁaents. The

non-native facility indexes; i.e. the proportzons of cotrect

scores (henceforth “"pass rates"), range from 25.0% 6n item 6

to 89.5% on item 16 (i.e. the span covered <us thirds of the

whole range}. The corresponding native fIgurés are 52.6% (on
item 13) and 99.4 (on item 24). In this case, the span covers
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the upper half of the scale; the observations tend to cluster
within the 80-95% range.

These figures tell us; among other things; that native com-

The widest gaps between native and non-native performance

levels are to be found on items 21, 27, 2, and 6 (in descend-
ing order of magnitude; all exceeding a difference of 50%).

These four items will be examined 1nd1v{dua11y below:

6.2.3 Item 21: ’to pull someone’s leg*
Item 21 tested the students’ knowledge of the idiom ‘pull
someone’s leg ; a very common figure of speech which means 'to

make fun of a person in a playful way The sentence in which

it occurred runs as follows:

PAM: (laughs] Come on, Ken, I was only
your leg.

6ﬁi§ one native speaker out of 154 got it wrong ahd supplzed

puttzng' (which obviously was a sheer slip of the pen and
not really a linguistic ﬁtEEEke). Undoubtedly, the expreséioﬁ
is very well known by competent users of Che language and it

bé}oﬁgs VEo the natural repertoire of "nguxst‘c forms whzch

all adult native speakers possess (cf Irujo, 1986:288;, who
investigated transfer in the acquitiltion of idioms, among
others ‘pull somebody’'s leg'.)

Tre non-native students were definitely inferior to the native
students in respect of idiomatic command of the language, as
their much lower pass rate (38.4%) on the same task shows (cf
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also the pronounc-a dlfferences on items 26 and 24; which both

1nvo1ve 1di6ﬁatié expressions). Only one in three (or a 1littie

more) was familiar with the phrase and could insert the miss-

1ng word in i€s correct form. On the other hand, almost every-

one (94§) had control of the grammar involved, i.e. used a
present parficiple form of a verb (an 1ng-form) in thetr an-
swers.rlnany & brave attempt at a lucky shot score was made,

¢.g. 'I was only /biting, breaking, crossing, kicking, twist-
ing, scra tching, testing .../ your leg".)

9:2:4 Item 27: 'as if’

ety pronounced difference between scores was also obtained
c m 27, which required insertion of the subordinating con-
t

o
j nction 'as’ in the following question:

KEN: Well, it's not — - if we were old pals,
is it?

The missing word is, thus, part of a subordinating phrase (a
80-called compound subordinator).

The task did not pose a problem in the native group (where

above average performance was racorded); whéresn it was & real

ltumbliﬁ@-block to the other group. Only 30% of the swedish

students answered 1t correctly. The nain probIem In this group

of the students). The reason is that both 'as' and 1ke' may

correspond to one and the same word i Swedish, viz. 'Eph'

of comparison (corresponding te 'as’ ) Oorf as a preposition

expressing comparison ia a prepositional phrase {corre2sponding
to *like’; for EGEEEEE éxpianation and examples, see Svartvik
and Sager 1983:33%5). In about ) third of the cases, the Swed-
ish students failed to resalize that it was a subordinator that

was missirg.
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The main lesson to be learnt from the outeome of this item is

that Swedish students have great difficulty in handling this

particular instance of clause connection. In the main, the

problem arises from inability to make the right distinction
between the words ‘as’ (used as a conjunction) and ‘like’

(used in a prepositional function). A contributing factor may

be the possibility of using ‘like’ in place of 'as if’ in very

informal language; particularly in American English. (The com-

bination ‘like if’ is not possible, of course.)

9.2.5 Item 2: 'hardly ever’

Item 2 was another poser; it was only solved by a third of the

students in the Swedish group.

PAM: ... His job takes him all over the coui.try, and

abroad too; sometimes, so he’s hardly - - — — — !t

The eingIe word that best fits into this frame is ’ever’, and

this was chosen by the vast majority (86%) of the English stu-

dents. (Other rather less appropriate but acceptable sugges-

tions were 'living and ’‘seen’.) The adjunct ’‘hardly ever’ ex-

prel!es a distinct time concept and it has wide applicability

in that it is not restricted to any particular linguistic

registet or to any patticular node of language use. In view of

this, it is hardly surprising that the native students passet

éﬁé ifem with flying colours:. (The few unaccepted replies dis-

closed a éifféreﬁt, and not entirely illogical; train of

What is surpr:sing, however, is the fact that this very fre-
quent adverb phrase was such & hérd nut to crack in the Swed-
ish group. The fnswers showed that the Students were mnot in
doubt as to what concept or notion was ImpIied (i.e. compre-

hension of the text was not a probIem) ~Thus 35% or those who
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and 'sélcom’. Some of the answers, but fewetr than expected
(3-4%), reflected influence from the Swedish languise {*any’,
‘anything’ etc).

Thus item 2 (teésting the time adverb *hardly ever’) seems to
have revealed a weak spot in Swedish students’ command of
English. In practice, this "lacuna® i probably filled by use
of the logical equivalent ’aimost never: .

9 2.6 Item 6: ’when he does turn up’

The 1ast task that exhibited a very large differencs between
English and Swedish pass rates was item 6. The context was
this:
PAM: ... You never have a chance to §éfrfed ———
{up) with a husband who's only 4t howe occasionaily.
They’re like a couple of propetr lovebirds when he
turn up.

The only possible completions ars, conceivably, 'does’ and
‘can’. The task requires close reading of the text. Adverbs
like ‘eventually’; ‘suddenly’; and ‘sometimes’ (suggested by

4% of the native students and 33% of the non-native students)
are of course incorrect here because of the infinitive follow-
ing the blank. The crucial elemént tested is the emphatic use
of the auxiliary (i.e. ‘do’ in the first place).

It should be noted that the item turned out to be on the dif-
ficult side ip both groups (extremely difficult in the non-

native group; « little below aversge in the native group):

This is reflected noﬁrén;y in the small number of correct re-
sponses;, but also in the large number of omissions. Evidently,
some of the students got confused at the task and did not know

how to respond; in the nativé grouF this is the main explana-
tion of the poot result.
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In the Swedish group, the pass rate was exceptionally low

(lower than on the very difficult 'as if’ probles discussed
alove) and this is of course the most remarkable observation

in connection with item 6. The low score can hErdIy be due to
lack of understanding of the text surrounding the gap (i.e.

poor reading comprehension, generaily), nor can 1t be atEr;b-

uted to difficult vocabula;y or unfamiliar idiématic language
(as in the case of item 21). Thé direct cause may therefore be

inability to recogniZe a syntsctic pattern which typxcally
fits in with the use of the auxiliary 'do’ foL emphasis. An-

other plausible explanation may in fact be lack of 1ngenu1ty.

It goes w. thont saying that the Eask does stretch one’'s power

of imagination a 1ittle. It shoula furthéfmére be noted that

the task is different from the other tasks in the test in that

the ﬁissing word is 1ex1caily e ,ry (cf for instance Crystal

The analysis of results carried out o6 far suggests that Swed-
ish students are; in comparison with natlve Students, fairly
weak as far as some qnite fundamental points of grammar are
E&ﬁéé?ﬁéd’ (OE course knowledge of grammar is only one ingre-
dient in Ehe skill iE Eakes to complete the tasks successful-
ly, as pointed out earIier- it seems to be the key ability,
however; judging by the types of error committed.) Not sur-
prisingly, they are 8186 very much weaker than native students

i, the area of idiomatic use of tha language.

9:2:7 “"Réversed" results

A5 a contrast to the foregoing analysis, it may be interesting
to look at items that resulted in a reversed difference; i.e.
items on which the non-native students were actually ahead of

the native students. The most characteristic of these are Nos.
13, 25, and 11.

The reversed pattern of results (favouring the Swedish stu-
dents) involved one item (lio. 13) where nearly a third o the
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native students misread the text (or did not read it ciosely
enough). Instéad of inSerting ’too’ in the frame *... if it
isn't persondl a question’, they produced ‘a’; which

showed that they did not notice that the article was aiready
there. The Swedish studefits mastered the difficuity (essen-
tially a word order pPioblem) quite well.

Both of the remaining items (25 =nd 11) require attention to
~ 35 well a5 active control of - tag questions, No. 25 direct-
ly and No. 11 indirectly. Again the Swedish students were
quite adept at supplying acceptable answers. The non-native
Etudents were rather less successful; in 25, this was due to
inconsistent or inappropriate choive of tense (present instead
of past) and in 11, choice of the wrong verb (/shouldn’t’ in-
stead of ‘won‘t’].

The fact that we get a small number of reversed scores is by
no means sensational. They may actually constitute more or
less fortuitous outcomes, considering the number of factors
that influence the totality of responses in a relatively com-
prehensive test battery (cf discussion in Section 10:3:1):
There is also the posSibility - or even the likelihood - tha:

they are, in part at least, an effect of the type of refer-
encing made when the test was developed (i.e. referencing
against a non-native population). As pointed out by Oller
(1979): ,

If the variance in the performance of natives_is not
completely similar to the variance in the performance
of non-natives; it follows that items which work well.
in relation to the variance in one will not necessarily
work well in relation to the variance on the othet. In
fact, we should predict that some of the items that are
easy for native speakers should be difficult for non-
natives and vice versa, ... some of the itemsé ii the
test will tend to gravitate toward portions of variance
in the reference population that are not characteristic
of normal language use by native speakers. Hence,.some
of the items on a_test referenced against non-native.
performance will be more difficult for natives. than for
non-natives, and many of the items cn such. tests may
have little or nothing to do_with actasl_ability to
communicate in the tested lanjuage. :p 201f)



It would seem that the sbove contention relates, to the extent
it is correct, more to content validity than to construct
§éii&i£§ (cf Chaptet 2): A test which measures the attiinménc
of certain given skilis ("a content" defined by some speczfzc
crite.ia) ratheér than a hypothesized general ability {a con-
BEEGCE); is §Eéb§bly more likely to contain some items which
tesult in abertai it native scorec:

9:2:8 CoNE1US1GHE

our analysis Of Integrative Test results may be summed up as
£ :

performgncgiat theritemrleygl. High and ;ow achievements dxd
not coincide systematically. Items that we.e e ' i1 the
native group were often difficult in the non-native g:uup and
vice versa. This may probably be taken to mean that the typ-
ical Swedish student has developed a structure of skills which
differs from that of the native English speaker. The reason
for this is obviously the fact that the Swedish student has
learnt the 1language in a more or less artificial situation

(rather than in a natural 1language learning environment).
Thus, it might in fact be argued that the ability of our non-
native students to answer certain Integrative Test items
correctly is only loosely related to the kind of ability
native speakers display when they use the language in a
"normal" linguistic situation. It is probably inevitable that
this should be so, at least to a certain extent, given the
conditions for foreign language learning in schools; but the

observation merits close attention.

