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EXECUTIVE SUMMARY

In response to an increasing focus on the languages of Asia in school education in Australia, and a move
towards outcomes-based education across all educational systems, the present project was established
to develop student proficiency outcomes for Japanese. There is an urgent need for a resource which
can provide information to interested parties as to what can legitimately be achieved by students learning
Japanese at school by the time they exit Year 12 on the one hand, and a resource to help teachers to
make judgments about students’ accomplishments in learning and using Japanese on the other hand.

Although the focus on outcomes has been retained, as the project has developed there have been some
important shifts in emphasis from the initial conceptualisation of descriptors as recommended in Asian
Languages and Australia’s Economic Future (Rudd 1994), the report commissioned by the Council of
Australian Governments (COAGQG).

These changes include:

* A shift from a notion of ‘generic student proficiency outcomes’ to the notion of a ‘generic model’
for the development of exit proficiency descriptors for senior secondary students in specific languages.
This recognises that any attempt to construct a framework of outcomes that are generic across different
languages would require a level of abstraction and generality which would render them of limited
practical use.

» A shift from a separate emphasis on the social and vocational domains towards integrated descriptions
which combine both, as appropriate (e.g. vocational contexts are likely to be evident at Levels 3 and
4 but not at Level 1).

» A shift from descriptive labels for the four levels, i.e. ‘minimum social proficiency’, ‘useful social
proficiency’, ‘minimum vocational proficiency, and ‘useful vocational proficiency’, to a simple
designation of level, i.e. Level 1, 2, 3, 4, in a hierarchical arrangement.

* A conceptualisation of notional ‘levels’ as follows:

Level 1: is achievable by 60% of Year 10 students of Japanese after approximately 800 hours
of instruction in Years 3—10 in a language-object program;

Level 2: is achievable by 60% of Year 12 students of Japanese in a language-object program;

Level 3: is achievable by the top 10% of Year 12 students of Japanese in a language-object
program;

Level 4: is achievable by 1% of students of Japanese at Year 12 after participating in a specialist
program (e.g. immersion, in-country programs).

» A shift from using two separate tests, i.e. one for social use and the other for vocational use to elicit
student performance, to the proposed use of two tests, one to elicit performance at the lower to middle
end of the scale and the other to elicit performance at the middle to upper end of the scale. These
tests are used solely as a basis for generating the descriptors.

» The addition of statements of ‘contextual settings’ to describe likely contexts of use for each of the
four levels.

The project proposes a model (pages 24—8) for the development of exit proficiency descriptors. The
model draws together the insights and experiences of experts as well as evidence from students’
performances on tests, which comprise four components reflecting the four macroskills. Although it is
acknowledged that tests constitute a single instance of performance, and scales generalise performance
over time, the value of using tests lies in the fact that the initial descriptors are then grounded in actual
student performance.

Two important issues relating to the development of the descriptors for Japanese pertain to (1) the level
at which exit proficiency is pitched and (2) the style of descriptor used. The project presents the levels



as holistic descriptors designed to convey a notion of standard to be used as a frame of reference to
help teachers and others to make consistent judgments about student learning. They are not presented
as a checklist of ‘can do’ statements because frequently it is not a matter of whether or not students are
able to do a particular task, but rather the degree of sophistication with which they are able to do it.
For example, in the line of ‘can do’ statements it would be possible to state that students can ‘write a
letter’ at all four levels; what changes is the sophistication of the ideas and language used, their
‘extendedness’ and elaboration. Given this fact, the descriptors depict in broad terms the purposes and
contexts of use and focus on how well those purposes are accomplished, as a means of conveying
increasing levels of complexity in language use. The descriptors are also designed to indicate to parents,
employers, and the wider community, the kinds of student outcomes that can be expected from a school
program in Japanese.

The descriptors are elaborated on pages 9—18.

The set of descriptors that have been developed through the present project constitute a first step towards
achieving greater consistency and commonality in assessing proficiency in foreign languages. They
require further refinement through an interactive process. When the proposed model is applied to other
languages as planned (i.e. to Chinese, Indonesian, and Korean), it is likely that the descriptors and the
model itself will also be fine-tuned. In addition, further development will be essential to create the
necessary assessment resources, i.e. sample test tasks, marking and reporting formats, moderation
procedures, which will be a useful accompaniment to the descriptors.

The process of piloting (as planned) and implementing a proficiency outcomes orientation at senior
secondary level has a number of implications for the curriculum, for teacher development, and for
ongoing research, which will require further exploration.



BACKGROUND

The first phase of the present project, which was commissioned by the National Asian Languages and
Studies in Australian Schools (NALSAS) Taskforce, required the development of generic student
proficiency outcomes and language-specific descriptors for Japanese, depicting exit proficiency for
senior secondary school students at four levels: minimum social, useful social, minimum vocational,
and useful vocational. (See the 1996 Final Report.) In negotiation with the Taskforce, the project team
varied the original project brief and replaced the notion of ‘generic student proficiency outcomes’ with
the notion of a ‘generic model’ for developing descriptors. This was decided on the basis that although
descriptors themselves need to be language-specific, in order to be of maximum use to teachers, the
process for generating them can be generic. The report on the first phase of the project was submitted
to the Taskforce for consideration. The report was accepted and further work was commissioned.

In the second phase the project team was asked to focus on ‘future goals for student proficiency
outcomes’, that is, the kinds of standards that could be expected as outcomes by the time students
complete secondary schooling, having experienced continuous, coherent, language learning programs,
K—12, or other forms of specialist provision.

Specific requirements of the second phase of the project were as follows:

1. That the four levels be seen as a ‘single hierarchical structure’, whereas originally two separate but
overlapping strands had been developed, one to describe social proficiency and the other to describe
vocational proficiency.

2. That the vocational and social strands be merged.

3. That ‘contextual settings’ be described for each level.

It must be acknowledged that Phase 2 was conceived as an add-on to Phase 1, rather than as part of an
initial conceptualisation. This means that there was a discernible break in the process, with a shift in
orientation. The break is reflected in the sets of tests used to generate the data which provided the basis
for the descriptors. Two tests (one for social use and the other for vocational use) gave way in Phase 2
to a single test covering a range of domains pitched at a level of proficiency designed to elicit the highest
possible exit level of proficiency for Year 12 students of Japanese. In any further development based
on the model generated through this project two overlapping tests should be envisaged, one to capture
the lower to middle range of proficiency, the other to capture the middle to upper range of proficiency.

PROCESS OF DEVELOPMENT

Background

Drawing upon the literature review and the survey of curriculum and assessment resources analysed
in Phase 1 of the project, test specifications and test tasks were developed to elicit the higher levels of
proficiency of students.

It is important to acknowledge that there was a break in the development of the two phases of the project.
In subsequent work in other languages (Chinese, Indonesian, and Korean, as planned), the widest
possible span of performance will need to be elicited from the outset. Therefore, it is likely that two
tests with some overlapping components will need to be developed. The cohort of test-takers will need
to be selected in such a way to ensure that there is some overlap of students taking the two different
tests.

In order to probe the higher levels of proficiency, the test for Phase 2 of the project needed to be
substantially more demanding than the tests for Phase 1, and indeed, it was acknowledged that it would
be beyond the reach of most present-day Year 12 students. For this reason, test-takers were mainly
university students (second- and third-year level), most of whom had spent a period of time in Japan.



It was not possible to find more than a small number of Year 12 students who had ‘specialist’ experience
of Japanese. A small number of the Phase 2 cohort had taken the tests for Phase 1, and their performance
provided a useful comparison point.

The nature of the test for Phase 2 was also different from the tests designed for Phase 1, since it was
decided that social and vocational proficiency needed to be brought together in a single scale comprising
four hierarchically arranged levels. Thus the requirement in Phase 2 was to describe four levels of exit
proficiency for Japanese where:

Level 1: is achievable by 60% of Year 10 students of Japanese after approximately 800 hours
of instruction in Years 3—10 in a language-object program;

Level 2: is achievable by 60% of Year 12 students of Japanese in a language-object program;

Level 3: is achievable by the top 10% of Year 12 students of Japanese in a language-object
program;

Level 4: is achievable by 1% of students of Japanese at Year 12 after participating in a specialist
program (e.g. immersion, in-country programs).

This notional framework provided the guiding context for the development of the tests and for the
subsequent analysis of student performance. Nevertheless, caution was necessary in interpreting details
such as the notional 800 hours of instruction. We hypothesise that proficiency is likely to be different
for those students, for example, who receive 800 hours of instruction, having begun in Year 3, from
those who receive 800 hours of instruction, having begun in Year 7. The continuing maturation of
students through primary and secondary school cannot be ignored.

Development of test specifications and test tasks

Domains, level, topics, and contexts

Specifications were developed for a single test which was designed to elicit performance within both
social and vocational domains. The requirements for a single test which needed to probe both domains
was reconciled by drawing upon topics and contexts which extended beyond the personal/social to a
focus on issues and abstract concepts. The movement towards abstraction, and the accompanying
linguistic complexity, could be represented as a continuum as follows:

. >
concrete, personal/ social/interactive, interactive,
personal domains,  social domains, increasingly issue-focused, increasingly abstract
focus on self increasingly some abstract concepts concepts,

interactive some specialist/

technical domains

It must be understood, nevertheless, that the increasing abstract and specialist use of language is not
linear. Students may attempt to deal with abstraction when their linguistic resource is essentially such
that they are able to operate in personal/social domains, they will only be able to do so by adopting
strategies which reduce the complexity and abstraction to a concrete level.

The purpose of the test designed for Phase 2 was to elicit performance at the highest end of the range
of students of Japanese at senior secondary level. In order to capture this level of performance, the test-
takers were predominantly students who had completed second- or third-year university, and had spent
some time in-country. There were few students from Year 12 who were able to attempt the tests. This
is understandable, since the levels being probed were intended to be achieved by the top 10% of the
Japanese student population and generally by students who have had access to some kind of specialist
program, e.g. immersion, K—12 continuity, in-country experience.



