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			About this book

			This book documents assessment as an essential part of the learning process. It introduces an overview of the recent theories, terminology and practical in-classroom approaches concerning assessment of primary school language learners. It also provides you with opportunities to implement and try out these approaches in your practice and to revise them if needed. In this way, you may improve the quality of both your assessment and teaching.

			It is addressed to practitioners, in-service and pre-service foreign language (FL) teachers and teacher trainers, and other professionals involved in teaching, with the aim of promoting quality classroom assessment to primary school learners of foreign languages (ages 5 – 12).

			The book is organised in two parts. The first part, the Theoretical Framework, deals with important terms, reasons and effects, methods, principles, and (alternative) procedures of assessing primary school learners of FL (especially focusing on designing classroom assessment, feedback, and observation and documentation) for establishing a common understanding of effective classroom language assessment. In this section, there is the opportunity to read and reflect on some general definitions, current procedures, and techniques in assessment of primary school learners of languages that aim to improve your teaching and learning process.

			The second part, Practice, is organised in three working sections:

			•Section I includes seven steps that may help you during your classroom assessment design and support the development of primary language learners.

			•Section II covers how to give effective oral and written feedback to primary school learners of foreign languages.

			•Section III addresses observing, documenting, and reflecting on primary school learners of FL.

			Finally, some assessment tasks are included in appendices:

			•Appendix I includes printable worksheets illustrating formative assessment ideas for primary school learners of FL.

			•Appendix II provides a framework for teachers to support their reflections on learning outcomes, the topic of learning, success criteria, and performance descriptors for primary school learners of FL.

			•Appendix III includes six short video clips from real-life FL teaching practice of primary school learners which are intended for reflection and adaptation to suit your own teaching contexts.

			In this volume:

			•As language teachers, you are given the opportunity to construct your knowledge of classroom assessment. You are active, engaged in practical activities, design your own classroom assessment, analyse and reflect on the suggested ideas, and revise them if needed.

			•Oral and written feedback types, strategies, and tasks suitable for primary school learners of FL are presented.

			•Observational types and techniques for primary school learners of FL (e.g. anecdotal and sample records) are collected.

			•Printable formative assessment worksheets for primary school learners of FL to reflect on what you learnt are provided.

			•Observation of video clips from real-life FL teaching practice of primary school learners are provided to guide you to evaluate assessment approaches and strategies in action, to reflect upon them, and develop new ideas for your FL classroom.
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			Introduction

			Many people find assessment a complex topic, though they would also admit that getting it right is essential not only for students’ learning, but also for their well-being. That is why research and new proposals on assessment techniques are necessary, as some studies demonstrate that very often evaluation results are not in line with the learning process, as we will see later on. Moreover, there often exists a gap between theoretical research and practical implementation in the classroom (Ekiz, 2006; Korthagen, 2007; McIntyre, 2005; Vanderlinde & Braak, 2010). Scholars attribute this breach mainly to a lack of collaborative work and dialogue between teachers and researchers, and to an inadequate dissemination of research outcomes. We need to bridge this gap in order to improve education.

			Indeed, social changes have meant a shift in the way teachers and researchers understand education, which has led to a development of several new approaches to teaching and learning in the last decades. This is especially evident regarding foreign language teaching (FLT), as communication between people worldwide is a frequent practice and governments and international organisations, such as the Council of Europe (2001), promote the learning and teaching of more than one language, and particularly English as a lingua franca. Thus, new teaching methods also entail a new vision about assessment as an essential part of the learning process, and not only as the ultimate goal after it, as in most real classrooms world-wide.

			Assessment must be in line with teaching and learning. The approach followed by the authors is based on three main principles of teaching: the communicative approach (Richards, 2006), for which developing communicative competence is the main goal and grammar and vocabulary must be considered as tools for learning, and not as the ultimate aim or the objective of assessment; student-centred learning (Jones, 2007), paying special attention to students’ needs; and integration of skills (McKay, 2006), mirroring the real use of the language. These three pillars will be the basis of the assessment proposals in this volume, which will be adapted according to the students’ age, that is, primary school learners (5-12 years old).

			As the concept of assessment has gained complexity, it is necessary first to make clear what it exactly involves. In addition, the increase in research has motivated the emergence of a lot of new terminology to name different assessment strategies; these emergent terms need to be clarified, as sometimes boundaries are blurred and distinct terms are used to refer to the same meaning or conception. Besides, it is important to know why and how to assess, reflecting on the aim and the learning and teaching process, and not just carrying assessment out as a mechanical and automated task to assign students, especially primary school learners, a final mark. For that, it is essential to keep in mind the effects that inappropriate assessment may bring and know the range of possibilities that current approaches to assessment offer.