Item pass rates were, furthermore, widely variable in the

Swedish group (and much less so in the English group) Areas

which seemed to cause problems were idiomatic usage and cer-

tain grammatical structures (such as the subordinator ’as if'
thn time adver’ 'hardiy e:rv'; and emphatié 1d5° )
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There is little evidence that Swedish students did not; by and
large, comprehend the text on which the items were based. (The
cloze testing technique, of which the Integrative Test is a
variety, was originally devised as a method for measuring
réédebilityé ef Tiildr 1953 ) Tﬁe fbrEmost hindrance to higher

words, whet the present Integrative Test seems to be measur-

ing, above all, 1is knowledge of lanquage forms, i.e. words

(mostly very common ones), phrases, grammar, spelling etc. If,

on the other hand, the test had been based on a text of a
slightly highet level of difficulty, the element of reading
comprehension would probably have been a more crucial deter-
minant of test scores.

9.3 Vocabulary-Grammar Test results

9.3.1 1Introductory notes

The VOcabulary-Grammar Test (cf Appendix 3) measures, in keep-

ing with its designation, word knowledge and mastery of gram-

mar, but it also measures; to a limited degree, more func-
tional linguistic abilities. Gne is the ability to handle and

express "ideational content” or, in more topical CEEminoIogy,

general language notions (e.g. 'existence/ non-existence’,

‘possibilitys impaigiSiiitY ):; another is the abiIiEy to use

the language for a purpose or; irn recent vernaculer, in ortder

to perform language functions (e.g. 'maLé suggéstions" ‘ask
§Ermission ). (For i practical ekpnsition of the Import and

see van EL and Alexander, 1980): The role of Eormal accuracy

is further played down in Ehis sub-test in that spelling

errors are disregardea compIeEer (even "grammatical" spelling

errors such as ‘comeing’; cf Section 5.3). In a way, the name
of the test is, therefore, somewhat of a misnomer; at any
rate, it does not capture the essence of all the skills it
takes to solve the tasks successfully.
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1t should also be noted that the type of task uged 1mposes

certain cone*raints on what features of grammar and lexis ‘onie

may measure, as the sample in Table 4 makes abundantly clear.

Given that one wants to test (as in 3: 2) not only individual

words but SGCCéssions of words ébﬁﬁected with each other
(minimally two-wora strings), it proves to be very difficult,
to begin with, not to involve 1n the task the verbal part of
the clause or senteiice in which the blank appears. That is to
say, the frame that surrounds the blank may easily be modeiled
to Erigger va ri us finite (somet;mes non-finite) verb con-
st:ucttoﬁ;, it is far more difficult to see to it that the
frame requires the student to use, for instance, a complex
noun phragse such &s a verbless modifier + noun construction
{on the pattern 'a terribly important meeting’}. opnther areas
which secm hard to get at by the open multiple-word gap tech-
nique are word order and use of adverbs as modifiéxs. Similar-
ly, at the 1lexlcal level, it is very difflzult to elicit
anything elee than 7uite trivial high-frequency wvocabularyy

taxing the student’s ability to produce less ccmmon words ang
phrases is next to impossible.

All this may not seem to be a serious disadvanta. -, at least

not in the context of norm-referenced testing of p:)ricxency,

but we should be aware of the fact that it may ,erhaps have

wider 1mp11cations, theoretically it may lead to & certain

students. The limitations should of course also be kept in
mind when we interpret the outcome ¢f our study.

9.3.2 overall resuits

With these remarks in mind, we will now proceed to a scrutiny

of the results "item-wise". In Table 4 an attempt is made to

characterize the items on the basis of their most prominent

features; which; in sbite of what was said earlier, are of a

grammatical kind 1n most cases. For practical reasons we will
f the tasks. 1t

restrict the identxficaticn to this a'pee

0!
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should also be mentioned that there are sometimes ways around

the grammatical obstacles specified. Particularly the native

séé&kers deliveéred, on and off, unpredicted correct Enswers
which did not require use of the grammar anticipated: HDWéVéE;
the overwhelming majority of responses did involve the struc-

tures listed in the table.

Véry faw answers were missed out (13 out of a maximum of 2;170

in the native group, and 13 out of 2,464 in the nan-native
group, 1i.e. there was no response in roughiy 0: St of the
cases). It was therefore judged unaecessary to include the
frequencies of incorrect responses; they simply m'ké up the

remaining percentages up to 100%.
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Table ©§ Results per Item in the Grammar-vscabulary Test

(3:2): Percentage of Correct Answers in Native and

Non-Native GEéups

e = ————
___Mean Score (%)
Item Core Native Non-Native
No. Content Group  Group.
B (N=155) (N=176)
1 verb phrase_(present tense) fea- S
lized as a 'doc’ or passive constt. 93.2 77.3
2 verb phrase (past perfect) + obj. 81.9 5.9
3 verb phrase (future tense) + . . S -
idiom *'make . mistake' + def.art. 83:.5 31.8
4 existentisl ‘ihere’ + idiom __ -
'no poimt i 73.5 2.4
5 verb_=* _x*_(‘would’ + infin:) - - -
in conuaiti:nal sentence 95.5 72.2
6 verb phrase (pr.tense) with 'want', _. _ o
‘allow'’ etc + non-finite clause 91.0 586.
7 non-finite verb_constructio: .. o L
using idiom ’'change one'’s wind’ 76.1 34.7
8 verb phrase ('would’;’coti~" et o L
+ perf.inf.) in conditicnat went. 86.5 68.7
9 np.n-finite verb corstructien af s+  __ _ o
‘hate’ + idiom 'lcok after' 71.6 51.1
10 existential ’there’/’it’' &s prop. o __
3ubject + verb phrase (fut.tense) 86.5 75.86
11 idiom ’let’s go tu ...’ (making o -
suggestion) 91.0 80.1
12 interrogative clause ccnstruction 88:4 67.6
13 the superlative of ad+. + . . . o S
verb phrase (pres. pe:fect tense) 80.0 55.7
14 idiom (polite phrase) 'do you - o
mind if 1 ...' 38.7 69.9
Total 814 59.4
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Before going iEEB a discussion of the results, we will make

some comnents on the contents of the test as reflected in the

specification above.

As the table shows, the native students perfoxm on a fairly
high and even level thtOﬁghéﬁt the ﬁégt {except for the spec-
tacular "noscdive" on the Iast 1tem, which will be discussed
later). The Swedish students' pe:formance is of course gener-
ally less accurate und is much more irregular. The rank cor-
relation Setwsen native and non-native item averages is .57,
1nd1catthg orly very moderate agreement petween the two sets
of scores.

Figure 6 illustrat & the pattern of results more clearly:

F| ure 6
Results f per ltem in the Voccbulory—Grommcr Test

Hative Grour
B2 ion-rative Growr

As could be expected ;hé English students made very few

pure’v grammatical or lexical mistakes, although they did

prod-;é & certain amount of careless or sloppy language which
had to be marked down as formally incorrect in the contexts
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provided. By far the most common reason for lost points in the
English group was lack of attention to detail in the texts and
misunderstanding of the prompts. In the Swedish sample most
mistakes were grammatical.

The 1lowest correct scores in the Swedish group were recorded
on items 4, 3, and 7. As they were also the ones which re-
sulted in the widest gaps between native and non-native pro-
ficiency (cf the corresponding analysis of 1Integrative Test
results in Section 9.2.3-9.2.6), we will start by looking at
each of these in turn.

9.3.3 Item 4: °there’s no point (in worrying)...
Item ¢ consisted of the following exchange:

LEN: The damage is done
and —— -~

in worrying about the consequences now.
RON: That’s easy for you to say.

group; only about 6% of tﬁé students (39% in the Eninsh

group) produced ‘there’s no (little) point" which was the

correct answer anticipated in the key Accepted variants in

the Swedish group were, for instance; ’‘there’s no sense (uE '

and ’‘I'm not interested’. The pruposition 'in’ after the gip

was crucial and prevented acceptance of the phrasé 'i€’s no

good (use)’; which was suggested by 10% of thé native Epéskéfé

and by 16% of the non—native spﬁekers. (Incxaentally, there
was no instance of 'it 8 no gODd' in the TaEter group, whereas
'no good' and ‘no use’ were EQGSIIY common in the native
group.) S1mi1811y, nine natxve stuaents (6%) and two non-
native students (lt) r.sed thé phrase 'there" no need’. Other
answers that might have been accepted, had the preposition not

been pte ent, were ‘I (we, you) can stop’, ‘you shouldn’t
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begin’, ‘don‘t Etart’, ‘it is too late’, ’ don’t wagts your
time’ (all in the Swedish group).

The fact that attention to a small detaiI in the text (pres-
ernce of the preposition ’in’) had a noticeable effect on the
resuIEs is a little infelicitous no doubt. At least from a
broad communicative point of view the incorrect examples

quoted above bear witness to good fnnctxonal control of the

language. It would seem to be quite important to try to avoid

niceties of this kind in the constructisn of multipie-word gap
tasks.

However, the major problem underIying the 5ub -standard" Swed-

ish performance was the students’ general inability to cope

with the problem at hand, iu =z formal as well as in a func-
tional perspective. The foIIcwxng list of unsuccessful at-
tempted answers illustrates the nature of this overriding
problem: ’blame yourself’, 'uo not go’, ‘don’t be to much’;
‘don’t stay’, ’it doesn’t be Setter’, ‘it now (i) idear to
be’, , ‘now you have begir 'that’s no idea’, ’there 15 no
reson’, ‘why 5tay" ‘you do wiong' ’it’s no idea’, ‘it’s no

matter’, ’it’s no need’, 'it 6 no sense (sence)’ etc. Although

the students had a 1ot of trouble getting the idiom rxght, the

main source of error wag the choice of subject; i. e. decxdxng
on which of the two pronouns ‘it’ und ‘there’ to use: They
occurred in altogether 65% of the answers (31% and 34%, Ie-

5pect1ve1y) The percentage of correct applications (1nvoIv1”g

‘there’) was onIy 23% (a5 against 74% in the native group).
However; the 5nag diséuséed arove (caused by the presence of

the prepositxon 'in') should be kept in mind. Some of the stu-

dents who mxsused *it’ here may actually have magtered it in a
different Situation.

Further comments on the students’ way of handixng fhe it/
‘there’ probIem wxle be given in Section 9:3:9 {item 10).
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9.3.4 Item 3: ‘he won’t make the (same mistake)...’
The next task to be discussed, Item 3, was based on the fol-
lowing two sentences:
It’s quite clear that Tom messed up the deal, but he’s
learnt his .esson by now. I'm sure e
same mistake again.

This item i3 very "tight" and does not allow the same variety
of response; as the previous one (No. 4). The context neces-
sitates GEE of the pronoun 'ue' as sﬁBjéét ¥ tHE négétiGE 6£

(which cannot be left out) There are;, thus, several discrete

grammar points involved. Furthermore; the item is semantically

unambiguous, which means that there can be no abstruse inter-

pretations of the situation that might be hard to evaluate;

the answers showed very clearly that: all students knew exactly

what the task required of them in terms of language. For these
reasons, it is interestxng to look at the results in detail.

