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ABSTRACT

VALIDATING ASPECTS OF A READING TEST

Aksit, Zeynep
Ph.D., Department of English Language Education

Supervisor : Assoc. Prof. Ciler Hatipoglu

September, 2018, 331 pages

This study investigated three aspects of validity (i.e., context, cognitive and scoring) of
a reading test: First, the reading test construct was defined based on the cognitive
processing model and its criterial features were presented in the test specifications.
Secondly, to establish cognitive validity, the cognitive processes that were activated
during test taking were investigated through retrospective and introspective verbal
data. The results revealed whether the test elicited behavior reflective of reading
activities beyond the testing situation. Finally, the scoring validity of the test was
examined through item analysis. The findings revealed that the performances were
generalizable: the tasks elicited behavior similar to those in real-life reading, and that
the criterial parameters of the test were at an acceptable level for the intended
population. Moreover, the majority of the item parameters were within the expected

ranges.

This study and its findings have important implications. At the organizational level, the
results have implications for improvement in testing practice: the sociocognitive

framework provides a systematic approach and encourages the generation of evidence
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for validity at all stages of test development. Moreover, test scores that reliably reflect
test takers’ ability on relevant aspects of reading help improve reading instruction.
Instruction that is grounded in theory and supported with established needs can help
students be equipped with skills required for successful academic reading.
Implications at the theoretical level are: The cognitive processing reading model,
which was originally based on L1 reading, successfully defines L2 academic reading

within the context of this study.

Keywords: reading test, context validity, cognitive validity, scoring validity, cognitive

processing model of reading
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BiR OKUMA SINAVININ BAZI YONLERDEN GECERLEMESI

Aksit, Zeynep
Doktora, Ingiliz Dili Ogretimi Béliimii

Danisman : Dog. Dr. Ciler Hatipoglu

Eylil, 2018, 331 sayfa

Bu calisma, tamamlayic1 karma yéntemlerle bir okuma sinavinin baglam, bilissel ve
notlama gegerligini arastirmistir. Oncelikle, okuma sinavinin kurgusu bilissel siire¢
modeli kullanilarak tanimlanmis ve kurgunun kriterleri sinav tanimlamalari
dosyasinda sunulmustur. ikinci olarak, sinavin bilissel gecerligi icin sinav sorularina
cevap verme sirasinda etkinlegen bilissel stirecler gecmise doniik animsama ve sinav
aninda igebakis yontemleri ile incelenmistir. Verilerin analizi ile sinav sorularinin
sinav disindaki ortamlarda uygulanan okuma bigimlerini yansitip yansitmadigina
karar verilmistir. Son olarak, notlama gecerligi madde analizleri ile incelenmigtir.
Bulgular, sinananlarin sinav performansinin hedef ortam i¢gin genellestirilebilecegini
gostermistir: Sinav sorulari gercek hayatta okumaya benzer siireclerin
etkinlestirilmesini gerektirmistir. Ayrica, sinav sorularinin kriterlerinin hedef kitle icin
uygun diizeyde oldugu anlasilmistir. Son olarak, notlama gecerligi acisindan,

maddelerin cogunun parametreleri yeterli bulunmustur.

Bu c¢alisma ve bulgularinin énemli ¢ikarimlari vardir. Kurumsal diizeyde sonuglarin

sinama uygulamalarini iyilestirmeye yonelik ¢ikarimlari vardir: sosyal bilissel cerceve
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sinav gelistirmenin her asamasinda sistematik bir ydntem sunmakta ve gegerlik kaniti
olusturulmasini desteklemektedir. Ayrica, sinav sonuglari sinananlarin okuma
becerisini giivenilir bir sekilde yansittigindan, okuma becerisinin 6gretiminde de
olumlu etkisi olacaktir. Kuramsal altyapisi giiclii, ve arastirmalar ile belirlenmis
ihtiyaglara cevap veren bir egitim sistemi 6grencilerin akademik okuma igin gerekli
becerileri elde etmesine yardimci olur. Sonuglarin kuramsal diizeyde ¢ikarimi da
vardir: anadilde okuma icin hazirlanan bir bilissel stire¢c okuma modeli, ikinci dilde

okumay1 tanimlamada ve okuma becerisini sinamada basariyla kullanilmistir.