Such opportunities are now beginning to emerge in the provision of Japanese programs in schools, but
they are not yet widely available. It was possible for a small number of students who had taken the tests
in Phase 1 to take the test for Phase 2. The overlap of test-takers and test items will be an essential
dimension of future applications of the model developed for the present project.

The test comprised the following tasks:
» reading comprehension

* writing

* listening comprehension

* conversation.

The test, as developed, is in Appendix 1.

Specifications

Setting the level of the test as a whole was complex, because it needed to elicit high levels of proficiency
which are generally not available in the current Year 12 population of Japanese students. This meant
that the test developers had to consider the proficiency levels of Japanese students in tertiary programs,
who clearly have a different level of maturity in their ideas and experiences. The test was pitched broadly
at the level that could be expected of second-year university students, as judged by the test designers,
who are experienced teachers of Japanese at both secondary level and tertiary level.

The purpose of the test was essentially to extend beyond the social and to probe issues, abstract concepts,
and specialist/vocational domains. Typical themes and contexts include:

» societal issues and concepts, e.g. feminism, politics, media, race relations, the environment, science
and technology;

» specialist/vocational contexts, e.g. goods and services, office interactions and correspondence, tourism,
hospitality.

The test contains substantial amounts of kanji which does not include furigana.
All instructions were provided in English.

Test-takers were not allowed to use dictionaries during the test. This is contrary to the practice in some
states with the Year 12 external examinations.

Reading comprehension
Time allowed: approximately 1 hour.

This component consists of one or two texts set at the level and within the framework of topics and
contexts described above.

The text(s) are authentic, with some minor editing. They may be framed as a letter, narrative, report,
or magazine article. If the content of the text is familiar and the presentation of ideas is straightforward
(e.g. chronologically structured), then the text may include unknown or complex kanji without furigana
(e.g. flower followers text, see Appendix 1). If the content is unfamiliar and abstract, then furigana will
need to be provided (e.g. credit-transfer text, see Appendix 1). Vocabulary may include colloquialisms.
Some vocabulary items may be provided. The texts will contain complex and compound sentences
including passives, causatives, etc.

Questions may be set in English or Japanese or a combination of the two languages, depending on the
areas of knowledge and processing being probed. They extend beyond the elicitation of a factual
response to include inferencing, establishing causal relationships, etc.



The skills assessed include:

* identifying detail in complex, compound sentences

* understanding the overall meaning of a text

» relating ideas across paragraphs

* inferencing

» synthesising/drawing conclusions

» drawing causal relations

 identifying grammatical referents in complex sentences
* stating reasons

* reorganising information

» describing sequential relationships.

Questions are to be answered in English or Japanese, as specified for the particular question.

Listening comprehension
Time allowed: 20-30 minutes.

This component consists of one or more texts set at the level and within the framework of topics and
contexts described above.

The texts may be framed as a narrative, report, conversation, message, radio news item, service
encounter, explanation, description (e.g. tour guide’s presentation), etc. They may include polite/formal
register (honorific and humble) and complex constructions, e.g. causative.

The texts are recorded on audiotape. If more than one speaker is involved, male and female voices are
used. A maximum of three speakers are used. Each text is read twice.

Items include questions which are designed to elicit factual responses drawn from complex constructions
as well as inferencing, etc.

The skills assessed include:

* identifying detail in complex, compound sentences

* understanding the overall meaning of a text

* relating ideas across paragraphs

* inferencing

» synthesising/drawing conclusions

» drawing causal relations

 identifying grammatical referents in complex sentences
* stating reasons

* reorganising information

 describing sequential relationships.

All questions are to be answered in English.
Writing

Time allowed: approximately 1 hour.

Writing is set within the framework of topics and contexts described above. It extends beyond the



personal to include a focus on a social issue or specialist domains which students are likely to have
encountered. It may involve a letter, narrative, plan, argument, etc. One topic only is provided.

The rubric, which is in English, includes specific aspects that test-takers need to address in constructing
their responses.

The skills assessed include:

 use of hiragana, katakana, and kanji

» use of complex structures to draw relationships among ideas
* rhetorical organisation

» appropriate use of register.
Conversation
Time allowed: approximately 10—15 minutes.

The conversation task involves the interaction of the student in role-play with the assessor. The role-
play is based on a scenario in which there is an opinion or reasoning gap which requires interaction to
reach a decision or conclusion. It is designed in such a way to ensure that the student will have to take
the lead in the interaction. A range of ‘constraints’ are included in the description of the task so that
there is scope for detailed discussion. The assessor will need to provide further ‘constraints’ in response
to the student’s ideas, to stretch him/her to the limits of his/her capability. The task is set at the level
and within the framework of themes and contexts described above.

All written instructions are provided in English. The interaction is in Japanese. The conversation may
involve one or two assessors. (If two assessors are involved it is preferable to have a native speaker
and a non-native speaker combination.) The interaction is videotaped and assessed retrospectively by
a panel of assessors. Students are given 5 minutes in which to prepare for the conversation.

It is appropriate to allow for a warming-up and winding-down phase where the focus is on general
conversation/chat.

The skills assessed include:

* turn-taking

» comprehension of questions

* response to and framing of questions

» dealing with the unexpected, e.g. change in topic, a “problem’ loop introduced into the exchange
» appropriateness of register

» range of linguistic structures

 use of strategy, including paralinguistic devices.

Use of specifications

The specifications are intended to provide a basis for further test development. They should be seen as
working guidelines which need to be modified and refined as they are used to develop further tests as
part of the ongoing process of improving both the tests and the descriptors.

The test developed for Phase 2 was based on the specifications above. It was developed by a team which
comprised native- and non-native-speaker teachers of Japanese at tertiary level who have had a major
role over a number of years in the Year 12 syllabus development and external examination processes
at the Senior Secondary Assessment Board of South Australia (SSABSA). Time constraints did not
permit the necessary process of piloting the test, which is essential and strongly recommended in any
further development.



The test was taken mainly by students in South Australia, though some testing also occurred in Victoria.
It is desirable to extend the testing process to all states and territories, though it must be acknowledged
that the process is then necessarily more complex logistically and requires more time. It is also
recognised that the testing process places demands on teachers in encouraging students to participate,
particularly since the tests for both Phase 1 and 2 were perceived to be too difficult to be managed by
students under current arrangements for Japanese teaching in schools. Incentives may need to be
provided for students to participate.

The importance of testing as a basis for the development of descriptors cannot be overemphasised. A
number of iterations, with piloting of every version, should be a requirement in any further development.
Although this process may be demanding, it provides a basis for formulating descriptors. In addition,
it is important to recognise its value for teachers in their professional development. They are able to
engage with different kinds of tests, including a range of question formats. The data generated could
be used as a resource for discussions with teachers on a range of aspects of assessment, including
proficiency, test design, moderation, standards. This kind of professional development activity could
fruitfully be incorporated into the planned piloting process.

SCORING AND ANALYSIS

Process of scoring

The tests were marked by the team who had set the test tasks. As part of the test design process, they
had specified the particular knowledge and skills being tested for each item. They also prepared a
marking scheme and criteria for each task. Each component of the test was weighted equally at 20. Since
the cohort was small (twenty-six students) all the listening and reading comprehension tasks were marked
by the same marker. The writing and conversation components were double marked. Both markers
worked independently to award an initial mark, and then came together to discuss their judgments and
reach consensus on the final mark that was awarded.

Analysis of test performance

Scores were entered for a total of twenty-six complete scripts and score distributions were produced
(see Appendix 2).

The expert team involved in the process of analysis included those who had been involved in setting
and marking the tests, as well as other experienced teachers of Japanese who had no direct involvement
in the setting and marking process. Practising teachers from both tertiary and secondary sectors were
represented on the team.

Given the relatively small number of completed scripts, all written scripts and oral performances were
examined by the team, rather than a sample being extracted from within score ranges identified from a
statistical analysis.

After a detailed briefing, individual members of the team were asked to examine scripts and note key
features of performance using the same broad framework of ‘can do’ and ‘cannot do’ used in Phase 1.

Comments were then pooled, with a round-table discussion and revisiting of scripts and videotapes for
confirmation. Examples for inclusion in the descriptors were also extracted at this point.

A clear break was apparent in the performance of candidates, and the analysis of the scripts by individual
members of the expert team served to confirm this as a useful point of differentiation between levels.

The graphs on page 54 illustrate the pattern of performance of students in the social tests (Year 11 Exam
1, Year 11 Exam 2), the vocational test (Year 13 Exam 1, Year 13 Exam 2), and the current test (Year
14 Exam). The pattern of performance clearly shows that, in comparison with the previous tests, a larger
number of students performed at the bottom end of the range, and far fewer in the middle range.



Given the small size of the cohort, it is possible this variation is simply caused by a particular spread
of ability represented in the sample. This could be verified by asking current teachers to provide ability
estimates (predicted marks), but it would seem to suggest that for the majority of students the test was
too demanding. Clearly, it was pitched towards the top end of the range of performance within the cohort.
This is reflected also in the graph of mean performance across years and tests (page 54). This graph,
where the social tests are ‘Exam 1°, the vocational ‘Exam 2’°, and the current test ‘Exam’, shows the
lower average performance on the current test (Exam 14) compared with the previous tests.

DESCRIPTORS FOR JAPANESE

Definitions and assumptions

A number of assumptions have been made in the development of the descriptors for Japanese. These are
as follows:

1.

That the descriptions of exit proficiency extend, where appropriate, beyond social proficiency to
include vocational proficiency, within a single scale. The major focus of social proficiency and of
vocational proficiency follow:

The major focus of social proficiency is interpersonal interaction (including topics
which range from the personal and concrete to the general and abstract) and the main
focus of vocational proficiency is fo get something done in an employment-related
context which requires a simulation of ‘real life’ or actual ‘real life’ use of the target
language. In short, the notion of vocational is seen as related to real world use of the
target language, as could reasonably be expected from Year 12 students who have not
necessarily experienced the workplace in any major way.

