
Vol. 29 (2026) 003

Chapter 2
Fostering and evaluating students’ oral

production through a genre-based approach
Laura Flores
Departamento de Lenguas Extranjeras, Consejo de Formación en Educación,Montevideo, Uruguay, y
Facultad de Letras, Universidad Católica de Chile Santiago de Chile
Natalia Bonello
Consejo de Educación Técnico-Profesional, Montevideo, Uruguay
Leticia Dobrotka
Consejo de Educación Técnico-Profesional, Montevideo, Uruguay
Valentina Perini
Consejo de Educación Técnico-Profesional, Montevideo, Uruguay
Fabiana Silvera
Consejo de Educación Técnico-Profesional, Montevideo, Uruguay

The team for this project was led by Laura Flores, who was undergoing doctoral studies at the time in
the Chilean Catholic University (since completed). She was a tutor of English Language and Literature
at the Teacher of English Education Institute, in charge of the academic coordination of
Fortalecimiento de Inglés from its beginning in 2013. In 2016, Valentina Perini took over the project’s
coordination. At the time of the project, Valentina was a teacher of English working at one of the
vocational institutes where the project was run. The other members of the team were Leticia
Dobrotka, Natalia Bonello and Fabiana Silveira. They were also working at the vocational institutes
where the project was run. The five teachers had already been working as a team in Fortalecimiento
de Inglés with fortnightly meetings for the previous five years.

The team preparing their poster presentation for the Teachers Research! Buenos Aires 2017
Conference



Vol. 29 (2026) 003

1. Introduction

This action research project (ARP) was intended to foster students’ oral production and to improve
the evaluation tools designed to evaluate students’ oral progress. It took place in a pilot programme
called Fortalecimiento del inglés, an English Language Improvement Programme based on genre
pedagogy and run at two vocational education institutes in Montevideo: Instituto Tecnológico
Superior (ITS) and Escuela de Comercio Villa Muñoz (VM). This ARP took place during the second
semester of 2016 and the first one of 2017, in seven groups of a total of 90 students with different
levels of English, from beginners to upper-intermediate.

We decided to embrace this three-loop ARP, focused on the design, trial and improvement of
the teaching, the tests and the rubrics for evaluating students’ oral production, for three main
reasons. In the first place, this ARP was an opportunity to strengthen the team of nine teachers
taking part in Fortalecimiento del inglés. It entailed assessing students’ oral progress with the same
oral evaluations. The teachers had to find more systematic and adjusted ways to evaluate their
students. In order to standardize the process, it was necessary to ask the same questions, show the
same pictures and give students the same time to answer. We had to agree on the marking criteria
and a rubric.

Second, one of the objectives of Fortalecimiento del inglés is to make the students’ progress and
the programme itself transparent and accountable. Considering that the Uruguayan administration
of public education (ANEP) chose in 2013 to use the Common European Framework of Reference for
Foreign Languages (CEFR) to refer to and describe students’ and teachers’ levels of English, we
realized that the ARP’s aim of developing an accountable test would help us to start and promote a
professional dialogue with the CEFR.

Thirdly, the ARP’s focus on students’ oral production and the forms of evaluating it, perfectly
suited the goals of Fortalecimiento del inglés, a project informed by a genre-based approach. In the
previous four years, we had been implementing innovative ways of promoting and evaluating our
students’ oral production (see Echenagusía et al., 2020). We were looking for opportunities to
develop and share our work with the rest of the community of colleagues, which this ARP also
facilitated.

2. Genre Pedagogy

Fortalecimiento del Inglés is a pilot programme informed by genre pedagogy (GP) (Derewianka, 2013;
Derewianka & Jones 2012; Gibbons, 2004; Rose & Martin 2012; Schleppegrell, 2004), a theory of
genre (Martin & Rose, 2007; 2008) developed from systemic-functional linguistics (henceforth SFL)
(Halliday & Matthiessen, 2004). SFL is a theory that views language as a semantic resource; in other
words, it conceives that humans use language-making options from a whole repertoire they have,
depending on their purposes. This implies, for example, that a person will make different lexical and
grammatical choices if they want to tell an anecdote or they want to give a dish recipe. Those choices,
then, are based on the semantic needs users have. For this reason, the theory states that context is
realized by language. This means that there are aspects of context that affect language use, though
contextual meanings are only realized or expressed by means of language. One pedagogical
implication of these concepts is Halliday’s (1975) well-known view that “learning a language is
learning how to mean”, which implies that when we learn a language we are semantically motivated
and learn what resources are at hand and how they differ in meaning.
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For our pilot programme, Fortalecimiento del Inglés, we adopted the principles1 proposed by
Derewianka (2013):

1. Engaging students with:

a. substantial content and authentic texts, that is texts produced with real purposes, to real
addressees in specific describable contexts of situation

b. rich tasks that involve analysis, synthesis, evaluation, decision-making

2. Having high expectations and providing high support
3. Offering explicit teaching in context
4. Varying the degree of difficulty by task choice, text selection and level of support
5. Integrating language modes (written, oral)

These pedagogical concepts guide the planning and teaching in Fortalecimiento del Inglés. Texts
are at the centre of our units, which in GP are called curriculum cycles, due to the sequence of tasks
and activities carried out with oral or written texts. GP defines genre as “a staged, goal-oriented
social process” (Martin, 2009, p. 93). It is worth explaining that this definition does not refer to
language, because some genres are more dependent on language than others to be fulfilled (Painter,
2001). In this sense, the concept of genre is relatively close to the concept of text type, since each
genre has a schematic structure or stages that each text goes through to achieve its communicative
purpose. The purpose of a genre defines its stages. These purposes and stages are connected to the
more abstract dimension of context: culture (see Figure 4). Each culture has typical uses of exchanges
and communication among people.

