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WIIYU VKYB JACTYPHU

KHUPUII

@®aH, TeXHUKA Ba TEXHOJIOTUSIIAP IOTYKIapy acoCHia TabJIUM TU3UMHHHU HMCIOX KUJIMIIIA
JIaBp CHHOBJIApUJIAH YTraH WIFOp TaKpuOalapHH YpraHuml Xamja MUUIMNA Ba YMYMHHCOHUUN
KaJApUATIApHU 3BTUOOpPra oOJraH XojJa YIApPHUHT OKOPUM  OSTUIMUIMHUA  TabMHUHJAII
pakoOarOapomn Kaapiap Tal€piallHUHT MyXMM OMUIIM caHanamu. Amangaru [laBmaT Tabium
CTaHJApTJIapH, YKyB peka Ba (paH macTypiJapMHM TAaKOMUJUIAIITHPHUIN SXTUEKM XaM aHa Iy
MCTIOXOT/IAp HATHXKACH/A fo3ara Kenmu. XycycaH, Ys6exucton PecrnyGmukacy IIpesumeHTHHHHT
2012 iun 10 gexkabpnparu “Yer TMIUTapHU YpraHUIl TU3MMHMHH SHA/A TAaKOMHJUIALITHPUII YOpa-
tapbupmapu Tyrpucuaa’ Tt [IK-1875-con kapopuna OenrunaHraH Basudanap WKPOCHHH
TabMHUHJIAM Makcaauaa “Onuil TabIuM Myaccacanapua 4eT THIUIApHHU YKUTHII TU3UMHUHU SHaJa
TAaKOMMJIJIAIITHPULL Yopa-Taaoupiap AacTypu” MIDIa0d YMKWJIraH OYnuo, yHjaa dyeT Tuiuiap 0yiinua
JlaBnar TabiaMM CTaHIApTIapH, YKyB pexajgapu Ba JacTypJapuHHM TaKOMUJUIALITHPHUIN Ba
O0ockuuMa-00CKMY VKyB KapaéHWra TaTOWK OTHII YCTyBOp Basumdanapman Oupu cudaruga
Oenrmnanrad. EBpona KenraumuHusar “Yer TUAMHU srajjaml yMyMeBpoNa KOMIIETEHLHUsIIapu:
Ypranui, YKUTUII Ba Oaxonanr’ TYFpUCUIArk Xy#OKaTha THJI drajulaira Kyiuiaaaurad tanadnap
Ba ME30HJIAp HTHOOpPra OJMHIAH XON/Ia Y30eKHCTOH Y3IYKCH3 TabIMM TH3MMHJA YeT THIUIAPHHH
YpraHUIHUHT AroOHa MakcaJ Ba Basuamapu OenrunaHud, yeT THIIapu OYiivua TabIMMHUHT
Oapua OOCKMYIapW OWTHUPYBUMJIAPH TaW€prapiuk napaxkacura Kyhduiaaguran JlaBimaT Tabium
CTaHAapTH Tanalnapu UIUiad YMKUIIU. YeT THIMHY drajiall qapaxalapyuHu Y3uaa akc STTUpPraH
MasKyp cTaHaapT Y3bekucroH Pecnybrmmkacu Basupmap Maxkamacuuunr 2013 jinn 8 maiinarn
“‘Uer Twmap OyHWWYa TAabIUMHHUHT Oapuya OOCKMWIApH OWUTHUPYBUMIAPUHUHT TalEprapiauk
JMapaxkacura Kyiuinaauran tanadmnap” tyrpucugard 124-connau kapopu OMIaH TacAUKIaHIu.

Ma3zkyp MeTomuk KypcatmManu wunuiad uukumga EBpoma KenranmuawHr “Uer TUIMHM
srajulaiml  yMyMEBpOIa KOMMETEHUHSUIApW: VPTaHWI, YKATUII Ba Oaxomanr TYFpUCHIATH
ymymabTHpod dTHiran xankapo Mebépiapu (CEFR — Common European Framework of
Reference) Ba V30exucron PecnyOIMKACHMHHHT Y3TYKCH3 TAabIMM TH3UMHA 4YeT TUIUIAPHH
ypranummra KydunaguraH Tajgabimap 9IbTHOOpra OJMHAM. YHJAA 4YeT THJIMHUA VKATHUIITA
UXTHCOCNIAITAaH TabAUM WYHaIMIDIapd OWTHUPYBUMJIAPU OJMI TabIMM MyaccacaCHIard TYpT
WMJUIMK TaxCWJlapu HUXOSICHAA YypraHraH d4er Tuiau Oyitmya Cl pgapakaHu srajuianuviapu
MUHUMYM cuparnaa Oenrmnald xywnradn. lyHuHraek, TakoMuimammupuiarad JlaBiaaT TabauMm
CTaHAapTIapyuaa TanabalapHUHT Tal€prapiuk napaxacu, OWIUM, Majlaka Ba KYHHKMalapura
Kylrraguran Tajnabiap xamaa TYpOII OJIMM TablIMM Myaccacalapy MyTaxacCHCIapu TOMOHUIAH
OvMpuIIrad TakmMduiap HHOOATra OJTMHTaH

M oy THMHI MaKCaIM:

“Tun ypranyBuumHuHr Owaumunu CEFRra acocianud ©6axonam”™ MOTYJIMHHHT
MAaKCaaM: TeAaror KaJapiapHU KalTa Tailépraml Ba Majaka OLIMPHUII KypCHU THHIJIOBUMUJIAPUHU
YMyMmeBporia TH3UMH JapaxalapuaH camapaid (oiiganaHui, 4YeT THJIM YKUTYBUMJIApU Ba
VKyBUMJIapUTIa, XaMJa 4YeT TUJIuJaH OWJUM JapakacMHM Oaxojall MyamMmojapu OuiiaH
HIyFyJUlaHyBYMIIapra €paaMm Oepuil, Oapya eBpomna TUIUIApU y4yH KaOyll KUJIMHTaH VKUTHUII Ba
0axoJiann METOAMKACUHY TaKIUM DTHIIL

MopyauHuHr Bazudacu:

e bunmumun OaxomamHuHr YmymeBporna tu3umu (CEFR) Tua Ttabnumunma: yprasui,
VKUTHUII Ba OaxoJial,

e CEFR Tm3umuHn Y30ekuctoH PecryOnukachra OpHil KAIHITA OUJ KyHHKMalTapHH
HIAKUTAaH TUPHULLL

e TwiaHUM drajutam gapa)kacu Ba HaTH)KaJIapHU OaxoJlallHU YPraTHIIL



Moay/Hu y3iammrupuira Kyiujiagurad tajgadsaap
Kyrnnaérran narmxanap: TunnioBumnap “Tuia ypraHyBYMHMHI OMJIMMUHH
CEFRra acocianu6 6axoJam” MOIYIHMHU Y3TAIITHPUIT OPKAIA KyHHIard OMINM, KYHUKMA
Ba MaJjlakara sra Oyiamumiap:
TuHrI0BYM:
e bBunmumun 6axonammuHr YMymeBpona tu3umu (CEFR) Thi TaonuMua: ypranui, YKATHII
Ba OaxoJiarr,
e CEFR tusumuHn VY30exucTon PecrmyOmukacura >KOpHil KWJIMIN, >KOPHIl KUJIMINATH
MyaMMOJIap Ba yJIapHH XaJ dTHUII HYIUIapu;
e TwiHM srajiam gapaxacu TH3UMH, YMyMHH IIKaJlacH Ba HaTH>KalapHU OaxoJalr,
o VKUTHIHUHT acoCHH KyHHKMAIApH: KO TYIYHHUIL, E3MIL, THHIIAO TYLIyHHII Ba TATHPHII

MoayaTHMHT YKYB pekajaru 001Ka MoayJiap OujiaH OOFJIUK/IUTY BA y3BHINJIUTH

Moxyn MasMyHH YKyB peskanard “Ys6ekucron PecriyOmukacu ITpesunentuauHr 2012
fiun 10 gexabpumaru “Uer THIApHHU YpraHWUII TH3MMUHH SHAJAa TAaKOMUJUTALITHPHII 4opa
tagoupmapu Tyrpucuga”’ [IK-1875-conmu Kapopuman kenmu® uwmkaauran Basudanap”,
“Tectonorus acocnapu’, ‘“UHTerpamiammrad TUI KYHUKMQJIAPUHU PHUBOXKIAHTUPHUIT VKYB
MOJyJUTapu OuiiaH y3BUN OOFIIaHTaH XOJIJa MeJarorIapHUHT KacOUi Menaroruk Taiéprapimk
JapaxaCUHU OPTTUPUILTA XU3MAT KUJIAIHU.

Moay THMHT 0JIMH TabJIMMIATH YPHU

MopynHy y3nalTUpUIl OPKAId 4YeT TUIM YKATYBUMJIIAPUHUHI XaJIKApO CTaHAapTIIap,
xycycad, CEFR tusumu (bumumuun OaxomammuHr YMymeBporna tusumu) Ba CEFR typmu
MamuiakaTiap €ku Oup MamiakaTaard TypJiM YHUBEPCHUTETNIAp, KOJUIeKIAp Ba MakTaOlapuaard
VKyB JacTypiapy, MYTaXacCHUCIAPHUHT TaWEprapiiuk napaxkack Ba Oaxoyaml THU3UMIIApUHU
Kuécnamnmra A0oup KacOuii KOMIETEHTIMKKA 3ra OYaaumap.
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(Performance-based, portfolio, journal, self- and ) 2
peer assessment, c-tests, computer graded)
12 | Baxonam meb3ommapu (types of rubrics ) ) 2 2
Kamu: 28 | 24 24 4




AMAJIMA MAIIFYJOTJIAP MAB3YCH BA MASMYHH

1-maB3y. Bumumun 6axonammuar Ymymespona tusumu (CEFR) T Tabmumuaa: Ypranum,
VxkuTu Ba 6axomnamt (4 coar)
Pe:xa:
1. “PunuMHM GaXONAHUHT YMyMEBpONA TU3MMHU THJ TabIAMUJA: YPraHMIIL, YKATHII
Ba OaxoJianr’ HUHT MakcaJl Ba Basudamapu
2. Tawmum xapaéauna CEFR nan ¢oiinananuin
3. CEFR wme3onnapu

bunuvan  OaxomammuHr ymym OBpona tusumu (Common European Framework of
Reference, CEFR): ypranum, yxkutui, Oaxonail Oy — XOpPMXKMH THIUIapaa OMIIMM JapakKacHHH
aHUKIam TU3UMU OYnmmuoO, DBpoma Urtudokuma Thi KYHUKMadapuHW OaxONAIHWUHT MUJUTHN
TU3MMUHU spatuin Makcaauaa CEFRia ¢oiijananummy TaBcust KUITUHIN.

2-maB3y. CEFR tusumunn Y36exucton PecnyOnukacura sxopuit kununi-/laBiar Tapnum
cranjaptu (4 coar)

Pe:xa:
1. YMyMeBpona KOMIIETEHIUSUIAPU - Ha3apuil Ba METOJOJIOTHK acociiap
2. CEFR neckpunrtopnapu
3. Ta"Hkuau# TaxJIUII

Typnu OGaxonam TU3UMIIApUHU KUECTAII XaKUJa TaXMHUHUM TacaBBypra sra OYmuin
VIyH KAWHMAa >KoWnammaH jxanBaira kapaumHru3 mymkuH. [ELTS Ba TOEFL 6omka
MaKca/UIap ydyH WIDUiad YMKWITaH mpodeccronan Oaxosam tunura mMancyo 0ynmu6, CEFR
Tanabujgard YKyB KypcH €KM JaCTypHUHT aCOCMHHU TAIKUJ KUJIa OJIMAaciIuKIapura bTHOOD
OepHHT.