Anahtar kelimeler: okuma sinavi, baglam gecerligi, bilissel gecerlik, notlama

gecerligi, bilissel siire¢ okuma modeli
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CHAPTER 1

INTRODUCTION

Educational institutions employ measures of language knowledge widely and for a
number of reasons. One major function of language assessment in higher education is
gatekeeping: Schools make admission or certification decisions based on test results. In
admissions, test results are used to decide whether the applicants’ knowledge of or
ability to use the language of instruction is sufficient for them to meet the requirements
of academic studies. Similarly, certification decisions relate to whether the applicant is
able to perform certain operations at a desired level. To this end, various types of
language assessment batteries are used. Depending on the context, either it can be a
general proficiency test developed by an external institution or an in-house proficiency

test developed with a concern for examining needs relevant in a particular context.

Proficiency tests are tests that claim to measure general language ability. There are
international organizations that develop such tests for different contexts and for
people with different training backgrounds (Alderson, Clapham, & Wall, 1995). In-
house tests, on the other hand, are generally based on the established needs of
academic life in the relevant contexts. Both types of tests are called high-stakes tests as
the scores from such tests are used to make high-stakes decisions. For instance, failure
on such a test may result in refusal to or dismissal from a program. Therefore, in high-
stakes testing, as well as in other testing situations, it is the responsibility of test
developers to ensure that the assessment battery serves its purpose fairly and
meaningfully. To this end, one of the main concepts that dominate both the pre— and
post—operations concerning the design, development and administration of a high-

stakes test is validity.

Validity is about the usefulness, fairness and meaningfulness of a test (Messick, 1989b).

In earlier definitions, validity was considered as a quality of a test, and a test was



considered to be valid if it measured what it claimed to measure. However, with the
advances in the field in the 1950s, the definition and the approach towards validity was
radically modified. Today, rather than being a quality of a test, validity is judged by the
extent of the evidence provided by test developers to confirm that score-based
decisions are justifiable (Chapelle, 1998; Council of Europe, 2009; Cronbach, 1988;
Fulcher & Davidson, 2007; Kane, 2016; McNamara, 2006; Messick, 1995; Mislevy,
2007; Moss, 2007; Read & Chapelle, 2001; Sireci, 2009; Weir, 2005a). Admission or
certification decisions need to be backed up with research as warrants of their validity.
Only then can the decision makers ensure that their decisions of admission, or refusal

based on test scores are just and meaningful.

Many organizations or institutions who develop and administer standardized tests
carry out extensive research to be able to back their claims about the meaningfulness,
appropriateness or fairness of their exams. ETS is one of the well-known educational
testing and assessment organization who develops and administers standardized tests,
one of which is the renowned TOEFL. Another one is the Cambridge English who
develop English exams at different levels. The line of research regarding validity by
these organizations includes studies on construct representation (Biber & Gray, 2014;
A.D. Cohen & Upton, 2006), on authenticity and content validity (Rosenfeld, Leung, &
Oltman, 2001; Stricker & Attali, 2014), on criterion-related and predictive validity
(Weigle, 2014), on validation research on tests of discrete skills (Cartwright, 2009;
Shaw & Weir, 2008; Taylor, 2011), and validation methods (Grotjahn, 1986;
McNamara, 2006; Wilson, 1999).

This study is an attempt to generate validity evidence for a reading test. More
specifically, it aims to generate evidence for contextual, cognitive and scoring validities
of reading text. Khalifa and Weir (2009) posit that these three validities constitute

construct validity, which is the central concept in validity theory.