			Throughout the text, you will find boxes, like the following one, containing reflective questions which ask you to think about assessment topics, learning and teaching. These give you the opportunity for (self-) reflection and consideration of your future teaching.

			
				
					
				
				
					
							
							REFLECTION

							•How did you feel about assessment in foreign language classes when you were a learner in the primary/secondary school?

							•Did your (foreign) language teacher’s comments at primary/secondary school help in your improvement of language competences?

							•Can you give your own definition of ‘assessment’?

							•What is, in your opinion, the difference between ‘testing’, ‘evaluation’ and ‘assessment’?

						
					

				
			

		

	
		
			Part I

			Theoretical framework

		

	
		
			1

			Assessment: What does it entail?

			
				
					
				
				
					
							
							PURPOSE

							In this section, you will read and reflect on some general definitions about testing, evaluation and assessment.

						
					

				
			

			We can start by defining three terms which are commonly used and often they are given overlapping meanings by many teachers in their everyday working life: testing, evaluation and assessment. In our view, it would lead to greater clarity if they were distinguished as follows:

			•Testing

			According to Vale and Feunteun, (1995, p. 227), “testing is a means of checking learning that has taken place with respect to a specified teaching content or input, often by means of a particular task. The results are usually concrete and can be expressed quantitatively” not qualitatively. Another conception is that of Brown and Abeywickrama (2010, p. 3), who consider testing as “a method of measuring a person’s ability, knowledge or performance in a given domain”. For their part, Harris and McCann (1994, p. 2) equate testing with a setting “where test or exam conditions are established”. Probably, most people think of testing as standardised testing, that is using an “assessment instrument that contains standardised procedures for its administration and scoring and for the interpretation of its results” (NCCA, 2007, p. 60). It involves a specific task, carried out in standardised conditions of time and space, which measures the students’ results, producing a concrete mark, that is, just providing quantitative data. It is characterised by being formal, structured and not flexible. Correct answers are predefined and they are assigned a quantitative value. Traditionally, testing has been the most (sometimes the only) used technique to measure students’ knowledge.

			•Evaluation

			The term ‘evaluation’ is defined differently according to various scholars. We can appreciate a progression from a rather restrictive definition (similar to testing), as the one given by Bachman (1990, cited in Brown & Abeywickrama, 2010, p. 5) —“Evaluation is involved when the results of a test […] are used for decision making”—, to those by Vale and Feunteun (1995, p. 227) —“A global view of achievement of the teaching and learning process over a period of time, e.g. analysis of the success or failure of a teaching approach, coursebook, pupil response, motivation, etc.— or by Harris and McCann (1994, p. 2) —“looking at all the factors that influence the learning process, such as syllabus objectives, course design, materials, methodology, teacher performance and assessment”. A different viewpoint is the one held by Ioannou-Georgiou and Pavlou (2003, p. 4), who link evaluation not to the students’ learning process or outcomes, but to the educational programme, considering it a process of “gathering information in order to determine the extent to which an [educational] programme meets its goals”. Some scholars (Rea-Dickins and Germaine, 1992) limit the scope of evaluation to products, such as textbooks, materials or educational programmes, and do not see students’ or teachers’ performance as appropriate areas for evaluation. This last definition is the one adopted by the authors of this work.

			•Assessment

			Most of the specialist literatures agree that assessment is the term that covers all the procedures and processes involved in making judgments about how well learners can perform. Rea-Dickins (2000a, p. 376) states that assessment “refers to the general process of monitoring or keeping track of the learners’ progress”. Looking at other explanations, there seem to be two key areas which can be assessed: ‘progress’ and ‘achievement’ (also known as ‘attainment’). Thus, Thornbury (2006, p. 18) explains assessment as “the different ways of collecting information about a learner’s progress and achievement”. For their part, Vale and Feunteun (1995) understand the concept as analysing the learning achieved by a student after a teaching process. Harris and McCann (1994) also talk about measuring the performance and progress, but including the notion of diagnosing possible problems and providing the corresponding feedback. The National Council for Curriculum and Assessment (NCCA, 2007, p. 7) defines assessment as “the process of gathering, recording, interpreting, using, and reporting information about a child’s progress and achievement in developing knowledge, skills and attitudes”. Despite the slight nuances, there seems to be a common thread. There are three key concepts that are relevant to assessment: learner-centredness, progress and achievement. The purpose of assessment is collecting information about the students’ performance, including tests, tasks development, classroom observation and any other activity that provides information about the students’ development. It is a long-term process, not an isolated one, which provides the teacher with quantitative but also qualitative data in order to improve teaching and learning.