That the descriptors pertain to senior secondary exit proficiency for students learning Japanese as a
foreign language in Australian schools. In testing students, therefore, for Phase 1 of the project we
took Year 11 students (March 1996) to represent the exit proficiency level for Year 10 students,
Year 12 students to represent the exit proficiency level for Year 11 students, and first-year university
students (including those who continued Japanese at tertiary level and those who did not) to represent
the exit proficiency level for Year 12 students. In Phase 2 of the project (March 1997) a different
and more demanding set of tests were undertaken by second- and third-year university students as
a means of capturing the maximum proficiency standard which could be expected from a small
number of Year 12 students who have experienced some kind of specialist program, e.g. a K—12
continuous program, or an immersion program, or an extended period in-country. It was not possible
to find sufficient numbers of current Year 12 students or first-year university students who had
experienced such programs or periods of exposure. The difference in maturity level of university
students as opposed to Year 12 level is acknowledged.

That the four levels are conceptualised as follows:

Level 1: is achievable by 60% of Year 10 students of Japanese after approximately 800 hours of
instruction in Years 3—10 in a language-object program;

Level 2: is achievable by 60% of Year 12 students of Japanese in a language-object program;

Level 3: is achievable by the top 10% of Year 12 students of Japanese in a language-object
program;

Level 4: is achievable by 1% of students of Japanese at Year 12 after participating in a specialist
program (e.g. immersion, in-country programs).

It is acknowledged that there is a difference in outcomes if the 800 hours of instruction begin in
Year 3 or in Year 7.



4. That there is a progression in the level of complexity in both social and vocational use of Japanese,
with Level 1 being the lowest level and Level 4 the highest level.

5. That while the four levels are presented as an overall hierarchy, students must have developed a
degree of social proficiency before they are able to operate minimally in a vocational setting.

6. That there are necessary generalisations in constructing and using overarching descriptors of levels
of proficiency, that any set of descriptors is open to interpretation, and that they must be subject to
ongoing refinement.

The following descriptors for Japanese have been derived from student performance on the tests
developed for the two phases of the present project for Japanese. They have been adjusted on the basis
of feedback. The current descriptors will need to be reviewed and refined in an ongoing manner on the
basis of further development and their use in Japanese. Further adjustments are likely to be necessary
following planned development in the remaining three Asian languages (i.e. Chinese, Indonesian, and
Korean).

Descriptors

The descriptors for Japanese are based on student performance in tests, on a range of input from teacher
experts, and on an analysis of existing scales, curriculum resources, and other literature. The process of
development is described in detail in ‘Generic model for developing descriptors’, pages 24—8.

The overall structure of the descriptors is in two parts, the ‘target description’, followed by a description
for each macroskill. For each level there is a target description which attempts to present the essence of
performance at that particular level. It describes the broad purposes and contexts of use and major
distinguishing features of language use at that level, including the use of hiragana, katakana, kanji, and
honorifics. The overall, holistic target description is followed by specific descriptors for each of the four
macroskills: listening, speaking, reading, and writing. The macroskill structure was selected because the
project brief required adherence to the strands of the Profile for Languages and because of the implications
for literacy which arise because Japanese is a character-based language. The descriptors attempt to
embody ‘what’ students are able to accomplish and ‘how well’, and emphasise the degree of
accomplishment as a means of depicting the standard.

The descriptions of the four levels that follow should be read in conjunction with the contextual settings
intended to accompany the descriptors.
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Target description
Level 1
Purpose and context

Students are able to use Japanese for the purpose of personal interaction and the exchange
of basic, factual information, e.g. names, telephone numbers, courtesy phrases. Students
rely on the lexical and grammatical forms that they have learned and focus on providing
a relevant response; they cannot make linguistic choices in terms of style or tone.
Exchange occurs essentially within a domestic or school context, e.g. eating and drinking,
describing routine daily activities, family and friends, school subjects, hobbies. In a
vocational setting students rely on clearly defined procedural steps inherent in the task,
rather than on language and meaning to complete it.

Overall language use
Students rely on simple structures, e.g. A}XBT3, A wa B desu (A is B) or AjZB%
L¥9 . A-wa B-o shimasu (A does B) or Aj3BA#F & T4, (A likes B) or AjIBIZ
H Y E4, (There is A at B).
They extend the basic statement by using adjectival and adverbial phrases, relative clauses,
and some coordination and subordination, involving no more than two clauses:
eg Ly {EvWABboThroTLEERET.

(shukudai-ga owattekara terebi-o mimasu.)

[After finishing my homework, I watch TV.]

<=7 3B THRHBNWTT,

(maaku-wa se-ga takakute. me-ga aoi desu.)

[Mark is tall and (his) eyes are blue.]

They are able to deal with simple present, future, past, and continuous tenses in the
indicative mood. Their goal is to maximise the use of learned phrases and grammatical
structures.

Use of hiragana, katakana, and kanji

Students are able to recognise and comprehend up to 100 kanji; they are able to produce
up to 60 kanji without dictionaries in single and some compound words, over a range of
tasks. Students have mastery of hiragana and technical control of katakana, to read and
reproduce learned words.

Register/ honorifics
Students are aware of formal and informal register but are not able to use it consistently.

Level 2
Purpose and context

Students are able to use Japanese for the purpose of personal interaction and the exchange
of information with others with some degree of reciprocity in the negotiation of meaning.
They are able to elaborate on basic information, for example, by including more
descriptive detail. While the information exchanged remains generally concrete and
factual, students are able to compare, explain, draw conclusions, etc. Exchange extends
to broad community contexts, e.g. public services and facilities, the local environment,
other cities/countries. In a vocational setting students are able to deal with routine tasks
which involve predictable language.

Overall language use

Students are able to manipulate their learned linguistic resources; they can accommodate
their language to the task and the task to their language (e.g. by reducing ideas to the
personal and concrete). They are aware of transitivity and are capable of varying the
message through questions, orders, and suggestions. They are aware of the basic structures
of Japanese, including tenses. They are able to express, for example, condition, volition,
consequence, or cause, in a simple way through coordination and subordination involving
two or more clauses.
eg  HLEDHOTFNITHRITITEET.

(ashita atsukereba umi-ni ikimasu.)

[We’ll go to the beach if it is hot tomorrow.]

EDSEIOPNTEI LI RE Lk,
(kinoo-wa tsukareta kara hayaku nemashita.)
[Because I was tired yesterday, I went to bed early.]

Their goal is to elaborate their personal ideas and opinions by combining clauses in
different ways, beyond the learned phrases and grammatical structures.

Use of hiragana, katakana, and kanji

Students are able to recognise and comprehend up to 150 kanji; they are able to produce
up to 100 kanji, without dictionaries, in single and common compound words, over a range
of tasks. Students have mastery of hiragana and control of katakana, though effort may
be required to decode unfamiliar words, e.g. foreign surnames; production of unrehearsed
words may not always be accurate.

Register/honorifics

Students are aware of register and are beginning to gain control of a limited range of
honorifics as used in familiar contexts, e.g. on entering a shop; their use is limited to
learned formulae.

g LERETWEREITETH,
(-0 misete itadakemasu-ka.)
[Would you show me ... ?]
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Target description
Level 3

Purpose and context

Students are able to use Japanese for the purpose of interpersonal interaction and exchange
of information with some negotiation of meaning in informal and some formal situations.
Responses build on the ideas provided by the interlocutor or stimulus text and may include
aspects of current events, the target culture, and the vocational world. When dealing with
abstract topics, students are able to render their ideas in a comprehensible manner by
making a statement or series of statements rather than presenting an argued position.

Overall language use

Students remain attentive to language as they stretch the use of their linguistic resources
to accomplish the purpose of the task. The use of their linguistic resources is flexible;
however, when dealing with complex or abstract topics they will need to reduce their ideas
to a concrete level, and thus their argument/opinion may appear superficial or stereotypic.
They have control of mood (e.g. volition, imperative, conditional), the use of transitive
and intransitive constructions, the passive voice (with the subject as the receiver of the
action), coordination and subordination, and are able to refer back and forward in a text.
Students are now beginning to exercise linguistic choice; they are aware of audience, their
role and relationship to other participants in the exchange, and the need for sociolinguistic
appropriateness, though they will not always be able to sustain the appropriate register.
Their goal is to convey a nuanced message reflected in increasingly complex structures.

g RAEREDHLEBOLLWETHIRIIE S LTHHELEVWATY,
(sensei-wa dame-to osshaimasuga watashi-wa dooshitemo ikitain desu.)
[The teacher says I shouldn’t, but I really would like to go.]

REBIIOENTEP L) — el Ebdroft LBWET,
(tomodachi-ni tanomareta kara nooto-o miseta kedo warukatta-to omoimasu.)
[1 showed the notebook to my friend because I was asked to (by my friend),
but I think it was wrong (to do so).]

Use of hiragana, katakana, and kanji

Students are able to recognise and comprehend up to 350 kanji; they are able to produce
up to 250 kanji, without dictionaries, in single and compound words, over a range of tasks.

Students have control of katakana.

Register/ honorifics

Students are able to use a range of honorific formulae; students are beginning to be able
to formulate their own honorific expressions, beyond the learned formulae.

Level 4

Purpose and context

Students are able to use Japanese for the purpose of interpersonal interaction and exchange
of information with ease in the negotiation of meaning in informal and formal situations.
Responses reflect their personal meanings, which are offered in an increasingly elaborated
way, e.g. opinions are qualified, justified. Students are able to present their views related
to issues, including an explanation or argument, in a simple and coherent manner; they
are able to listen to an alternative point of view and adjust their comments in response.

Overall language use

Students have a sufficiently broad and flexible linguistic resource to be able to attend to
meaning and the ideas related to an issue, rather than being totally focused on stretching
their linguistic resources. They are able to relate ideas in compound sentences which
include, for example, reported speech clauses, the passive (including its use as an
honorific, the ‘passive of adversity”), and the combination of various clauses, as well as
techniques for expressing attitude, emphasis, focus, or comment on an action, activity, or
experience. Students are aware of, and increasingly able to use, appropriate register,
though it is not always sustained. Their goal is to convey a nuanced and coherent message,
reflected in complex structures and the use of cohesive devices (e.g. phrases such as “first’,
‘in conclusion”), to mark the rhetorical structure of their discourse.

g BFULHRFI—AMZVT7OXLL BADIALZ K HTEIRP HIEL
DA EPEET,
(hajimeni oosutoraria-no bunka-to nihon-no bunka-o kurabete. sorekara
boku-no kangae-o kakimasu.)
[First of all, I’ll compare Australian and Japanese culture, and then I’ll write
my opinion.]
KIEHLIZEKLNTHENTE P o7,
(tomodachi-ni korarete shukudai-ga dekinakatta.)
[Friends dropped in on me and I couldn’t do my homework.
(Please note that irritation is not conveyed in the English translation.)]