The ubject (*he’) was missed ouvt in a couple of cases and no

more; thus this poxnt was no problem in either group.

The first real probIem was the choice of the verb. The Swedish

students were very uncertain and opted for '‘do’ in 56% of the

cases. ‘Make’, which is the only universally accepted verb in

this context; was chosen by 42% of the students.

n the native group was of course

t ce i
'make’; B89% of the English students used this verb. Interest-

ingly enough Ehoﬁgh' rdo’ was chosen by as many ar 9% of the
students (1t also gccurfed in Ehe advanced gtbup) This piece
of evidence 1nd1cates, pOSS1ny, that we are K ve déaiina with
an instance of what |is somefxnes teferred €o as 'dzvzﬁed

usage’. (Language change may sometimes occur very rapidly in
the young generation; cf for instance the reseaich carried out
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by Peter Trudgill, the sociolinguist; Chambers and Trudgil),
1980.) On the other hand, the majority of native speakers
would no doubt regard 'do a mistake’' as a typical example Oof
sub-standard or sloppy Ianguage.

In the anaIyst 6f Ehe students' choice of tense, we have
treated 'wan'E': ‘want’, and ‘woun’t’ as spelling mistakes
(for ‘won‘t’) and not as grammatical mistakes. (As will be
féﬁéﬁbéféé; spelling error§ were not penalized in this sub-
§t.)

n

The chcicé of ;ﬁé right tense (the future) was made as a
matter of course in the native group. Without exception the
students used a proper marker for future in their answers.

iﬁ §wééisﬁ; the present tense is frequently used to indicate
future time, not only in conditional and temporal clauses (as
in Ehﬁliéﬁ)} bht in (ﬁéhihél) 'tﬁit':ciihéié as well;, and it

of present tense forms would have been a major type of mistake

in the sSwedish group. This was not the case. Only 9% of the

students used present tense verb phrases like ‘doesn’t hake"

{(On the other hand, the answers these students produced were

vften grotesquely wrong, e.g. ‘ne don’t do’, ‘he don’t want do
the’, ‘he not do the’, ’'af that he’s made the' ) Nine students
in ten (91%) correctly used a form of ‘will’ or 'be going to’:

Six students in this group (3%) pre.erred to use ‘would’ (as a
‘mood marker’, hyrothetical ‘would’; cf Quirk et al 1985 sec-

tion 4.64), which of course must be accepted t°¢f ('Woula'
was likewise chosen by 3% of the students in the native
group.)

The definite article, Eiﬁili}, is poéeaélsiiy & problem to

Swedes in the context in which it occurs here, simply because

the indefinite form of the noun is usea In the corresponding

structure in Swedish: Howevcr, Swealsh students at this level

seem to have internalized the relevant rule quite well. The
article was absent in some 12% Of the papers; it may
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furthermore be assumed thact it had been left out t; mistake in

some cases.

The main reason ‘or tae very low Swedish score on item 3 wag

thus unfamiliazity with the idiom ’‘make & miscake" of fore

precisely, dncertainty as to what verb to use in this idzom

Choice of tense and use of the definite article were only
minor problems.

9.3.5 Item 7: *(make) Kim élsﬁgw big (mind)..:’
Item 7 consisted of another ﬁiﬁi-aixicgnaa

DAVE: It s 1rritating that the b6ss refuses to difcuss
our project.

ALAN: Yes; isn't it? I‘ve tried Eo o
make . mind

The task involves manipulation of the expression ’change one’s
mind’ within the confines of a non—fixite clause construction
(*to make somebédy a5 Eaﬁeﬁhing ). It must be regarded as a
fairiy complex grammatical striucture, and there is the added
compIic&tién that €he slot happens to evoke a competing image
invoiving the phrase ‘make up on2’s mind’. This, of course,
makes the Cask Iess transparent; the correct solution does not

come *o mxnd very easily.

Half ¢ Ehe students in the Swedish group (48%) sensed that a
non—fxnite construction was unavoidable, but only 34% used the
logically &pposite 25 well as gramthatically correct sequence
'him change his’. 9% tried the less appropriate (although

structurally possible) phrase ‘hip make up his’; 5% had a go

at non-finite constructions that were impossible on both
counts (e.g. ’him made up his’, ’him getting it off his’, ‘he
changing his’).
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All the remaining Ettempts to -ana a nuitable answer were
futile. The puII of the competing structure ('make up one’s
mind’) proved to be very strong indeed. No lese than 30% of
the students énterea 'up his’ in the gap; one cannot help

feeling thit some of Ehese students were actually lured into a

trap here. Nevertheless, they created a sentence which makes
no sense at all.
The native students used non—finite clause constructions to a

much higher aég ree. Three out of four (i.e. 75%) wrote pre-
EiEéIy ‘him change his’; two students produced the equally

EabIe 'Kid speak his’. A few (5%), including one student
in the sdvanced group, chose ‘him make up his’ and 10% put
down ‘up Kis’ (which again shows that this item tends to catch
students wunavares). Then there were some oddities like ’them
change their’, 'him understand’ {(this student probably did not
notice the word ‘mind’ at the end of the line), ’take it of

hiﬁ'; 'his change his’ (obviously a slip of the pen).
9:3.6 Final note on items 4, 3 and 7

Overall, the Swedish students did very poorly on the items now
discussed (Nos. 4, 3, and 7). The reason for this was the com-
bined effect 6f éhéky ebhttbi 6f thé stiﬁétﬁréi §£EEéiﬁé in-

'equired for the completion of the tasks. It shculd be noted
that the relevant idioms (i e. ’no point/no use in’; ’'make a

mistake’, and ‘change one’s mind’) play a very 1mportant reie

in each of the three items. Furthermore; they are all very
common in everyday spoken (and written) English; thzs is shown

by the fact that the native students did not have more trouble

with these particular items tha“ with the rest of the itéms,

generally speaking. Their average pass rate was 78% (to be

compared with the average of the rest of the xtems, whxch was

82%). In the Swedish groﬂp, the pass rate wag consiaerably

lower than average, viz. 30% (Ehe average of the rest of the

stems was 67%). The net result 6f the analysis may therefo e

be that Swedish students' Ecquaxntance with English idioms
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éééﬁ not quite match their level of general grammatical
mastery of the language. The evidence pointea in the same
iiéétion in the Integrative Test (cf Section 9: 2)

ﬁg Iﬁét the background o: the point just mide; i€ 15 1nterest—
ing to tiy to deteriine areas

ng to try to determine areas in which Swedish students tend
to excel (relatively speaking, that is). This may be done oy

1nvestigat1ng items on which pass rates were particularly high
in the swedish group, i.e. Nos. 11, 1, and 10 {in descending
order of facility).

9:3.7 Item ii: '1et’s §o to a regtsurant’

Item 11 tested a typical language function exponent, namely
‘let’'s go té S (restaurant)' (the 1language function béing

LINDA: what a victory! We ought to celebrate.
BRIAN: Yes,

restaurant for a really good meal:
LINDA: That’s an excellent idea.

The outstanding characteristic of the resolts was that there

were very few gross mistakes: Iikewise, there was no sign of

misinterpretztion of the task in either group. Furthermore,

the grammatical component is only margxnally present (the most

obvious completion being z formulaic type ©of exprcssion and

little more) and it may thefefore be very telling to compare

English an? :. 1iigh performaﬁce lévels ag far as this particu-

lar functi-: 5% a2 language is concerned.

Starting with the English group (who wete 91% correct), we may
simply conclude that the mijority of zero scores arose out of
carelessness. Students did not pay close enough attention to
the whole of the latter part of the conversation (the segment

after the biaﬁk) as the folIowing sample &nswers show: ’'I know
a good’, *I khow just thé’, ‘and go to a really good’, ‘let’s
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go for a meal’. In some answers there was an ellipsis of the

verb, resulting in word strings such as ’at a’;, ‘ir a’; 'in an

excellent’.

The pattern was, actually, very much Eﬁé same in the swedxsh

group, i.e. most stuuénts (80%) ptoduced a proper torﬁuia fér

suggesting an action (’‘let me take you to a’;, ‘let’s go to a’,
‘let’s find a‘’, ’'we could go to a’; 'why don' we go to ar

etc) and a number of them failed to caké the 1atter part of

the dzaloghe into due accounc,rthereby coming up with answvers

like ’in a’;, I know a good’ etc.

The performance of the two groups differed mainly in two re-

spects. Fzrstiy, the natives who scored the;r points were in

fact "more" correct. most of Ehe Eime, Ehaﬁ thé non-natives

who managed to pass"’ i.e. there was a much larger number of

acceptabie (rather than perfect) answefs in the latter group
(e. g. ‘'we §hould go to a’, ’let us go olit to a’, ’‘shall we go
to a’; ‘would you like t6 go to a’). Secondly, the incorrect

responses in the nit;ve group were nearly all discarded on

concegtual (noE formal) grounds, whereas the incorrect answers
in the non- naE;ve group contained a chnsiderable amount of
formal mistakes in addition to being generally misconceived
(€:g: ‘'let's visite (vissit)’, ‘visiting a good’, 'we aze
going to the’, ‘we go out to’, ‘we would go to a’).

The conclusion is that, although the Swadish students demon-
strated sound communicative ability on this task, there is a
much wider gap between the two groups than the actual figures

may lead cﬁé to believe. ih other words, the testzng technique

ences in language skills. The key problem resides of course;
as ever (at least in a test of this kind), in the evaluative

criteria employed. Yf a more elaborate and more comprehensxve
marking system could be worked out; this would probabiy im-
prove the potential of the Grammar- v°cabu1ary Test ccncider-

ably (while at the sam: time add to the teachers’ burden of

marking, which is an obviuus disadvantage)

!
vl
|
|
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9.5.0 iter ).: 'Wiac do they mean by that?’

The fi-xl ‘‘ed o= cur 1ist of Swedish "success tasks", item 1,

reads & oin. oG

JIM: This advertisement says that
the machine is "fool-proof",

what ——- by that;

DAD: That it’s so simple that anybody can handle
it,even a fool.

‘The task resulted in the second highest racility value, in

both groups, and it obviously served, in some measure; as a

warm-up item. There was very little variation among the an-

swers, which was natural since no more than two words were

necded, minimally; in the gap. Nobody seemed to be hesitant as

tr what to write (only how to write it):

A prerequisite condition to the solution of this particular

language problem is the ability to produce a grammatically

morrect verb phrase which fits into the slot (either in the

form of a ‘do’ construction or in the form of a passive con-

struction). Another requirement is active mastery OoOf the

lexical item ’‘mean’.
only one out of four students 1n the Swedish gEouUp was unable
to measure up to this not too daunting éhsllénge; The rela-

tively few failures were mostiy due to weak grammar (everybody

knew ‘mean’; or an equivaiéﬁt) &5 the following ~examples show:
‘are they meaning 'is meen’, 'does it neans'; ‘does they

mean (mea&ne)’, ’‘does they ﬁéiﬁt” gau;ty ‘do’ construction, as
exempiified here, oocurred in 9% Of the cases and this fact
tends €0 spoil the fairly bright picture; after all, the

ESiiity to forﬁ a straightforward present tense Girb phrasé
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Thé native errors, produced by 6% of the stuaents, weces Costly

very trivial; four students used the wzong referentizl prosoun

('hef instead of ‘they’), two students omitted $#4rts of the

requitred insertion (resulting in the truncated answers ‘do
they’ and ‘do you think’), one student used _the past tense

instead of the present; and two stuaents -~ lo and behold! --

made a mess of their ‘do’ construcﬁlpﬁs, producing ’do you

meant’ and ‘does he means’ (50, EFL teachers, don’t give up
just yet ... }.