			Now, the three main terms, testing, evaluation and assessment have been clarified. Thus, summarising our point of view: testing involves a concrete task; evaluation does not include students’ performance; assessment —overall ways of judging how learners are performing— is the focus of our work.

			[image: ]

			Figure 1. Testing, evaluation and assessment

			
				
					
				
				
					
							
							CONSIDER

							•Which terms or definitions about assessment do you use in your context?

						
					

				
			

			Assessment, consequently, is related with judging students’ performance in a comprehensive manner in order to improve teaching and learning. We will analyse assessment in detail through explaining two major types: summative and formative assessment (Figure 2).
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			Figure 2. Definition and major types of assessment

			1.Types of assessment: Summative and formative 

			
				
					
				
				
					
							
							PURPOSE

							In this section, you will firm up your understanding of the most usual types of assessment.

						
					

				
			

			Now let us dig into assessment by explaining the two major types: Summative and formative assessment. But, let us reflect on the topic first.

			
				
					
				
				
					
							
							CONSIDER

							•What are, in your opinion, the basic characteristics of a summative assessment? And what about formative assessment?

							•Can you explain the difference between these two major types of assessment?

						
					

				
			

			Watkins (2003) describes three learning views. He calls them learning is being taught (LBT), learning is individual sense-making (LIS) and learning is building knowledge as part of doing things with others (LBKO). The first one, which in his opinion is predominant, is defined as “teaching is telling and learning is listening” (Watkins, 2003, p. 7), that is, a behaviouristic view of learning. LIS focuses on the learner’s cognitive process, being an active agent and reflecting on his/her own experience, acquiring knowledge and applying it. Finally, LBKO means creating knowledge through the interaction with others. By means of social activity and dialogue, knowledge is cooperatively built. Watkins admits that these three ways of understanding learning are not found separately in classrooms, but elements of all of them are used by teachers. However, LBT is “dominant in our [western] culture” (Watkins, 2003, p. 13) and that may be the reason why summative assessment is also dominant. If we, teachers, reflected on Watkins’ classification, we could probably better know what assessment should be like.

			Therefore, summative assessment, also referred to as assessment of learning, is the most widely used procedure worldwide (Chamot, Barnhardt, Beard El-Dinary, Carbonaro & Robbins, 1993; Ketabi & Ketabi, 2014). Harris and McCann (1994) see summative assessment as a task at the end of the learning process, used to check if students have met the objectives, usually through a test or exam (Moon, 2000). Britton (2015, p. 66) defines summative assessment as “conducted periodically to measure learners’ progress”; and establishes more than one test during the academic year or course. Finally, for Cameron (2001, p. 222) summative assessment “aims to assess learning at the end of a unit, term, year, or course, and does not feed back into the next round of teaching”. Therefore, summative assessment focuses on the outcome of previous teaching and learning. Testing, as previously defined, would be a typical technique for summative assessment.

			On the contrary, formative assessment, also referred to as assessment for learning, is related not to the product, but to the process of teaching and learning, and is useful in raising primary school learners’ achievements (Kirsch, 2008). Britton (2015, p. 66-67) describes formative assessment as a “less formal, on-going, classroom-based process that seeks to gather data demonstrating students’ understanding and gaps in their knowledge and uses those insights to move learning forward”. As it is classroom-based, it integrates assessment within the teaching-learning process throughout the whole academic year, contextualising assessment tasks and procedures within the topic is being dealt with.

			According to Kumar (2013), formative assessment must meet the following requirements:

			•Observing the learning progressions articulating sub-goals that help to achieve the general goals. Those sub-goals may help both, teachers and students, to focus and to not lose track.

			•Informing the students about the learning outcomes and criteria for success, that is, what they should know and be able to do at the end of the lesson or teaching unit.

			•Providing descriptive feedback that helps students in their learning process.

			•Promoting self and peer assessment and collaboration, a powerful strategy for collaborative learning.

			The Professional Development Service for Teachers (PDST) (2013, p. 10) outlines the following differences between the two types of assessment:
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			Figure 3. Summative vs. formative assessment

			Testing is not so important as a source of information in this approach, but feedback on normal work done in class is crucial. Although learners are encouraged to develop the skills to self-assess, this is not for the purpose of allocating themselves a grade, but so that they can become able to analyse their own learning successes and failures and work out ways of improving. Thus, formative assessment and the development of learner autonomy are closely associated.

