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Factors Influencing the Assessment of English Language Learners

The article deals with the factors influencing the assessment of English Language Learners.
Different linguistic backgrounds ELLs possess a wide range of linguistic backgrounds.
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B cratbe paccmaTtpuBaroTcs (DakTOphl, BIUSIONINE HA OICHKY 3HAHUM W3Yy4alOluX aHTJIUN-
CKUU A3BIK.

Knroueevle cnosa: onieHka, ydaniuics, i3Ik, 00pa3oBaHue

Different linguistic backgrounds ELLs possess a wide range of linguistic back-
grounds. While the majority of ELLs come from Uzbek- or Karakalpak-speaking
backgrounds, it has been estimated that approximately 400 different native languages
are spoken by ELLs nationally. This is particularly important to keep in mind when
considering the use of native language testing accommodations, since it may not be
possible to provide assessments in all native languages represented in a large school
district or a state. Varying levels of proficiency in English — ELLs vary widely in
their level of English language proficiency, and furthermore, ELLs may have varying
levels of oral and written English proficiency. Do not assume that students who can
converse easily in English will have the literacy skills necessary to understand the
written directions for a standardized test. Some ELLs may be proficient in the Eng-
lish used for interpersonal communications but not in the academic English needed to
fully access content-area assessments. Studies show that the level of language profi-
ciency has an influence on processing speed. In other words, compared with native
speakers, ELLs generally take longer on tasks presented in English. This is important
to keep in mind when designing and scoring the assessment, as well as when making
decisions about testing accommodations. Varying levels of proficiency in native lan-
guage — ELLs also vary in their levels of proficiency and literacy in their native lan-
guages. Therefore, do not assume that speakers of other languages will be able to un-
derstand written test directions in their native languages. In fact, a large proportion of
ELLs were born in Uzbekistan and may not have had any formal schooling in their
native language. This is important to keep in mind when considering the use of native
language accommodations [1].

Varying degrees of formal schooling in native language — As mentioned previ-
ously, ELLs vary widely in the level of formal schooling they have had in their native
languages. The degree of native-language formal schooling affects not only native
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proficiency—specifically, literacy in the native language—but also the level of con-
tent area skills and knowledge. For example, students from refugee populations may
enter the Uzbekistan educational system with little or no formal schooling in any lan-
guage. These students must learn English and content-area knowledge simultaneous-
ly, while also being socialized into a school context that may be extremely unfamil-
lar. Other ELLs may come with more formal schooling and may have received in-
struction in the content areas in their native languages. The primary challenge for the-
se students is simply to transfer their existing content knowledge into English. Again,
these factors come into play when making decisions about appropriate accommoda-
tions.

ELLs also vary in the number of years they have spent in schools where Eng-
lish is the language of instruction. A distinction may also be made between students
who have studied English as a foreign language while in their home countries. Fur-
thermore, ELLs differ in the type of instruction they have received. Bilingual, full
English immersion, and English as a second language are but three of the many exist-
Ing instructional programs for non-native English speakers, and there are great varia-
tions in how these programs are implemented.

It should not be assumed that all ELLs have had the same exposure to the
standardized testing that is prevalent. Students in some countries may have had no
exposure to multiple-choice questions, while those from other countries may never
have seen a constructed-response question. Even ELLs from educationally advan-
taged backgrounds and with high levels of English language proficiency may not be
accustomed to standardized, large-scale assessments and may be at a disadvantage in
these testing situations [2].