Use of hiragana, katakana, and kanji

Students are able to recognise and comprehend up to 600 kanyji; they are able to produce
350-400 kanji, without dictionaries, in single and compound words, over a range of tasks.

Register/ honorifics

Students have knowledge of the construction of honorifics and their appropriate use; they
are not able to sustain the use when the topic is abstract or in extended discourse.
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Listening
Level 1

Students are able to understand modified, non-authentic spoken Japanese which is
enunciated clearly, in routine, familiar contexts, generally in a one-to-one relationship,
with a sympathetic, bilingual interlocutor, or texts involving concrete concepts. They are
able to understand items of factual information when they are stated explicitly in the text
(e.g. change of time for a meeting), and when the content of the listening is contextualised
(e.g. scene is set, support is provided through questions or visual material). They are able,
for example, to respond to questions, reorganise information (e.g. provide a graphic
representation), and compare information from two sources at a literal level. They are
able to understand plain and polite register in everyday language.

eg. LHSHOI—F o 7t fFEFERA.Or
SHOI—F 4 27T TR0,

(kyoo-no miitingu-ni ikimasen) or (kyoo-no miitingu-ni ikanai)
[(I) won’t (can’t) make it to today’s meeting — same sentence in polite and
plain verb forms respectively.]

When the language of the text extends beyond known lexical and grammatical forms,
students rely on keywords and prediction to extract overall gist, without grasping detail.

Level 3

Students are able to understand authentic Japanese spoken at native-speaker speed in
everyday contexts, such as interacting in the supermarket, discussing the weather, and
involving small groups of participants. They are able to comprehend specific details
accurately and with ease in familiar contexts. Where the texts involve abstract ideas or
are linguistically dense, they may understand the gist but they will not necessarily grasp
the detail.

In contexts where the use of honorifics is required, as in vocational contexts, students are
not always able to grasp the precise meaning, e.g. the direction of an action manifested
in an honorific form of a verb:
€. BREYWIIZWELR—- |

(ookuri-itadaita repooto)

[the report (you) have kindly sent which (we) have humbly received]

In this example they are likely to grasp the fact that the message has to do with sending
and receiving a report, but not necessarily who is sending it to whom.

Level 2

Students are able to understand modified, non-authentic, spoken Japanese at native-speaker
speed in a range of contexts, which may involve more than one participant or texts
involving concrete concepts. They are able to understand detail and the text as a whole
sufficiently well, i.e. they are beginning to be able to relate and apply information, e.g.
to provide a summary, draw a conclusion, or relate information which is out of sequence.
They are able to understand both plain and polite register.

Level 4

Students are able to understand authentic Japanese spoken at native-speaker speed in a
range of contexts and involving small groups of participants. They are able to understand
sequences of events or follow a series of instructions and, for example, retain the
information in order to be able to take notes. They are able, for example, to distinguish
fact from opinion or attitudes of the speaker. With topics such as current affairs, if the
topic is familiar, students are able to understand detail; if the topic involves abstract
concepts, e.g. education, politics, they will only understand overall gist, unless the
language is modified.

In contexts where the use of honorifics is required, as in vocational contexts, students are
able to comprehend most, but not necessarily all, detail.
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Speaking
Level 1

Students are able to exchange routine information in response to questions or in contexts
which have been rehearsed. They are able to respond using simple statements, with some
coordination. They may respond to a question by repeating part of it, using a single word
or providing a short statement. Responses may be ‘chanted’ as a learned response, or may
appear slow and deliberate, as students formulate their response to questions such as: How
do you get to school? What time does school start? For example, the question

FIRE IR & E 52

(nanji-ni okimasu-ka)

[What time do you get up?]
may elicit:

thipcREE Y, VYUV —%2dUET. a—rI7L—IERET
(shichiji-ni okimasu. shawaa-o abimasu. cornflakes-o tabemasu)
[T get up at seven. I take a shower. I eat cornflakes.]

They are able to sustain an interaction of five or six turns on the same topic; they are
able to deal with simple, open questions or brief sequences of ideas or events. When they
have not understood, they are able to seek confirmation or request support from the
interlocutor, e.g. ask for repetition of the question, repeat an unknown word as a means
of seeking clarification, or begin a sentence, then stop to allow the interlocutor to complete
it, or allow the interlocutor to provide options from which the student selects an appropriate
one, or else they rely on keywords or gestures.

Pronunciation is generally non-native speaker. The hesitancy of response can interfere with
intonation which may cause variation in meaning.

Level 2

Students are able to initiate and maintain a conversation in a range of familiar contexts.
They are able to comprehend the questions or information provided by the interlocutor
and convey their own personal ideas or opinions in a simple way; they are able to build
on the ideas provided by others and negotiate meaning. The interaction involves a number
of turns and change of topic is generally smooth. Students are able to ask questions to
initiate the interaction, though questions may simply echo those of the interlocutor.

eg A FoARFETTR

B v, KiFETY., HEEHELET. A-ZABEFE TR,

A . BRBIFETYT, THRY EFURNTT.

A (tenisu-ga suki desuka)
[Do you like tennis?]

B (hai, daisuki desu. maishuu sankai renshuu shimasu. A-san-mo suki
desuka)
[Yes, I do. I practise three times a week. Do you also like tennis?]

A (hai, watashi-mo suki desu. demo amari joozujanaidesu.)

[Yes, I also like it. But I’m not very good at it.]

In unprepared situations they manage limited exchange; they may attempt paraphrasing,
substituting or coining words, e.g. ‘japanesifying’ an English word. In a vocational setting,
they are able to respond to routine enquiries, making suggestions, offering alternatives,
but they are not able to persuade.

Students have a range of strategies for dealing with communication breakdown. They use
a less precise word to render meaning, for example, the word ‘good’ rather than
‘nutritious’, or give a partial response as a way of negotiating more time for processing.
Students may draw upon paralinguistic devices, such as bowing and nodding, in an
appropriately Japanese way. At other times, they will use paralinguistic devices normally
associated with their first language.

Students generally use polite form. Their knowledge of honorifics is restricted to learned
phrases such as greetings

g HH—EBOLL>TFINEEAD,

(moo ichido osshatte kudasai masen-ka)

[T beg your pardon.]
rather than,
4)5_' gof<fiéb\o

(moo ichido itte kudasai)

[Say it again please.]
Pronunciation and intonation are non-native speaker, but do not generally impede
understanding.
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Speaking

Level 3
Students are able to participate to some extent in conversations and discussions in formal
and informal contexts on a range of topics including current issues which are familiar to
them. When the issue is complex, students are not always able to respond to the input
provided by the interlocutor, which may lead to imprecision:

eg RVPPVIERAfor k<o EHA,
(amari wakarimasen) for (yoku wakarimasen)
[’m not much sure] for [I’m not very sure]

Students are able to initiate but may not have the linguistic resources to deal with complex
or precise meanings. In a vocational setting, they are able to give a range of information
and handle routine complaints. Responses to the interlocutor may at times be inappropriate
or irrelevant

g F—AFSYTTIIHETIDY EEA.
(oosutoraria dewa mondai dewa arimasen)
[It is not an issue in Australia] (when being reprimanded for a late arrival).

or involve paralinguistic devices such as eye contact which reflects confusion. They may
also rely on the interlocutor to complete their sentences or interpret their meaning. They
are able to elaborate their responses but they may need prompting.

Students have native-like control of pronunciation and intonation. When there is a
processing load, e.g. complex ideas, length of the interaction, intonation may falter.

Level 4

Students are able to participate in conversations, discussions, debates, in formal and
informal contexts, on a range of topics including current issues. They are able to initiate
the interaction and, for example, elaborate an opinion, make a suggestion or proposal.
They are able to convey personal meanings and are able to deal with unexpected turns of
conversation. They are able to express their own ideas precisely to make their meaning
clear, incorporating a variety of words and expressions. They are able to negotiate and
seek clarification. They are able to respond to and build upon the ideas of the interlocutor.
When they have not fully understood they are able to draw upon a range of strategies,
with ease, to maintain the conversation.

They are able to convey nuance
eg IRFBSETNWEFEITFERAD, rather than > TH VWV TT I,

(kaerasete itadakemasenka)  rather than (kaette-mo ii-desuka)
[May I be allowed to go?] rather than [Can I go?]

Non-verbal behaviour is generally appropriate, e.g. avoiding excessive direct eye contact
or avoiding abrupt body movement when interacting with a superior.

In vocational settings, for example, students are able to provide an explanation and are
beginning to be able to handle problem situations.

Students have native-like control of pronunciation and intonation.
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Reading l
Level 1

Students are able to read short, non-authentic texts involving concrete concepts, which
inform or instruct, and extract specific items of factual information if the words have been
previously learned, or if they are written or glossed in furigana, for example, common
Japanese surnames such as:
e.g  Hrh (Tanaka), i (Yamada), )[|g (Kawaguchi),

place names or brand names in katakana,

e.g. ¥ AV [America], J3 3 [National],
and information for which they have been prepared,

e.g. f&pr [address], & [name], F3EHKS [telephone number].

With the support of contextual knowledge, (e.g. scene-setting, i.e. ‘this is a set of
instructions for a model plane”), graphics, or other visuals, they may be able to predict
or infer meaning of the text as a whole. Comprehension remains literal.