			In order to be able to self-assess, learners need clear statements of what is expected of them and what success looks like. Sharing learning objectives and success criteria with learners for every lesson and task is essential for this approach (examples can be found in Section I). Feedback on pupils’ work can be very influential (a primary school learner has the opportunity to make immediate use of the information from the assessment to improve his or her work) and teachers have to learn to go beyond simple praise or general comments and to provide specific comments and advice. Encouragement is of course always welcome as part of feedback, but what is really important in formative assessment is advice on how to do better next time and what the next stages in learning for that particular student might be. Comments such as ‘I like the way you used adjectives such as “nice” and “red”. Can you find two new adjectives to use in your next piece of work?’ are more useful than a bland ‘Very good'. This example is for older and more advanced students; in Section II you can find examples addressed to younger students.

			To summarise, formative assessment “is part of effective planning, focuses on how students learn, is central to classroom practice, is a key professional skill, is sensitive and constructive, fosters motivation, promotes understanding of goals and criteria, helps learners know how to improve, develops the capacity for self- assessment and recognises all educational achievement” (Broadfoot, Daugherty, Gardner, Harlen, James, & Stobart, 2002, p. 2).

			This volume is devoted to formative assessment and its practical application in real teaching contexts where students are FL young learners. 

			
				
					
				
				
					
							
							DON’T FORGET

							Assessment in education should be integrated in the learning process. It “is about gathering, interpreting and using information about the processes and outcomes of learning”. However, “it takes different forms [(e.g. summative, formative)] and can be used in a variety of ways” [(e.g. self-assessment, peer assessment, feedback)] (PDST, 2013, p. 5).

						
					

				
			

			Finally, Vale and Feunteun (1995, p. 228-229) suggest some principles to take into account when assessing:

			•“May be shared with the child”: Teachers must talk with young learners about their performance to go beyond results and know possible problems that may affect their academic achievement.

			•“Provide accurate information about the child’s ability in English”: In case of grading the students, teachers must use grades in the FL activities as a cue, not as the only measurement.

			•“Provide necessary information to the teacher for in-school purposes”: Assessment must not be reduced to list of marks; it must gather information about the (young) learner’s process, classwork, etc.

			•“May be shared with the whole class, verbally or as a ‘performance list’”: Positive achievements can motivate (young) learners, especially the weakest, when publicly shared.

			•“May motivate/demotivate a weaker learner”: It is important to adapt activities to an achievable level. Too difficult tasks may demotivate students.

			•“Require children to work individually/allow(s) children to work cooperatively with others in the class”: Cooperative working allow children to share information, learn from others, make an effort to contribute and show skills that could not be seen through individual work.

			•“Provide information about what the child can do rather than what he/she can’t do”: Focusing on success rather than failure motivates (young) learners.

			•“May be useful for parents”: Keeping parents informed about their children performance can make the former feel involved in the learning process; also, they can provide useful information about their children’s attitudes and aptitudes.

			•“May be useful for a child’s future teachers”: Profiling and keeping a complete record of (young) learners’ performance and achievements can be of great help to feature teachers. These records could be of importance to primary school learners in their transition from primary to secondary education. 

			
				
					
				
				
					
							
							REFLECTION

							•Can you think of some other assessment principles useful for your teaching context?

						
					

				
			

			2.Classroom assessment

			
				
					
				
				
					
							
							PURPOSE

							In this section you will read and reflect on classroom assessment and key terms to implement it.

						
					

				
			

			As we mentioned before, formative assessment must be a classroom-based process. According to Britton (2015), Classroom Based Assessment (CBA) involves teachers’ and learners’ analysis of their work to improve teaching methods, learning procedures and classroom management, not just students’ progress and performance. Contemporary researchers (Duckor and Holmberg, 2017; Hasselgreen and Caudwell, 2016) suggest that formative assessment occurs during our teaching practice. It is a dynamic pedagogical process integrated into teaching because it includes an exchange of information, a dialogue between teachers and students “to promote conscious uptake of student thinking that can be used to make instructional decisions during the lesson (Duckor and Holmberg, 2017: 7)”. This kind of instruction helps teachers to learn more about students’ understandings and to provide effective feedback.