CEFR nuHT cxemacu 6 napaxara OynuHraH. Xap Oup qapaka Kyn HapcaHH Y3 MUHTa
KaMpa6 omamu. HaTmka SKKOJN Ky3ra TAUDIAHWIIM YdyH (aifHHKca, Y30CKHCTOH TabIHM
TU3UMHU OWiIaH Ku€ciaranja) xap Oup JapakaHu ydra 0ynuO KypcaTHIIHU TakIU{Q KAITaMU3.
Macanan, B2/1; B2/2; B2/3. bynna B2/1 mapaxacu B2 napaxaHuHT spMUaaH KAMPOFUHU
¥3 munra onmagu. B2/2 mapaxxacu B2 mapaxanwHr spMmugad kynuau, B2/3 sca B2 mapaxanu
TYIUK KamMpad oiau.

3-map3y. CEFR tusumunu V36ekucton Pecriybnukacura skopuii kunui-J{aBaaT TabauMm
crangaptu (4 coar)
Pe:xa:
1. V30eKHCTOH TabIMM TH3MMHIA CTAHJAPTIAPHU TATOMK STHIIL YPraHMIIL, YKUTHII Ba
Oaxounai
2. V36ekucTon PecryGlIMKacH TabINM CTAHIAPTH
3. CEFR tusuMunu Y30eKUCTOH Pecnybnukacura TaOMK STUIIT
‘Uer TWiUTap Y4YyH XalKapo CTaHjaapTiap’ TUIHUHT OSTajUlaHTAHJIMK Japa’kacHaard
tacHudyiapra TeTMIUIA Oynumm MyMKuH. by TacHmdmapra xapa® 3apyp YKyB nmacTypiiapu Ba
6axomnam TH3MMH M6 unkunagn. Ys6exucton PecrmyGnukacuna CEFR TusuMuzan eBpoma
TWUUTAPDUHU OWJIMII JapaKacCHHHW Oaxojialiia acoCHii MEO30H XaMia YpPraHWI, YKUTHII Ba
Oaxomam MeToaukacu cudatuaa GoigalaHUIHN TAaKTH( dTHIIAIN.

4-maB3y. TunHu srayam gapaxanapy Ba yHUHT y3ura
xoc xycycusitnapu (4 coar)
Pe:ka:
1. Yer TUIMHM drajuTaraHINK JapaXKaCHHUHT Y3HTa XOC XyCyCHUSITIApH Ba HOMJIAHHUIIH

6



Tunany sramnam napaxacu TU3HMU

TuiHY sramiam napaxaiapu-yMyMHUH IIKajia

4. VKMTMIIHMHT acocHil KYHMKMAlapM: YKHO TyNIyHMIL &3MIL, THHIIA0 TYUIyHHII Ba
TalTAPUIIL

5. TunHuM srajuiam Japakacl Ba HaTH>KaJdapHU Oaxosali

wmn

CEFR Tu3uMuHMHT acocuii BasudamapugaH OWpHU CTaHAAPT, TECT Ba HMMTHUXOHJApra
MYBOGMK HYeT THJUIAPHU JTajljall JapaxanapuHu TacHUGnamra épaaMm OepuiyiaHn ubopaTaup.
By Hapca cepTHUKATIAMHUHAT TYpJId TU3UMIAPUHUA KUECITAHNA OCOHIATHPAIN.

5 MaB3y Mananusarnapapo komnerenuus tymyHndacuiuHr CEFR tusumuna tyrran ypuu (4
coar)
Vpranum, —YKuTHID Ba Gaxonaml YKUTYBUMJIAD Ba YKyBUMIAp HMIIMHUHT XAMHIIA
yambapyuac OOFIMK KUCMHIUD.
Makcaa. Y36exucTonia 6apyaHy MHIIN3 THIMHU YPraTHIITA Kaa0 STUIIAH MAKCAJ - y3ITyKCH3
TabJAUM TU3UMHHUHT OUTHPYBUMJIAPH YUYH SXUMPOK WII JKOMMHU TONULL, VKUIIHU JaBOM
STTUPUII €KUM WIMMH CAJIOXUSATHHU KEHTAWTUPHUIL, WHIVIM3 THJIMJA MYMKUH KaJgap JpKUH Ba
pogecCHOHAI MYJIOKOT KHJIA OJIMLUIApUra KyMaKIallIyiup.

6- maB3y. TuiHUM srajutam Aapaxacu TU3UMH, YMyMHH IIKajJacu Ba HaTHIXKAJIAPHH TypIU
Oaxonam ycymiapu (4 coar)

Maskyp craHgapT acocua 4eT (MHIJIHN3, (ppaHily3, HeMuc Ba OOIIKa THIIAp) TUIUIAPH
Oyiinya TabJIMM Myaccacacu XyCyCUSITJIApMHU MHOOATra OJIraH X0J/1a JaBjaT aTTeCTalusICcu
y4yH Ha3zopaT-0axoJall KypcaTKuwiapu, YKyB JacTypiap MIUIa0 YMKWJIAAW Ba TETUIIITH
Ba3UPIIMKIAPHUHT OyipyKiapu OuiIaH TaCIUKIaHAIN.

7- maB3y. TuiHM draiiann qapakacy Ba HaTH KalapHH Oaxonammu ypratui (2 coar)

CEFR  nyné Oyiina® KeHr TapKaliraH XOPHKHMH THUJ TabIMMUHUHT MEbEpIIapuiaH
oupunup. lllyHu Tapkuuialmn Kepakkd, y THUJ MYTaxaCCHUCIApUHUHI MaKCaJAuHU Oenruinad
Gepmaiian. YKyB JacTypaapd XaM, THIHHM 6aXoiaml TH3UMH XaM yaap (oiiIaiaHuIagurag
MYXUT Y4yH TY3WIHMIIM Ba MOCTAIUTHPUIIUIIM KEPAK.

CEFR T1ypnum wMamnakaTiapgard OJMH  TabIMM — Myaccacayiapd, KOJUIGKIAp Ba
MakTabjaapujary YKyB JacTypilapd, MyTaxacCHUCIApHMHI Talléprapiuvk aapaxkacu Ba Oaxosain
TU3MMJIAPUHU KUECTAN YUyH HIIOHAPIIHN YCYNT XUCOOIaHaIH.

CEFR rtymyHyacuHUHT Tabpudura kypa JIyHE OVilmua JUCOHUN CAJOXUSATHUHT
0axoNaHUIIMHY Kyiuaard 1- skaaBanaa KypuIl MyMKHH:

AJJABUETJIAP PYUXATH

1. O6Hl€eBpOHeI7ICKI/IC KOMIICTCHIUHUHW BJIAACHUA HWHOCTPAHHBIM  S3BIKOM: H3YUCHUC,
npernojiaBanue, omeHka / JlemapraMeHT COBpEeMEHHBIX s3bIKOB Jlupekropara 1o
obpaszoBanuto, kyiabType u crnopty Cosera Eppombr; [lepeBoa BwimosHeH Ha Kademape
CTHJIMCTHKH aHTHiickoro si3bika MIJIY mox o6mt. pen. mpod. K. M. HpucxanoBoit. — M.:
Wsn-so MI'JTY, 2003.

2. CEFR Guide6ook at Common European Framework of Reference for Languages.
WWW.COe.int.

3. Manual at Manual for Relating language examinations to the CEFR
www.coe.int/.../Manuell _EN
4. The Association of Language Teachers i FEurope (ALTE) has estaOlished a six-level
framework of language examination standards.


http://www.google.co.uz/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&ved=0CCsQFjAA&url=http%3A%2F%2Fwww.coe.int%2Ft%2Fdg4%2FLinguistic%2FCADRE_EN.asp&ei=4zjAUPHKD8mC4ATdkYGwCg&usg=AFQjCNHh6jwj7T_4ST0rWjHlpRONqcfAIQ
http://www.coe.int/
http://www.coe.int/t/Dg4/Linguistic/Manuel1_EN.asp
http://www.coe.int/.../Manuel1_EN

5. Mapping the TOEIC and TOEIC bridge Test on the Common European Framework of
Reference for Languages

6. Mapping TOELF ibT on the Common European Framework of Reference
7. Common European Framework of Reference for Languages


http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages

AMAJIMIA MAIIFYJIOTJIAP

1-map3y. CEFR tusumunu Y3oexucron Pecny6inkacura skopuii Kwinm-J{aBjiaT Tabaum
cTanaaprtu (2 coart)

Pe:xa:
1. V30eKHCTOH TabINM TH3MMHTA CTaHJAPTIIAPHU TATOWK JTHIIL YPTaHWII, YKUTHII Ba
Oaxo:aril
V36exucTon Pecnybiaukacy TabIuM CTaHIAPTH
3. CEFR tusumunu Y30eKuCcTOH Pecnybnukacura TagOouK STUII

N

‘Uer TWiutap Y4YyH XalKapo CTaHjaapTiap’ TUIHUHT OSTajUlaHTAHJIMK JapaskacHard
tacHudyiapra TeTMIUIA Oynuimm MyMKWH. by TacHudmapra xapa® 3apyp YKyB nmacTypiiapu Ba
6axomnam TH3MMH WA ynkunagn. Ys6exucton PecrmyGnukacuna CEFR TusuMuzan espoma
TWUUTADUHU OWJIMII JapakKacMHHW Oaxojalya acoCHii MEO30H XaMia YpraHWIl, YKUTHII Ba
Oaxomamr MeToaukacu cudatuaa GoaaTaHUIHN TaKTH( dTHIIAIN.

2-maB3y. TuiaHM 3rajuian Japakajapyu Ba YHHHT y3Ura xoc xycycusitiaapu (2 coar)

Pe:ka:
1.Yer TUNMHM 3rajUTaraHJIvK JapaXaCHHUHT Y3UTa XOC XyCyCUSTIapy Ba HOMJIAHU I
2. TunHM dranman gapaxxacu TH3UMHU
3. TunHM srayman gapaxaiapy-yMyMHAN [IKaia
4. VKATHIIHMHT acoCHil KyHHKMANapu: YKHO TYIYHHINL, &3WIIL, THHIIAG TYIIYHHII B
ralypuILL
5. TunHM rajman Japakacu Ba HaTHKaJIAPHU OaxoJiall

CEFR Tu3uMUHUHT acocuil BasudamapuiaH OUpH CTaHIApT, TECT Ba HMTHXOHIApra
MyBO(MK HYeT TWJJIAPHU Arajulall JapakajapuHu TacHudmammra €pnaM OepuiiaH udboparaup.
By Hapca cepTHUKATIAHUHAT TYpPJIU TU3UMIAPUHUA KUECIAIHHA OCOHIATHPAIHN.

3 maB3y Mananusitiiapapo komnereHuus tymyHyacuiaiuar CEFR tusumuaa tyrran ypuu
(4 coar)

Vpramum, YKUTHI Ba 6axonaml YKATYBUMIAD Ba YKyBUMIAP MINMHMHT XAMHIIA
yambapyac OOFIMK KUCMHIUDP.
Makcan. Y36exucTonaa 6apuaHn MHIIH3 THIHHH YPraTUINra jKaa0 STHIIAH MAKCal - Y3TyKCH3
TabJIMM TU3UMHHUHI OUTHPYBUMJIAPH YUyH SXIMPOK MII >KOMMHU TONULL, VYKUIIHU JaBOM
STTUPUII €KUM WIMHMH CAJIOXUSATHHU KEHTAWTUPHUIL, WHIVIM3 THJIAJA MYMKUH KaJgap JpKUH Ba
pogeccCHOHaAI MYJIOKOT KHJIa OJIMLUIApUra KyMaKIallmIyiup.

ByHu KaHaail aMaJira onmpuim MYMKHH?
e Xap Oup YKyB pexacuHu XaéTUi MyJTOKOT Majakajiapu acoCUra KypHUIl OpKaJu.
e VKyBuMIap MHIIM3 THUIMAA HMMAa KWJIa ONMIUIAPHHM AHMKIA0,  ymapra »axoH

CTaHAapTJIapH acoCua WHININ3 THIKAaH (oilgamaHuIHN YKUTHII OPKaJIH.