1.1 Background of the Study

Middle East Technical University (METU) is described as an international research

university on its website (www.metu.edu.tr). The international character of the



http://www.metu.edu.tr/

university is achieved through its partnerships with international institutions, the

funds generated from international research projects, and accommodation of

international researchers and students.

The medium of instruction at METU is English. Hence, all candidates wishing to study
at METU are required to provide proof of a certain level of English language proficiency
before they can start their academic studies. The School of Foreign Languages (SFL) at
METU administers a test, English Proficiency Exam (METU-EPE), to the newly
registered students at the onset of each academic year. In general, the minimum score
that test takers need to be able to move to any of the undergraduate programs at METU
is 60 over 100, except for the Foreign Language Education department, which requires
70. Alternatively, equivalent scores from language examinations given by one of the
two external organizations; namely, the TOEFL IBT (75 - 86 points) by Educational
Testing Service (ETS) (www.ets.org) and IELTS (6.0 - 7.0) which is jointly owned by
British Council, IDP: IELTS Australia and Cambridge English Language Assessment

(www.ielts.org) are also accepted as valid proof of English language proficiency.

The students who obtain the required scores from METU-EPE start their subject
studies whereas those who fail to receive the required minimum score, study at the
Department of Basic English (DBE) for one year before taking the METU-EPE again at
the end of the instructional period in June. Instruction at DBE is focused on providing
foundational English to students who lack the necessary language skills and prepare

them for academic studies.

METU-EPE is given four times every year. Here is the schedule and the test taking

cohort:

e September: newly registered undergraduate students and the graduate
candidates,

e December: graduate candidates

e June: DBE students (except for those students who start English education at

the beginner level) and graduate candidates


http://www.ielts.org)/

e August: DBE students who started English education at the beginner level in

the fall semester (pre-intermediate level group)

Documentation related to METU-EPE are as follows: for the candidates, there is a web
page on METU servers (www.metu.edu.tr) and a booklet on sale at METU bookstore.
The information in both media consists of the format of the exam, the sections and the
question types, sample questions and the scoring rubric. This type of information helps
the candidates understand what is expected of them, so that they can prepare better

and perform better.

Other documentation on the exam concerns the instructors: some statistical
information about the exam is provided to the instructors at the DBE and MLD. The
former director of the SFL used to announce some of the results of the score-related
analysis, such as correlation coefficients and averages. Some instructors are known to
have carried out small scale research on METU-EPE, and there is one unpublished
Master’s thesis (Ataman, 1999) on the validity of an earlier version of the proficiency
exam. There is no other official document or published research on the design and

development of METU-EPE to the best of my knowledge.

This lack of documentation on METU-EPE casts doubt on the fairness and
meaningfulness of the decisions given by the registrar’s office at METU, and points to
an urgent need for more systematic research on aspects of the test such as the content,

the theoretical underpinnings, or the essential criterial features of the test.

1.2 Statement of the Problem

In high stakes tests, the decisions taken or inferences made about the test takers have
important consequences, and erroneous decisions cannot be easily reversed and
remedied (Bachman & Palmer, 1996). METU-EPE is a high-stakes test and the
consequences of the decisions based on the scores of METU-EPE are grand. Newly
registered undergraduate students make up the majority of the test takers whose
scores are used to decide whether to allow them to start studying in an academic
degree program, or to delay their academic study for a year (or sometimes two) while

they attend the DBE to improve their language skills. In the case of graduate applicants,

4



their scores from METU-EPE are used to decide whether to allow or deny admission to
a graduate degree program. Since the test has a major impact on stakeholders, it is
essential to justify the decisions taken based on the test results by following relevant

validation procedures (Messick, 1989b).