			Many language teachers are familiar with assessment, but sometimes they do not think about the process, the steps, the developmental scaffolding they need to consider in order to encourage (young) learners’ thinking about the lesson topic and to provide supportive assessment. For that reason, in the second part of the present volume we propose 7 steps (summarised in Appendix II) to guide FL teachers during their CBA design process. These steps are based on some key terms explained below:

			•Curriculum

			The curriculum covers all the aspects that must be involved in the process of designing an educational programme. Nunan (1988, p. 158) defines the curriculum as “principles and procedures for the planning, implementation, evaluation, and management of an educational programme. Curriculum study embraces syllabus design (the selection and grading of content) and methodology (the selection of learning tasks and activities)”. According to Richards (2001, p. 2), the aim of the curriculum is “to determine the needs of a group of learners, to develop aims or objectives for a program to address those needs, to determine an appropriate syllabus, course structure, teaching methods, and materials, and to carry out an evaluation of the language program that results from these processes”.

			Usually, curricula are dictated by the national or regional government, or by the educational institution (school). Therefore, all teachers must know the directions established in curricula to develop their syllabi (commonly elaborated by a group of teachers who share the same subject or by the management team or the administration of the school) and to determine the assessment methods they will apply with their students.

			•Syllabus

			Syllabi must be designed following those directions in curricula. A syllabus includes all the concepts covered in a subject. Nunan (1988, p. 159) describes a syllabus as “a specification of what is to be taught in a language programme and the order in which it is to be taught. A syllabus in language learning may contain all or any of the following: phonology, grammar, functions, notions, topics, themes, tasks”. Likewise, Richards (2001, p. 2) claims that “a syllabus is a specification of the content of a course of instruction and lists what will be taught and tested”. For example, a curriculum may be based on the CEFR can-do statements establishing that children, after the first year of Primary Education, “can understand and use familiar everyday expressions and very basic phrases aimed at the satisfaction of needs of a concrete type” (Council of Europe, 2001, p. 24). Therefore, in the syllabus teachers must specify the language functions and structures they are teaching and the order of them (going from the easiest to more complex elements) to achieve that objective.

			There are different types of syllabi, but, in broad terms, we can distinguish between grammatical syllabi and functional-notional syllabi (Nunan, 1988). The former, the most common one until the end of the twentieth century, is based on grammatical items (e.g. personal pronouns, present simple, present continuous, past simple, nouns and adjectives, etc.) increasing complexity according to the learners’ knowledge. The latter, the functional-notional syllabi, are topic-based and focus on communicative purposes and situations (e.g. greetings, introducing oneself and others, talking about the weather, etc.). Functional-notional syllabi are, nowadays, the most common ones in foreign language teaching, as they are in line with a communicative approach to teaching. Actually, it is the most appropriate for primary school learners, as it emphasises meaning and communication, rather than grammar issues, for which primary school learners’ knowledge and cognitive development may not be prepared.

			•Learning objectives and outcomes

			According to Bienefeld (n.d., p. 4) objectives of courses are usually “specific statements of teaching intentions, they cover what the teacher aims to do in a specific period of learning; e.g. students would understand the impacts and effects of behaviours and lifestyles on the local and global environments (sometimes, this is also referred to as goal)”.

			FL teachers know that at the end of the learning period young learners should be able to show what they know, understand, are able to do or what they have achieved in the process of learning and teaching. This result is commonly referred to as learning outcomes. There are several different definitions of learning outcomes, some of which are quoted in Kennedy’s work (2006, p. 20-21):

			1.“Learning outcomes are an explicit description of what a learner should know, understand and be able to do as a result of learning (ECTS Users’ Guide, 2005).

			2.Learning outcomes are statements that specify what learners will know or be able to do as a result of a learning activity (American Association of Law Libraries).

			3.A learning outcome is a written statement of what the successful learner is expected to be able to do at the end of the module/course unit or qualification. (Adam, 2004)”. The term ‘learning objective’ is also used.

			Additionally, a learning outcome is a detailed description of daily (lesson-sized) or weekly learning that must be achieved as a result of teaching. The learning outcomes emphasise what the students will learn in a particular lesson, rather than what they will do (the activity in the class). Learning outcomes should be introduced to YL together with the success criteria so that they know if they have reached the outcomes. You can find concrete examples in Part II: Practice, Section 1, steps 2 and 3.

			•Topic of learning

			The topic of learning is closely related to the content of learning. It includes themes, concepts, ideas, facts, grouped within each subject of learning area —e.g. topics in mathematics: geometrical shapes, natural numbers, simple mathematical operations (addition, subtraction). In the classroom, the topic of learning is connected to the “actions, activities or tasks young learners will be doing to achieve the learning outcomes” (PDST, 2013, p. 20). The topic of learning in mathematics, for example, covers geometrical shapes where primary school learners must name shapes according to their attributes (e.g. A triangle has 3 straight sides and 3 corners:). Primary school learners action is to find objects with 3 straight sides and 3 corners in the classroom.