Level 3

Students are able to read and comprehend modified texts on topics which are familiar and
may be issue-focused (e.g. the environment, women), though concepts remain concrete.
They have difficulty comprehending texts in their authentic form, except for discrete items
of information. They are able to grasp gist in complex texts but not the precise meaning.
They are able to understand basic coordination and subordination in complex sentences,
thus they are able to relate and apply information. They are beginning to be able to draw
upon knowledge of kanji to help in deciphering meaning. They tend to focus on keywords
rather than grammatical function to help understanding.

eg HPOLEOIEEZBoTHOMILEHEEE ThleoTIT<DTY.
(haru-kara natsu-no hano-o otte, kita-no kuni hokkaidoo-made watatte ikuno
desu.)
[(They) move on to the northern country, Hokkaidoo, following spring
flowers and then summer flowers. ]

In response to a question regarding who are the flower followers, in this example students
might typically answer ‘flower growers’ or ‘florists’.

Level 2

When the text is on a familiar topic, and written in narrative, descriptive style and register,
contains few kanji, or the kanji are supported by furigana, students are able to read and
understand factual information, including both specific detail and the text as a whole. They
are able to infer meaning through lexical and grammatical association (e.g. students infer
that ‘kajitsu’ is a type of food, and specifically that it must be a kind of fruit), draw
conclusions based on an understanding of the whole text, but cannot make inferences
drawing upon their knowledge of kanji, e.g. 3% (reiyaku) [mystical medicine] where
the kanji for ¥ (yaku) [medicine] is provided.

When texts involve complex ideas, vocabulary, or structures, students will draw upon
strategies, e.g. reading the text several times in order to gain an understanding of meaning.
Comprehension remains literal.

Level 4

Students are able to read and comprehend, with the use of dictionaries, authentic texts that
have been minimally edited, on topics which may be unfamiliar, issue-focused, and include
some abstract concepts. In texts where the topic is familiar they are able to use their
knowledge of kanji to deduce meaning, without the use of a dictionary. With the aid of
furigana, they are able to obtain information from texts, including newspaper articles.
Using both a kanji and a lexical dictionary (Japanese to English), they would be able to
decipher newspaper articles or other texts in non-technical domains.

Texts may be complex, both linguistically and ideationally:

g INnFRIVETOIEL, APADBERPIRLSIRoTT 2iEL
REMPHINRE] L
(‘hachi-ni mitsu-o suwaretara, mikan-no amami-ga naku natte, suppaku naru
kara iya da’ toka ... )
[If the bees suck sweetness out of mandarins, they become sour and no good,
etc. ...]

Students are able to infer meanings using contextual clues (e.g. dekoboko — undesirable
condition of the skin rather than the literal meaning of ‘bumpy’). They understand the
overall meaning of a text, drawing upon their knowledge of cohesive devices to determine
logical relations, though they may not always understand precise details. They are
generally able to distinguish fact from opinion, discern attitude, or draw out implications.



Ll

Writing
Level 1

Students are able to draw upon simple models to write short descriptions or narratives,
short informal letters, routine pro formas, and email messages, essentially to inform. They
are able to write a sequence of short simple statements, using basic structures and learned
expressions. Students are aware of some complex structures but are unable to use them
consistently accurately. They are able to mark past time but do not always maintain tense
consistently. Particles are used correctly as subject/topic markers and to indicate likes,
dislikes, possession, and location. Polite form is used in a consistent manner; if plain form
is used, it is not consistent.

eg FTHRHRBRRBSVELPLT=AZLIPoT.
(doyoobi-wa ame-ga furimasu kara tenisu-o shinakatta.)
[We did not play tennis on Saturday because it rains (for ‘rained’).]

PACEIPLIRNET>T, BB ZoTPEELE,
(‘kanji-o (for ‘ga’) wakaranai’ to itte. machigaette kakimashita.)
[Saying ‘I don’t know the kanji,” he wrote it wrongly.]

FADRIZASVBEEET & I P ORIZSVBEFE U2,
(watashi-no inu-wa paru-ga sukikedo (for sukidakedo) karen-no inu-wa
paru-ga sukijanai.)

[My dog likes Pal, but Karen’s dog doesn’t like Pal.]

Level 2

Students are able to write short texts, for example, letters, messages, notes, diary entries,
internal memos, essentially to inform or to instruct. Texts are comprehensible, though
with some errors. For example, students are able to describe particular events in some
detail provided they remain personal and concrete. They are not able to deal with abstract
issues or complex sequences of events.

Content is presented coherently, with appropriate paragraphing.

The range of structures extends beyond the simple statement to include limited
coordination and subordination to connect two or three ideas within a sentence, and use
of noun modifiers,

€8 JYRRARDLST LYY MBRFETY.

(kurisumasu-ni moratta purezento-ga daisuki desu.)

[ really like the present that I received from you at Christmas.]
Students generally use the polite desu/masu register. They are beginning to be able to
handle informality though there is some inconsistency in the use of register.

eg ZYARATVLEY bERBIZHYNES TENWET,
FARETIELLWIE DL S OFEULNERATL.
BOVLALLE IS lholed,
(kurisumasu purezento-o hontoo-ni arigatoo gozaimasu. sonna-ni subarashii
mono-o morau-no-ga shinjiraremasen deshita. otooto-no jimu-mo choo
ureshikatta yo!)

[Thank you so much for the Christmas present. I never dreamt I might receive
such a fabulous gift. My younger brother Jim thinks it’s bloody great too!]
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Writing

Level 3
Students are able to write an extended text with appropriate overall organisation, reflecting
an awareness of rhetorical structure. They can produce a range of text types such as
personal letters, notices, descriptions to inform, instruct, or explain. Their writing includes
a range of grammatical structures with coordination and subordination.

eg HNEDH, HEELVWIELWHAEDES THLOVEREDH Y £7.
(aisatsu-mo keigotoiu tadashii nihongo-mo fukakute muzukashii imi-ga arimasu)
[Deep meaning exists in greetings and the correct language called ‘honorifics’
in Japanese.]

Students have a sufficiently large language resource to express their own ideas and
meanings. They use cohesive devices to add information, to provide contrast, or to refer
to ideas or people in texts. They are aware of register and are able to use adjectives and
verbs appropriately; however, they frequently use colloquial lexical items inappropriately.

eg. BERIADRDT LBNTEXEGY ..

(imin-ga haireru [for hairu] koto-ga dekita kedo)

[Immigrants could enter the country but ... hang on ...]
When writing on an abstract topic or issue they tend to present the ‘argument’ as concrete
facts and examples without making the explicit connections which are necessary in
constructing a fully developed argument, e.g. they do not discuss monoculturalism as an
issue but rather make a statement through an example — ‘The Japanese only cook
Japanese food at home therefore they are monocultural’. In short, they tend to deal with
the abstract by focusing on concrete aspects and thus their text may appear somewhat
superficial.

Writing is comprehensible, but varies in its linguistic complexity and consistency of tone
or register.
g HOZOSBEFMNTTESTEYRHYNE S TENVET,
(boku-no kooga-o kiite kudasatte hontoo-ni arigatoo gozaimasu)
[Thank you for listening to my speech.]
in the same text as
HAZH—EE < EbRoTHD T EZNITE H 05 BKRTT A,
(nihon-wa tanitsu bunka to yoku iwaretteiru kedo, kore-wa doo iu imi desuka)
[1t is said that Japan is monocultural. What does this mean?]

Level 4

Students are able to write an extended, well-structured, coherent text on issues which may
include some abstract concepts. They are able, for example, to present a proposition with
supporting facts, leading to a conclusion or resolution. They are able to attend to the
elaboration of both the ideas and the language, though the response may lack depth. They
generally rely on experiences or contemporary events to support a particular point, rather
than on abstract argument:

€8 FEHDIBBRICOVWTHERT L EToa—A08HY £
ZONZ THEA XEAZOENRN. T —
ZF?UT@*‘“XF?U?’)\@@E_@'& 1 &l<%‘l/\ij—o

(saikin aru seijika-ni tsuite shinbun-ya terebi-de nyuusu-ga arimasu.

sono hito-wa ‘gaikokujin, mada jibun-no kuni-e kaere, oosutoraria-wa
oosutorariajin-no kuni dake.” to yoku iimasu.)

[Recently there has been news in the papers and on TV about a certain
politician who frequently says ‘Foreigners (migrants to Australia) return yet
(again) to your own country. Australia is only Australian country (only for
Australians).]

They can produce a range of text types, e.g. reports, summaries, narratives, descriptions,

memos, facsimiles, email messages. They have a sufficiently large language resource to
be able to make linguistic choices, though there will be occasional errors.

They are able to make extensive use of complex, compound sentences:

eg. F—AMZVTRALALREDOABNT, MO >TND
ERSF—AMZUTADND,
(oosutoraria-wa iroirona kuni-no hito-ga ite, sore-ga isshuno bunka-ni natteiru
to omou oosutorariajin mo iru.)
[Different nationalities live in Australia. Some believe this mixture itself is
Australian culture. ]

They have a sense of rhetorical structure and use a variety of cohesive devices, e.g. to
contrast, qualify, express cause and effect, or relationship of events in time.

Appropriate register is used consistently. Occasional errors occur with adverbs, particles,

and syntax.

eg. WWELBWET. RVERATYT. ~BEI<HEIXET for
iy g 3
(ii da to omoimasu, ... narimasen desu, ‘...” ga yoku kikoemasu for kikaremasu.)
[1 believe it is good, ... does not become, ... is heard.

(Please note that errors in Japanese are not conveyed in the English
translation.)]



CONTEXTUAL SETTINGS TO ACCOMPANY THE DESCRIPTORS

The brief for the second phase of the project required that ‘contextual settings’ be described for each
of the four levels of the descriptors. A number of questions arise relating to the definition of this concept.
Does it refer to situations or contexts of use of the target language? How is context to be interpreted?
Does it include the physical situation, roles and relationships, and other aspects? Does it refer to
instances of use, i.e. tasks that students are able to accomplish? Another set of issues pertain to the
description of the contextual settings, in particular the level of detail which is included. If the settings
are to convey the essence of the level, then a certain amount of detail is required. To elaborate by way
of example, it would be possible to state that students are able to engage in chat at an informal party
with friends at Levels 2, 3, or 4. It is the nature of the engaging and the chat, and the linguistic
accompaniment of the exchange, that are the key issues in distinguishing between levels. Thus, these
aspects would need to be described for each level where chat was included as a context of use.