Typnu Oaxonamn TU3UMIApUHM KUECHAIT XaKu1a TaXMUHUM TacaBBypra 3ra OYJIHII yu4yH
KUinIa JKounamran skaapanra kapammaru3 mymkuH. |ELTS Ba TOEFL 6omka makcammap
yuyH unuiad 4yuKwiIrad npodeccuoHan 6axosamni tumura Mancyo 6ymm6, CEFR tamabuaarm
VKyB KypcH €KU JaCTYpHHHT aCOCHMHU TAIIKWUJI KHJIa OIMACIUKIApUra Y6Tu00p OCpUHT.

. CEFR nuHT cxemacu 6 mapaxkara OyiawHTaH. Xap Oup Japaxka Kym HapcaHw ¥3
Wuura kampab onaau. Harmka SIKKON Kysra TalUIAaHWIM ydyH (alfHMKCa, Y30EKHCTOH
TabJIMM TU3UMHU OmiiaH Kuécnaraijaa) xap Oup mapaxanu yura OYnu0 KYypcaTUIIHHU Takaug
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Kitamu3. Macaman, B2/1; B2/2; B2/3. bynma B2/1 mapaxacu B2 mapakanuHr spMugaH
KaMpOFUHU ¥3 uuura onaau. B2/2 napaxacu B2 napaxxanuHr sipmuaad kynuau, B2/3 aca B2
JapakaHu TYIUK KaMpad onaiu.
e  V30eKHCTOH TaBINM TH3UMHHH XaM XACOOra oJiraH XOJia npodeccuoHaTU3MHU
OaxonanmHUHT OomKa Typrnapu: (Kyiinaa gakar TaXMUHUN KuEcTamn Oepuiarad XoJoc,
UMTHUXOHJIAPHUHT TYJIMK HOMH y9yH V1oBa KuCMUTa KapaHr. )

IELTS TOEFL (PB) TOEFL (CB) ?amb”dge CEFR Y 30exmcran
ests TabJIUM THU3UMHU
9 677 300 CPE C2/3 -
8.5 677 300 CPE C2/2 -
8 653 280 CPE C2/1 -
8 637 270 CAE/CPE C1/3
7.5 613 260 CAE C1/2 JloxTopiauk
7 600 250 CAE c11 Maructparypa 2-
KypC
65 575 233 CAE cip ~ Marmerparypa 1-
KypC
6 550 213 CAE B2/3 IV — GakanaBp
55 525 196 FCE B2/3 I1l- Gakanasp
5 500 173 FCE B2/2 II- Gaxanasp
45 475 152 FCE B2/1 |- Gakanasp
4 450 133 PET B1/1 ll- AL Ba Komnex
35 425 113 PET B1/1 ll- AL Ba Koiex
3 400 100 PET B1/1 I- AL Ba Komex
25 375 85 KET A2/3 9-cund
2.0 350 70 KET A2/3 8- cund
15 325 55 - A212 7- cund
1.0 300 40 - A212 6- cund
1.0 300 40 - A2/1 5- cund
- - - Al/3 4- cuad
- - - Al/2 3- cund
- - Al/l 2- cuud
Al/1 1- cund
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4- maB3y. TuiHM 3rajjiam fapakaci TH3UMH, YMYMHU# HIKAJAaCH Ba HATHKAJIAPHH TYPJIH

Tanaum
00CKHYM

Ymymuii
ypra
TabJIUM

Vpra
Maxcyc
Ba Kaco-
XyHap
TABLJIUMH

Omnii
TabJIUM

0axoJiam ycyJiapu

burupyBuniap YmymeBpona
XaJIKapo
CTAaHJAPTH
JAapakajiapu

9-cun( OuTHpYBUHIIAPH

UYer Tusuapra uxrucocnamnmaral akaJeMuK B1
TuIeinap OnTHpyBUMIIApU

YeT THIIapra MXTUCOCIAITAH aKaJIEMHUK
nuneinap OuTupyBunIapu (MKKHHYHU Y€T TUIIH )

Ounii TabIUM MyaccacaJapHHHHT
UXTUCOCIIMIH YeT TUIIH OyIMaran
(akynpreTiiapu OakamaBpuaT OOCKUYH
OUTHpYyBUMIIAPU

Onwuii TapIMM MyaccacaTapuHUHT
MXTUCOCIIMTH YeT TUJIM OYIIraH (axyibTeTiapu
OakanaBpuar 0OCKUYN OUTHPYBUUIAPH

(MKKWMHYA YT THITN )

Ounit TabIMM MyaccacaJapHHHUHT
UXTHCOCIIMTH YeT THIIH OyIraH (aKyIbTeTIapH
Marucrparypa 00CKU4M OUTHPYBUUIAPU

11

Hapaxa
HOMJIAHM I

Yer THIWHHA
VpPraHUIIHUHT
TasiHY Japakacu

Yer THIAHHU
YpPraHUIIHUHT
MYCTaKUJI
OOIITaHFUY
napaxacu

Yer TunuHU
YPraHUIIHUHT
MYCTaKUJI MYJIOKOT
Japaxkacu




Maskyp ctangapt acocuaa 4eT (MHIJIN3, (paHIly3, HEMUC Ba OOIIKA TUJLIAP) TUILUIApU
Oyiinya TabJIMM Myaccacacu XyCyCHSTJIapUHU MHOOATIa OJIraH XOJI/1a JIaBJiaT aTTEeCTAIlH ICU
y4yH Ha3opaT-0axoJaml KypcaTKuuwiapy, YKyB JacTypiiap MIUIa0d YMKWAJIAAW Ba TETUITH
Ba3UPIIMKIAPHUHT OyHpyKIapu OWIaH TacAUKIaHAIU.

5- maB3y. TWIHH 3rajiam Japa:kacu Ba HATH/KAJAPHH 0aX0JIAIHM YpraTuil

CEFR  nyné Oyiina® KeHr TapKaliraH XOPHKHH THUJ TAabIMMUHUHT MEBEpIIapuIaH
oupunup. lllyHu Tapkuuialmn Kepakkd, y THUJ MYTaxaCCHCIApUHUHI MaKCaJuHU Oenrunad
GepMmaiimy. YKyB macTypnapd XaM, THJIHH Oaxojall TH3MMH XaM yiap (oinanaHuiaauras
MYXUT Y4yH TY3WIMIIM Ba MOCIAIITUPUIIMIIM KEpaK.

CEFR T1ypau wMamiakarjiapiard OJUM  TabIMM  Myaccacajlapy, KoOJIJIeXIap Ba
MakTaOnapuaard YKyB NacTypiapu, MyTaxXaCCHCIAPHUHT Tal€prapiuk Japakacu Ba Oaxouari
TU3UMJIAPUHU KUECIAI YUyH HUILOHAPIU YCYJl XMCOOJaHaaHU.

CEFR TtymyHuacuHuHT Tabpudura kypa ayHE OYyiiMua JHCOHUN CATOXUSATHUHT
0axoNaHUIIMHYN Kyduaard |- skaaBanaa KypuIln MyMKHH:

Global CEFR TOEFL | Cambridge
scale General Level (CBT) ESOL Level IELTS Level
Proficient  [[C2|Advanced CPE IELTS 7-8
User C1| Upper-Intermediate ||233-270 | CAE/BEC/Higher | IELTS 6-7
go | Intermediate/Upper |, -, 5 5 |FCE/BEC IELTS 5-6
Independent Intermediate Vantage
User . PET/BEC
B1 | Pre-Intermediate 100-133 Preliminary IELTS 4
A2 | Elementary 40-85 KET IELTS 3
Basic User : Starters, Movers,
Al| Beginner - Flyers IELTS 0-2

Nm watmxacu cudartuga wiyHAad acociap SpaTUIAWKMA, yiapra TasHHO, Typiu
MEbEPJIApHU, YJIap OPKAIM SPUIIMJIAUIAH OTYKIApHU TYpJIM MUJUIMM MyxuTiapia Kuéciain
UMKOHHMATH maigo 0ynau. Tun ypranyBumiap ydyH 3apyp Oyiaran kymiad manakajapHu Kampad
onui Makcaauaa Oy acociap TETWIH pPaBHIIA KEHTAWTHPUIIAW, OSHAU ylap MyalsH VKyB
pekacu, MyailsiH YKyB (AOJUsATH Ba 0axoJiall TH3UMH YI9yH METOJIUK KyJlaHMa Oynu0 xu3mar
KUJIUIIA MyMKHH.

Jluconuii camoxusTIap OATH Japaxara TacHUQUIaHMO, Kyliuparn 2-)kajaBaijaa

V)

KYpCaTUIITaH:

C2 .

C1 Mykamman ¢oitnananyBun
B2 .

B1 Mycrakun (oiigananyBun
Al .

N bouwtanruu (oitnananyBun

Tunnu ypranysuunap Espona Kenranmuunr “Uer TiiMHM 3rajuiail yMyMeBporna
KOMIIETEHIIMSUIApU . YPraHuIl, YKUTHII Ba Oaxonanr’ TYFpUCHIATd YMYMYBTUPO( STHITAaH
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xankapo Mebépiapu (CEFR) OVitmua ypranran ver THILIApHHU OEITHIIaHTaH gapakaja
amaJjija KyJulail oJuIuIapy Ha3apAa TyTHIIaIu.
Tua kyHUKManapu MHTerpauusicu Oyiimya Kyiiuaarn OWIMM Ba KYHUKMaJIapHH
rajulali Iapr:
e THUHINIA0 TYIIYHMII, CY3TalMIN, YKUII Ba E3MII KYHHUKMaJapuHU axOopoT Kalyi
KWJINII Ba €TKa3UII YUyH aMalija KyJulaid OJIWILL
e QOenruiaHraH MaB3ynap Oyiinda cyx0ar onau® OOpHIN, KMUYMK POJIApHM YifHAII,
MyXOKamaylap YIOIITUPUIL, IIEPUKIMKIA €KUM KUYMK Typyxjaapra OYVIMHIaH Xosija
MIUTALL,
e MaB3yCM KHCMaH TAaHMII Ba TUJIHHHI MYpakkaOJIMK Japa’kacura Kypa TaHJIaHTaH
MaTHJIApHU, HIYHUHIJIEK ayTeHTUK aTepualapHy YKHUIL,
TUHITIA0 TYLIYHMIL, yiaapAaH amanja (oigamaHul
Mpe3eHTausIIap OpPKAIU V3 QUKpIapruHU aHWK 0a€H KUJIMIIL,
TUJIY YpraHUJIAETral MamJlakaT MaJIaHUSITH Ba Y3 MaJIaHUSITIApUHI
Ky ECTall Ba TAKKOCJIAI MaJaKaCUHU OLIMPUILL
y3ra MajaHuATra HUCOaTaH OAaFpUKEHIVIMK XUCJIATIAPUHN HAMOEH KUJIHILL,
TUHIJIA0 TYIIYHUIL, CY3JIalMIl, YKUII Ba €3UII KYHUKMAJapUHU YHFyHJIAIITHPraH
XONla TypJd  MaB3ynapra JOMp JIOWHMXa MIUIApUHU  Oakapuill OpKaIH
PUBOKIAHTHPHUIIL

6-Mag3y : buaumuu 6axonammunr Ymymespona tusumu (CEFR) tia rabammuna:
Yprauuui, yKuTum Ba 6axomnam (2 coar)
PEXA:
The Framework aims to be not only comprehensive, transparent and coherent, but also
open, dynamic and non-dogmatic.

Problems to be discussed
1. What the CEFR is ... and what it is not
2. A brief history of the CEFR
3. How to read the CEFR

Key words: CEFR, Descriptive Scheme, Coherence, Levels.