9.3.9 1Item 10: ‘it will rain’
Lastly item 10, which ranked thira on the 1ist of the most

positive achievements in the Swedish group:

ROBIN: The forecast says that
— - all over

the country tomorrow and probably for the rest
of the week. ) )
OSCAR: Oh dear;, more rain! I wag hsping for sume

sunshine for a channe.

In order to be successful in tnxs task t testee will nor-
mally need to have command of three discrete linguistic
elements at the same time, namely existential ’there’ as

subject (alternativeiy 'it’ as empty ‘prop’ subjecc); future

time reference in the verb and some fitting lex:!cal item for

the notion of ’'bad weatheér’ [sich as rrain’, ’showers’, ’wet’
2te).

Three out of féﬁ students in the Swedish group proved Ehat
they were adeqﬁa Iy cquipped for this multiple task which

must be considered & fairly gratifying achievement:

There was, howévéf; among those who failed; a grea: deal or
confusion at to the use of 'there’ (which must be foIIowed by

an indefinite noun phrase as the ’'notional subject'- cf for
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instance Quirk et al, 1985, section 18.45) and 'it’ (used a5 a
‘prop’ subject in expressions denoting atmospheric conditions;
cf ibid, section 10.26). This diffjculty is well known t« all
teachers of English in Sweden; it Jderives from the fact that
of the above functions. {In English ’‘there’ and ‘it’ are of
course not interchangeable.) Typical mistakes were ‘it will he
rain’ and 'it's going to be bad weather’. Using ’it’ in

of r‘there’ was the predominant type of error (it was presenc
in 14% of the cases); ’there’ was urongly used only once; ac-
tually (’there will be raining’).

The lesson to be learnt here is that many Swedish students

have not yet, at their present stage of learning, teveloped a

proper feel for the use of ‘it’ as 2 ’'prop’ subject and also
that their use of existential ‘there’ is relatively scarce
when an ‘it’ subject construction may equally well be substi-

tuted. The following table verifies this latter point (notice

that the figures have been calcilated on the basis of correct
vesponses only):

Table € Distribution of Correct Responses over Answer Types
in Native and Non-Native Groups (Sub-test 3:2, Item 10)

- T T Cortect Responses (%)
Answer Type Native Non-Native
(a) *it will (4t’11) rain /be raining .../' 56 81
{b) *it is (it’'s) going to rain /be rainingy' 17 9
{c) 'there will (there’ll) be rain
/8HowetE, stoims/’ 27 10
As the table shows, expre: £ using ;ﬁﬁéfé; W?féréiﬁ6§t

three times as common in the : ive . sup. The use of ‘there’

thus <eems to be markedly underreprese -4 among Swedish
studer ., at least in relation to its use i~ cur experimental
native sample. The impression is strongly reinforced by the
outcome of item 4 (described sarlier). In that task, only 23%
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of the £ ish students produced an aeqa—'— existential

‘there’ cc .truction; as against 74% of the native students.

caﬁpétiﬁé answer types (¢) and {b); we may furthe: conclude

st the use of the phrase ‘be going to’ 35775 méans of ex-
pressig future time (with an 'imper al’ subjcct) is less

common among Swedish students than amcxg nEciv ve students. It
r a

was used twice as often in the latts group. The alternative,

‘will’, was preferred by 8 stndénts out of 10 1n the Swedish
group. The relationship was only 5 or 6 to 10 in the English

group.

In sum, the analysis of tlie resuIts on item 10 showed that
most Swedish students (of Etha category represented in this

studv) are able to aeaI wIEh the language recuirements in-

volved in this particuiar task: The main problem identified
pertains to a certain 1habeIEy to use '1t' as 'prop’ subject

in the right context: It was often used in cases where ex-

istential 'there' would have been the appropriate choice;
'there" in turﬁ, was ugéd much less frequently in the Swedish

qroup than in the English group. Finally, a tendancy to "over-

use" 'W1II'7(geIatzve to 'be goinn to’) as a marker for future
time was noted.

9.3:10 Item 14: 'Do you mind if 1...°

Sﬁfbfé summxng up the results present.-1 in this section of the
repD'C, wi will gay a few words about the very last task in
the cest, iten ;l, which resulted in a downright démise of the
us1al prowess shown by the native studerts. The wording of the
task was this:

SECRETARY: I've got to pick up my child at the nursery

today. — leave
early?

No, that’s all right. Have & nice weekend.

SECRETARY: Thanks. You too.
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The outcome was a complete reverse o: what was Iouna in the

rest of the test; the native pass rate was a mere 39% (which

is 1less than half the sub-test average), while the non-native
pass rate was 70% (which is 10% higher than average in this

group). Perusal of the answer records will surely provxde us
with an explanation of thi  rather curious cIose of the test.

The f£first clue is afforded by the fact chat there was & pro-
fusion of variants of answars in the natzve group. Ne less

than 79 different responses were e&icztnd, while the non-

native students deliverea only haIf that number. (Ordinarily,
it was the other way round. ) This circuastance may probably be

taken to 1nd1cate that the native studer:s experienced pro-

blems of _one sort or another (for instance a sudden loss of

A further striking feature of the results was that the non-
native grcup prodﬁCéd a very Iimited number of cerrect—re-

Sponse types (the total number of different types of answers
was reiativeiy smaII, as 1ndicated above). The vast majority
(69%) of those who completed the question correctly used one

nnd the same stock phrase. ‘Do you mind if I’. In the native
group, thete was a much richer mixture of possible solutions

(inciuding 'woula 1t be asking too much to’, ’You don’t mind

£f I/, 'Would it be inconvenient if I/ etc). The most obvious

way out, i.€. 'Do you mind if I', was chosen by 48 native
students (corresponding to 31% of the total). All the students
in the advanced group used this expression.

BUt thure was also, as indicated, a very vide variety of im-

géssible enitries in the na“ive group. A check of the answers

showed that this was primarily due to the fact that students

did not read the text after the gap carefully enough {and

apparenily not at all in some cases). Znswers like ’'Is izratI

right if I’, ’I don’t suppose I’, ©lease may 1’ and 'Cc:‘d I

please’ point in this direction. Some students did not zven
notice the guestion mark at the end of the line as evidenced
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by attempts such as ‘I will have to’; ’'So I had better’; ‘I
think 111’ and '1’'11 come back later if I’.

The risk of obtaining this negative effect is of cours
greater in cases where the gap is placed in the early half o
the task. Placing tr~ gap as late as possible is therefore
always a wort #hile enceavour when writing test items of the

-]}

(2]

To conclude: From the types of answers received we may iﬁfet

that the abrupt end to the superior performinL 6f the native
students was probably caused by flagging motivaﬁlo'i manifest-
ed in lack of attention to all the attributes of the task.

However, the way ctudents reacted also h1qh11ghﬁs & disturbing

weakness +that may easily creep into this typs of item. Anyone

who does not; in item 14, registet (COﬁscxoust) ofie particu-

lar word, ‘No’, among close to 30 others may just as soon opt

for 'Is it all right 1£ I+ (in itself a splendld way of asking
permission) as ‘Do you mind if I+ - and thereby draw a blank!

Swedes as well as Engiishmen did 80, the latter more often

than the former. Th. &eems to 1nd1cate that this task (along-
side with item 4 discussed earIier) tends to reward a "premed-

itated" type of sttategy in the use of the language; careful

consideration and deiibéra€1on, tather than impressionistic

reaction and spontaneity, appedrs to be the approach :hat is
most likely to pay off. Looked at from a pragmatic and func-
tional point of view this is not a very satisfactory condi-
tlon.

9.3.11 Summary

The last few pages have been devoted to a scrutiny of wvarious
ind1vxdua1 _ways of responding to tasks in the Vocabulary-

Grammar Test. It has been found that Swedish students’ gram-
matical, lexical, and functional skills are highly varxable,

bétween students as well as across areas v thin the various

§kills. The area which caused most problems was idiomatic
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usage. Here the native students were very much better, of
course. Within the area of grammar, certain problems ot

"teaching points" turned out to be decidedly troublesome, for
instance the ‘it’/'there’ distinction. Grammar was, however,

As far as validity considerations are concerned, it was noted
that the gap ought to come as late as possible in each item,
that successful completion of the task ought not to hinge upon
attention to little details in the text and, finally, that a
slightly more elaborate marking scale would probably enhance
the efficacy of the test substantiully.
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10 ATTITUDES

Attitudes were measured by means of two questionnaires direct-
ed to the English and Swedish teachers involved in the admin-
istration of the test. The English version (see Appendix 4)
was answered by all those who were involved in the experiment
in Manchester, i.e. 7 native English teachers. The Swedish

questionnaire was completed by sone 90 teachers of English
from various parts of the country: The group represented ap-

proximately a tenth of the total number of teachers involved

and did not constitute a random samplé;
10.1 English teacrers

In response to the item in which the English teachers were

asked to state their opinions «I the test, and whether they
considered it a valid measure of English language skills, the

follcsing answers were receivsd isne teacher did not answer
this question):
"Yes; but_I_think the ess
about their mastery of ti
other typer of tests."

say section* actually reveals more
e

"Yes; I would say t“at it i & valid test of foreign
language skills."

"It seems to demand a very idiomatic command of the
language."

"The test seems very well thought out and tests to a high
level of ability: the comprehersioil exercise seems par-
ticularly exacting in the preciseness of thought and
language it _requires. Problems. may arise with the Inte-

grative Test because of idi iatic- usajers;, common to this

area;_and. possibly, age-group. - The students do not always
seem_to _be_acquainted with_ the idioms that clearly the
sentence required for completion."

"More_colloguial than ex
idioms than in the teac
England. This_seeiz & s
serving as the target."

pected with far greater use of
hing of foreign languages in
ensible emphasis for the age-group

S 1§
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"Quite a difficult test wi‘'y rort_.. “the Readiij Testy _ .
particularly taxing__im_ tsan_ the word.ng_ef_rne_answers
requires logical thinking as ~e,: #+ pre ise rpnderstanding
of the English. The Welsh ac CE o el belcw the

belt for Swedish students, c..

(* I.e. the optional composit.i. 13i:; ¥ na Fagiish
teachers were informed about buc Reve s U cheir
groups.)