Vignettes depicting the kind of language use contexts that students would be able to manage in the four
macroskills at each level are presented in Tables 1a—1d. They include both social and vocational domains.
They are intended as examples only.



Table 1a: Contextual settings — Level 1

Listening / Speaking

face-to-face social chat with
familiar persons, e.g. in the
street with a classmate,
including greetings,
exchange of personal details
or introducing a Japanese
exchange student to family
and friends

buying or selling everyday
commodities at the shop
(e.g. bread, milk, newspaper,
vegetables, stationery)

asking directions to a
building (or describing a
place, e.g. home, park) and
giving instructions for
getting there; showing a
Japanese visitor around the
school/neighbourhood

dealing with a telephone call
for another person who is in
the house (or office)

leaving a simple social
message on an answering
machine

taking notes from a message
which includes telephone
number, date, time, etc.
(face to face)

Reading

routine memo/facsimile/
letter with concrete content
(with limited kanji), e.g.
notice for monthly meeting,
shopping list, message from
sister to put cat out before
going out, instructions from
a host parent requesting that
shopping be done

junk mail (advertising) for
everyday items, e.g. food,
clothes, CDs

‘avenue signs’ within a
supermarket to locate
wanted items

description of events (of
limited scope), e.g. daily
routine, family, friends,
school life, written mainly
in hiragana and katakana
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Writing
* invitation letter (for
birthday/dinner party)

* ‘going out’ memo to a
family member

* ‘thank-you’ note for a
present or a meal

» greeting card to a family
member or friend

» reply to an invitation using
a pro forma

» shopping list



Table 1b: Contextual settings — Level 2

Listening / Speaking

working as a waiter in a
restaurant

ordering meals at a fast
food/take-away restaurant
(limited menu or choice
of combinations)

engaging in social chat
(e.g. at a party) with
strangers

taking notes from a highly
structured, predictable,
concrete message (over the
telephone or face to face),
e.g. change of telephone
number in recorded
message, train/plane arrival/
departure time

retelling (in own words)
own experience, e.g. school
trip, sports match

making bookings for
accommodation and
transport

describing differences
between Australia and Japan
in known and experienced
everyday situations, e.g.
breakfast routine, football

making detailed
arrangements to meet

Reading

(at work) routine memo,
facsimile, e.g. monthly
meeting, change of meeting
time/venue

informal letter from known
persons on concrete,
familiar topic, e.g. letter
from parent on a trip,
describing scenery,
experiences

short, simple instructions,
e.g. buy 3 kilos of potatoes
(using kanji)

maps with train fares for
each station (to purchase a
ticket)
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Writing

description of experience
(concrete), e.g. of overseas
trip (in a letter form, diary,
or report)

description of concrete
objects and locations in
detail, e.g. own room,
house, school, to a pen-
friend; a hotel room, to a
family member (when on a

trip)

reply to an invitation using
own format

highly structured memo,
facsimile, e.g. notice of
monthly meeting,
cancellation of an outing
(in an office situation)

bank deposit/withdrawal
slip

notes to host parents’ friends
about where they are going,
who they are with, how to
contact them



Table 1¢: Contextual settings — Level 3

Listening / Speaking

listening to (radio) weather
forecast

buying/selling a pet
(cat, dog, bird)
asking for or giving
directions to get from
AtoB

obtaining an extension
(assignment, essay, etc.)

sending flowers through a
florist by telephone

giving a speech (for 1-3
minutes) on a known topic
engaging comfortably in
informal chat with host
parents and friends (who
use unmodified language)

asking for information from
businesses/institutions about

products/courses, etc.

Reading

children’s stories (up to
approximately Grade 3)
(with furigana)

detailed itinerary for a trip

a letter requesting donation,
e.g. World Vision

a letter to the editor (with
kanji dictionary) on familiar
topic, e.g. vandals, family
life

letter of apology for non-
attendance (with reasons
given)
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Writing

curriculum vitae (self)
fiction for children

itinerary for a group of
people going overseas
letter to the (newspaper)

editor concerning children’s
sports matches on Sundays



Table 1d: Contextual settings — Level 4

Listening / Speaking

listening to lost property/
child announcement at
shop, airport

listening to radio news
(familiar contents, e.g.
accident, education,
robbery)

paying bills over the
telephone

purchasing suitable
medicine at the chemist by
explaining symptoms
‘shop around’ by telephone
for an item or product

persuading a non-interested
friend to join a sports club

negotiating change of date
or time

taking part in a public
meeting, e.g.
‘Neighbourhood Watch’

giving evidence to the
police on a traffic accident
(as a witness)
participating in a job
interview

presenting a point of view
on particular issues

negotiating a transaction

Reading

(with kanji dictionary)
newspaper article (written
for a Japanese audience) on
familiar contents, e.g.
education, sports, festival
events, newly opened shops

instructions (pasted) on the
photocopying machine to
load paper or remove
jammed paper

looking up TV guide

textbooks on any subject for
primary school children
(kanji dictionary may be
needed)
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Writing

letter of complaint to the
management about the
quality of service at the
shop, restaurant, etc.

producing a pamphlet for
market promotion for a
school, airline company,
department store

letter to a higher authority,
for more funding for the
proposed project and giving
reasons, or formal letter of
thanks

writing instructions to set
up a room for a conference
(arrangement of furniture,
coffee/tea arrangements,
equipment)



GENERIC MODEL FOR DEVELOPING DESCRIPTORS: PROCEDURES AND
CONSIDERATIONS

Generic descriptors vs a generic model for developing descriptors

The original project brief required that generic descriptors be developed to cover the four priority Asian
languages specified in the COAG Report. The reason for this requirement arises no doubt from the desire
to capture the commonality across languages, even though differences are recognised. The project team
found the notion of ‘generic descriptors’ problematic because, while the overall structure, organisation,
and implied levels of the descriptors can be the same, the descriptors themselves will be different, given
the differences in specific linguistic/sociolinguistic features of particular languages. It is for this reason
that the project team proposed the development of a generic model which would document a structural
framework and an approach to the development of descriptors. The model is described below. The steps
have been modified in the light of experience gained from both phases of the project.

Procedures and considerations

It is recognised that there is no single process that can be used for developing descriptors. Nevertheless,
it is essential that the bases for the descriptors be presented explicitly. A description follows of the
procedural steps taken in this project and the considerations relating to each step.

Step 1: Literature review

It is essential that the development process be based on current and best research findings, particularly
in the area of development of scales, but also in other relevant areas such as task design, performance
testing, criteria for judging performance. These are areas in which there is continuing research,
development, and debate. Teams undertaking further development of descriptors in Japanese or other
languages need to be established in such a way that will ensure these areas of expertise are available;
such teams need to be aware of the debates in the area when developing and using scales so that they
can state explicitly the reasons for the particular developmental choices that they make.

Step 2: Review of current syllabuses, resources for teaching and learning, tests and scales,
available nationally and internationally for senior secondary level

This review and analysis provide a context for research and development. They provide an implicit, if
not explicit, view of the current level of demand and expectations, in particular in terms of input into
teaching and learning. For those syllabuses which also include a statement of outcomes, the process of
analysis provides an explicit view of outcomes, as well as a model of the way in which the latter are
conceptualised and framed. An analysis of a range of existing scales contributes further models for
framing descriptors. The purpose of this review is to provide a picture of the status quo. It must be
recognised, however, that the project is intended to consider proficiency in relation to the learning of
the target language in the future, as the NALSAS strategy is implemented.

Considerations: A number of issues need to be considered in relation to this step. First, an expert team
is needed to conduct the review and analysis. The task can be approached in different ways and team
members will bring to it their own particular framework of expectations. These expectations need to be
made explicit. A team approach provides the possibility for discussion and sharing the load. The level
of detail of the analysis is a second consideration. It needs to provide as clear a notion as possible of the
level of expectation of outcomes and the intended nature of language learning, without becoming too
time-consuming. It is advantageous to review each resource in its own right, as well as comparatively,
for example, the Year 12 syllabus for New South Wales in relation to all other available Year 12 syllabuses.
It is also useful to draw upon teachers’ knowledge about the way in which particular resources are used
in practice.
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Step 3: Establishment of expert groups

Expert judgment is required in any work that deals with student outcomes. Major areas of expertise
required for input into the project include expertise in the particular target language, in the senior
secondary level of schooling, and in test and scale design, analysis, and use.

Considerations: The major consideration is the type of expertise required for each particular task. In terms
of language expertise, it is useful to include native speakers as well as non-native speakers, teachers at
senior secondary level, and lecturers at tertiary level. Types of tasks to be undertaken include analysis,
test design, marking, conducting oral tests, responding to draft tests and descriptors. In determining the
size of the group, a balance needs to be achieved between a sufficient configuration of different kinds
of expertise and group cohesion, on the one hand, and the risk of overloading a small team, on the other.

Step 4: Surveys

In the work of the first phase of the project, the team canvassed, at a national level, different groups’
perspectives on the contexts and purposes of learning Japanese at senior secondary level. The design of
the questionnaire was such that respondents gave insufficient detail. The intention was to canvass
contextualised instances or snapshots of use, which respondents considered to be essential. The responses
received provided little contextual detail. In repeating the process, the project team would now provide
clearer indications for the level of detail required in describing ‘contextual settings’ and suggest that they
include both social and vocational domains. This information would be canvassed from students, teachers,
and employers. Together with the test data, it would be used as a basis for formulating contextual settings
to accompany the descriptors.

Considerations: It is essential that the focus of the questionnaire be clear as well as the level of detail
that is sought. The timing and logistics of distribution and the process of analysis need to be considered
as well.

Step 5: Development of working draft of the descriptors

Based on the outcomes of Steps 3 and 4 above, it is essential that the team establish a working definition
of the key concepts and prepare a working draft of the descriptors, as a context for the subsequent design
of tests and the development of descriptors. Specifically, it is essential to consider:

* What are social proficiency and vocational proficiency for senior secondary students?

» What are appropriate expectations in terms of language use across the various domains, and the four
macroskills?

*  What are the major parameters of change across levels, both conceptually and linguistically?