What the CEFR is ... and what it is not
The CEFR is a framework, published by the Council of Europe in 2001, which describes
language learners ability in terms of speaking, reading, listening and writing at six reference
levels.
These six levels named as follows:

C2 Mastery
Proficient user
C1 Effective Operational Proficiency

B2 Vantage

Independent user
Bl Threshold
A2 Waystage

Basic user
Al Breakthrough
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As well as these reference levels, the CEFR provides a ‘“Descriptive Scheme” of
definitions, categories and examples that language professionals can use to better understand and
communicate their aims and objectives. The examples given are called “illustrative descriptors”
and these are presented as a series of scales with Can Do statements from levels Al to C2. These
scales can be used as a tool for comparing levels of ability amongst learners of foreign languages
and also offer “a means to map the progress” of learners.

The scales in the CEFR are not exhaustive. They cannot cover every possible context of
language use and do not attempt to do so. Whilst they have been empirically validated, some of
them still have significant gaps, e.g. at the lowest level (Al) and at the top of the scale (the C
levels). Certain contexts are less well elaborated, e.g. young learners.

The CEFR is not an international standard or seal of approval. Most test providers,
textbook writers and curriculum designers now claim links to the CEFR. However the quality of
the claims can vary (as can the quality of the tests, textbooks and curricula themselves). There is
no single “best” method of carrying out an alignment study or accounting for claims which are
made. What is required is a reasoned explanation backed up by supporting evidence.

The CEFR is not language or context specific. It does not attempt to list specific language
features (grammatical rules, vocabulary, etc.) and cannot be used as a curriculum or checklist of
learning points. Users need to adapt its use to fit the language they are working with and their
specific context.

One of the most important ways of adapting the CEFR is the production of language-
specific Reference Level Descriptions. These are frameworks for specific languages where the
levels and descriptors in the CEFR have been mapped against the actual linguistic material (i.g.
grammar, words) needed to implement the stated competences. Reference Level Descriptions are
already available for several languages.

A brief history of the CEFR

The CEFR is the result of developments in language education that date back to the 1970s
and beyond and its publication in 2001 was the direct outcome of several discussions, meetings
and consultation processes which had taken place over the previous 10 years.

The development of the CEFR coincided with fundamental changes in language teaching,
with the move away from the grammar-translation method to the functional /notional approach
and the communicative approach. The CEFR reflects these later approaches.

The CEFR is also the result of a need for a common international framework for language
learning which would facilitate co-operation among educational institutions in different
countries, particularly within Europe. It was also hoped that it would be provide a sound basis
for the mutual recognition of language qualifications and help learners, teachers, course
designers, examining bodies and educational administrators to situate their own efforts within a
wider frame of reference.

The years since the publication of the CEFR have seen the emergence of several CEFR-
related projects and the development of a “toolkit” for working with the CEFR. The concept of
developing Reference Level Descriptions for national and regional languages has also been
widely adopted. These developments and their associated outcomes will continue into the future,
adding to the evolution of the Framework. In this way the CEFR is able to remain relevant and
accommodate new innovations in teaching and learning.

How to read the CEFR
Throughout the CEFR book the emphasis is on the readers and their own contexts. The
language practitioner is told that the CEFR is about ‘“raising questions, not answering them” and
one of the key aims of the CEFR book is stated as being to encourage the reader to reflect on
these questions and provide answers which are relevant for their contexts and their learners.
The CEFR has nine chapters, plus a useful mtroductory section called “Notes for User”.
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The key chapters for most readers will be Chapters 2 to 5. Chapter 2 explains the approach the
CEFR adopts and lays out a descriptive scheme that is then followed in Chapters 4 and 5 to give
a more detailed explanation of these parameters. Chapter 3 introduces the common reference
levels.

Chapter 6 to 9 the CEFR focus on various aspects of learning, teaching and assessment$
for example, Chapter 7 is about “Tasks and their role in language teaching”. Each chapter
explains concepts to the reader’s contexts. The CEFR states that the aim is “not to prescribe or
even recommend a particular method, but to present options”.

V3unu y3u 6axosaum caBoLiapu

1. “BunMMHM GaXONAIHHHT YMyMeBpONa TH3MMH THJ TAbIMMHA: YPraHWIL YKATHLI Ba
Oaxonanr’ HUHT Makcaau HUMajaH nodopar?

2. CEFRuunr C1 Ba C2 nmapakanapu KaHJaid HOMJIaHaau?

3. CEFRuunr Bl Ba B2 napaxanapu kanmaii HominaHaau?

4. CEFRuunr Al Ba A2 napaxanapu KaHJaail HomiaaHaau?

5. CEFR me3onnapu Huma?
6. K¥yn tummnuk HuMara kepak?

doiigananuiarad agaduéraap pymxaru
1. CEFR Guide6ook at Common European Framework of Reference for Languageswww.coe.int.
2. Manual at Manual for Relating language examinations to the CEFR
www.coe.int/.../Manuell EN
3.The Association of Language Teachers in Europe (ALTE) has estaGlished a six-level
framework of language examination standards.
4. Mapping the TOEIC and TOEIC bridge Test on the Common European Framework of
Reference for Languages
5. Mapping TOELF ibT on the Common European Framework of Reference
6. Common European Framework of Reference for Languages
7. University of Cambridge ESOL examinations
8. british Councill EAQUALS Core Inventory (print pages 6, 19-36)
9.http//clients.squareeye.net/uploads/eaquals2011/documents/EAQUALS british Council Core
_Curriculum_April2011.pdf
10. http//en.wikipedia.org/wiki/List_of language proficiency_tests
11. http/Amww.english-at-home.com/grammar/relative-clauses/
12. http/Amww.amlanguage.com/en/courses/english-for-specific-purposes/
13. http7//specific-english.6logspot.com/2011/07 /assessment-in-esp.html
14. http//60gglesworldesl.com/cloze activities.htm
15. http//www.englishprofile.org
16. www.examenglish.com

15


http://www.google.co.uz/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&ved=0CCsQFjAA&url=http%3A%2F%2Fwww.coe.int%2Ft%2Fdg4%2FLinguistic%2FCADRE_EN.asp&ei=4zjAUPHKD8mC4ATdkYGwCg&usg=AFQjCNHh6jwj7T_4ST0rWjHlpRONqcfAIQ
http://www.google.co.uz/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&ved=0CCsQFjAA&url=http%3A%2F%2Fwww.coe.int%2Ft%2Fdg4%2FLinguistic%2FCADRE_EN.asp&ei=4zjAUPHKD8mC4ATdkYGwCg&usg=AFQjCNHh6jwj7T_4ST0rWjHlpRONqcfAIQ
http://www.coe.int/t/Dg4/Linguistic/Manuel1_EN.asp
http://www.coe.int/.../Manuel1_EN
http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages
http://en.wikipedia.org/wiki/University_of_Cambridge_ESOL_examination
http://clients.squareeye.net/uploads/eaquals2011/documents/EAQUALS_British_Council_Core_Curriculum_April2011.pdf
http://clients.squareeye.net/uploads/eaquals2011/documents/EAQUALS_British_Council_Core_Curriculum_April2011.pdf
http://en.wikipedia.org/wiki/List_of_language_proficiency_tests
http://www.english-at-home.com/grammar/relative-clauses/
http://www.amlanguage.com/en/courses/english-for-specific-purposes/
http://specific-english.blogspot.com/2011/07/assessment-in-esp.html
http://bogglesworldesl.com/cloze_activities.htm
http://www.englishprofile.org/
http://www.examenglish.com/

7-Mag3y: Common Reference Levels
Problems to be discussed

1. What the CEFR levels
2. Basic User

3 Independent User

4 Proficient User

Key words: _Levels,A1,A2,B1,B2,C1,C2

o Criteria for descriptors for Common Reference Levels
One of the aims of the Framework is to help partners to describe the levels of proficiency

required by existing standards, tests and examinations in order to facilitate comparisons

between different systems of qualifications. For this purpose the Descriptive Scheme and

the Common Reference Levels have been developed. Between them they provide a conceptual

grid which users can exploit to describe their system. Ideally a scale of reference

levels in a common framework should meet the following four criteria. Two relate to

description issues, and two relate to measurement issues:

Description Issues
A common framework scale should be context-free in order to accommodate generalisable
results from different specific contexts. That is to say that a common scale
should not be produced specifically for, let us say, the school context and then
applied to adults, or vice-versa. Yet at the same time the descriptors in a common
Framework scale need to be context-relevant, relatable to or translatable into each and
every relevant context — and appropriate for the function they are used for in that
context. This means that the categories used to describe what learners can do in different
contexts of use must be relatable to the target contexts of use of the different
groups of learners within the overall target population.
» The description also needs to be based on theories of language competence. This is difficult
to achieve because the available theory and research is inadequate to provide
a basis for such a description. Nevertheless, the categorisation and description needs
to be theoretically grounded. In addition, whilst relating to theory, the description
must also remain user-friendly — accessible to practitioners. It should encourage them
to think further about what competence means in their context.

Measurement Issues
* The pomts on the scale at which particular activities and competences are situated
in a common framework scale should be objectively determined in that they are based
on a theory of measurement. This is in order to avoid systematising error through
adopting unfounded conventions and ‘rules of thumb’ from the authors, particular
groups of practitioners or existing scales that are consulted.
» The number of levels adopted should be adequate to show progression in different
sectors, but, in any particular context, should not exceed the number of levels
between which people are capable of making reasonably consistent distinctions. This
may mean adopting different sizes of scale step for different dimensions, or a two-tier approach
between broader (common, conventional) and narrower (local,
pedagogic) levels.
These criteria are very difficult to meet, but are useful as a point of orientation. They can
in fact be met by a combination of intuitive, qualitative and quantitative methods. This is
in contrast to the purely intuitive ways in which scales of language proficiency are normally
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developed. Intuitive, committee authorship may work well for the development of

systems for particular contexts, but have certain limitations in relation to the development

of a common framework scale. The main weakness of reliance on intuition is that the
placement of a particular wording at a particular level is subjective. Secondly there is also

the possibility that users from different sectors may have valid differences of perspective

due to the needs of their learners. A scale, like a test, has validity in relation to contexts in
which it has been shown to work. Validation — which involves some quantitative analysis

—is an ongoing and, theoretically never-ending, process. The methodology used in developing
the Common Reference Levels, and their illustrative descriptors, has therefore been

fairly rigorous. A systematic combination of intuitive, qualitative and quantitative

methods was employed. First, the content of existing scales was analysed in relation to categories
of description used in the Framework. Then, in an intuitive phase, this material

was edited, new descriptors were formulated, and the set discussed by experts. Next a

variety of qualitative methods were used to check that teachers could relate to the descriptive
categories selected, and that descriptors actually described the categories they were

intended to describe. Finally, the best descriptors in the set were scaled using quantitative
methods. The accuracy of this scaling has since been checked in replication studies.

Technical issues connected with the development and scaling of descriptions of language
proficiency are considered in the appendices. Appendix A gives an introduction to
scales and scaling plus methodologies which can be adopted in development. Appendix
B gives a brief overview of the Swiss National Science Research Council project which
developed the Common Reference Levels, and their illustrative descriptors, in a project
covering different educational sectors. Appendices C and D then introduce two related

European projects which have since used a similar methodology to develop and validate
such descriptors in relation to young adults. In Appendix C the DIALANG project is
described. As part of a wider assessment instrument, DIALANG has extended and
adapted for self-assessment descriptors from the CEF. In Appendix D the ALTE
(Association of Language Testers in Europe) ‘Can Do’ project is described. This project has
developed and validated a large set of descriptors, which can also be related to the
Common Reference Levels. These descriptors complement those in the Framework itself
in that they are organised in relation to domains of use which are relevant to adults.