A closer dimension of context is the situational context or register. Halliday suggests that any
context for language in use should be studied in terms of three components or variables of the
register: field, tenor, and mode (1978; 1985). Although these concepts are not introduced to
students, teachers consider them when analysing the texts they will teach. In fact, the relationships
between genre, register and language inform the choice of linguistic features that teachers choose to
teach and focus on in each case.

One key principle is number 3, which proposes explicit discussion with students of textual and
grammatical features. For this, we need to teach students the metalanguage that makes those
discussions in class possible. For example, students refer to the text’s communicative purpose, to the
stages of the text, to the text’s degree of technicality (corresponding to field), to the formality of the
relationship between writer/ speaker and reader/listener (tenor), or to the grammatical features,
such as the structure of definitions around the relational process or copular verb be. These
discussions in class revolve, for example, around why one option or organization is more suitable
than another, so that students understand how the language works. Each curriculum cycle has
certain features of text and grammar as key points, depending on the text chosen, on the particular
areas of context it realizes and on the typical language choices that realize it. Besides, all the
language modes are involved in the tasks designed in each curriculum cycle: students read, write,
speak and listen.

1 We are quoting these principles from a slide of Prof. Derewianka’s presentation at the Seminar she taught in
2013 at ITS -the vocational institute in Montevideo where this research was carried out. The presenter
generously offered all her materials to the teachers and organizers.
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3. The Curriculum Cycle

Derewianka (2013) offered the image in Figure 1 to represent and explain what a teaching and
learning cycle or curriculum cycle is. It is a text-based unit of work in a text-based syllabus. As
indicated above, this is a kind of syllabus in which texts and the genres they belong to are key
concepts to organize what features of context are to be studied. This description of context is
naturally realized in specific lexico-grammatical features, which are functional to that context. For
example, in an instruction manual there are typically two stages: the goal of the procedure (using a
scanner) and the method or steps to do it, usually realized by clauses in the imperative mood, with a
predominance of action verbs (open, close, press, turn on) (Painter, 2001).

Figure 1. The curriculum cycle (Derewianka 2013)

There are three kinds of stages in a curriculum cycle: the teacher expands the students’
knowledge by building their knowledge of the field (for example, if the text to read is a report about
felines, the teacher may want to introduce visual materials with images of different kinds of felines
or a map where felines are placed in their habitat). The difference with the warm-up is that the focus
is not on the language as an independent category of lexical and grammatical features, but on the
field of knowledge presented by the main text of the cycle. In this sense, the learning is of language
in context with different levels of abstraction and realization. It is clear that the concept of
curriculum cycle is based on Vygotsky’s learning theory, and foregrounds shared understandings
about content and teacher-student interactions when preparing or reading a text (Martin, 2009).

4. Research Methodology

Fortalecimiento del inglés is a pilot English Language Improvement Programme based on GP. The
programme started in 2013 in one school, and it then involved two vocational institutes in
Montevideo. In 2016–2017 a team of 9 teachers took part in this ARP in a total of seven groups. The
Programme organizes students with different levels of English - beginners to upper-intermediate -
and offers them the opportunity to sit for Cambridge examinations, which are offered for free by the
Uruguayan authorities of secondary education. This ARP was relevant for the programme because it
allowed the opportunity to work on the development of students’ oral language, on the tests to
evaluate progress and on the descriptors to mark those tests.

The seven groups had a total of 90 students from the last three years of secondary education in
four vocational tracks: mechanics, electronics, information technology, administration and tourism.
Figure 2 offers a simple diagram of the different stages in the Uruguayan educational system, making
clear that this pilot programme was established in the three last years of secondary education within
the vocational track.
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Figure 2. Diagram of educational stages in Uruguay

Course syllabi in the pilot programme, as well as classroom materials, are designed by the team
of teachers in charge. There are three courses – one per year in senior vocational education – and
the themes (introducing yourself, describing your career, defining technical terms, preparing for a job
interview, stories, responses to text) in the curriculum cycles (CC) are sought to be as similar as
possible for students in such different vocational careers. Each CC is organized around particular
genres, and the focus on language depends on the lexico-grammatical resources that are typical for
each genre.