Considerations: This step requires conceptualisation, consultation, and refining; it provides the basis for
the development of the tests and the descriptors as a whole and cannot be bypassed. The definitions
developed for Phase 2 of the present project are presented in the section ‘Definitions and assumptions’,
pages 9—10.

Step 6: Development of test specifications

The next step involves developing test specifications which will guide the development of test tasks,
designed to operationalise the key concepts (see Step 5). These will specify the overall level, the types
and range of tasks in each test, the items in each task, the broad topic areas, text types, and skills which
are to be mobilised. The specifications provide a basis for framing criteria for judging performance on
each task.

Considerations: A key aspect of the development of specifications is the decision about the range of tasks
that will be included in the test; this decision relates to the issue of sampling of the domain. Another
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consideration relates to the framework for setting out the specifications, and the degree of detail which
is included.

Step 7: Establishment of an anchor for the tests

It is useful to anchor the test to another test which students have taken, as a reference point for analysis.
Because of the nature of testing in the school sector, in particular the fact that testing is generally localised,
it is likely that the anchor for senior secondary level will be the Year 12 external examination. For the
purpose of the present project, the team was able to draw upon the 1995 Year 12 external examination
for Japanese conducted by SSABSA.

Considerations: The major consideration in this step is the difficulty of finding another established,
validated test as an anchor point. It is most likely to be a senior secondary examination, from one of the
systems which continue to assess through external examinations.

Step 8: Establishment of pilot groups
It is necessary to select students who would be available to take the test for the pilot phase of development.

Considerations: Where this process is to be conducted at a national level, logistics and timing need to
be considered.

Step 9: Developing draft tests

Following the development of the specifications, the next step involves developing draft tests. Given the
span of performance which is to be probed as a basis for constructing the descriptors, it is likely that
two tests need to be developed with overlapping items, one which spans the hypothesised Levels 1-3
and the other which spans Levels 2—4.

Considerations: The tests are best developed by a team of experts. It is important that sufficient time be
allowed to obtain feedback and to edit the tests. The logistics of, for example, the preparation of audio-
or videotapes for listening tests and the organisation of taping for oral tests also need to be considered.

Step 10: Piloting the tests

The tests need to be piloted as a part of the process of refining the test tasks to ensure validity and
reliability.

Considerations: The considerations are essentially matters of logistics and timing, particularly if the pilot
is to be conducted at a national level. Decisions need to be made regarding the sample size and the levels
of schooling; the sample should include Year 11 to third-year university students. A system needs to be
established for recording participation data and test results.

Step 11: Marking and analysis of pilot test responses
The responses to the test tasks need to be marked and analysed, both statistically and qualitatively.

Considerations: A number of issues require consideration. These include the selection of a team of
markers and their training. Decisions also need to be made about the refinement of the criteria to apply
to the particular test task for the particular purpose of the test and their application for judging
performance.

In addition, marking scales and weightings need to be established. Issues of reliability need to be
considered, for example, processes such as double marking of extended written responses. The machinery
of batching of scripts, data entry, liaison with participating students and examiners needs to be considered
and reliable processes established.
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Step 12: Development of final versions of the tests

On the basis of the outcomes of the pilot, final versions of the tests need to be developed by the test
development team. Tests then need to be edited and prepared (print and audio- or video recorded) for
distribution.

Considerations: Time needs to be allowed for this step in order to achieve a quality test and presentation.

Step 13: Conducting the tests

In order to have an adequate number of students, invitations to participate need to be forwarded to all
government and non-government systems and universities. If the process is national, then it is easier to
negotiate a contact person in each state/territory to coordinate the process at the local level. Adequate
briefing notes need to be provided to state-based contact people, including the fact that they will need
to arrange for approval for tests to be conducted, based on each system’s requirements in terms of policies
which pertain to ethics in human research. Invigilators instructions also need to be prepared.

It will be essential to ensure that a sufficient number of students take both tests pitched at the different
levels. If there is a possibility that the number of students will be too small, it may be appropriate to seek
sponsorship for providing an incentive for students to participate. In the present project, because the
project team wished to use the 1995 Year 12 SSABSA external examination in Japanese as an anchor
point, and because the team had no other means of attracting students who had taken the 1995 Year 12
examination but had not continued with their study of Japanese at tertiary level, it sought sponsorship
to provide a $20 incentive to these students. Sponsorship could not be found within the limited time
available, so the incentive was provided through the project, but the process did attract a considerable
number of students. A questionnaire to elicit student and teacher responses to the tests is also useful.

Considerations: The major consideration at this stage is the issue of logistics to ensure that: there are
sufficient students at the different levels of schooling, with an overlapping cohort prepared to take both
tests; the conditions for conducting the tests are comparable across sites; systems are provided with
sufficient time and support to conduct the tests.

Step 14: Marking and analysis of the test responses

This step is a repetition, on a larger scale, of Step 11. The statistical and qualitative analysis includes
determining patterns in student responses (covering different specific groups, particularly those students
who take both tests), in the difficulty and discriminatory powers of the tests, and in rater behaviour.

Step 15: Development of the first draft of the descriptors, selection of examples, and
development of a statement of contextual settings

On the basis of the analysis conducted at Step 14, the broader reviews conducted at Steps 1 and 2, and
the working descriptions of exit proficiency, descriptors need to be developed. Patterns in the test analysis
will provide a basis for determining the collection of responses which will be used to inform the
formulation of the descriptors. There is a major conceptual issue here in that a single test is used
essentially as a basis for constructing generalised descriptors. Nevertheless, it is important that the
formulation be based on some measure of actual student performance. The descriptors need to be reviewed
both within each level and across the four levels for consistency. A layer of examples (e.g. structures
and phrases used by students) must be included to clarify the descriptors. Test data, along with information
elicited from the survey (see Step 4) are used to develop an accompanying statement of contextual settings
for each macroskill at each level.

Considerations: A major consideration in developing the descriptors pertains to language, in particular
the problem of avoiding relative terms. A further complexity results from the attempt to bring together
both quantitative and qualitative data. Decisions also need to be made about the type and number of
examples that should be included. The process of developing the descriptors is best handled by an expert
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team, working individually and in discussion to reach agreement. A similar process needs to be set in
place for the development of contextual settings to support the descriptors. The key issue here is the degree
of detail that is included to convey a notion of the particular level.

Step 16: Consultation and revision

Further input into the descriptors needs to be sought from experts who have not been involved in the
project. This feedback is used as a basis for revising the descriptors.

Considerations: People responding will be helped if focus questions are provided with the descriptors.
Other considerations pertain to the range of experts available or selected. A desirable process, if time
and resources permit, would be to gather feedback through a workshop approach. In this way there would
be an opportunity for clarifying comments and addressing issues in greater depth.

Step 17: Comparisons with work in other Asian languages

Since the NALSAS Taskforce is intending to extend the development of exit proficiency descriptors to
other Asian languages, namely Chinese, Indonesian, and Korean, it would be useful to compare descriptors
as they are developed. This process is not designed in any way to achieve uniformity, but rather to consider
commonality as far as it is possible to do so, and at the same time, to consider the specificity of the
particular language and account for differences in the descriptors. This process could lead to adjustments
being made to the descriptors that have been developed for Japanese.

Step 18: Preparation of final draft descriptors, report, and recommendations

The final step involves fine-tuning the descriptors on the basis of the comparative process outlined in
Step 17 and preparing the report and recommendations. Although this is the final step in the process, it
is desirable that the process be repeated several times in the interests of developing better resources to
support teaching, learning, and assessment, and to improve teachers’ and the field’s understanding of
outcomes and their development and use.

CONCLUSION

It is worth highlighting that any attempt to describe proficiency outcomes is a complex process, in both
theoretical and practical terms. The process cannot be cut short. Minimally, it requires the cycle of a year
for initial development, just to allow projects to fit in with the regular activities in schools and to allow
at least for some refinement. It then requires a planned, systematic, and coordinated program of research
which enables systems to monitor both the outcomes themselves over time, and, more generally, the
usability and usefulness of proficiency outcome descriptors. Such research then should necessarily lead
to an ongoing process of refinement.

We have also emphasised the fact that descriptors cannot stand alone; there is the necessary
accompaniment of tests, along with recording and reporting mechanisms and a range of other resources.

On the basis of the work undertaken in the present project, we propose the following set of
recommendations:

(1) That the model developed in the present project be followed in further development of language-
specific descriptors for other Asian languages, namely Chinese, Indonesian, and Korean. This would
provide a basis for comparison across the four languages.

(2) That further test development, testing, piloting, and validation of the Japanese descriptors be
undertaken.

(3) That the curriculum implications of implementing a framework of exit performance descriptors be
examined, and action be taken to develop the curriculum resources necessary for the successful use
of the descriptors.
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(4) That strategies for the collaborative development of tests and other related assessment resources be
investigated.

(5) That a research orientation be built into the implementation of proficiency descriptors, and in
particular that a longitudinal view of monitoring be adopted.

(6) That the present report be forwarded to the Australasian Curriculum, Assessment and Certification
Authorities (ACACA) for consideration, in particular in their redevelopment of assessment
frameworks in the languages area.

The combined expertise of teachers and researchers is essential in further applied research and
development work. An important outcome of this project has been the extraordinary involvement of
teachers and their students who have been willing to contribute. Another outcome is a large volume of
data, including student work (print and video) that has been generated; it constitutes a highly useful
resource for activities such as teacher development. Approaches to development that bring together
teachers and researchers must be supported.

This project has set out an initial resource for considering proficiency outcomes and descriptors for
Japanese. Hopefully, it constitutes the first step in an ongoing process of research, development, and
reflection on student proficiency outcomes. As a resource on its own, the description of proficiency
outcomes is of limited use. As a catalyst for stimulating discussion about students’ language learning and
progress over time, it can be fruitful.