The projects described in the appendices demonstrate a very considerable degree of
communality with regard both to the Common Reference Levels themselves and to the
concepts scaled to different levels in the illustrative descriptors. That is to say that there
is already a growing body of evidence to suggest that the criteria outlined above are at
least partially fulfilled.

e The Common Reference Levels
There does appear in practice to be a wide, though by no means universal, consensus on
the number and nature of levels appropriate to the organisation of language learning and the public
recognition of achievement. It seems that an outline framework of six
broad levels gives an adequate coverage of the learning space relevant to European language
learners for these purposes.
* Breakthrough, corresponding to what Wilkins in his 1978 proposal labelled ‘Formulaic
Proficiency’, and Trim in the same publicationl ‘Introductory’.
» Waystage, reflecting the Council of Europe content specification.
* Threshold, reflecting the Council of Europe content specification.
* Vantage, reflecting the third Council of Europe content specification, a level
described as ‘Limited Operational Proficiency’ by Wilkins, and ‘adequate response to situations
normally encountered’ by Trim.
« Effective Operational Proficiency which was called ‘Effective Proficiency’ by Trim, ‘Adequate
Operational Proficiency’ by Wilkins, and represents an advanced level of competence
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suitable for more complex work and study tasks.

» Mastery (Trim: ‘comprehensive mastery’; Wikins: ‘Comprehensive Operational Proficiency”),

corresponds to the top examination objective in the scheme adopted by ALTE
(Association of Language Testers in Europe). It could be extended to include the more
developed intercultural competence above that level which is achieved by many language
professionals.

When one looks at these six levels, however, one sees that they are respectively higher and
lower interpretations of the classic division into basic, intermediate and advanced. Also,
some of the names given to Council of Europe specifications for levels have proved resistant
to translation (e.g. Waystage, Vantage). The scheme therefore proposed adopts a ‘hypertext’
branching principle, starting from an initial division into three broad levels — A, B
and C:

e Presentation of Common Reference Levels

The establishment of a set of common reference points in no way limits how different sectors in
different pedagogic cultures may choose to organise or describe their system of levels and modules.
It is also to be expected that the precise formulation of the set of common reference points, the
wording of the descriptors, will develop over time as the experience of member states and of

institutions with related expertise is incorporated into the description.

It is also desirable that the common reference points are presented in different ways for different
purposes. For some purposes it will be appropriate to summarise the set of proposed Common

Reference Levels in single holistic paragraphs, as shown in Table 1.

Such a simple ‘global’ representation will make it easier to communicate the system to
non-specialist users and will also provide teachers and curriculum planners with orientation
points:

In order to orient learners, teachers and other users within the educational system for
some practical purpose, however, a more detailed overview is likely to be necessary. Such
an overview can be presented in the form of a grid showing major categories of language
use at each of the six levels. The example in Table 2 (on the next two pages) is a draft for
a self-assessment orientation tool based on the six levels. It is intended to help learners
to profile their main language skills, and decide at which level they might look at a
checklist of more detailed descriptors in order to self-assess their level of proficiency.

For other purposes, it may be desirable to focus on a particular spectrum of levels, and
a particular set of categories. By restricting the range of levels and categories covered to
those relevant to a particular purpose, it will be possible to add more detail: finer levels
and categories. Such detail would enable a set of modules to be ‘mapped’ relative to one
another —and also to be situated in relation to the Common Framework.

Alternatively, rather than profiling categories of communicative activities, one may
wish to assess a performance on the basis of the aspects of communicative language competence
one can deduce from it. The chart in Table 3 was designed to assess spoken performances.
It focuses on different qualitative aspects of language use.

18



8-mam3y Tect Typiapu

Lead-in questions:

How many types of tests do we know?

What is the role of tests in assessing students?
What are the additional ways of labeling tests?

Types of Tests

The most common use of language tests is to identify strengths and weaknesses in students'
abilities. For example, through testing we might discover that a stu- dent has excellent oral
language abilities but a relatively low level of reading comprehension. Information gleaned from
tests also assists us in deciding who should be allowed to participate in a particular course or
program area. Another common use of tests is to provide information about the effectiveness of
pro- grams of instruction.

Placement Tests

Placement tests assess students' level of language ability so they can be placed in an appropriate
course or class. This type of test indicates the level at which a student will learn most effectively.
The primary aim is to create groups of learn- ers that are homogeneous in level. In designing a
placement test, the test devel- oper may base the test content either on a theory of general
language proficiency or on learning objectives of the curriculum. Institutions may choose to use
a well-established proficiency test such as the TOEFL®, IELTS™, or MELAB exam and link it
to curricular benchmarks. Alternatively, some place- ment tests are based on aspects of the
syllabus taught at the institution con- cerned (Alderson, Clapham, & Wall, 1995). At some
institutions, students are placed according to their overall rank in the test results combined from
all skills. At other schools and colleges, students are placed according to their level in each skKill
area. Additionally, placement test scores are used to determine if a student needs further
instruction in the language or could matriculate directly into an academic program without taking
preparatory language courses.

Aptitude Tests

An aptitude test measures capacity or general ability to learn a foreign or second language.
Although not commonly used these days, two examples deserve men- tion: the Modern
Language Aptitude Test (MLAT) developed by Carroll and Sapon in 1958 and the Pimsleur
Language Aptitude Battery (PLAB) developed by Pimsleur in 1966 (Brown, H.D., 2004). These
are used primarily in deciding to sponsor a person for special training based on language
aptitude.

Diagnostic Tests

Diagnostic tests identify language areas in which a student needs further help. Harris and
McCann (1994) point out that where “other types of tests are based

on success, diagnostic tests are based on failure™ (p. 29). The information gained from diagnostic
tests is crucial for further course activities and providing stu- dents with remediation. Because
diagnostic tests are difficult to write, place- ment tests often serve a dual function of both
placement and diagnosis (Harris & McCann, 1994; Davies et al., 1999).

Progress Tests

Progress tests measure the progress that students are making toward defined course or program
goals. They are administered at various stages throughout a language course to determine what
students have learned, usually after certain segments of instruction have been completed.
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Progress tests are generally teacher produced and narrower in focus than achievement tests
because they cover less material and assess fewer objectives.

Achievement Tests

Achievement tests are similar to progress tests in that they determine what a stu- dent has learned
with regard to stated course outcomes. They are usually administered at mid- and end-point of
the semester or academic year. The con- tent of achievement tests is generally based on the
specific course content or on the course objectives. Achievement tests are often cumulative,
covering mate- rial drawn from an entire course or semester.

Proficiency Tests

Proficiency tests, on the other hand, are not based on a particular curriculum or language
program. They assess the overall language ability of students at vary- ing levels. They may also
tell us how capable a person is in a particular lan- guage skill area (e.g., reading). In other words,
proficiency tests describe what students are capable of doing in a language. Proficiency tests are
typically developed by external bodies such as exami- nation boards like Educational Testing
Services (ETS), the College Board, or Cambridge ESOL. Some proficiency tests have been
standardized for interna- tional use, such as the TOEFL®, which measures the English language
profi- ciency of foreign college students who wish to study in North American universities or the
IELTS™_ which is intended for those who wish to study in the United Kingdom or Australia
(Davies et al, 1999). Increasingly, North American universities are accepting IELTS™ as a
measure of English language proficiency.

9-map3y baxoJsam Tamousiapu
(Validity, Reliability, Achieving beneficial backwash)
Lead in questions:
1. Have you ever vtaken a test?
2. Were you satisfied with the results of the test?
3. Do you think the test was reliable?

Key words: CEFR, Descriptive Scheme, Coherence, Levels.

The Cornerstones of Testing * Language testing at any level is a highly complex undertaking that
must be based on theory as well as practice. Although this book focuses on practical aspects of
classroom testing, an understanding of the basic principles of larger- scale testing is essential.
The nine guiding principles that govern good test design,e development, and analysis are
usefulness, validity, reliability, practicality, washback, authenticity, transparency, and security.
Repeated references to these cornerstones of language testing will be made throughout this book.

Usefulness

For Bachman and Palmer (1996), the most important consideration in designing and developing
a language test is the use for which it is intended: "Test useful- ness provides a kind of metric by
which we can evaluate not only the tests that we develop and use, but also all aspects of test
development and use™ (p. 17). Thus, usefulness is the most important quality or cornerstone of
testing. Bach- man and Palmer's model of test usefulness requires that any language test must be
developed with a specific purpose, a particular group of test-takers, and a specific language use
in mind.

Validity
The term validity refers to the extent to which a test measures what it purports to measure. In
other words, test what you teach and how you teach it! Types of validity include content,
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construct, and face validity. For classroom teachers, content validity means that the test assesses
the course content and outcomes using formats familiar to the students. Construct validity refers
to the "fit" between the underlying theories and methodology of language learning and the type
of assessment. For example, a communicative language learning approach must be matched by
communicative language testing. Face validity means that the test looks as though it measures
what it is supposed to measure. This is an important factor for both students and administrators.
Moreover, a professional- looking exam has more credibility with students and administrators
than a sloppy one. It is important to be clear about what we want to assess and then be certain
that we are assessing that material and not something else. Making sure that clear assessment
objectives are met is of primary importance in achieving test validity. The best way to ensure
validity is to produce tests to specifications. See Chapter 1 regarding the use of specifications.

Reliability

Reliability refers to the consistency of test scores, which simply means that a test would offer
similar results if it were given at another time. For example, if the same test were to be
administered to the same group of students at two dif- ferent times in two different settings, it
should not make any difference to the test-taker whether he or she takes the test on one occasion
and in one setting or the other.” Similarly, if we develop two forms of a test that are intended to
be used interchangeably, it should not make any difference to the test-taker which form or
version of the test he or she takes. The student should obtain approxi- mately the same score on
either form or version of the test. Versions of exams that are not equivalent can be a threat to
reliability, the use of specifications is strongly recommended; developing all versions of a test
according to specifica- tions can ensure equivalency across the versions. Three important factors
affect test reliability. Test factors such as the for- mats and content of the questions and the time
given for students to take the exam must be consistent. For example, testing research shows that
longer exams produce more reliable results than brief quizzes (Bachman, 1990, p. 220). In
general, the more items on a test, the more reliable it is considered to be because teachers have
more samples of students' language ability. Administra- tive factors are also important for
reliability. These include the classroom set- ting (lighting, seating arrangements, acoustics, lack
of intrusive noise, etc.) and how the teacher manages the administration of the exam. Affective
factors in the response of individual students can also affect reliability, as can fatigue, per-
sonality type, and learning style. Test anxiety can be allayed by coaching stu- dents in good test-
taking strategies. A fundamental concern in the development and use of language tests is to
identify potential sources of error in a given measure of language ability and to minimize the
effect of these factors on test reliability. Henning (1987) describes these threats to test reliability.
* Fluctuations in the Learner. A variety of changes may take place within the learner that may
change a learner's true score from test to test. Examples of this type of change might be
additional learning or forgetting. Influences such as fatigue, sickness, emotional problems, and
practice effect may cause the learner's score to deviate from the score that reflects his or her
actual ability. Practice effect means that a student's score could improve because he or she has
taken the test so many times that the content is familiar.

'« Fluctuations in Scoring. Subjectivity in scoring or mechan- ical errors in the scoring process
may introduce error into scores and affect the reliability of the test's results. These kinds of errors
usually occur within (intra-rater) or between (inter-rater) the raters themselves. ¢ Fluctuations in
Test Administration. Inconsistent admin- istrative procedures and testing conditions will reduce
test reliability. This problem is most common in institutions where different groups of students
are tested in different locations on different days.

Reliability is an essential quality of test scores because unless test scores are relatively
consistent, they cannot provide us with information about the abilities we want to measure. A
common theme in the assessment literature is the idea that reliability and validity are closely
interlocked. While reliability focuses on the empirical aspects of the measurement process,
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validity focuses on the theoretical aspects and interweaves these concepts with the empirical
ones (Davies et al., 1999, p. 169). For this reason it is easier to assess reliability than validity.