Since we wanted to measure students’ improvement in oral production by means of evaluative
tools coherent with our pedagogical framework, action research (AR) was regarded as the most
adequate methodology:

[AR] is a form of inquiry carried out by professionals into their work. Teacher-researchers
explore their own teaching, or their curriculums, or some other aspect of their professional
context. […] AR sets out to change the world by acting on it. The aim is to make things better.
(Edge et al., 2014, p. 12)

Since AR proceeds by cycles or loops of diagnosis – intervention – reflection, we decided to
design a three-loop ARP (Figure 3) to explore what design of oral test and what rubric would be the
most suitable to evaluate our students’ achievement in agreement with GP.

Figure 3. Three-loop Action Research Project

The first loop consisted of the design of the end of the year oral test and rubric, and its
implementation. Reflections on this led to adjustments to the course syllabus, and the design of a
new test and rubric to be implemented as a diagnostic test in April 2017. This helped the group of
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teachers to realize that, although they had been having weekly meetings since the beginning of the
project, they needed more focused discussion and agreement on what to teach and how to evaluate
it. Since in Uruguay courses in vocational education end in mid-November, the first loop was
implemented in September-October 2016 and the second loop in April 2017, with the diagnosis of
different groups.

The second loop was the implementation of a diagnostic interview in April 2017, as well as the
reflection on this oral diagnosis and the rubric to assess it. Based on that reflection, we adjusted our
teaching to better suit our students’ needs and future evaluations. Finally, the third loop implied the
teaching of the first Unit of Course 1, Who am I? (April through June 2017) according to the
aforementioned adjustments, and evaluation at the end of the unit of work with a new test format
and rubric. This led to the final reflections on the whole ARP.

5. Implementation

5.1. Loop 1

We decided to start the first loop with an oral evaluation, so we designed an oral test and rubric. Our
team of teachers had already shared rubrics for students’ oral presentations in class before, but we
were aware that the rubrics needed to be adjusted in order to be able to provide teachers with
specific information about their students’ learning process, as well as to offer students explicit and
accurate evaluations of their work and suggestions for improvement.

In fact, it was the first time in which our team of teachers shared the same oral test and the
same rubric. The first oral test (Appendix 1) took 7 to 8 minutes and had three parts or stages, each
with questions for beginners and for intermediate students. Part 1 was based on personal questions
(warm up, up to 3 minutes); Part 2 was based on a picture description which showed a professional
at work (2 minutes), since the programme is run at a vocational school and there was a work unit
defining different professionals. Part 3 was related to a unit on describing careers. We gave the
students a situation in which they had to persuade a friend to take up a particular career (2 minutes).
The interviews were carried out and recorded by the class teacher.

We tried to have a comprehensive rubric (Appendix 2) which was relevant to the programme’s
approach. We chose 10 different items, such as fluency, pronunciation, picture description,
expressions of preference, and the clause. The idea was to be faithful to the items that had been
studied and practiced in class. The rubric had 4 levels of achievement (‘needs improvement’, ‘within
expectations’, ‘very good achievement’, ‘outstanding achievement’) and offered detailed
descriptions of the answers in each slot with examples. We were aware that we were handling too
much information, but practical matters, mainly time and teachers’ availability, made us decide that
real marking of the test would give us feedback to improve the test in the ARP second loop.

On the other hand, the rubric fell short when describing students’ performance in other aspects.
With respect to the discourse semantics level, there were no categories in the rubric that would
allow the teacher to indicate whether the student was putting a text together to make meanings
successfully, or to grade the relevance of the choices they made to communicate. It is a fact that
many times students are not aware of this even when using their mother tongue, so doing it in
English poses an extra challenge. At the lexico-grammatical level, the rubric failed to capture the
difference between the understanding students showed of vocabulary and grammatical structures,
and their ability to produce them accurately; it also failed to describe the students’ lexical range. At
the phonological level, the rubric was insufficient at describing whether students were producing the
English sounds specifically studied in class consistently (those that are particularly difficult for
Spanish speakers). Furthermore, there is no item in the rubric that helps the teacher indicate
whether or not, or to which degree, students are making improvements in their command of the
language.

We assessed the students’ oral performances and recorded them. We chose 15 of these
recorded interviews, transcribed them and analysed them. In order to check if we had unified criteria
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to evaluate students and to gather everyone’s feedback on the rubric, we selected two interviews to
be marked by every teacher and discussed in the following teachers’ meeting. Appendix 2 is the
transcript of a final oral assessment and its evaluation.

From this loop, we organized our reflections in three groups: (1) About the test itself, (2) About
the rubric, and (3) About the team and the teaching itself.

5.1.1. About the test itself

The nature of the end of the year assessment (particularly PART 1 in Appendix 2, where students
have to talk about themselves: age, family status, home location, occupation, all information that the
classroom teacher already knows) justifies having orals taken by other teachers, who genuinely want
to know about the student, and not the classroom teacher, who is already familiar with all that her
students have to say.
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Figure 4. First rubric used to evaluate final tests
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5.1.2. About the rubric