29



APPENDIX 1: TEST AND ACCOMPANYING CONVERSATION TASK

This appendix contains:
PAPER 1A: READING COMPREHENSION
INSTRUCTIONS TO SUPERVISING TEACHERS/LECTURERS OF PAPER 1B
PAPER 1B: LISTENING COMPREHENSION

PAPER 1B: LISTENING COMPREHENSION
(TRANSCRIPT OF PASSAGES AND QUESTIONS)

PAPER 1C: FREE WRITING
ORAL TASK
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NALSAS

NATIONAL ASIAN LANGUAGES AND STUDIES IN AUSTRALIAN SCHOOLS, 1997

PAPER 1A: READING COMPREHENSION Pages: 10

Questions: 2

Time: 1 hour

Instructions to Participants

1. This paper has been designed to obtain information about the level of proficiency in Japanese of students in
Australian schools and universities. It is not a test of your individual ability in the language.

2. You will have 5 minutes to read the paper. Do not write in your booklet until instructed to do so.
3. Write all your answers in this booklet. Space is provided for you to make notes.
4. The paper consists of two questions. Answer both questions.

5. It is suggested that you spend 30 minutes on Question 1 and 30 minutes on Question 2, but you may start
answering Question 2 as soon as you wish.

6. Please fill in the boxes at the bottom of this page. Your name or any identifying number is nof required.

For how many years have you studied Japanese in Australia?

Have you studied Japanese in Japan?

If so, for how long?

Have you lived in or visited Japan?

If so, for how long?

Which do you attend — secondary school or university?

What is your current year-level?
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Question 1

Read the passage below and then answer the questions that follow in English.

Vocabulary
&7  honey
INF a bee

BREE  (chemical) pesticide, herbicide

a5 M A

BOWBEEWHBDDLE, BROIVAF L INFHRNEA] BAIIELL R-oTE 1

9, ~BELIEOBELSAMEZSVHLIZ, IVARFOKITHEEVET, FEHLOHE -

DIEZIB- T, kDE, EBEETO> TV DTE, IVRFL IAFRNEA]

W

X 1TFORFEAL LI B> THROLTLS L, TEOINWTWBIA B~ EHKE 4

el T DTY, HEZRIBS AL E0HDIE. IVAFELSTND INFh 5

DADTZ L TT, 6

ZDE IR B> THORED D DINEIZIZRNE LT, AXZ T TR, 7

AT HARDOHIEA A O AIZHIR < OUTWNT, DR L. SuMd & kA iziEss 8

BENTWL DT LMNEBRRNT LROTT, 9
BHADES FESHLWITOERZT T M, FUS ¥, u—<FALLHH- T, 10
PERFEOEYE, 2%V REXEZTDH. SLERNEF-TH 2 LT, 1
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TENEDIENTEE L,
EIlZbADIETTRRL, IYAFOHRBIENANAKILDEY, IV ASFO
B, K4, IYuyTTETWT, Z0OIYaTROADORBITL L 5 OHH
LT, B TEZLBENLDTT. NWTHWOBbDBMLEMITEDIZ LNTED
g T, IV TRELEDZENTERNDTY,

TAD S HLOMIZI Y AFOREEBNTH LESNEFAR. | ENFhVOA
WHWTHRE LTz,

BIEIYARF 2 ONTHERTLEEINEL DT L, AARNRNEY E LT
[NFiemoEdbiicb, HZBADHERBRLRST, ToELBBMH
W7, I M INFBRELT. APAOrOBRFRATRoTcb, EVLD
WERLRWHELEDRE., ) 2L, TLEbbRELERE, HITHTIE. NFEXRK
FHIR, BDADIRYFNI 03— RS Z eBbho T, BERT
EEWETEDENRD LS5V E LK, Th, BEEZDHEYfioTWRWEE
ERTORLTNPLVWATT L, | & BLTWEL,

EESEIT. Blbx 7% HAOH& RS kD]
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YOU MAY MAKE NOTES ON THIS PAGE.
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QUESTIONS
Referring to the information provided in the passage, answer the following questions in English.
(a) The following words are rather specialised. You may not know their meanings, but you may be able to

guess their meaning in this passage from the context. On the lines next to each word and its line reference,
write what you think the word means in this passage.

i SDEL (line 2)

iy B (line 4)

(i) NEEFE DEI (line 11)

(iv) &7 (line 21)

v) FagRa (line 21)

®) () ZOXDOE MEEBES AAx]  LWSDIRERDZ &L TEh,

(i) TANENZIZ AR NWT & Ty EW D DIFTBNENZIZZ2NA T (line 7).
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YOU MAY MAKE NOTES ON THIS PAGE.

36



(i) ZOXIEDE, IVNFOENKYNTENTWBIEIZFA T,
2O2FNT TFTEW,

(c) In former days, what did the farmers believe were the effects of having bees in their orchards?

(d) ‘Productive farming is not necessarily environmentally safe or friendly farming.’

Using the information from the passage, how might you, as an informed consumer, convince a Japanese
orchardist that productive farming can also be environmentally friendly?
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Question 2

Read the passage below and then answer the questions that follow.

Vocabulary

MRz ATE W) 2-year tertiary institution; roughly equivalent to TAFE College
BN (TzA W) points, credit, units (of a tertiary course [in this passage])
L (LY D) private (cf. 2337 (Z 5 Y ~D) public)

05 AN hAENY

JRAS % B IS

»hEh Z ZH& 5 EO¥ESAN HE

F Y U NADER 2 THBLRZITDILNTE, LIORERMLELTHED |

AW AR NE HFAZL Evaob [0 A2V HUw 5 5A

bD TN EHRFEIE | BNEEOKRBIZENRY DODOH D, —DORETIEIARNE 2

AR H¥ A g Eupd vyl 85 HLs YA LD

BT OMRBEAMEL 5 T OHIEEIR. RFWEOKRE . L L. BHEiX 3

Yo ESL LhDESL <56 <L A EIiw S 33

T [/, RANERITIZEER TEFA ) BOBA 1XFIUEEHEA TV, 4
il EAKEW Leosbws Xro&l LASIHA
RERFEAPESR TR TIZIZDE T A Wi, LR OBEIE~D 5

BB FENAIK

L
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QUESTIONS

12

13

14

15

Referring to the information in the passage, answer parts (a), (c), and (d) in English and part (b) in Japanese.

(a) The following words are rather specialised. You may not know their meanings, but you may be able to

guess their meaning in this passage from the context. On the lines next to each word and its line reference,

write what you think the word means in this passage.

() HADNL HHHIEE  (line 2)

(i) ffi5cd D (line 3)

i) EA (line 4)

vy ZDEZA (line 5)

W) b 5N (line 12)
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(b) Write a Japanese word below to fill in the blank (line 14 of the passage).

(c) Inthe passage itis stated that [ZDEETIX THOEDIZ DO KEDEZDIZD
F <22 ] (lines6-7). Towhatdoes TDEE refer?

(d) What must Kyoto Tertiary Centre do quickly to achieve its goals?

YOU MAY MAKE NOTES IN THIS SPACE.

© National Asian Languages and Studies in Australian Schools 1997

40



INSTRUCTIONS TO SUPERVISING TEACHERS / LECTURERS
OF NALSAS PAPER 1B: LISTENING COMPREHENSION, 1997

PLEASE NOTE: You do not have to stop the tape as the time for studying and answering questions has been included on

the tape.

In order to ensure that all students are tested under the same conditions, the instructions have been recorded on the tape.

The test is to be conducted as follows:

1. Before the students enter, make sure that the cassette player is operating correctly.

2. Tell the students that you are about to distribute the booklets for Paper 1B: Listening Comprehension, but they may
not open the booklets until they are instructed to do so.

3. Distribute the booklets, placing one copy of each booklet with page 1 facing upwards in front of each student.

4. Tell the students to read carefully the ‘Instructions to Participants’ on the front cover of their booklets and to fill in
the boxes at the bottom of the page.

5. Tell the students that they have 1 minute to read the booklet for Paper 1B.

6. After 1 minute advise the students that you are about to play the tape and that they are to follow the instructions
given to them on the tape.

7.  Start the tape playing; you will hear:

‘This is the National Asian Languages and Studies in Australian Schools Paper 1B: Listening Comprehension.
Turn to page 3 of your booklet for the context and questions for Part A.’

“You will hear two messages. Each message will be played twice. There will be a 15-second break between the
first and second playing of each message, and a 15-second break after the second playing. You may write your
answers while the messages are being played and during the 15-second breaks in the space provided on page 3
of the booklet.

‘This is the end of Part A.’

‘Now look at Part B. You will hear two conversations. Each conversation will be played twice. First you will
hear a question in Japanese. The conversation will then be played for the first time. The question will then be
repeated and you will have 15 seconds to write your answer in the space provided on page 3. The conversation
will be played for the second and final time and the question will be played for the last time. You will then
have 20 seconds to complete your answer before the next question and conversation are played.’

‘This is the end of Part B.”

‘Turn to page 4 of your booklet for Part C. You will hear two monologues. Each monologue will be played
twice. First you will hear a question in Japanese. The monologue will then be played for the first time. The
question will then be repeated and you will have 15 seconds to write your answer in the space provided on
page 4. The monologue will be played for the second and final time and the question will be played for the last
time. You will then have 20 seconds to complete your answer before the next question and monologue are
played.’

‘Paper 1B: Listening Comprehension has now finished. You must stop writing.’

8.  Stop the tape and collect the booklets.
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APPENDIX 2: ANALYSIS OF TEST PERFORMANCE

Performance across years
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0 - f f f f f f -_‘
Exam 1 Exam 2 Exam 1 Exam 2 Exam 1 Exam 2 Exam
Year 11 Year 11 Year 12 Year 12 Year 13 Year 13 Year 14
Procedure/Year
Mean across years
60
50
40
Q
S
3
2 30
©
[}
=
20
10
0 } } } } } }
Exam 1 Exam 2 Exam 1 Exam 2 Exam 1 Exam 2 Exam
Year 11 Year 11 Year 12 Year 12 Year 13 Year 13 Year 14
Procedure/Year
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Count

200

Percentile breakdown

180 +

160 A

140 +

120 +

100 A

- e o —

Less than
20

Between
20 and 40

Between
40 and 60

Score
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—¢—11 Exam 1
—#—11 Exam 2
= A= 12 Exam1
——o—12 Exam 2
—#—13 Exam 1
—— 13 Exam 2
=== 114 Exam

b
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80 and 100
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