As the answers show, attitudes towards ine¢ luent were qU‘te

favourable amonjg the native teachers. They ~ere 1mpressed by

the high level of proficiency which the te=r ¢ itent reflected

and noted in particular the use of difficult idiomatic lan-

guage. Two teachers thought that the comprehencion parts were

particularly exacting and expressed some concern that the

tasks require "preciseness of thought" and "Iog;cai thinkiﬁg"

as well as exact underutanding of the Ianguage.

10.2 Swedish teachers

The opinions expressed by Swedish teachers were also ﬁéstiy

positive. There were quite a few comments asboot the 1level of

the Vocabulary Test (1:1); whick was eonsideréd to0 high by

many. Some teachers were a little criticéi of thg number of
verb phrases ( 'make 66" 'cut 60wn" 'puE up with’ etc) in-
cluded:

The Integrative Test 2) was géﬁéfally very weIl rece1ved,

although contracted forms (such as ‘he’s’; 'I'd’ etc) did not

seem to be very pépﬁiar Some respondents thought they ought
not tc be appr 7vgd of at aII (in wrlting). others that their

thing much was said, really, about the first Reading Com-

|
(o]
o

p?éﬁéﬁéiéﬁ TEEE {2:1, the long text). Comments were succinct
and mostly favourable (although not overly so). Lack of time
was reported in some cases. There were ha.Jdly any complaints
about the level of difficulty.
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As regards the second part Of the Reading Test (2 2), diffl—
culty was, con the other hand, a major worry Hany teachers

were of the opinion that the items tested at too hiqh 5 level

for the target grour. Otier than that, there were few ﬁegitxve
comments.

The next sub-test; the Listening Comprehension Eess (iii);

caused a whole hr3t of dzstxnctly negative reactions. The

tenor of the messagr was that it is unfair and generaIIy de-

plorable that regionally coloured zngiish (an accent), enun-

ciated at high speed and under emotion; should be used in a

ianguage test for schools. Individuoal éoﬁﬁeﬁts ranged in
guality from an unengaged "OK" to agi.ated ouEbursts such as
"iaﬁéy" and "the qpaiifications of those who produced thzs
year's LCT mnst be seriously called into question". According

to some teachers;, there were Some aaverse feelings among stu-

dents; too. The majortty of Ehe Swedrsh teachers who sent in

the Questionnaire therefore came €o Ehe conclusion that the

listening comprehension task was ve ry vunfortiunate this time

and expressed the view that "dialects" should not be allowed

in future tests: .

The Vocabulary-Grammar Test (3:2), finally, went down guite

well with the teachers, although there were several angry

attacks on one particular item (No. 4 'theré’s no point in’;

cf the anaiysis of resuIEs §F,§9°ti°“ 8'3) Thére Gére SEQ

comments on the leve

surpris1ng in view of the fact that the sub-test did not be
ier

Ionq to the easie

ones.

A prxnt-ouf of aII the ghizvers produced by the Swedish teach
ers (1p Swedxsh) may be obtained free of charge from our De-

partment.
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11 SUMMARY AND DISCUSSION
11.1 Resumé of the experiment

The work described in the present report replicated an earlist
study (oscarson, 1986) which sought to determine the validity
of the 1983 version of the National Test in Enqlish ('Centraia
provet i engelska’), a general proficiency test used in the

academically oriented Upper Secondary School in Sweaen. The
experiment was an attempt at construc* - 'jidation of the test

(the corstruct being the sort o * . sh language ability
which native speakers possess).

The primary aim of the present rep .on was to aetermzwe
the construct valicity of a later version of the sganm mne test

{given in 1985). The method empioyed wasE a qu txtative

{statistical) analysis of the results obtained sy ; group of

native English stud.:ts who had been asked to take the test.
The assumption behiné the expertment was that educated native

speakers would be able to reach very hxgh §cores on an English

proficiency test which has claims to high validity. If the
students were found to have difficulty in responding ac-
curately to the test 1tems, this would consequently be inter-
preted as a eign of poor construct validity.

A secondary aim was to study results on opeh-ended items in
the test in order to assess somé aspects of the written pro-
duction skills acquzred ;y a random sample of students for

whom the test is designed. Thzs qualztative linguistic analy-

szs of answers was Of interest mainly because the sample could

be regarded as representative of the whole student population.

The native sampie consisted of 166 English students at a Sixth

Form cot: ege in Manchester. The average age of the students

793
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was 17; ard they were pursuing studies for O L. * A Level

examinations in various subjects. The sample c:presented a

cross-section of the student population in respect of aca-

demic and lznguistzc abilities (i.e. students of below as well

as above average abzlitv were represented)

The Swedish group consisted of a 10% random sample of the tc-

tal population of 34;000 students that took the test zn 1985

analysis of the productive skills a random sub-sample of 176
students was used.

The test consisted of sub-sections measuring ~ partly ais-
ereteiy and partiy conjointiy - voeebuiary, grammar, readzng
comprehension, and Iistening comprehenszon, as well as lan-
guage notions and functions:. Both reeeptive and productive
skills were assessed: The total number of items in the test
was 100 (- total number of points ewerded)

The netivé etudents eehievéd significently hi er _Bcores on

all parts of the Eéiti??éépﬁ one (a reading téet); Cn ave:rage,

they were cortect on B3% of the test items. The average Swed-

ish &score was 61&. The high native score was taKken to warrant
the concIusion €hat the test is a valid measure of Eninsh

1§ﬁ§us§e proficiency. The canclusion was reinforced by the

"elite group of native students.

A fiirther major result was that the component parts of the
test functionel qnuite dszerently with regard to discrimina-
tion between native and non-native ability. <The Vocaoulary
Test (1:1) was the most sensitive of the six sub-tests, a2 the

proportions of correct responses showed: the nati'ss here
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scored their highest average (92% correct); the non- natives

their lowest (Sdi correct). The figures were about .the gsame in
the first stuay (carried out in York).

The most remarkable find appzered in the Reading section; in

sub-test 2 1 (the long text). In conspicuous contrast to the

situation in Ehe Vocabulary Test, the English students here

recorded EheIr lowest average while the Swedish students re-
corded theii highest. The result was that the two groups did

noE alffer at all in terms of tes( scores. (There waE & very

A surpr;slngly small difference was also obtained in the Lis-
Een;ng Comprehension Test. The native students were onIy some
15% béEEer than the non-native students. It was concluded Eﬁ £
th;s is hardly a fair representation of the actual differsnce

in abllity to understand spoken English.

Eﬁériéﬁéiﬁiﬁg sub-tests displayed mutually similar (ar< avei-
age) result patterns.

*egafésrtﬁe secondary aim of the study (investioation of
ish students’ English language skills in absci. = terms),

it was féﬁhd that there was very little correspond ~e& between

give and non-native performance across items. Th- & may sig-
nify a difference in the structure of skills betwe-: the two
groups. Certain problems, notably 1tems invoIv;rg idlomatzc

Xpressions, were disproportionately more difficsit for non-
atives than for natives.

m

n

fndwieége of glish structures was rather uneven in the Swed-

sh jvoup, i.¢. certain areas were mastersd very well, whereas
stz Borel:aes quite basic ones) wars apparently not at a.l
uniz-  contro.. On the whole, however, grafmiar was somewhat
less of a problem than idiomatic phrases.

Attitudes towards the test were fﬁvéurable anong both English

and Swedish teachers. Englzsh teachers were impressed by the
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ilah level of r oficiency which the test content reflscted

an¢ noted that thr ise of 1aioﬁitic lariguage was not shied
away from. The cowj. s.&nsion parts were judged to be particu-

larly exacting and some concern was expressed that the tasks
Eequire preciserEEE of thouyht"™ and "logical thinking" as

well as exact understandin ng ¢% che English language.

Swadish teachefs, ééé' were 1n the maxn pleased with the test,
and the critical com ments were mostly on details. There was
ona very Berié 5 objegtion, however, and this concerned the
Listening Compre sension Tést; which was caﬁéiaétéd uﬁsuiESBié

noisy acting were the main compla‘nts lodged

11:3 Diséﬁééion aﬁé con clusions

In this part of the report, we :Ef§ t: picce together and
discuss some of the main strar . our research. We will not

repeat figuréﬁ and previous discussion, but frequent reference
will be made to relevant sections and tables in the foregoing

11:3:1 THe native score lavel

ﬁé'ﬁfﬁing £iTEt to the test scores (cf Table 2), let us con-
er the 7overa11 native performance level for a moment. It

migp; h§0é been expected, perhaps, that the English st.dents
would have ECGtéd ﬁdbh éiééét té tﬁé ibbé éaiEéEE Eééﬁaﬁéé

5wedish students would thereby have been larger than it turncd
out to be. While this is a highly natural and plausxble hy-

pothesis, we must recognise that there are at least two fac-

tors that tend to work agaxnst the prriuct average score, no

matter how pro€icient the test-takers majy be: chance variation

(due to the occasional lack of attention; for instance) and

less than total understanding of - and famxlxérxty with -
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testling procedutes and instructions (and the intentions behind
them) .

Chance variation (due to faltering attention) may in the case
of native gpeakers result, quite simply, from boredom, because
the task is often not demanding enough. It may also, as WiEh
any other group of tecstees, result from external interference,

distracting noise and suchlike (a case in point being a
disturbance caused by "tree felling with & chain saw ... near
the classrcom" which was reported by one of the staff in
Manchester on one occ*sion). In brief, as Stern (1983) notes,
"while all nativa speakers possess communicative competence in
their first language ... they will at-time use the language

inappropriately and commit ‘faux pas’ or ‘drop bricks’
(p.345)". Therefore »sne should always, on this count alone,
take a little percentage off.the theoretically expected score

in order to arrive at the more realistic level which an ob-
vicusly over-qualified audience is likely to reach.

Furthermore, in an experiment like the present one, some al-
lowance must be made for the usually less than maximal oppor-

tunities that native subjects are offered for practice on the
ESEEiEﬁiSr types of task at hand. our Manchester students were

as well prepared for their job as one could reasonably expect,

but if they had had the same amount Oof previous experience
with relevant materials and routines as their Swedish counter-

parts they would undoubtably have advanced several rungs on

the 100- point ladder. (Host Swedish students will have been

given one or more trial runs with previous tests before they
sit for the real thing )

ﬁasfiy; there is also the question of the natural variation of
Iangaage prof;ciéncy, ie. even in native sampies. Not all
natives are able to ure Eheir Iiﬁgaiqe fIawIeEEIy. In view of
the level o the ﬁéét; i€ may be assumed that some of Ehe

Easks were genuIner difficult for some of the EngIIsh stu-~
dents.

Hh
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what the above discussion amounts to 15 the following. We
never expected the British youngsters to perform at the 100%
level on our English test. Our considered estimate was set
some 10% lower. However, as this figure only goes some way,
but not all the way, towards equating the expected performance
level and the level actually attained (83%), we have reason to
believe that there is still some scope for improvement as far
as test validity is concerned. Particularly in the area of
reading comprehension, this would seem to be a plausible as-
sumption.