Validation is the process of operationalizing the concept of validity (van der Walt &
Steyn, 2008). In the 1940s, the early pragmatic and empirical view of validity was
based on correlation and factor analysis (Sireci, 2009). However, a seminal article by
Cronbach and Meehl (1955) radically changed the concept of and approach towards
validity. It was no longer considered as a feature of a test but a unitary concept that
reflected the intrinsic relations between various constituents of a test. This novel
approach to validity called for the analysis of different aspects in a testing situation
such as the content of the test, the interaction between the test taker and the test tasks,
and the predictive power of the test. It also provided a framework to gather evidence
about the validity of the test (Sireci, 2009). A second seminal article on validity
appeared in 1989. In this article, Messick emphasized that validity claims are not about
the test but about the interpretations of the scores of the test. And, in order to claim
validity, empirical evidence as well as theoretical rationales that support the adequacy

and appropriateness of inferences based on test scores are needed.

Acknowledging Messick’s (1989b) approach to validity, it follows that the inferences
made on the scores of any high-stakes test should be backed by empirical research and
a sound theoretical underpinning. METU-EPE being a high-stakes test, the test
developers have the responsibility to gather and present evidence that explains how
and why the test scores are valid and reliable indicators of the ability that is assessed
with that specific instrument. A similar claim was made by Chalhoub-Deville (1997)

who said

... in high stakes testing where critical decisions are made (e.g. certification,
fulfilling a degree requirement, admission into a programme, progressing into
a higher grade, securing a job, etc.), it is imperative that resources be allocated
for assessment frameworks to be validated in their context of use. In high-
stakes testing, the deficiency of evidence to support an assessment framework
in a given context of application weakens the validity of test interpretation
and use, which has grave ramifications. (p. 17)



In the case of METU-EPE, nothing much is known about the theoretical basis of the test,
or rationale for the score interpretations such as “if a test taker receives 85/100 in the
test, she will be exempt from the first year English courses”. Neither are there any
documents specifying the objectives of the exam, or guiding principles for item/test
development. This is not surprising considering that it was not a common practice to
produce exam specifications in the past (Weir, Huizhong, & Yan, 2000). “The construct
of reading that is measured in the TOEFL reading test is not made explicit in the ETS
literature” (Peirce, 1992, p. 668), for instance. In the case of METU-EPE, the only
available formal document related to the test was a booklet prepared for the test takers
that included introductory information about the different sections of the test, samples

of different item types and scoring rubrics.

Considering the impact of score-based inferences on critical decisions regarding
student admission to academic degree programs and the impact of METU-EPE on
instruction at the DBE and the MLD, it is clear that principled research on various
stages of test development is necessary to ensure that the inferences made from test
scores are meaningful, appropriate and useful (Messick, 1989b). Notwithstanding
research studies by international testing organizations (for example, Educational
Testing Service - ETS, Cambridge ESOL) and local universities (for example, Bilkent
University, Bogazi¢i University) where in-house proficiency tests are developed, it is
vital to carry out validation studies in own/specific contexts because contextual
variables affect many aspects of validity. As Brown and Goodman maintain “Validity
claims always occur in and are tied to specific contexts” (2001, p. 206). Hence, there is
a need to investigate and report test design and development stages in METU context

for accountability to the stakeholders.

Validation of a test is essentially combining the theoretical rationale with empirical
research to show that the interpretations based on test scores are justified. Cohen
(2006) posits that empirical research on test-taking strategies is necessary if we want
to understand what tests actually measure and to make sure that performance on a test
can be generalizable; that is, test taker’s performance is reflective of the expected

behavior in the target language use domain, that is the “specific setting outside the test



itself that requires the test taker to perform language use tasks” (Bachman & Palmer,

1996, p. 44). Currently, there are two main approaches used in test validation:

(i) the argument-based approach that is concerned with developing and
evaluating interpretive arguments by analyzing various types of theoretical and
empirical evidence (see, for example, Bachman & Palmer, 2013; Kane, 1992;

Mislevy, 2007),

(ii) the evidence-based approach that views test validation as “... the process of
generating evidence to support the well- foundedness of inferences concerning
trait from test scores ...” (Weir, 2005b, p. 1) and accumulating this evidence

before and after test events.