We agreed that the rubric we used (Figure 4) needed fewer criteria to consider and that these
criteria had to be re-organized into categories, hopefully better informed by GP. As Figure 4 shows,
this rubric had 10 descriptors: Pronunciation, Intelligibility, Fluency, Comprehension, Autonomy,
Content, Interference of the mother tongue, Picture description, the Clause. These descriptors
ranged in four different levels. The descriptors, apart from being too many, needed to be redrafted
within a coherent classification. It was there that we came to understand that we needed to make a
difference between language levels: there is a perspective of the oral text as discourse-semantics,
there is a different perspective from the level of lexico-grammar, and there is a third perspective
from phonology (oral texts) or graphology (written texts) (Martin & Rose, 2007). These three levels of
the language are described by the concept of language in context offered by SFL (Martin, 2016)
introduced above, as represented in Figure 5:

Figure 5. Systemic Functional Linguistic Model of Language in Context

SFL (Halliday & Matthiessen, 2004) views language and context as part of the same model. In
fact, they consider that context is the more abstract level (or stratum) that has meaning. The model
represented in Figure 5 is Martin’s (2016), which describes two levels of context: the level where
genres are configured, which corresponds to the wider context of culture, and the level where
register is configured. As previously explained, register corresponds to the more immediate context
of the situation in which language is used. At this level of context Halliday and Matthiessen (2004)
identify three variables of situations that have direct impact on the ‘langue’ used. These are the field
or theme of the text, the tenor or interlocutors involved in the exchange, and the mode or way in
which field and tenor get organized to make a text. These two levels of context are only expressed or
realized through language: through texts that are organized as wholes, as specific choices of lexis and
grammar, and at specific phonological/ graphological patterns.

This short explanation of a complex model wants to suggest what is meant when we state that
the context influences the choices made by language users. For example, regarding register, the ways
of using language in a familiar context are different from the ways of using language in an academic
context. In the case of genre, which is defined as “a staged, goal-oriented social process” (Martin,
2009, p. 93), the purpose of communication will affect the linguistic choices: for example, if you go to
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the baker’s to buy bread, the way in which you talk differs from the way in which you address
someone to ask them for directions in the street.

Besides, language itself is stratified, as Figure 5 shows: there is a discourse semantic level that
realizes patterns of register and is realized by patterns of lexicogrammar, which is in turn
materialized in phonological patterns. This is relevant to the way in which we understand and
evaluate language in this vocational pilot programme: we understand that there is a discourse
semantic level, where students (try to) communicate what they want, and a lexico-grammatical level
that offers them choices that usually need time, practice and recycling to become accurate. Finally,
since this is a project about oral language, there is a phonological level of realization of students’
language that might also need polishing, exposure, practice and time to become clear. In the second
rubric we wanted to make and capture this difference: semantic features, lexico-grammatical
features, and phonological features.

5.1.3. About the team and the teaching itself

As it has been suggested above, it was evident that teachers needed more work as a team with
deeper discussions in order to better focus on how to:

● Work on oral production from the project’s framework: what we do in class, how, and why
● Scaffold and assess our students’ oral production during the course

It must be said that the first rubric (Figure 4) was designed by one of the teachers and applied by
all of the group, while the second rubric was designed in coordination by the whole group of teachers.
We realized that having the group of teachers using the same rubric to evaluate all our students is a
necessary and enriching way of unifying criteria to obtain fairer results. At the same time, knowing
that the results are more trustworthy, it is easier to identify which aspects of our teaching practices
need improvements. These reflections led to Loop 2.

5.2. Loop 2

The second loop revolved around the new design of a diagnostic assessment for students who were
starting Course 1 in 2017, and a new evaluation rubric. The assessment consisted of an oral interview
which was individual, unrehearsed, and where the student knew that the teacher was recording the
conversation. The interview remained the same as in the previous assessment (Loop 1), except that it
had only two parts instead of three (Part 3 was removed because it was more closely based on
themes studied during the course and did not make sense as diagnosis), and took between 3 and 5
minutes (see Appendix 4). The first part consisted of personal questions that required more than a
yes or no answer. In the second part of the interview the teacher presented the student with a
picture that showed a professional working and the student had to describe what he saw, talking on
his/ her own for about a minute; the teacher would ask follow-up questions if the student had not
elaborated much.

The rubric was the more demanding aspect of this test to design, because we did not find
models of foreign language oral assessment from GP, and we had to recontextualize categories from
first and second language learning and from traditional approaches. As it was suggested above, we
found it was necessary to develop a rubric more coherent with our teaching approach and in tune
with the deeper understanding of the theory we were gaining. This is why we decided to assess
separately the teacher’s overall impression on the student’s oral performance, and the lexico-
grammatical aspects of such performance, as shown in the rubric in Figure 6.
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Figure 6. Rubric for oral assessment

Among overall impressions, we thought it was important to observe how students understood
instructions, how intelligible their pronunciation was and how fluent they were, in general terms.
Regarding the specific lexico-grammar, the features that we considered would be more relevant to
assess were precisely the aspects taught during the first curriculum cycle, which we expected our
students to have learnt by the end of the unit “Who Am I?”. In this unit students make a collage and
write a text, which they later on present to their classmates, to introduce themselves. This text,
collage and presentation are first modelled by the teacher. Figure 7 shows an example of a teacher’s
“Who Am I?” collage and text, just to illustrate the kind of text and image it implies.