1i.3.2 Reading comprehension
Reading comprehension is measured, directly; in sub-tests 2:1
{the long text) and 2:2 (ten miai-texts); and also; somewhat
more indi:ectly, in sub-test 1:2 (the xntégiatzoe Test).

Furthermore, although this is not explicitly stated or intend-

ed, reading skills come intu nlay in sub-test 1:1 (the Vocab-

ulary Test) and 3:2 (the Vocabulary-Grammar Test). Even in
sub-test 3:1 (the Listening Comprehension Test) a modicum of

reading comprehension is required in that the response options

in the test booklet must be read and understood before correct

answers can be delivered. Thus the ability to read and under-

stand the language is a most essential prerequisite for suc-

cessful performance in the test, and this is not at all uncom-

mon in a test of the kind we a are deaiing with here: ActuE;Iy.

it would be ver§ difficult to manage the testiﬂg Eask at hand
{which is quite formidabié) withouf making eﬁtéﬂﬁive use of
textual material: Haviﬂg sxid chat, we might add that reduc-
tion of the dégféé to which facility with written dxscourse
determines test outcomes wouId still seem o be a worthwhile
géaI to pursue, not Ieast in view of the 1mportance now at-
triboted €5 aucal-oral skills (and7117v1eyrof ~the fact that
the Nationsl Test sets a standard which has considerable
influence, for better or for worse, on the language teaching

scene).

98



O

ERIC

Aruitoxt provided by Eic:

Another aspect of test content that has to be considered in
this context i8 that of sampling: It i
that texts incluoded are un ivocal réerctions of reading
matter envisaged in the Cur 7cu1um,fand there can bé no doubt
that this {5 the case in the National Tests. All 5amples used
are very safﬂIy inside the boundaries of curricular specifica-
tions; only texts within a relatively limited and fairly well-

defined range of written discourse (typically, straightforward

is of course in principle a very good thing. Teachers and stu-
dents aIike can always rest assured that there will be no sur-
prise shocks in store for them in the way of unexpected types
of text and they can ronfidently prepare themselves for any
upcoming round of nationa1 assessments. All this is entirEly

The other side of the coin is that there is a great deal more
to reading compreiension than just the ability to comprehend
passages of narrative prose of a general and predictable kind.
That is, the construct of reading comprehension (cf chapter
2), as conceived of in our study, and probably as understood

by the general public, relates to the ability to interpret
written language in a wider sense, i.e. irrespective of level,
genre, style, topic, register etc. By comparison;, the goal of

reading compréhension in the Curriculum, emphasizing under-

actually rather 1limited. This circumstance has consequences
whxch should be borne in mind when the capabxlities of our

validity of the Readxng Test is being considered) Equality of

scores, which did occur in one case (cf Section 8. 2), can

hardly be taken as proof of comparable overall reading skills,
prec1sely because the tests do not measuré reading comprehen-
sion globalIy. The question of whether equal scores should be
taken as counter-evidence of test validity will be given some
attention below.
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The test which resulted in equal scores was the long text
followed by comprehension questions (2:1). This sub-test was
the hardest of all for the native students (while at the same
time it was the easiest for the non-natives, cf Figure 2). Not

even the most advanced native group, who had actually been

given extra incentive to do their very best (other students

having failed to perform up to expectations), managed to dem-
onstrate convincing ability (cf Table 3). As will be recalled

(cf Table 1), the York stuc"nts also found the long text (a

different one) troublesome. Obviously, English language com-

prehension in itself, at least not ordinary decoding skills,

which our native subjects unquestionably possess in ample

measure, will not suffice as a basis for excellent performance

on this test. What else; then; may be needed, and to what ex-

tent car the test be regarded as a valid measure of reading
comprehension?

The intention behind the comprehension questions is to gauge

overall understanding of text meanings (referred to by

Widdowson; 1983, as "indexical meaning ); while avoiding tasks

which require only superficial semantic deciphering of indi-

vidual words, phrases; and sentences (i.e: "symboiio meaning"

in widdowson’s terminology): This is im line with statements

in the Curriculum to the effect that. at the present stage of

language learning, concentration on attention to form in the

study of tekts shouid gradually giva way to more emphasis on
shoula be aesigned ifi EGeh & way that their solution can only
I gd at through & process of pérceiving and amalgamatxng
sets of contextual clues, rather than comprehending isolated
items of 1nformat1on. I1f we are successful in achieving this
aim; it follows that we are moving into an area where non-
language-specific variables such as deductive ability, back-
ground knowledge related to the topic (or knowledge of the
world), associative memory, reasoning etc become increasingly
important and where we, therefore, should expect a smaller

difference between native and non-native test scores. Indeed,
this is what happened in our experiments.

o
o
....
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However, as long as the English language is the medium of the
message, and as long as language-independent factors can only

explain part of, and never all of, the variance on our reading
test, we should hardly expect English and Swedish students to

perform on a par with each other. We must conclude either that

the English sample 1s motivationally or 1nte11ectua11y 1nfer1-

a measure of reading comprehension as it might perhaps have

been. In view of the fact that not even the highly intellec-

tual portion of the English sample (cf Section 8:3) managed to

reach a very high correct score leveI, and in view of the fact

that the York and Manchester studies convérged at the very

modest 70-80% level; the latter conclusion seems to be more

plausible than the former:

If the above assumption is correct; the next question to con-

sider is this: What can be done in order to improve the valid-

ity of the reading test? First of 811, it must be emphas:zed

that the overridiﬁg goaI aimed at, that of grasping the over-

all meaning of pieces of written disééﬁiﬁe, of comprehension

at =& deep Ievel, csnnét aﬁd shouId not be called into gques-
tion. It represents ultimate Ekills qﬁ great importance. On
the other hand, it wouId seem that the language component (to
the extent that i¢ may be separated from the generalized types

of abIl;tIeerreferreg to earlier) ought to be allowed to play
a moreé significant role. That is, if modifications of the test
type were to be contemplated, they ought to go In the direc-

tion of linguistically more demanding texts. Balancing this
measure, while gtill striving to emphasize sensitivity to
"pure"” comprehension, one ought to simplify the guestion ap-

paratus, e.g. by distinguishing more clearly between given
multiple choice options (if such a task format is used) there-

by avoiding distractors which are dangerously close to a cor-

rect answer. As it is now, the best test-taking strategy may

very well be to read the question and options first and then;

by a process of meticulous comparison and matching, find the

answer in the relevant paragraph. It hardly needs to be said
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that this type of behaviour has very little to do with reading

for overall understanding or for, say, literary apbreciation.

The simple logic of the point made is that a test of reading

comprehension should yield the suitable spread of results not

on account of the fact that the alternative answers to mul-

tiple choice questions are semantically or conceptnaily dif-

ficult to choose between, but rather on account of the fact

that the text (the language) is difficult to undérstand The

questions should in fact be worded in relatively simple terms,

and they should in any case be more éasily mastered by testees

who are, overall, more proticient than those for whom the test

is designed.

To end this discussion of the first part of the Eéséiﬁg com-

prehensioh section, we will venture the predicEIon that the
vaiidity of the test woo ldiiﬁé?éiéé if a greater diversity of

text types were pl y ed (within the confines of curricular
recommendations, of co ):7 The long text (of approximately
three pages) ﬁight for ample be replaced by two shorter ones

representihq differéﬁt genres or Eoplcs. In  all prgbab}lity(
5“?“, a measure would provide a better basis for reliable and
valid assessment of the skill in question.

2: 2) measures read;ng mote d;rect;y,rwhile at the same time
rather more superficially, than the first part. Judging by the
performance of the native speakers, as well as by the statis-
tics (cf ?able 2), the test is a valid one. It is also, one
might say, "coct-effective™ in that it is less time-consuming
than most other types of reading comprehension tests (e.g. the
type discussed above). The correlation with the first part
(2:1) 1is not particularly high (r = .59 in the Swedish group,
cf Appendix 6), which indicates that the two tests partly
measure different aspects of the tested skill. Taken together;
these facts provide strong support for retaining, and possibly
expanding, sub-test 2:2.
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11.3.3 Listening comprehension

The testing technique used in Ehe Listening Comprehension Test

is basically the same a5 in the long Reading Comprehension
Test, i.e. it involves muItiplerchoice questions on the con-

tent of a piece of discourse {Spoken discourse, naturally, in

the case of the former) Any weakness spotted in either test
is therefore 1ike1y to show up, at least occasionally, in the

other, and, a8 we have seen, the non—difference obtained on

obtained on the t,istening Test in York (cf Section 3.1). We

arsume; therefé re, that the conclusions drawn above concernxng
the Reading TE5E are, in certain respects, applicable to the

Listenxng Test as well. Thxs means, for example, that the

two groups of students is judged to be disproportionate to the

actuoal difference in ability to understand the language. In

reaiity, the natives and non-natives doubtlessly differ €o a
much larger extent, the reason being that the Listening Test
oniy measures -~ and this is ;:ardly a revelation to anycne con-
cerned - comprehension within quite narrow bounds of speech

élization (normally RP English in a generalized narrative
iode) and within which the Swedish students have haa most of,
in some cases all of, their aural training We must recognxze,
therefore, that the pleasing pxctu » of the Swedxsh students’
ability to understand spoken Engiish q i§§§ (York study) as
well as in 1985 (Manchester study), is at least partly an

effect of artificially "inflated" test results.

The resemblance between the readxng and Iistening tests, with
regard to structure as well as outcome, would seem to justify
the further parallel conclusion that rather more variation in
input (i.e. in Eé&ﬁééi of types of recordings used) would be
beneficial to test vaiidity Thius two separate sets of tasks,
instead of a sxngle ﬁnitary set, representing for example
British and aAm:rican English, or formadl and informal Englxsh,

or dialogue and descriptxve (or narrative) exposition; or some

other such pair of complementary linguistic representations;
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might be used in order to ensure more valid 1igtening test
results.

A further guestion worth considering; in view of the qreaE

importance attached in the Curriculum (1970, 1I1: p §65) to

practical language skills; is that of a possible expansion of

the number of tasks measuring listening comprehénsion At pre-

sent, listening accounts for a little more than & tenth of €he

total number of points availabIe, while readxng, wrxting,

knowledge of words and phrases; and relatesd skills, take up

all of the remaining points: Increasiﬁg the weight of Ehe

listening score does seem justified in this perspective. we

would suggest,; furthermore, if such a stép were to be taken,

that listcning tasks of a mini- ccntext type be used ile.

tasks analogous to the ones used in Ehe secund part of the

Reading Test (sub-test 2:2; cfi eecion 5.2): Theésé would then

measure understanding of réstrictéd uttéfances, or spontaneous
and immediate u nderstanding, and would sérve as a natural sup-

plement to the more searching and global type of questions

asked in the current test:

Finally, we will return for a momenE to the matter of suztable

speech séyies in s Iistening Lest at this level. As was noted
in Sectiong 8:2 and iarz,rthe Swedish teachers came down very
heavily on the present test, essentially because the language
used was ting eé with a Welsh accent.