Practicality

Another important feature of a good test is practicality. Classroom teachers know all too well the
importance of familiar practical issues, but they need to think of how practical matters relate to
testing. For example, a good classroom test should be "teacher friendly.” A teacher should be
able to dewvelop, adminis- ter, and mark it within the available time and with available resources.
Class- room tests are only valuable to students when they are returned promptly and when the
feedback from assessment is understood by the student. In this way, students can benefit from
the test-taking process. Practical issues include the cost of test development and maintenance,
adequate time (for development and test length), resources (everything from computer access,
copying facilities, and AV equipment to storage space), ease of marking, availability of
suitable/trained graders, and administrative logistics. For example, teachers know that ideally it
would be good to test speaking one-on-one for up to ten minutes per student. However, for a
class of 25 students, this could take four hours. In addition, what would the teachers do with the
other 24 students during the testing?

Wash back

Washback refers to the effect of testing on teaching and learning. Washback is generally said to
be positive or negative. Unfortunately, students and teachers

tend to think of the negative effects of testing such as "test-driven™ curricula and only studying
and learning "what they need to know for the test.” In con- strast, positive washback, or what we
prefer to call guided washback, benefits teachers, students, and administrators because it assumes
that testing and cur- riculum design are both based on clear course outcomes that are known to
both students and teachers/testers. If students perceive that tests are markers of their progress
toward achieving these outcomes, they have a sense of accomplish- ment.

Authenticity

Language learners are motivated to perform when they are faced with tasks that reflect real-
world situations and contexts. Good testing or assessment strives to use formats and tasks that
mirror the types of situations in which stu- dents would authentically use the target language.
Whenever possible, teachers should attempt to use authentic materials in testing language skills.
For K-12 teachers of content courses, the use of authentic materials at the appropriate language
level provides additional exposure to concepts and vocabulary as stu- dents will encounter them
in real-life situations.

Transparency

Transparency refers to the availability of clear, accurate information to students about testing.
Such information should include outcomes to be evaluated, for- mats used, weighting of items
and sections, time allowed to complete the test, and grading criteria. Transparency dispels the
myths and mysteries surrounding testing and the sometimes seemingly adversarial relationship
between learning and assessment. Transparency makes students part of the testing process.

Security

Most teachers feel that security is an issue only in large-scale, high-stakes test- ing. However,
security is part of both reliability and validity for all tests. If a teacher invests time and energy in
developing good tests that accurately reflect the course outcomes, then it is desirable to be able
to recycle the test materials. Recycling is especially important if analyses show that the items,
distractors, and test sections are valid and discriminating. In some parts of the world, cul- tural
attitudes toward “collaborative test-taking" are a threat to test security and thus to reliability and
validity. As a result, there is a trade-off between letting tests into the public domain and giving
students adequate information about tests.
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10- maB3y. TecT Ty3uIll TeXHUKAJIAPU
Lead-in questions:
1. What are the common test techniques that you usually design to your students?

2. What are the common mistakes that teachers do?
3. How do you evaluate your students?

Part A: Find and fix testerrors
There are several pitfalls that can affect the quality of test design. Identify the errors in the
following items from this list of possibilities, then fix the errors.
e All of the above or none of the above is used as a distractor.
e Capitalization or articles are inappropriate clues to the correct answer.
e The blanks in afill-in or cloze are not all the same length — longer answers have longer
blanks.
The correct answer is either much longer or much shorter than the distractors.
The distractors are weak, so the correct answer is obvious.
The first sentence in a cloze has a blank.
The instructions do not match the task.
The letter of the correct answer is not randomly distributed in the different questions
(e.g., too many answers are C and not enough are A).
There are the same number of options as there are blanks in a matching question.
There are too few or too many distractors in a multiple-choice task.
There is more than one correct answer.
There is no clearly correct answer.

Instructions: Choose the best answer to fill in the blank.
1. The Fender’s blue butterfly mn undisturbed wetlands regions of North
America.
(A) can only finding
(B) is found only
(C) finds only
(D) can only be found

What is the error?

How will you fix it?

Instructions: Choose the best answer to fill in the blank.

2. people to eat more quickly, the color orange is the background color of
choice in fast food restaurants.

(A) Many people think that it is thought to cause

(B) As aresult of many scientific studies thinking about causing
(C) Thought to cause

(D) Although most may disagree, to think about causing

What is the error?
How will you fix it?
Instructions: Fill in the blank with the correct adverb of time (first, second, third, next, before,
later, after that, finally).
, heat some milk. Make sure you use fresh milk. You will put two
©) (4)

tablespoons of chocolate in each cup. Slowly pour a little bit of the milk into the cup. Stir
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thoroughly. , pour the rest of the milk into the cup and stir. Make sure the
()
chocolate cools a little bit you drink it. , enjoy your hot chocolate!
(6) (7)
Where are the errors (what numbers)?
How will you fix them?
Instructions: Read the passage below and answer the questions that follow.

A new hearing device is now available for some hearing-impaired people. This
device uses a magnet to hold the detachable sound-processing portion in place. Like other aids, it
converts sound into vibrations. But it is unique in that it can transmit the vibrations directly to
the magnet, and then to the inner ear. This produces a clearer sound. The new device will not
help all hearing-impaired people, only those with a hearing loss caused by infection or some
other problem in the middle ear. It will probably help no more than 20 percent of all people with
hearing problems. Those people, however, who have persistent ear infections should find relief
and restored hearing with the new device. [Passage found on several Internet sites]

8. What is the main purpose of the passage?
(A) To describe a recent cure for ear infections.
(B) To tell the reader about of a new device.
(C) To explain how a magnet is used.

What is the error?
How will you fix it?
9. How many people will be helped by this new device?
(A) More than 20 people
(B) More than 10% of Americans with hearing problems
(C) More than 15% of people with hearing problems
(D) Less than 30% of people with hearing problems
(E) All of the above
(F) None of the above
What is the error?
How will you fix it?
Part B: Levels of thinking — Bloom’s Taxonomy
We want to create tests that are intellectually challenging as well as well designed. Verifying the
levels of thinking in each item [or a sampling of items] can ensure that higher order thinking is
included in the exam.
Look at the following test items. Identify the level of Bloom’s Taxonomy that each one presents.
Questions 10 through 14 are based on the following passage:
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@)

©)

(10)

(15)

People have been playing with marbles for thousands of years. The first marbles were
probably either river stones that happened to be naturally round enough to roll or, more
likely, rounded globs of clay that were baked for hardness. Such very old clay marbles have
been found in both Greek and Roman ruins, and quartzite spheres have been dated at around
6000 B.C.

Harder and more durable marbles tend to inspire different kinds of games than soft
clay marbles, which crack very easily. So with the advent of hand-rounded and polished
marbles made of agate or some other rugged, igneous rock, the "golden age" of marbles and
marble play flowered.

Stone marbles began to appear in the early 1800s in what is now the southern part of
East Germany. Shortly after, handmade glass marbles appeared in the same part of Europe.
For the next 120 years, marbles and marble playing--there were literally hundreds of games--
flourished in both Europe and America.

Marble players developed their own vocabulary for different sizes and materials of
marbles, as well as for the many kinds of games to be played, and the way marbles were used
in the games. For example, if you were going to play a game of Ring-Taw, one of the most
popular and enduring marble games, you would lag for the first shot, then knuckle down from

the baulk, trying your best to get a mib or two with your opponent's immie.”

10. The reader can understand from the passage that playing with marbles

(A) has been going on since ancient times.
(B) is arelatively recent phenomenon.
(C) s losing popularity.

(D) is avery expensive pastime.

Level of Bloom’s Taxonomy:
11. According to the passage, which of the following was one of the first substances used for
marbles?
(A) Agate
(B) Polished rock
(C) Glass
(D) Clay

Level of Bloom’s Taxonomy:

12. It can be inferred from the passage that the use of marbles became very popular in Europe
and America
(A) in the 18th century.
(B) in 6000 B.C.
(C) in the 1970s.
(D) in the 20th century.

Level of Bloom’s Taxonomy:

13. Which of the following is NOT true of marble playing?
(A) Itis a new game.
(B) There are many variations in games.
(C) It can be played according to different sets of rules.
(D) There are different kinds of marbles.

Level of Bloom’s Taxonomy:
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14. We can conclude from lines 17-18 of the passage that the terminology of marble playing is
(A) specialized.
(B) easy to understand.
(C) used only by children.
(D) derived from the Greek language.
Level of Bloom’s Taxonomy:

11-maB3y baxojanmunr HoanbaHaBuii Typaapu (Performance-based, portfolio, journal,
self- and peer assessment, c-tests, computer graded)

Lead-in questions:

1. What is the difference between alternative and traditional assessment?
2. What are the types of alternative assessment?

3. How do we assess alternative assessment?

Traditional versus Alternative Assessment

One useful way of understanding alternative assessment is to contrast it with traditional testing.
Alternative assessment asks students to show what they can do; students are evaluated on what
they integrate and produce rather than on what they are able to recall and reproduce (Huerta-
Macias, 1995). Competency- based assessment demonstrates what students can actually do with
English. Alternative assessment differs from traditional testing in that it:

* does not intrude on regular classroom activities

» reflects the curriculum actually being implemented m the classroom

+ provides information on the strengths and weaknesses of each individual student ¢ provides
multiple indices that can be used to gauge student progress

* is more multiculturally sensitive and free of the linguistic and cultural biases found in
traditional testing (Huerta-Macias, 1995).

Types of Alternative Assessment

Several types of alternative assessment can be used with great success in today s language
classrooms:

* Self-assessment

* Portfolio assessment

* Student-designed tests

* Learner-centered assessment

* Projects

* Presentations

Specific types of alternative assessment will be discussed in the skills chapters. This chart
summarizes common types of language assessment.

Because language performance depends heavily on the purpose for lan- guage use and the
context in which it is used, it makes sense to provide stu- dents with assessment opportunities
that reflect these practices. Our assessment practices must reflect the importance of using
language both in and out of the lan- guage classroom. It is also important to note that most testers
today recommend that teachers use multiple measures assessment. Multiple measures assessment
comes from the belief that no single measure of language assessment is enough to tell us all we
need to know about our students' language abilities. That is, we must employ a mixture of all the
assessment types previously mentioned to obtain an accurate reading of our students' progress
and level of language proficiency.
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12-maB3y. Baxosam men3onaapu (types of rubrics )

Lead-in question:

1. What is the difference between rubric and checklist?
2. What is the role of rubrics in assessment?
3. How many types of rubrics do you know?
Checklists
Checklists are often used for observing performance in order to keep track of a student's

progress or work over time. They can also be used to determine whether students have met
established criteria on a task. To construct a checklist, identify the different parts of a specific
communication task and any other requirements associated with it. Create a list of these with
columns for marking yes and no.
For example, using a resource list provided by the instructor, students contact and interview a
native speaker of the language they are studying, then report back to the class. In the report, they
are to

o Briefly describe the interviewee (gender, place of birth, occupation, family)

e Explain when and why the interviewee came to the United States

e Describe a challenge the person has faced as an immigrant

e Describe how the person maintains a connection with his/her heritage

Students are told that they will need to speak for a minimum of three minutes and that they
may refer only to minimal notes while presenting. A checklist for assessing students' completion
of the task is shown in the popup window.
Checklists can be useful for classroom assessment because they are easy to construct and use,
and they align closely with tasks. At the same time, they are limited in that they do not provide
an assessment of the relative quality of a student's performance on a particular task.
Rubrics

Whereas a checklist simply provides an indication of whether a specific criterion,

characteristic, or behavior is present, a rubric provides a measure of quality of performance on
the basis of established criteria. Rubrics are often used with benchmarks or samples that serve as
standards against which student performance is judged. Rubrics are primarily used for language
tasks that involve some kind of oral or written production on the part of the student. It is possible
to create a generic rubric that can be used with multiple speaking or writing tasks, but assessment
IS more accurate when the instructor uses rubrics that are fitted to the task and the goals of
instruction.