Figure 7. Teacher's collage and text "Who am I?" (2015)
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As will be explained in Loop 3, the pictures in the collage represent what the author of the
collage likes, is keen on, usually does, or what they think represents their personality. The visual
meanings are meant to complete the verbal ones, in an example of multimodal integration (Kress &
van Leeuwen, 2006).

When designing the new rubric, within the lexico-grammatical aspects, we decided to consider
separately the assessment of the first part: interaction on personal questions (answering questions
asked by the teacher, in the case of the interview, or asked by the other students, in the case of the
collage presentation) from the picture description, the part of the assessment where the student was
expected to talk freely, introducing him/herself using the collage, without answering questions or
using the written text.

We believe that the resulting rubric (Figure 6) was more coherent with GP and at the same time
more manageable for teachers to evaluate. But in order to really test the evaluation format, our new
rubric, and also to measure our students’ improvement during the first two months, we had to wait
for the third loop.

5.3. Loop 3

This loop started with the teaching of the work unit “Who am I?”, the first unit of Course 1, that
teaches students how to introduce themselves using visual and verbal texts. The teacher models a
visual collage (made of personal photographs and pictures) that represents her in different ways: her
interests, her job, her family, her preferences for free time. Then, she shares a verbal text that
introduces herself describing and making reference to the pictures in the collage. Based on what we
knew we were going to have in consideration at the time of assessment, this time teachers were
careful and explicit at the moment of teaching in order to give all students the best opportunities to
perform successfully when it was their turn to make their oral presentations.

After a thorough study of the model presented by the teacher, following the stages of text
deconstruction and joint construction proposed in the curriculum cycle (Figure 1), each student
produced independently their own collage and explanatory text. As the unit was coming to an end,
students were told that in the following lessons they would have to introduce themselves to their
classmates, following the text they had prepared, and using the collage for support. Students were
expected not to read during the presentation. Moreover, the dynamics of presentation included
room for questions made by the classmates while the student was making his/ her presentation, to
make sure that all the students paid attention and responded to the presenter, and to avoid a
mechanical monologue. This induced students giving the presentation into thinking of what they
were actually saying, instead of just repeating by heart.

Figure 8. Final rubric
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The final assessment rubric (Figure 8) was built from the one used in the previous loop (Figure 6).
It maintained the two broad sections: overall impressions, and specific lexico-grammar. In this
second section we distinguished between the explanation that students offered of their own collage,
and the classroom interaction that it triggered, which could take different forms depending on the
teacher’s directions and the particular features of the group of students. Regarding the explanation
of the collage, the rubric considers separately the picture description in itself (location of the picture;
naming the people, places, objects, activities), and the explanation of the reasons for choice, in other
words, the significance of the pictures in the context of a self-introduction (personal preferences,
reference to abilities and experiences, etc.).

Using a similar format in this test to the one previously used in the diagnostic assessment,
actually enabled teachers to see the students’ progress. By analysing students’ performance in these
ways, teachers could make more informed decisions on their teaching and respond in more
personalized ways to their students’ needs (Appendix 4).

6. Final Reflections and Conclusions

The rubrics used for the diagnostic assessment and the collage presentation were the product of
deep reflection and thorough discussions among the group of teachers that participated in this ARP.
We experienced that well-designed assessment rubrics are powerful tools to evaluate students’
performance. Comparing students’ performance with these rubrics helped us to identify the specific
progress of the student’s oral production, whether it was at discourse level, at lexico-grammatical
level or in pronunciation. Besides, while listening to the recording of the students’ third test, we were
satisfied to confirm that our impressions on their performance coincided with the analytical detail
offered by the rubric.

We realized that the main change in our understanding of oral assessment took place between
the first and the second rubrics, when we decided to assess separately the teacher’s overall
impression on the student’s oral performance, trying there to capture the students’ discourse
management and ability to make meaning from the lexico-grammatical aspect. We found that
considering separately the interactions - with the teacher or the other students in the case of the
collage presentation - from the assessment of the student’s presentation - explanation of the collage
and picture description - we obtained much more precise and useful information about the students’
performance.

An added benefit of this ARP was that it allowed us to see how using GP in the classroom helps
our students’ show progress in many ways. It helps students to build awareness about the natural
relationship between language and context, both in English and in Spanish. For example, students
understand how the same genre - personal introductions - changes when the mode changes: oral
and written productions are very different, even if the audience and the theme are the same.

It is also relevant that in this programme we have regular teachers’ meetings to reflect on
aspects of our practices that can be researched in order to improve our teaching as well as our
students’ performances. We share classroom experiences, and discuss how to approach emerging
issues. This made it possible for us to embark as a team on an ARP, which meant a valuable
opportunity for us to focus our observation and our reflections. The ARP became the frame for the
analysis of our teaching practices and the theory that supports them.

We believe that the conclusions of this ARP might be of interest not just for Uruguayan teachers,
but for teachers of English who, in a variety of contexts, need to sharpen their evaluation tools to
better serve their students’ learning process. Besides, the experience undergone by the team of
teachers in the process of matching these evaluation tools with the course as effectively as possible
has had a positive impact on the students’ motivation. It would be interesting to see, through further
research, whether this impact could also take place in other contexts.
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Appendix 1
FINAL ASSESSMENT - COURSE 1

INTERVIEW PROTOCOL British Council RESEARCH

The aim is to assess student's oral production in a communicatively relevant situation. This oral
exchange in the format of a personal interview addresses the topics that were studied on the second
semester of the year.