1t is interesting, however, to look at the results and to cofi-
pare Eher record of the present test with that of the 1983
version of the test {cf FBection 2.1), which constituted a
straxgh;iorwa;d representation of "received pronunciation"
{(RP) deiivered at a pedagogically suitable rate of speech. 1In
1983, the Swedish LCT score 1leveli was on a par with; or
slightly above, the total average level. In 1985, the LCT
level was decidedly higher than the average level (which in
both years corresponded to 61% of the maximum score). That is;
Swedish students did in fact do better on the more authentic

(and much criticized) version of the test. Not surprisingiy,
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this was also true In the case of native speakers. In 1983,

the English group achieved a Iisten!ng comprehension score

which was way below cheir total average. In 1985, the native

LCT score was on the same level as, or even above, the total
average. Reliabilit] figﬁres were also hxgher in 1985 (KR20 =

.53, in the sSwedish group, as against .45 in 1983), which

means thac the 1685 version of the test yields more stable

{less inconsistent) results. On the other hand, the standa:cd

deviaticn was Iargér, ile. better, in the 1983 test but only
marginally 50:

Thus our research svidence speaks in favour of the more real-

istic t;be of Iistening comprehension materials that the 1985

version of the tzst exemplifies. Nonetheless we must of codtss
take very careful note of the sentiments voiced by practising

teachers: Aftar aIl, validity is but one important considera-

tion when decidxng on test content and format. Practicality,

feasxbiiity,rand suitability are others. Therefore, if rathet

more aathentic recordings were to be relntroduced (the Iikeli-

hood of this happening is not very strong at the maﬁent), bet-
ter ways of presenting them would certain]y have to be worked
out: RIIowing time for warm-up at the beginning of thg tape,
say 5 minutes, 50 as to give students a chance of gefting used

to, or tuned in to, voices, rate of speech. Eopic etc, would

seem to be a very important first step. Furthet experimenta-
tion (not as part of the yearly national assesgments, of
course) would be another vital measure Careful information
about facts and figures, as well as expianation of rationale

and objectives, would also be reqniréa
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11.4 Reoapitulation oZ some key points

BeIow sre recapitulated very briexly some of the key points in
this reporE ~References are to previous Sections providing

1; In an earlier validation study, carried out in 1983, native

Eﬁglish students obtainoed high scores on the National Test in
English. This ig8 a sign of test validity. (3.1)

i' éhe éﬁgiiaﬁ students were most successful on the Vocabulary

3. sSwedish students’ formal command of English was very vari-
able. Elementary vocabulary and grammar mistakes were not un-
common. The students’ functional conmand of the ianguage, as

shown in the comprehension sections, was comparuativeiy strong
(3.1).

4. Further investigation of the test, and of the proficiency

of Swedish studentg, wiais judged to be needed. (3.1; 3.4)

5. similar investigations of French and German tests were

undertaken in 1985. Both native French and native German stn-

dents achieved very high scores. The results testify to the
validity of the two tests. (3.2-4)

6. The native French students reached th:ir highest scores on

a dictation, and on tasks measuring grammar, vocabulary, and
phrases. Open-ended tasks in the latter areas, as well as

reading comprehension tasks: resulted in relatively Ilow

scores. {(3.2)

7. The native German students obtained their best results on a

test measuring grammar, vocabaiary, and phrases, &nd oh & test
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of listening comprehension. Theit teading comprehension score
was comparatively low. (3:3)

8. For Eéﬁtréi purposéé. the English validation waE repeated
in 1985, using a different version of the test and new groups
of native English &tudents (4-7). Again the native students
obtaived high scores (which confirms that the test is valid),
ard again their best result was on the Vocabulary test, where-
as they did no better than the Swedish students on the Reading

test whkich involved passage comprehension. (8.2)

9. In contrast; Swedish studentr achieved their highest score
on the Reading test, and their lowest score on the Vocabulary
text (8.2): English and sSwedish students’ average scores on
individoal ttems did not correlate well (9.2.8; 9.3.2). The
results suggest that there are significant structural differ-

ences rbetween the language skills of English and Swedish
students.

10: In tﬁé productive sections of the test (sentence com-
pletion), Swedish students had most problems with idioms and
certain points of grammar. (9.2.8; 9.3.11)

12. Although the test was found to yield valid scores, the

§ﬁtééﬁe of the study suggests that there is stiil room for
imptovements. (11.3)

13. 7here is a risk that the comprehension sub-tests measure

too narrowly in one respect (that of language represented) and

too widely in another {that of abilitiers rﬁquxred for ccmple—

tion of tasks). (11.3.2-3)

13. The validity of the ﬁéiaiﬁg test might increase 1f a

greater variety of texts was used as a basis for tssks, ana if

e linguistic level of the textual material was rsiged. Texts
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ought to be relatively difficult, gusstions relatively simple:
(11.3.2)

15. Likewise, the validity of the Listening test might in-
Creagse if more variation in respect of E§§E§ of ESEBEEings

was introduced. Increasing the number of listening comprehen~
gion tasks, as well as advancing authenticity, seams justi-
fied. (11.3.3}
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»C‘)TEBORGS UNIVERSITET

astitutionen for pedagogik

GOTHENBURG UNIVERSITY

Depariment of Education and

-Educational Research
Language Teachlng

validation of tests in

Research Unit

Manchestes 1985

INSTRUCTIONS

"
[~
E 4
»
x
o

INFORMNAT

Dear Colleague,

First of all we would like to thank you for your assistancé im this

i
vaiidaixon siuéy; The tesnna wxlI Se oF very great value to wus in our

AlM
The main aim of the assessment in Manchester is (o determine the average

performance level reached by native speakers in each of the sub Cests in
our national test in Engli ThIs waI heIp us esfabI sh the validaty of

our present testing procedures

INFORMATION TO STUDENTS

We would be grateful if teachers would infarm the students about the
purpose of the testing. The outcome will help us develop our naticnal

language tests in the right direction. Basxcally we want Co compa the

results obtnned by native speakers and th Te uIts obtamed by our own

target group. i.e. Iearners of Enngi' as a foreign language 1n the upper

secondary schooI ( sl.xth formers ).

We will be happy to send you individual results, as soon as we have done
the marking, if the students are interested. We will also be pleased to
answer any further questions about the assessment under the address above.
Fxnally we would apprecxate it very much 1f yeu waUId conivey our thanks the

students for t,hur w;llxngness to take part in this research.

\(airn\ Beibkiadress .- 119 Teleton B
x 3610 Frolundagatan 118 Nat 031-67 90 0C wnel [ 1Y . direkeval
M 26 MOLNDAL, Sweden Mialndal Int +46 31 67 90 0o
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THE TEST

The test is the 1985 version of the Natiohal Test in English which is taken
By all students in -the upner secondary school at the age of 17. Tne
function of the test (when used in Sweden) is to ensure comparability id
marks awarded in different schools throughout the country;

Sub-te3 o
TEST PAPER 1 ) 35 min

1 Vocabulary Test

2 Integrative Test

TEST PAPER 2 35 min
Reading CoMProhsnsion TEEE;
Parts 1 & 2

Break 15 min

TEST PAPER 3 35 min
1 Listening Comprehension Test
2 vacabulary-Grammar Test
(The test also contains an essay part but this is not included in the

times piven are thosé which Swedigh students are allowed for the
letion of each sub-test. English students will of course be able to

complete the tests, with the same degree of concentration, in less time

than our own students in Sweden.

The following materials are provided:

120
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“INFORMATION AND INSTRUCTIONS"
TEST PAPER 1
TEST PAPER
TEST SAPER

SOUND TAPE [Open reel or cassettel

I N

w

! The test booklets are placed on the desks bBafore the students are 3ilowsd
into the room.

2 The students are asked to f1ll in their names etc un the front page of
th. booklet. (We need their names in order to be able to calculate
individual aggregates.) Students should not open their bookI&ts while

3 The teacher then gives the ollowing informaticn:
ThHe instructions for this test ar- i the bouklet. The answers to the
first tasks (Vocabulary Test) are to be given in the numbered boxes at

the bottom of each page. The second part of the TEST  PAPER
(Integrative Test) consists of a text in which cartain words have basn
delsted and replaced with blanks. Your task s €6 insert the words

that have Béen deié(éﬂ;

4 When the students seem to be ready, or time iz up., the teacher hands out

TEST PAPER 2.

1 The teacher informs the students:
The test is in two parts. The instructions are in the bookist (TEST

PAPER 2). Write your answers in the first booklet (TEST PAPER 1, page
1)

2 After TEST PAPER 2 there is a break. The students leave the room.

@ 118
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TEST PAPER 3

-
[- 4l
r

1 It is very important that the listening comprehension tes

3 The students are asked to fill ir their names etc on the front page. ;hny

are aiso informed tﬁiﬁ the tasks in the listening comprehension cest are

4 Start the Eiaé recordes and listen to the first sentence. Aaiust the
volume. Rewind the tape. Tell the students that the instructions are on the
tape. Start the tape recorcer again.

In case of uhexpected dislurbance the tape recorder may be stopped. The
tape is then rewound slightly und started again.

S When the Listening Comprehansicn Test is over the teacher reminds the
students that they are supposed to transfer their answers to the boxes on
p.3. They are then asked to Jo par!. 2 (Yocabulary-Grammar Test) on p &.

6 Finally all test papers afe collected:

ONCE AGAIN OUR SINCERE THANKS TO YOU AND YOuR STUDENTS FOR YOUR KIND
COOPERATION IN THIS VALICATION STUDY.

DT Mats Oscarson ,
Coordinater of tha stody
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T NATIONAL BOARD UNIVERSITY

OF EDUCATION CF GOTHENBURG
SWEDEN

NATIONAE TEST

IN o

ENGLISH ‘ﬁ

FOR THE UPPER SECONDARY ScHooL, 1785

AND ANSWER SHEET FOR SUB-TEST 2
READING COMPREHENSION TEST, (P, 11)

SUB-TEST 1: INTESRATIVE TEST

NAME : S

ScHooL: _ -

COURSE OF STUDIES: —— — — — —
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1202-01

PART TWO: Integrative Test

I3 TmEtions

1. Studg The text and §ill sach blank with INE word.
2. Ang conthacted form; such as can't or it's, crants as ONE word:
3. Ty 2o L8 in all the blanks.

- eee® e s e ee e - e e e ee e e e® e e = - - - - e .-

 Kenneth and PameZa have knoun each oZick for a short time. They have
been t¢ the cinema together once ox fwice. The Last time they had a date.
Pan wds urrble to keep it and Ken waited for hea in vain: As soon aa szhe
could she phoned him and apologized; explaining why she hadn’t turmed up:
Now they have met again:

KEN: Tell me a 1ittle about vour family, Pam. For instance, what

your dad do?

1 . o )
PAM: He's an engineer: ilis job takes him all over the country, 7nd abroad

too, Sometimes, so he's hardiy at home. Mother
) 2
says it's like married to 2 saile:.