			
				
					
					
					
				
				
					
							
							The topic “shapes” is linked to the subject “mathematics” in the foreign language, in class 1

						
					

					
							
							Subject in the curriculum

						
							
							Math (Class 1)

						
							
							Foreign Language

						
					

					
							
							Objectives

						
							
							Recognising 2-D shapes and their attributes (e.g. triangle, square, circle, hexagon).

						
							
							Telling the names of selected shapes and naming their attributes (e.g. A triangle has 3 corners).

						
					

				
			

			Table 1. Example of topic of learning

			•Success criteria

			Success criteria are guidelines for assessment and are linked to learning outcomes. The latter, as said before, determine what learners should be able to know, understand, are able to do or what they have achieved in the process of learning and teaching. The success criteria “help teachers to decide whether their students have in fact achieved the learning intention” (ESA, 2018, Success criteria and rubrics, para. 2). These criteria focus on the learners’ ability to succeed, rather than on their failure, providing “examples of their expected performance as a result of the lesson” (Crichton & McDaid, 2015, p. 190).

			•Performance descriptors

			Performance descriptors “describe the relative differences between performances at each level” (ESA, 2018, How to design rubrics, para. 5). Success criteria establish what learners should be able to achieve and performance descriptors describe the different levels of performance for these criteria.

			ESA (2018) points out that when writing the performance descriptors as the basis for your feedback to individual primary school learners (and/or his/her parents or others) you should include three elements, summarised in the following steps:

			1.Identify primary school learners’ skills, knowledge and understanding that they should demonstrate, that is, the success criteria (e.g. an ability to…, knowledge of…, understanding of how/why/the ways in which...).

			2.Decide how many levels to include and then write the descriptors for each level (lower, medium, high level).

			3.Write the performance descriptors, referring to specific aspects of performance, reflecting qualitative difference, using numeric references and including the degree of support.

			•Common European Framework of Reference for Languages (CEFR)

			The Common European Framework of Reference for Languages (Council of Europe, 2001) is a standard to measure the level of oral and written competence in a foreign language. It is divided in six mayor levels, all of them based on can-do statements, that is, what the learner can do using language for communication. These levels are A1 (beginner), A2 (elementary), B1 (intermediate), B2 (upper intermediate), C1 (advanced), C2 (proficiency). For primary school learners, levels generally accepted are from A1 to B1, since higher levels are not suitable for their linguistic and cognitive development. In section 2.2 of the present part you can see concrete examples of using the CEFR for assessing primary school learners.

			In the practical part (Part II, Section 1.6. Design the descriptors of primary school learners’ achievements) you will find some examples of learning objectives and outcomes, topic of learning, success criteria and performance descriptors. They will help you to design your classroom assessment plan and support the language development of young learners.

			
				
					
				
				
					
							
							DON’T FORGET

							•Curriculum: includes all the aspects that must be involved in the process of designing an educational programme (objectives, syllabus, course structure, teaching methods, materials and evaluation of the programme).

							•Syllabus: specifies teaching content and order (what is to be taught and how).

							•Learning objectives: establish teaching intentions, aims for teachers and students.

							•Learning outcomes: determine what learners should be able to know, understand, are able to do or what they have achieved in the process of learning and teaching.

							•Topic of learning: includes themes, concepts, ideas, and facts, grouped within each subject of learning area.

							•Success criteria: help teachers to decide whether their students have achieved the learning objectives.

							•Performance descriptors: describe de different levels of performance for success criteria.

							•CEFR: standard to measure the level of oral and written competence in a foreign language.

						
					

				
			

			In the practical part, Part II, we suggest 7 steps for FL teachers to design their CBA, for which the above terms and their meaning are necessary.

			3.Reasons for assessing young FL learners

			
				
					
				
				
					
							
							CONSIDER

							•What do you think the main purpose of assessing young (second/foreign) language learners is?

							•Do you think the techniques for assessing young FL learners and adults should be different? If so, why?

						
					

				
			

			
				
					
				
				
					
							
							PURPOSE

							In this section you will read about the reasons and purpose for assessing young FL learners, the differences between assessing adults and young learners, and what, when, who, why and how to assess.

						
					

				
			

			Up to this point, we have been reflecting on key concepts regarding assessment. Now, the next question is: why assess?