The interviewer knows the students, she is their teacher. The interviewer will follow the script
very closely, minding the time. The interview consists of three parts and it lasts between 7 and 8
minutes. Students will be assessed on their answers according to a set of rubrics that were
developed by the team of teachers in coordination. Each interview will be recorded, provided that
the students has given his/ her/ a parent’s (in the case of students who are younger than 18) written
consent and will be used as part of the corpus for the BC Research.

Materials:

● Interview script (below)
● Pictures (printed size A4)
● Rubric + checklist
● Recorder
● Cock/ watch
● Student's consent form

PART 1: Warm up: personal questions (3 minutes)

Interviewer: Hello __________, how are you doing? (wait for answer) For this part of the test I'm
going to ask you some personal questions and I want you to answer with complete sentences. But
first, tell me about yourself.

Beginners Higher achieving students

The student should produce a brief personal
introduction. It is expected that he/she runs out of
things to say soon, so the teacher will ask some of
the following questions, minding the time.

How old are you?
Home:

● Where do you live?
○ Do you live nearby?

● How long have you been living there?
● What facilities are there in your

neighborhood?
Family

● Who do you live with?
○ Do you live with your parents?
○ Who else lives with you?
○ Do you have pets?

● Personal questions about a member of the
family (a third person):

○ What’s your mother’s/ father’s/
sister’s name?

○ How old is s/he?

The teacher gives time for the student to introduce
him/herself. In case they become silent too soon
the teacher may resort to some of these questions,
provided that the student has not answered them
already.
How old are you?
What are you studying?
What is your favourite subject/ area of studies?
Why?
What subjects are you passing? Do you have to sit
for any exam?
Do you work?

If the student says yes:Where? When did
you start working there? What is your
position there? What do you do? Do you
like it? Is this your first job? Would you like
to change jobs?
If the student says no:Would you like to
have a job? Where would you like to work?
How would you describe your ideal job?

What are your plans for next year? Are you going
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○ What does s/he do? What’s her/his
occupation?

Occupation
● What are you studying? Where?
● What kind of school do you attend?

○ Is it a Secondary School or a
Vocational School?

● What are the entry requirements for this
technical career?

● Why have you chosen this course?
● Do you work? Where? What is your

position there? What do you do? Do you
like it? Would you like to change jobs?

Interests
● What do you like doing in your free time?
● Do you like reading/watching TV/playing

video games?
○ What kind of books do you like

reading? Science-fiction, detective
stories, romantic comedies,
thrillers? What is your favourite
book/ author?

○ What’s your favourite TV
programme or kind of TV
programme? (Sitcoms, series,
reality shows...)

● Do you prefer going to the cinema or
playing computer games?

○ Tell me about the video games that
you like the most.

to continue studying ________? Are you going to
come to this school?
What are your plans for the summer?

Are you travelling anywhere? How are you
getting there? When are you going? How
long are you going to stay there? With
whom are you going? What are you going
to do there?
Are you going to stay at home? What do
you usually do in your free time? Do you
have any hobbies? Do you practise any
sports? Do you prefer indoors or outdoors
activities?

(That’s the end of part one)

PART 2: Picture description: talking about professions (2 minutes)

Interviewer: Thank you. Now, for this part of the test I want you to look at a picture and describe
what you see. This is your picture (show picture). You now have one minute to describe the picture.
Please use complete sentences and describe everything you see.
Expected answers:

 Mention location: background, foreground, left, right, top, bottom
 Describe people: name the professional, name the profession, say what he/she looks like,

what he/she is wearing, what elements he/she is using, suggest what he/she may be
saying/thinking/feeling given the visual clues

 Describe actions: say that is going on in the picture, use progressive tense

In the picture you see someone working. I want you to say what professional you see in the picture,
describe what he/she is doing and say what the he/she works with.
The teacher will give students time to describe picture on his/her own before offering any help. If the
student doesn’t say much, here are some guiding questions to elicit their answers:



Vol. 29 (2026) 003

This picture shows a cook working in a kitchen, maybe
in a restaurant or a hotel because the kitchen seems
to be enormous/huge.
What is he doing? He’s cutting some vegetables with
a knife. He’s preparing food/ a special/ typical dish
from the country he belongs to.
What vegetables is he cutting? (revision of specific
vocabulary) Cucumber, onion, tomatoes, garlic, etc).
Can you describe the cook, please? He´s a tall man
maybe in his 40s because of the colour of his hair.
He´s wearing a white and black uniform (tunic and
chef hat).
What objects are there in the kitchen? In the
background of the picture, in the kitchen, there are
different electrical appliances. On the left side of the
picture I can see a very big oven. There are some
colourful bowls on the right.
What does the place look like? It is clean, tidy and
everything seems to be kept in the right place.
Does he like his job? How do you know? In my
opinion/ I think / I believe/ I guess he likes/ loves his
job because he is very concentrated on his work. On
the other hand the kitchen is well-organized because
he is the person in charge of it and I think he’s a
responsible person.