There are four main types of rubrics.
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1. Holistic rubrics

Holistic scales or rubrics respond to language performance as a whole. Each score on a
holistic scale represents an owverall impression; one integrated score is assigned to a performance.
The emphasis in holistic scoring is on what a student does well. Holistic rubrics commonly have
four or six points. The popup window shows a sample fourpoint holistic scale created for the
purposes of assessing writing performance. A well-known example of a holistic scale is the
American Council on the Teaching of Foreign Languages (ACTFL) Proficiency Guidelines
(1986). However, the ACTFL guidelines are not appropriate for classroom use, because they are
intended for large-scale assessment of overall proficiency and are not designed necessarily to
align with curricular objectives or classroom instruction. Holistic scoring is primarily used for
large-scale assessment when a relatively quick yet consistent approach to scoring is necessary. It
is less useful for classroom purposes because it provides little information to students about their
performance.
2. Analytic rubrics

Analytic scales are divided into separate categories representing different aspects or
dimensions of performance. For example, dimensions for writing performance might include
content, organization, vocabulary, grammar, and mechanics. Each dimension is scored
separately, then dimension scores are added to determine an overall score.
Analytic rubrics have two advantages:
e The instructor can give different weights to different dimensions. This allows the
e instructor to give more credit for dimensions that are more important to the overall
e success of the communication task. For example, in a writing rubric, the dimension of
content might have a total point range of 30, whereas the range for mechanics might be
only 10.
e They provide more information to students about the strengths and weaknesses of various
aspects of their language performance. However, analytic scoring has also been criticized
because the parts do not necessarily add up to the whole. Providing separate scores for
different dimensions of a student's writing or speaking performance does not give the
teacher or the student a good assessment of the whole of a performance.
3. Primary trait rubrics

In primary trait scoring, the instructor predetermines the main criterion or primary trait
for successful performance of a task. This approach thus involves narrowing the criteria for
judging performance to one main dimension. For example, consider a task that requires that a
student write a persuasive letter to an editor of the school newspaper. A possible primary trait

rubric for this task is shown in the popup window. This kind of rubric has the advantage of
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allowing teachers and students to focus on one aspect or dimension of language performance. It
is also a relatively quick and easy way to score writing or speaking performance, especially
when a teacher wants to emphasize one specific aspect of that performance.
4. Multi-trait rubrics

The multi-trait approach is similar to the primary trait approach but allows for rating
performance on three or four dimensions rather than just one. Multi-trait rubrics resemble
analytic rubrics in that several aspects are scored individually. However, where an analytic scale
includes traditional dimensions such as content, organization, and grammar, a multi-trait rubric
involves dimensions that are more closely aligned with features of the task. For example, on an
information-gap speaking task where students are asked to describe a picture in enough detail for
a listener to choose it from a set of similar pictures, a multi-trait rubric would include dimensions
such as quality of description, fluency, and language control, as the
example in the popup window shows. Incorporating alternative assessment into classroom
activities Instructors should plan to introduce alternative forms of assessment gradually, in
conjunction with traditional forms of testing. Using a combination of alternative assessments and
more traditional measures allows the instructor to compare results and obtain a more
comprehensive picture of students' language performance than either alternative or traditional
measures alone would provide. At first, the instructor should use checklists and rubrics to
evaluate student performance but not ask students to do self and peer evaluation. When creating
checklists and rubrics, instructors can ask students to provide input on the criteria that should be
included in each. This approach gives the instructor time to become more comfortable with the
use of alternative assessments, while modeling their use for students. The process helps students
understand how they will benefit from alternative assessment and how they can use it effectively.
Because alternative assessment depends on direct observation, instructors can most easily begin
to use it when evaluating students' writing assignments and individual speaking tasks such as
presentations. Once an instructor has reached a level of comfort with checklists and rubrics, they
can also be used when observing students interacting in small groups. When doing this, however,
the instructor needs to be aware that group dynamics will have an effect on the performance of
each individual.
Once students are familiar with the use of checklists and rubrics for evaluation, they can
gradually begin to assess their own learning and provide feedback to their peers. This aspect of
alternative assessment can easily be included in the evaluation segment of a lesson (see Planning
a Lesson). In classrooms where traditional forms of assessment are required, this gives the
instructor multiple ways of measuring progress without increasing the time students spend taking

traditional tests.
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LESSON PLAN

TIME ACTIVITY EXAMPLES
10 min. Warm-up Brainstorming What do you already know about clear
Make the students to brainstorm the | objective?
importance of course objective and write [ In small groups, write a definition of
metaphors to describe them. After they | GOOD objective.
brainstorm in pairs or small groups, have a
large group discussion to share their ideas.
15- min. Presentation about aligning objectives | Show concrete examples of good
with assessment course objectives that is aligned with
Here teacher gives a definition or| tasks and assessment SO your
explanation of the topic. No need to| audience really understands your
discuss the theory or history behind the | topic.
topic. It’s more important to spend time
on practical applications —this will be
more useful to the audience.
(20-30 Pair or Small Group Work Give each group examples of
min. group | Now make your audience work in small| objectives and ask them to fill the
preparation | groups. Divide them into small groups or | necessary missing  parts and
time pairs and have them do one (or more) | compare/contrast the examples
activities (see examples on the right). Hand out 1. Then, hold a large group
discussion  to  summarize  the
(One activity is sufficient, but if you want| similarities and differences.
your audience more practice, you can do| Ask each group to design their own
more activities.) example good objective. Then have
each group present their creation to
the class.
Ask each group to design a lesson
that uses successful objective .
Then have each group explain their
ideas to the class. Ask the audience
to give feedback and discuss each
presentation.
15 min. Discussion Ask students to adapt course
per Divide the audience into pairs or small| objectives to different levels of
discussion | groups and give them discussion prompts | students?
topic (5 minutes to discuss each prompt). Then| What are the advantages and
reunite as a large group to share ideas (10 | disadvantages of using objectives in
minutes per prompt). This is also a good | an English class?
time for the group to reflect on what they | Take a role of a teacher. How can you
just learned in the workshop. adapt objectives for use with your
own students?
5-10 min. Wrap-Up

Allow time for audience questions and
comments. You might give your audience
a handout with resources where they can
get more information  (recommended
websites, articles, books, etc).
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Attached materials to the lesson:

Learning
Objectives

Assessments

ki

Instructional
Activities

Why should assessments, learning objectives, and instructional strategies be aligned?
I would lke to share some ideas on the topic of “using the ABCD format for writing

course objectives”. As we all, teachers know objectives should be clear which helps teachers to
design their lessons in such way that will be easy for students to comprehend and teachers to
evaluate. It is very important to state your course objectives clear because that defines what our
students will do during the course, and that shows clear connection between what are the
expectations, teaching and assessing. If to connect with own experience, | found this method
very useful. | knew that while designing the course objective we need to concentrate on these
features but to tell the truth I’ve never thought so deeply and specifically on each of them. Now
when | reflect those objectives | did, | found that they need some clarifications. If we establish
all the behaviors, conditions and degrees of mastery for each objective, we can use them to
identify and which type of assessment can be used in course. They can be tests or alternative
ways of assessment like project works, portfolio or written tests. Also that will help to determine
the arrangement of the group and classroom language. In addition the last but not the least
advantage that | discover to myself is the usage of key verbs to express the behavior that we
would like our students to produce. Now | know that we should be very concrete and thanks to
this information | think 1 will not have problems in designing them further.

As I’ve already mentioned above, good developed objective will help to determine which type
of assessment can be used in the course. Assessment should provide us with the evidence of how
well our students learned that we intend them to learn and does it aligned with the objective of

the course or not. If yes we can strongly believe that our aim is gained and that is likely that our
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students are learning which the main and important issue is. | do agree with the statement that
“when assessment and objectives are aligned, good grades are more likely to transfer nto good
learning”. Isn’t it the main issue? Theoretically I knew about each of these issues and methods
separately, | knew that they should be developed very carefully, however, after reading this
information now | really discover that | was not so successful in aligning , and applying them in
my teaching. These readings provide really good base with all the specific information on

writing effective objectives. According to the experts:

Jones, 1997 — "Clear objectives can help the instructor design lessons that will be easier for

the student to comprehend and the teacher to evaluate".

Lohr, no date — "A properly written objective tells you what specific knowledge, skill, or
attitude is desired and what method of instruction and criteria for learner achievement are

required."
Writing clear course objectives is important because:

. Objectives define what you will have the students do.

. Objectives provide a link between expectations, teaching and grading.

So here question arises; what we need to think about while writing successful objective? The best
way to do that is to use ABCD method of writing objective.

The A.B.C.D. method of writing objective.

The ABCD method of writing objectives is an excellent starting point for writing objectives
(Heinich, et al., 1996). In this system, "A" is for audience, "B" is for behavior, "C" for conditions

and "D" for degree of mastery needed.

1. Audience (A) —Who? Who are your learners?

2. Behavior (B) — What? What do you expect them to be able to do? This should be an
overt, observable behavior, even if the actual behavior is covert or mental in nature. If
you can't see it, hear it, touch it, taste it, or smell it, you can't be sure your audience really
learned it.

3. Condition (C)—- How? Under what circumstances or context will the learning occur?
What will the student be given or already be expected to know to accomplish the
learning?

4. Degree (D) - How much? How much will be accomplished, how well will the behavior

need to be performed, and to what level? Do you want total mastery (100%), do you want

32



them to respond correctly 80% of the time, etc. A common (and totally non-scientific)

setting is 80% of the time.

Examples of Well-Written Objectives
Below are some example objectives which include Audience (A),Behavior (B), Condition (C),

and Degree of Mastery (D). Note that many objectives actually put the condition first.

Cognitive (comprehension level) -"C: Given examples and non-examples of constructivist
activities in a college classroom, A:the student B:will be able to accurately identify the
constructivist examples and explain why each example is or isn't a constructivist activity D: in 20

words or less."

Cognitive (application level) -"C: Given a sentence written in the past or present tense, A:the
student B: will be able to re-write the sentence in future tense D: with no errors in tense or tense

contradiction (i.e., 1 will see her yesterday.)."

Cognitive (problem solving/synthesis level) -"C: Given two cartoon characters of the student's
choice, A:the student B:will be able to list five major personality traits of each of the two
characters, combine these traits (either by melding traits together, multiplying together
complimentary traits, or negating opposing traits) into a composite character, and develop a short
(no more than 20 frames) storyboard for a cartoon D:that illustrates three to five of the major

personality traits of the composite character.”

Psychomotor - "C: Given a standard balance beam raised to a standard height, A:the student C:
(attired in standard balance beam usage attire) B: will be able to walk the entire length of the
balance beam (from one end to the other) D: steadily, without falling off, and within a six second

time span."’

Affective - "C:Given the opportunity to work in a team with several people of different races,
A:the student B: will demonstrate an positive increase in attitude towards non-discrimination of

race, D: as measured by a checklist utilized/completed by non-team members."

When reviewing example objectives above we may notice that , it is important to choose
the correct key verbs to express the desired behavior we want students to produce. Here we can
reflect to Bloom’s Taxonomy. He suggested the levels of thinking in form of pyramid, and active

verbs that can best describe desired behavior we want students to produce.
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1Benjamin Bloom's taxonomy of learning—first published in 1956 and today the widely-cited
foundation for defining what our students learn at the assignment, course, program, and degree
levels—is a hierarchical classification of types of learning. Presented as a pyramid, it implies
that student abilities increase in complexity and maturity the higher up on the spectrum they go.
In the original version, Bloom identified Knowledge as the basic ability to recall facts,
Comprehension as the ability to understand relationships among facts, and Application as the
ability to use factual information in varied contexts. These three constitute the “lower levels” of
learning or skill. The higher levels, requiring more complex thinking processes, include
Analysis, or the ability to determine how parts relate to one another and to an overall purpose;
Synthesis, or the abilty to combine varied information into a new, coherent whole; and
Evaluation, of the ability to make and defend judgments. More recently, revisions have been
suggested to the original taxonomy, as illustrated with the "new wversion” below. Although
smaller changes to wording and at the lower levels are mainly for clarification, substantive
changes are applied to the pyramid's top. Evaluating is now the second-most complex activity,
and Creating is at the top. This recognizes the inherent complexity in forming something novel.
Before we can understand a concept we have to remember it Before we can apply the concept
we must understand it Before we analyze it we must be able to apply it Before we can
evaluate its impact we must have analyzed it Before we can create we must have remembered,

understood, applied, analysed, and evaluated.