			Brumen, Čagran and Rixon (2005), after analysing 50 Slovenian primary teachers’ responses about assessment, concluded that their main reasons for assessing students were fostering students’ motivation, monitoring their progress and making them become aware of and responsible for their own learning process.

			Similarly to the previous study, Kirkgöz, Babanoglu and Ağçam (2017) carried out a survey about reasons for assessment in 42 state primary schools in Turkey. The 56 participating EFL teachers argued for the following purposes:

			•“To track foreign language development of students,

			•To check whether the subject matters have been understood,

			•To see whether the goals and objectives stated in the curriculum have been achieved, and to improve/change the curriculum (or lesson plans) in case of a failure,

			•To evaluate both teachers’ and students’ performance in the language classroom,

			•To increase the quality of education,

			•To inform students about their own learning,

			•To evaluate the efficacy of the approaches, methods and/or techniques used in the language classroom, and to make related changes in case of a failure” (Kirkgöz, Babanoglu & Ağçam, 2017, p. 167). 

			
				
					
				
				
					
							
							REFLECTION

							•Do you agree with these statements? And to achieve all these goals, what kind of procedures/techniques from the ones mentioned so far would you use?

							•Can you compare the findings from both studies, Brumen et al. (2005) and Kirkgöz et al. (2017)?

						
					

				
			

			When assessing, an important factor to take into account is the age of the students. Obviously, assessing adults or teenagers is not the same as assessing young learners (YL), and, therefore, aims and techniques must be different (McKay, 2006). According to Rea-Dickins (2000b), the most important issue to consider is that the cognitive development of primary school learners is still an ongoing process. Consequently, linguistic demands cannot be as strict as with adults, as children are still immersed in the process of acquiring and mastering their mother tongue.

			Moreover, if we take into account that we, as teachers, are working in a foreign language context, in which students may not (or have little opportunity to) use the foreign language outside the classroom, the younger the less chance to speak the language. Older students, from adolescence onwards, have two main advantages: they can put the foreign language into practice beyond the classroom —traveling, getting information from the internet, books, journals, chatting online with native speakers—, and they can engage in more complex conversations, which helps them improve and achieve a higher competence.

			Therefore, we must be aware of what we can expect from primary school learners and adapt assessment to the realistic goals they can achieve. We cannot expect primary school learners to reach a B1 level in the FL when they have probably not reached this level in their first language (henceforth L1), at least not cognitively. For example, having a look at the Common European Framework of Reference for Languages (CEFR), a B1 can-do statement is “Can understand the main points of clear standard input on familiar matters regularly encountered in work, school, leisure, etc.”. Teachers know that sometimes the simplest linguistic request in the L1 is not properly understood by young children and they need reformulation and/or visual support and gestures. Consequently, we cannot expect from them higher standards than those they can actually reach.

			In Figure 4 we compare the way children (6-12-year-olds) learn to the learning processes of teenagers and adults.

			[image: ]

			Figure 4. Comparison of children’s learning to teenagers and adults

			
				
					
				
				
					
							
							DON’T FORGET

							Formative assessment takes place during instruction. It is a process in which teachers provide feedback to their (young) learners and helps them to improve their instruction.

						
					

				
			

			Therefore, the kind of assessment must be different from that of adults. For example, using testing with primary school learners may be counterproductive, as learners might not understand the aim, they could get unnecessarily stressed or anxious and results would not provide useful information on their real development. However, formative assessment can offer us a complete picture of our students’ skills and needs.

			Strongly related to the purpose and peculiarities of assessing primary school learners, we must reflect on when, what, why and how to assess young foreign language learners (FLLs). Students must be clearly informed about the assessment methods and purpose, so they can be aware of them from the beginning of the course, and they can understand the teacher’s intentions and the assessment aims and outcomes.

			None of these questions has a unique answer, as, of course, the answer will depend on different factors, such as the age of the students, their needs, the teacher’s objectives or success criteria. However, we can determine that the best moment for assessing is throughout the whole academic year, applying distinct techniques of formative assessment. If our intention is to use testing as a way of explicit assessment at regular intervals or at the end of the course, then we must tell students and provide information about the kind of test, the contents and the assessment criteria. But, as Harris and McCann (1994) emphasise, a final test means too much pressure for students and does not help to diagnose possible weaknesses.