KEN: Yes; I can imagine:.:

PAM: Then again she says it _ ____ {ts advantages. You

never have a chance to get fed with a husband
5
who's only at home occasionallys. They're lin: a couplz of proper love-

birds when he 7 turn up. You'd think
- 6 - - — - - -
_ . . been married only z month instead of twenty
7

years...
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Of course ____ _ . ke Aiffircnt when sha hasn't got me

8
for company. Be a bit lonaly for ker then.

KEN: Are you Lhinking of A home, then?
E)
PKM:  Well; I suppose I shall one ————————— ; when I gat married,
10
i ;-:ean;
KEN: How old are y3u, Pam?
PAM I was sivcnteen last Chiristrms.
KEN: You're only a kid, Pam: You ——————— bé leaving your
1

mother for a whﬁe; will you?

PAM: Well, a girl's got to think about the future, — - -

12
she? Many a girl's got married and started a family .t eightean. Anyway,

how old are you, O1d Greybéard, if it isn't ] S

personal 4 guestion?
KEN: Twenty. And what sort of chap are you going to marry? Somebody 1ike
your dad _ — awdy most of the time?
- LE
PAM: No fear: I'1] want fiy husband to beé with e a1l the time and '

risk getting — of him;
- 15
KEN: Don't be too sure. You'c better wait - he turns up.
16

_ He might —— out to be a sailor or something:
s 17
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PAM: How Jo you krow he turned up already?
18
KEN: Ois;.. (Pause) Well; what are you doing out with me, then?

PAM: [ went out with you just to make Him jealous:

KEN: 1 see. New this future husband of — , is he a

great bij bloke?
pAM: Oh; I wocldn't say that: He's quite well-bailt, thcugh:
KER. Good _ __ #ighting, 1s he?
20
PAM: I should think he can take care of himself.

KE": Hmmm. (Pause) Well, good right then.
PAM: (Laiighs) Comé oii; Ken: 1 was only i} your 1:g.

21 S
KEM: Oh, I knew thut all the time, of course. 1 only pretended to be fooled.

PAM: Smart; you?
22

KEN: Immensely:
(A shont silence)

PAM: When I didn't turn up last night, dfd it oceur ——

you that 1 might have got held up somewhere?
KEN: It did cross my n .
o .
PA%: You didn't think 1'd made the date and then deliberately not turned

up; you?
25
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KEN:

PAM:

KEN:

PAM:

120201

It has been known - happen, you know.
26 B
Well; you don't know me very well if you think I could do a thing

1ike that.

Well; it's not —————— if we were old pals; it {t?
S , , 27

And when you tirned up with that Christine the other night..:

I certainly didn't want her to come; you know: Only I couldn't get

of her without offending her. Christine is

28
that, you know. She got it into her

29
that she was coming to have a look a you:

30
She said only stay with us for five minutes
' 31

Look, Pam, I didn't mean to tear her : pieces
- - 32 —
like that, you know; only all insinuations of
33
hers made me furious: I just couldn't telling
B 34
her exactly what 1 - of her. So when all that

35
happened and you didn't turn up last night, well, I just thought you

didn’t want to see me any more and you didn't like telling me to my

face.
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KEN:

1202<01|

And it wasn't that way at all! Doesn't it just show how misunder-

standings can come about?

wa?

1§ thene is time Left; go back and check goux TBWERS:
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PART TWO: Vocabulary-Gramiar Test

1. 1In each of the §ollowing 14 mini-texts there 44 a blank .indicating
that two or more wonds are miszing.

2. Study each text, and then pat in the missing wonds &0 that it
makes good densde and 48 cornect English.

3. As a nile, 2 - 4 words are enough to complete the sentence.
There should not be more than six.

1. JIM: This advertisement says that
the machine 1s "fool-proof".
What by that, Daddy?

DAD: That 1t's so simple that anybody can handle it;

even a fool:

2. As soon as I saw the new manager I thought

there was something familiar about him.

I knew before;
but I just couldn't remember where.

3. It's quite clear that Tom messed up the deal;
but he's learnt his lesson by now. I'm sure

mistake again;

1202-03
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LEN:

RON:

The damage is done
and S
in worrying about the consequences now.

That's easy for you to say.

If Jimmy had a lot of money, I'm sure

himsalf

DAVE:

ALAN:

a veteran car.

Have you asked your parents if you can go
mountain-climbing with me in Norway?

Yes, and I'm afraid 7

they - — ___ to go,
because they think it's too dangerous.

It's irritating that the boss refuses to discuss
our project.

Yes, isn't 1t? I've tried to o
make . mind

a couple of times; but he won't.

I'm awfully tied up at the moment, so I

can't help you.

Why didi't you say so yesterday when I asked you?
1f you had told me you were so busy,

1 else.
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9. TONY: Who looks after Marilyn when you're away?

MAUD: A friend f ours:

TONY: You don't use that baby-sitting agency?

MAUD: NG, Marilyn hates o
I by someone
she doesn't know:

10. ROBIN: The forecast says that
_ all over
the country tomorrow ana probably for the rest
of the week.

OSCAR: Oh dear; more rain! I was hoping for some sunshine

for a change:

11, LINDA: What a victory! e ought to ceiebrate.
BRIAN: Yes; restagrant
for a really good meal:

LINDA: That's an excellent idea:

12. HELEN: Simon is good at German.
DIANA: fluently?

HELEN: Oh; yes, you'd think he was a native.

13. JOAN: Have you seen a Film called “Total Eclipse"?

)
m
wy
wn

Yes; unfortunately.
IE’E —_— _ — _ ~—— seen.
I've never been 5o bored in a cinema.
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1202-03.

14

SECRETARY: j"v:é got to pick up my child at the nursery )
today. - leave
early?

MANAGER:  No, that's all right. Have a nice weekend.

SECRETARY: Thanks. You too.

1§ there 4s time Left; go back and check your answers.
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GOTHENBURG UNIVERSITY
Department of Education and

Educationa) Research

GOTEBORGS UNIVERSITET

Institutionen f5: pedagogik

Validation of Tests in Esalizh
Manchsiter 1985

>
]
»
m

O U ES T I ONN

””””” re ting in the sali-
dation ;;ﬁ;;iv;;ﬁi would answer the foIIowIng questions after the admin-

:l.strat:.on of the teit.

-
-
o
[ 4
o
b4
©
=4
»
3
m
Y
]
ey
«a
-
-]
c
U

2 How 1ong did it take the students to complete the test?

y kind of disturbance (or :ny other probIeml fhaf may have

3 Was thera any

affected the students’ performancol

¢ How would you characterise the groupi{s) in respect of academic and/or

linguistic ability?

5 What Is your opinion of £hs test itself (bearing in mind that its chigf
function is €0 33Je$s QTOUD Means)? Would you say that it is & valid

measare of furugn language skills?

THANK YOU VERY MOCH INDEED FOR YOUR VALUABLE HELP!
Postadress e Telelon I .o
Box 1010 - 139 Nat 031-67 9000\uel 03367 ..... ... direchrval

S-431 26 MOLNDAL, Sweden I +46 3167 9000

131

ERIC

Aruitoxt provided by Eic:



APPENDIX 5

Frequency Distribiution of Test Scores,
swedish Sample

¥




O

ERIC

Aruitoxt provided by Eic:

sk g .
ok i H
oot

50 wok
ol "
O =

E3RALPIPRSRAICHERL

BEAERAAN,

T

I L L A T TN TP L Pt e e e

Figuse-7 Frequency Distribution of Individual Test
Scores in che Swedish Sample (N = 3,409)
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Table7 Intercorrelations among Subtests and Total Score:
The Native Sample (N = 147)

151 152 2.1 2:3  3:1 3:i3  Total
1:1 Vocaoulary (18) 1.0 .44 .39 .36 .38 .38 .€6
1:2 Integrative (35) 1.0 .35 .35 .34 .57 .86
2:1 Read: Eompr 1 (12) 1.0 .47 .34 .31 .65
2:2 Read:Compr.2 (10) 1.0 .31 .32 .62
3:1 ListiCompr. (11) 1.0 .17 .54
3:2 Voc:-Gramm: (14) 1.0 .70

Total (100) 1.0

Table 8 Intéféé?iélatlons among subtests and Total Score:

1f1 182 2:1  2:3  3:i1 3:3  Total
1:1 Vocabulary (18) 1.0 .75 .60 .69 .50 .67 .87
1:2 Integrative (35) 1.6 .63 .67 .47 .79 .94
2:1 Read.Compr.l (12) 1.6 .59 .44 .36 .75
2:2 Read. Compr : 2 {10) 1.0 .48 .59 .80
3:1 List.Compr: (11) 1.0 .40 .60
3:2 Voc.-Gramm. (14) 1.0 .85
Tota (100) 1:0
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REPORTS FROM DFPARTMENT OF EDUCATION AND EDUCATIONAL RESEARCH,
GOTHENBURG UNIVERSITY

iS00 0282-2156

Available frof: Dept of Education and Educational Research;
Gothenburg University, Box 1010, S~431 26 M&lndal; Sweden

Reuterberg, S.-E. On comparing transition rate gains. 1985:01

Emarivelsson, I. & Svensson, A. Does the level of intelligence
decrease? A comparison between thirteen-year-olds tested in
1961, 1966, anc 1980. 1985:02.

Lybeck, L. Reseéarch into science and mathematics education at
Géteborg. 1385:03.

Lybeck, L., Stromdahl, H., & Tullberg, A. Students’s concep-
tions of amount of substance and its SI-unit 1 mol. A
subject didactic study. 1985:04.

Balke-Aurell, G. Testing testing methods. The Latin square

defign used in testing vocabulary by four methods: 1985:05:

Sandstrdm, B. 5tudies of the process of innovation in the
comprehensive school. 1986:01.

Lybeck, L. & Asplund Carlsson; M. Supervision of doctoral
students. A case study. 1986:02.

Oscarson, M. Native and non-native performance on a naticnal
test in English for Swedish students: 7 validation study:
1986:03,
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SKRIFTER FRAN AVDELNINGEN FOR SPRAKPEDAGOGIK

Best

Blles frdn Institutionen £8r pedagogik, GSteborgs univer-

sitet, Box-1010, 431 26 MOLNDAL -

1.

Oscarson, M. Engelska och svenska elevers prestationer
pd ett centralt prov i engelska. En validerings— och
utvErderingsstudie. Rapport nr 1986:02.

Ett f8rs¥k till validering sv det centrala provet i
franska 1985. Rapport nr 1986:05

af Ekenstam, N-H. Tyska elever och svenska tyskprov. Hur
klarar tyska gymnasister vAra centrala prov i tyska?

Oscarson; M. Native and Non-Native Performance on a
National Test in English for Swedish Students:
A Validation Study. Report No. 1986:03.

von Elek, T. Invandrares sprAkutveckling under SFI-
kurser. Rapport frAn ett kartl8ggningsprojekt

inon AMU. Rapport nr 1986:13.

LindLlad; T. Betyg och Centrala Prov i Engelska, Tyska
och Franska. Rapport nr 1986:14.
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