Cultural factors can also be potential sources of construct-irrelevant variance
that add to the complexity of appropriately assessing ELLSs. Varying degrees of accul-
turation to U.S. mainstream — ELLs come from a wide range of cultural backgrounds,
and cultural differences may place ELLs at a disadvantage in a standardized testing
situation. Lack of familiarity with mainstream American or British culture, for exam-
ple, can potentially have an impact on test scores for ELLs. Students who are unfa-
miliar with American and British culture may be at a disadvantage relative to their
peers because they may hold different assumptions about the testing situation or the
educational environment in general, have different background knowledge and expe-
rience, or possess different sets of cultural values and beliefs, and therefore respond
to questions differently. Students from cultures where cooperation is valued over
competition, for example, may be at a disadvantage in those testing situations in the
United States where the goal is for each individual student to perform at his or her
best on his or her own. Students from economically disadvantaged backgrounds may
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also respond to questions differently and may have background knowledge and expe-
riences that are different from those presumed by a test developer.
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Kapaxannaxckuii 2ocyoapcmeennwiii ynugepcumem

JIaKyHBbI B aHIJIMICKOM, PYCCKOM M KapaKAJIMAKCKOM A3bIKAX

B crarbe uccnenyercst npobsieMa JaKyH B aHTJIMHCKOM, PYCCKOM M KapaKaJlaKCKOM SI3blI-
kax. JlakyHa paccMaTpuBaeTcsl Kak HAlMOHAJIbHO-CIIEHU(UUECKUI 3JIEMEHT KYIbTYpBI.

Knrwouesnie cnosa: JIaKyHa, JIMHI'BUCTUKA, SMOLIUA, SKCTPAJIMHI'BUCTHKA, 3THOl"pa(1)I/I$I

JlakyHa npencTtaBisieT coO00i HallMOHATBHO-CIIELU(PUUECKUN IIEMEHT KYJbTY-
pbl, HAIIEANI COOTBETCTBYIOLIEE OTPAKEHHE B S3BIKE W PEYM HOCHUTENIEU 3TOU
KYJIBTYpbI, KOTOPBIN 100 MOJHOCTHIO HE TOHUMAETCS, JTMO0 HETOTIOHUMAETCS] HOCH-
TEJISIMU MUHOM JINHTBOKYJIBTYPBI B IIPOLECCE KOMMYHUKALIUH.

JlakyHa (B y3KOM CMBbICJIE, TaK Ha3bIBaeMasi 3bIKOBAs JIAKYHA) TIOHUMAETCS KaK
OTCYTCTBHUE B JIEKCUYECKOU CHCTEME SI3bIKA CJIOBA sl 0003HAUYEHHS TOTO UM MHOTO
MOHSTUSL.

BBIsIBIIEHHBIE U TEOPETHUYECKH BO3MOXKHBIE JIAKYHBI NTOJPA3JEIAIOTCS HA CUH-
XPOHUYECKUE U THAXPOHUYECKHE, IMHIBUCTUYECKHE (A3BIKOBBIE, PEYEBBIE) U IKCTpa-
JMHTBUCTUYECKUE (TEKCTOBBIE U KYJIbTYPOJIOTUYECKHE).

B nentpe BHMMaHMS aBTOPOB HACTOSIIEH CTAThU HAXOIATCS JIMHTBUCTUYECKUE
JIAKYHBI, KOTOPBIE XapaKTEPU3YIOTCS C TOUKHU 3PEHUS COBPEMEHHOIO COCTOSIHUSA SI3bI-
Ka (MJIM A3BIKOB), T. €. B CHHXPOHHH. «JlaKyHbI, BCTpeyaromuecs npyu CONOCTABICHUH
A3BIKOB, HA3bIBAIOTCS SI3bIKOBBIMU, WJIM JIMHTBUCTHYECKUMU, — nuiieT M. B. Tomarue-
Ba, — KOTOpPbIE B CBOIO OYEPEb, MOTYT ObITh JIEKCHYECKUMHU, TPAMMATUYECKUMH U
CTHJIUCTUYCCKUMH, TIOJHBIMHU, YACTUYHBIMU WU KOMIICHCUPOBaHHBIMHY» [0, c. 53].
JIMHrBUCTUYECKHE JIAKyHBbl TIOMUMO 3TOTO MOTYT OBbITh MHTEPbBA3BIKOBHIMU (MEXKb-
A3BIKOBBIMHM) U MHTPAS3bIKOBBIMU (BHYTPHSA3BIKOBBIMH), YHUKAIBHBIMA U YaCTHBIMU,
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