(That’s the end of part two)

PART 3: Career description: talking about studies (2 minutes)

Interviewer: Thank you. Now, imagine that you have to persuade a friend to study (name of the
career that appears in the picture).What information do you offer them?

Expected answer: Name of the career, entry requirements, length/ duration, course content/
programme summary, subjects, degree, prospects, location

Depending on how extensive is the answer given by the student and whether he/she named all the
information required, the interviewer will choose two or three of the following questions with
relation to the career that the student is coursing.

✓ What are the requirements for enrolling in the career you are studying? Is there a minimum
age for students that want to study this career?

✓ How long is this course?
✓ What is the content of the course? What benefits does this course offer?
✓ What subjects does the course include?
✓ What degree are you going to have once you finish this course?
✓ What studies can you follow once you graduate? Where can you work once you graduate?

Thank you. That was the end of the test.
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Appendix 2
Interview Transcript and Evaluation

FINAL ORAL ASSESSMENT 2016 Student: DL

Hello DL, how are you?
Hello, fine, and you?
Fine, thanks.
DL, for this part of the test I am going to ask you some personal questions and I want you to
answer with complete sentences, ok? But first, tell me about yourself.
Mmm
How old you are, where you live, your family…
I have 16 years old. I live in Montevideo with my grandmother and my sister. I have a dog… and…
What is the name of your sister?
The name of my sister is Katerine and the name of my grandmother is Gloria.
Ok. Can you describe Katerine?
Yes, she is …
Tall?
Yes, she is tall and… and…
How old is he?
She have 14 years old I believe…
Does she study?
Yes, she gone to the high school in Maturana.
Ok, and where are you studying, DL?
I study in ITS. information technology at ITS.
Do you like it?
Yes
What are your plans for next year?
I come to ITS again and I complete my career.
Ok. Good. Are you going on holidays in the summer?
Can you repeat, please?
Do you have plans for the summer, for the holidays?
No, play LOL or to the beach with my friends.
Ok, DL. For this part of the test I am going to show you a picture and I want you to describe it, yes?
This is your picture. Ready? Now you have one minute to tell me what you see and please, use
complete sentences.
In this image /imeiʃ/ you can see a chef with your tool of work, your knife. He’s cutting garlic,
tomatoes and pineapple, is this, no?. In the background of the image /imaʃ/ you can see a… mmmme
olvidé cómo se decía.
At the background you can see dishes. Where is he? What is the workplace?
A kitchen.
Yes. Do you think that he likes his job?
Yes. Because your face represent this. He is smiling.
What about the clothes that he is wearing?

As in the rubric: Comments:

1. Pronunciation
2

It is not very clear if the student is aware of
details of pronunciation.

Pronunciation is not the hindrance
to make his speech
communicative.

2. Intelligibility 1 The student’s speech can be understood
besides some sporadic error.

He is very minimal and inaccurate.
However, with effort, he can be
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understood.

3. Fluency 1 There student hesitates a lot. Many incomplete ideas

4. Comprehension 2 The student mostly understands the
questions asked.

Asks for repetition once. This is
not his major problem.

5. Autonomy 1 The student much needs help from teacher. Definitely.

6. Content
2

The student answers questions with minimal
information.

Calls my attention how he
remembers fruits or vegetables,
such as garlic and pineapple…

7. Interference of
mother tongue 1 The student resorts to Spanish just to say

“no sé” o “me olvidé cómo se decía”

8. Picture
description

2

The student names a few elements in the
picture.
He fails to name actions being performed in
the picture
Location: only in the background

9. The clause 1 The student has problem to express one
simple complete idea.

10. Expressing
preference 1 The student fails to express likes and

dislikes. Just answers a couple of questions.

Yes. She is wearing a kitchen hat and… and your work clothes.
What colour?
White
For the last part of the test you have to imagine that you have to convince a friend, that you have
to persuade a friend, to study your career. To study IT. What information would you offer your
friend?
The information technology is a career and your duration is three years. In this career you develop
programs, fix PCs and practice a lot of maths.
Ok. What other subjects do you have in this course?
You have physics, chemistry in the second year. In the first year you have physics. You have maths
and a lot of other subjects.
And what degree do you get when you finish studying?
When I finish the 3 years of Information technology…
What professional do you become?
You can work in … no sé…
And if you want to continue studying?
Yes, I continue studying and I go to the university to study information technology technician.
What are your plans for the future? What do you want to do?
Complete my career. Work and make money.
Ok, DL. This is the end of the test. Thank you very much.

Total: 14 / 40
Impressions: DL is in an initial stage of his learning. He needs hard work to reinforce the basics and to
move on.

Appendix 3
DIAGNOSTIC ASSESSMENT - COURSE 1

INTERVIEW PROTOCOL British Council RESEARCH
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The aim is to assess student's oral production in a communicatively relevant situation. This oral
exchange in the format of a personal interview.