Old Version New Version

1 Churches, Andrew. (2009) Bloom's taxonomy: introduction, Educational orgami.
Retrieved
4 November 2009, from http://edorigami.wikispaces.com/Bloom%627s+-+Introduction
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Once we establish all the behaviors, conditions and degrees of mastery for each objective, we
can use them to determine what types of assignments, tests or alternative assessment (e.g. a

portfolio) we should use in the course.

Here is the table of active verbs which describes each level by Bloom.

Hand out 1

Writing Objectives: The Good, the Bad, and the Ugly
Name:

Read each context and learning objective. Then, put a check in the box that best describes each
learning objective: Good, Bad or Ugly. Remember to consider Audience, Behavior, Condition,

and Degree.

Next, fix the objective, as necessary. Make sure that behaviors are measureable and observable.
Behaviors must contain strong, active verbs.

Objective Good Bad Ugly
(has all ABCD (is missing 1 | (is missing 2
components; uses | component; few | or more
active verbs) active verbs) | components;
no active
verbs)

1. Before exiting this level, students will
be able to give directions to and from
specified locations on a map with a
score of 32 points or higher on the task
rubric.

Revised objective, as necessary:

2. After giving students 10 vocabulary
words, the teacher will quiz the
students to check that they can spell all
the words correctly and understand the
definitions.

Revised objective, as necessary:

3. To pass this course, you must be able to
know how to correctly use the grammar
tenses covered in class with an average
of 73%, or higher, on all tests.

Revised objective, as necessary:

4. Upon successful completion of the
required coursework, the student will
be able to spell 500 of the most
commonly used words in English.

Revised objective, as necessary:

5. Will complete an activity that will make
learning the parts of speech more
concrete within the context of long-

35




term memory goals.

Revised objective, as necessary:

6. Students will accurately use discourse
markers such as first, then, next, after
that, etc., when describing to their
classmates the steps they used in their
experiments so that others can repeat
their process with 100% accuracy.

Revised objective, as necessary:

7. Demonstrate understanding of more
advanced discourse such as
comparison-contrast and cause-effect.

Revised objective, as necessary:

8. Upon successful completion of the
required coursework, the students
should be able to make a presentation.

Revised objective, as necessary:




HA3OPAT CABOJIJIAPA

TUJI YPTAHYBUUMHUHI BUJIMMUHU CEFRTA
ACOCJIAHUB BAXOJIAII

=

CEFRHUHT TYIUK HOMU?

CEFR 6y auma?

3. “PUIMMHM GaXONAIHUHT YMyMEBpONa THU3MMH THJ TAbIMMHAA: YPraHWIL, YKHUTHII Ba
Oaxosanr’ HUMara Kkepax?

4. “bunMMHM 6GaXONAIHWHT YMyMEBpONa THU3UMH THJ TABIMMHAA: YPraHWIL, YKUTHII Ba
Oaxosiaur’ HUHT Bacudacu HUMagaH udopar?

5. “PWIMMHH 6aXONAIIHMHT YMyMeBpONla TH3MMH THJ TabIMMHAA: YPraHUIIL, YKATHII Ba
Oaxomnanr’ HUHT ME30HJIapH HUMaIaH ubopat?

6. “BUnMMHH GaXONAUHMHT YMyMEBPONa TH3MMH THJI TabIAMHA: YPraHWLL, YKATHII Ba
Oaxojanr’ HUHT MakcaJd HUMajaH nbopat?

7. Twnaau Omnuin gapaxacu TU3UMHU HUMA?

8. CEFRuwunr C1 Ba C2 nmapaxaiapy KaHIali HOMJIaHATH ?

9. CEFRuunr Bl Ba B2 napaxanapu kanaaii HomnaHaau?

10. CEFRuunr Al Ba A2 napaxanapy KaHJaail HomiIaHaau?

11. CEFR me3onnapu Huma?

12. K¥yn Tummiank Humara kepakx’?

N

doiigagaHWITrad agaduéTaap pyuxaTu
1. CEFR Guidebook at Common European Framework of Reference for Languageswww.coe.int.
2. Manual at Manual for Relating language examinations to the CEFR
www.coe.int/.../Manuell _EN
3.The Association of Language Teachers in Europe (ALTE) has established a six-level
framework of language examination standards.
4, Mapping the TOEIC and TOEIC bridge Test on the Common FEuropean Framework of
Reference for Languages
5. Mapping TOELF ibT on the Common European Framework of Reference
6. Common European Framework of Reference for Languages
7. University of Cambridge ESOL examinations
8. British CouncilEAQUALS Core Inventory (print pages 6, 19-36)
9.http://clients.squareeye.net/uploads/eaquals2011/documents’/EAQUALS British Council Cor
e _Curriculum April2011.pdf
10. http//en.wikipedia.org/wiki/List_of language_proficiency_tests
11. http/mww.english-at-home.com/grammar/relative-clauses/
12. http/AMww.amlanguage.com/en/courses/english-for-specific-purposes/
13. http//specific-english.6lo gspot.com/2011/07 /assessment- in-esp.html
14. http//60gglesworldesl.com/cloze activities.htm
15. http//www.englishprofile.org
16. www.examenglish.com

37


http://www.google.co.uz/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&ved=0CCsQFjAA&url=http%3A%2F%2Fwww.coe.int%2Ft%2Fdg4%2FLinguistic%2FCADRE_EN.asp&ei=4zjAUPHKD8mC4ATdkYGwCg&usg=AFQjCNHh6jwj7T_4ST0rWjHlpRONqcfAIQ
http://www.google.co.uz/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&ved=0CCsQFjAA&url=http%3A%2F%2Fwww.coe.int%2Ft%2Fdg4%2FLinguistic%2FCADRE_EN.asp&ei=4zjAUPHKD8mC4ATdkYGwCg&usg=AFQjCNHh6jwj7T_4ST0rWjHlpRONqcfAIQ
http://www.coe.int/t/Dg4/Linguistic/Manuel1_EN.asp
http://www.coe.int/.../Manuel1_EN
http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages
http://en.wikipedia.org/wiki/University_of_Cambridge_ESOL_examination
http://clients.squareeye.net/uploads/eaquals2011/documents/EAQUALS_British_Council_Core_Curriculum_April2011.pdf
http://clients.squareeye.net/uploads/eaquals2011/documents/EAQUALS_British_Council_Core_Curriculum_April2011.pdf
http://en.wikipedia.org/wiki/List_of_language_proficiency_tests
http://www.english-at-home.com/grammar/relative-clauses/
http://www.amlanguage.com/en/courses/english-for-specific-purposes/
http://specific-english.blogspot.com/2011/07/assessment-in-esp.html
http://bogglesworldesl.com/cloze_activities.htm
http://www.englishprofile.org/
http://www.examenglish.com/

TJIOCCAPUM

Baxonam — TabiuM THU3MMHJA YKyBUMJIAPHUHT OUJIMMHU Y3JIAUITUPUIL aXJIOKH EKU MabIyM
IOTYKKA SpHUIIMII apa)kacura Kapab Kyliuiaauran 6asmi

Buanim — 00beKTUB OOPIMKHUHT OHTJA aKC ATTHPUIIHUHT OJNUN MIAKIHA, XyKyKHI OWIMMIIap
XOCHJI KUJIAII KapacéHu

Japaxka — Taxprkuil Ba HUCOMI TapaKKUET, pUBOMKIIAHUIII TOFOHACH.

NuHOBamMsA — SHIWJIAHWIIHYW, Y3rapyulHA aMalra >KOPUM KWIHIL, KUPUTHLI >XKapa€HW Ba
daonmusTH

HuTterpan — yambapuac 60F1MK, OyTyH, SITOHA, YEKCU3 KNUMK KUCMJIAPHUHT HUFUHIUCU
Hutepdaon Manwyaor — TawiuM OEpyBUM Ba TabIMM OJYBYH ¥y3apo (aos UIITHPOK ITAIUTaH
MAILFyYJIOT

Masiaka — DAXCHUHT MabJIyM KacOra sIpOKIMJIMK, TaW€plMK Japakacu, LIy KacOaa uuuiai
OJIUII YYyH 3apypuid OWINM, KYHUKMaIap WAFUH]IUCH .

Me30H — Takkocanr ki 6axoJam yayH YiI49oB.

MoayJ1 — nejaroruk TeXHOJOTUSIHY TAIKUJI KUJIyBYHM TapKuOuil O6ynakiapHu UQoaaIoByu.
MeTton — rpekya cy3 Oynub, Wyn, axiok, ycyn naeraHugup. TaOWsAT Ba MXTUMOMH XaéT
XOJIUCalapUHU OMIIMIIHU TaJKUK KUJIHUII YCYIIH.

MeToanka — GUpop MIHYU Makcaara MyBOUK YTKa3HUIl Hyiiapu.

Ou1nil TabJIMM — MAJIAKAJIM MyTaxacCUCIap TaW€pialHu TabMUHIAUIUTAH TAbIUM

CEFR — bunuMHm 6axonmamHUHT YMyMeBpOIia TH3UMHU

Cranpapr — CTaHJapTIAIITUTPHIIAETTaH OOBEKITa HHcOaTaH KYJUTAaHWJIAAWTaH MebEpIap,
Koujanap, tanadiap MaKMyUHH OENTHIIOBUM PACMUM MEBEPUIM— TEXHUK XyHOKaT.
Ceprupuxariam — cudaTHU CTaHzapTuga Tanad HSTUiAraH Japaxara MOC KeIHIIMHU
TaCAUKJIaILL

TabauM — TabIUM OJyBUMTA MAaxCyC TaW€prapiuKka sra MyTaxaccuciap €paamMuja OuiIuM
Oepuill Ba ynapaa KYHMKMa Ba Majlakajlap HMAKUIAHTHUPUII jkapaéHu OYnu0, KUIIMHUHT IIAXC
cudaTnia xaéTra Ba MEXHATIa OHIJIM PaBUIIA Tal€pIiall BOCUTACH.

Tabaum Oepuml — TabIMM OJYBUMHHMHI HHTEIUIEKTYyal CAJOXUSATHHH FOKCAITHPHUILNTA
KapaTWJIraH neaaroruk Qaonuar OYnub, HWHCOHHU aIMi (GAONMATUHU PUBOMNKIAHTHPHUII
KapaCHUIUDP.

Tabjaum OepyBuM — niefarorjiap, UIUIa0 YMKAPUIL, TabIUM yCTaJIapH.

TabauM 0J1yBYM — TUHITIOBYH, IbHH, YKyB Myaccacajapuja MalFyloTJiapra KaTHallyB4yuiIap.
Tabaum mMeToau — YKyB >KapalHUHUHT MaXMyaBHI Bazu(alapyiHU edulra WyHaITHPHUITaH
TabJIUM OEpyBUYM Ba TabIMM OJIyBUMJIAPHUHT OUprajiukaard GaoausT yCyiu.

Tabaum ycyau — Oenrvnanrad Basuda Oyiimya TabauM OepyBUM Ba TAbJIUM OJYyBUMHUHT OUD
Oupu OmtaH O0FTUK (PAOTUATHHY TapTHOJIAIITaH YCYIIH.
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