			Regarding what to assess (NCCA, 2007), we must be true to the intended learning outcomes (what a learner should know, understand and be able to do as a result of learning), topic of learning (the actions, activities and/or tasks young learners will be doing to achieve the learning outcome) and success criteria (ways of showing that a learning outcome has been achieved), dealt with during the course, highlighting those aspects deeply dealt with throughout the course. Also, we should balance the four main skills (listening, speaking, reading and writing), avoiding assessing just vocabulary and grammar. The teacher is the one who has the last word; however, he/she can develop the students’ ability to carry out appraisal through self- and peer-correction. This way students will feel responsible for and participate more in their own learning process. Furthermore, it is important to take into account your colleagues’ opinions.

			Harris and McCann (1994) also suggest some tips on how to assess: constructively, that is, focusing on achievements rather than on failures; reliability, making sure the test will provide fair results; validity, assessing contents that have been taught in the class and are related to the students’ knowledge; practicability, making sure we have the necessary time and resources; and accountability, being able to explain the assessment rationale.

			In section 5 we will see in further detail current approaches and methods for assessing young FL learners.

			4.Possible effects of assessing young FL learners

			
				
					
				
				
					
							
							PURPOSE

							In this section you will read about the possible effects of assessment, such as pedagogical prejudices, learners’ attitudes towards assessment or the consequences of National assessment.

						
					

				
			

			
				
					
				
				
					
							
							REFLECTION

							•In your opinion/experience, to what extent does formal testing influence the learning process?

							•Have you ever had the feeling of being taught to pass an exam and not to acquire knowledge?

							•Have you ever felt the obligation of teaching to pass an exam and not to make students learn and experience knowledge?

							•Have you ever felt anxious before taking an exam?

							•Have you ever thought formal testing was unfair?

							•What do you think your young learners think about assessment?

							•Does the investment of time in preparing, managing and scoring the assessment get the results for both, for young learners and teachers?

						
					

				
			

			We all assume that assessment is an essential part of teaching. However, the word itself seems to have a pejorative sense: most students experience anxiety when facing assessment tasks (Yan & Horwitz, 2008; Jones & Myhill, 2004; Zefran and Cencic, 2013).

			In addition, many teachers feel uncomfortable when assessing students, as they are aware of their students’ feelings, or maybe because they lack the adequate tools or training to tackle this undertaking. As Rea-Dickins (2004, p. 253) explains, teachers face “dilemmas in their assessment practices: sometimes torn between their role as facilitator and monitor of language development and that of assessor and judge of language performance as achievement”.

			Harris and McCann (1994, p. 2) mention some prejudices against assessment:

			•It is considered to be limited to formal testing.

			•It is seen as a task at the end of the learning process, and not during it.

			•It is expressed only as a quantitative grade.

			•It usually focuses only in one part of the whole content, e.g. grammar.

			•It tries to catch students out, looking for what they do not know.

			Britton, (2015), reporting research by Choi (2008) in South Korea, concluded that standardised EFL tests worsen the learning process due to the students’ high levels of anxiety and pressure.

			Authors such as Chamot et al. (1993) or Kirkgöz et al. (2017) point out that teacher-oriented traditional assessment is still the most used worldwide, basically reduced to summative assessment. They criticise the foreign language standardised tests, where skills are isolated and tasks are usually fill-in-the-gaps or multiple-choice questions. Likewise, Rixon (2016, p. 22) comments on the predominant “summative style of assessment”.

			Taking all the above into account, it is not surprising that many FL teachers and students have a negative idea about assessment because they see it in terms of testing. To add fuel to the fire, we find the National assessment and the washback effect, that is, the influence of assessment on both teaching and learning (Harris & McCann, 1994). This effect tends to make teaching difficult or even halt the teaching-learning process, as usually the whole school focuses on teaching to pass an exam and not on getting the students to acquire knowledge (Bedford, 2003).

			Nevertheless, Bedford (2003) considers that the washback effect can be positive if FL assessment concentrates on the skills and topics taught in the classroom. Despite that, she admits that most of the times it is negative, as it is curriculum-driven and it is focused on high stakes testing that involves making judgements on students for purposes that are important for their life chances, such as deciding whether students move on to the next grade level or gain entry to a desirable school.

			Rea-Dickins (2004, p. 249) states that “There is a tendency to prioritize the ‘formal’ and the ‘procedural’ and to underplay the observation-driven approaches to assessment”. That is the reason why teacher education on different assessment approaches and techniques is crucial, so we have the tools and knowledge to apply different and varied assessment procedures. That is the reason why this book fosters formative assessment using alternative techniques and procedures to avoid testing and formal assessment as the only source of information about our students’ achievement.
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