The interviewer knows the students, she is their teacher. The interviewer will follow the script
very closely, minding the time. The interview consists of two parts and it lasts between 3 and 5
minutes. Students will be assessed on their answers according to a rubric that was developed by the
team of teachers in coordination. Each interview will be recorded, provided that the students have
given his/ her/ a parent’s (in the case of students who are younger than 18) written consent and will
be used as part of the corpus for the BC Research.

Materials:
✓ Interview script (below)
✓ Pictures (printed size A4)
✓ Rubric + checklist
✓ Recorder
✓ Clock/ watch
✓ Student's consent form

PART 1: Warm up: personal questions (3 minutes)
Interviewer: Hello __________, how are you doing? (wait for answer) For this part of the interview
I'm going to ask you some personal questions.

How old are you?
Home:

● Where do you live? (model the answer if needed)
○ In what neighbour hood?
○ Do you live in a house or a flat?

Family
● Who do you live with? (model the answer if needed)

○ Do you have pets?
● Personal questions about a member of the family (a third person):

○ What’s your mother’s/ father’s/ sister’s name?
○ How old is s/he?
○ (For higher achievers:)What’s her/his occupation?

Occupation
● What do you study? Where?
● Why did you select this course?
● Depending on the student’s age: Do you work? Where? Do you like it?

Interests
● What do you like doing in your free time? (If the student doesn’t answer we can ask further

questions like: Do you like reading/watching TV/playing video games?
○ What’s your favourite TV programme/ series/ movie?

(This is the end of part one)

PART 2: Picture description: talking about professions (2 minutes)
Interviewer: Thank you. Now, for this part of the interview I want you to look at a picture and
describe what you see. This is your picture (show ONE picture). You now have one minute to describe
the picture. Please describe everything you see.

The teacher will give students a few seconds to describe picture on his/her own before offering
any help. If the student doesn’t say much, here are some guiding questions to elicit their answers:
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In the picture you see someone working.
What professional do you see in the picture?
Can you describe the person, please?
What is he wearing?
What is he doing?
Where is he?

(This is the end of the interview)
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Appendix 4
COMPARING THE PERFORMANCE OF ONE STUDENT

DIAGNOSTIC ORAL ASSESSMENT 2017 Student: CB

Hello!
Hello!
How are you?
Ay eso no lo se
Are you good? Great
How old are you?
Ay, vos sabés que no tengo como comprensión auditiva, si lo leo
Don’t worry. Don’t worry. Listen to me. I am thirty five years old. How old are you?
No se
I, Natalia, thirty five years old. Happy birthday to you…
Si
And you? How old are you?
Si, seven, diecisiete
Ok en español, you can say it in Spanish. Where do you live?
In Cerro
Good! In Cerro. That’s why you are a Rampla fan!
Si
Good, very good! Do you live in a house or in a flat?
In a house
Have you got a pet? A dog? A cat?
A dog y a cat
Good. Who do you live with? For example… don’t panic! Natalia, the teacher, I live with my son,
Facundo. Do you remember the photo? I live with Facundo, my son, in my house. You?
Married
What’s the name of your couple?
My name Lucio
Do you study here?
No. Yes
What do you study?
Administración
For this part, I am going to show you a picture and I want you to tell me everything about this
picture.
Children. Work. Medicine.
Who is he? A child? How do you call this person?
Doctor
Good! doctor.
Is he happy or sad?
Happy
What is he wearing?
Túnica, no se como se dice.
A tunic. Where are they?
Hospital
Ok. We’ve finished.

WHO AM I? text and collage Student: CB
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WHO AM I? collage presentation Student: CB
I chose a imagen of favourite sport on the right top corner. The team… The team is Verdirrojo. They
play inMetropolitano. I go to my father and friends /friends/ and family. [READS: I feel the “adrin” if
there are problems during /during/ the match.]
You feel the adrenaline
Very much.Me encanta que se arme lio.
I put a photo // of my dog. I put on the right top corner. [READS: My aunt gave it me], ay
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Your aunt gave it to you?
My aunt gave it to me I was eleven years old. I like to walk him and take to the top corner to the play
with /wet/ my friends. Y ta.
I included a photo /foto/ a cooking on the left bottom the corner of the collage /colaʃ/. I don’t like
cooking because /becaus/ how to wait /wait/. When I am with my friends I forget /forjet/ half of the
ingredients. When I cook I start doing /doing/ something else. [READS: Rice never turns /turns/ out
good.]
I selected a picture of my family and I put the centre of the collage /colaʃ/. I like having a big family. I
love sharing birthdays /birdais/ and Sunday meals. My grandma’s house in the place where /were/
we meet. I enjoy eating food my uncles, eeeh… cooking my uncles and barbecue /berbecue/ cooked
my uncles.
[READS: included a photo /poto/ of my friends. I put on the right bottom corner of the collage
because /becaus/ I love afternoons drinking mate and smoke in the park and the nights of birthdays
/bidai/ and then go of night club. I relaxing drink wine /win/ in the square /skuar/. I enjoy walking in
18 de juliomeeting. I go to all kind /kind/ of night clubs to have different groups of friends. Some like
rock, plena and reggaeton.]
So, do you like all kinds of music?
Todos.