This study utilized Weir’s evidence-based approach to validation. From the point of
Weir’s (2005b) sociocognitive framework, a priori validity evidence is needed such as a
blueprint or test specifications in writing which provides guidance to the test writers in
item writing, and guidance to school administration in test administration and scoring
procedures. In the case of METU-EPE, test and item preparation practice is based on
experience, as there is no document that specifies item writing rules and procedures.
[tem writers use their own judgments to develop new items similar to the ones used
previously. Decisions about the content of the test such as task types, topics, or
difficulty levels of texts were most probably taken in the past; however, again, there is
no document that reveals whether any theoretical or empirical study was carried out to
justify these decisions. Similarly, about the scoring procedures, the grounds for current
practice is unknown. In terms of a posteriori validity evidence, a number of statistical
analysis within the Classical Test Theory (CTT) is carried out after each administration

of the test and reported to the SFL administration and METU-EPE item writers.

While attempts have been made to analyze and interpret statistical outcome of the test
scores, a thorough investigation of the test with regard to content, construct, and
scoring validities are missing. It follows that in its present state, it is difficult to make
sound generalizations about test takers’ ability to use language as required in academic

programs at METU.



In an attempt to fill in this gap, this study aims to validate the reading section of the
English proficiency test that was developed as part of the program evaluation project
at the SFL. It specifically investigates the theoretical basis of the test, the content, and
the properties of the test items to generate evidence enabling the justification of the
decisions made about the test takers’ reading ability in the context of first year

academic degree programs at METU.

1.3 Research Questions

This research study on validation of aspects of the reading test was carried out in three
stages: in the first stage test development procedures were carried out (as part of a
priori validation), in the second and third stages cognitive validity (again part of a
priorivalidation) and scoring validity (as part of a posteriori validation) of the test was

investigated.

A priori validation is about defining the abilities that are relevant to the testing context,
both theoretically and operationally. In order to arrive at a viable definition, both the
theoretical literature and research literature were reviewed. As for the operational
definition of reading, a needs analysis study that had been carried out in the target
language use context previously was reviewed meticulously. Furthermore, the
literature was reviewed for other studies that dealt with the analysis of the real life
tasks in the target language domain in an academic environment. Combining the
information from these sources a model was proposed and a pilot test was developed

operationalizing the reading construct.

A posteriori validation, on the other hand, is mainly concerned with analyzing the test
data to establish that item statistics support the interpretations of the test scores.
Other outcomes of a posteriori validation are evidence for concurrent and
consequential validities of a test, both of which were left outside the scope of this

study.

Hence, the first and second research questions deal with the conceptualization and

operationalization of the reading ability, questioning context and cognitive validities of



the test (a priori validity) whereas the third research question is focused on the scoring

validity (a posteriori validity):

1. How is the academic reading ability conceptualized and operationalized as a
test construct?

2. What are the cognitive processes that underlie the construct of the reading test
a) in retrospection and b) in introspection?

3. To what extent do item parameters contribute to the validity claims of the test?

1.4 Significance of the Study

In many state and private Turkish universities, English is used as the medium of
instruction. Hence, it is a common practice in such institutions to use various
assessment instruments to make admission decisions regarding language proficiency.
Some language schools chose to administer tests that are prepared by international
organizations such as the Educational Testing Service’s (ETS) TOEFL or the IELTS that
is a product of a collaboration between British Council and IDP Australia. Examples of
such institutions that use external tests are Ko¢ University in Istanbul and TOBB ETU
University in Ankara. Others prepare their own English language tests. Some of the
public (P) and foundation (F) universities that develop their own proficiency tests are:
Ankara Yildirim Beyazit University (P), Atilim University (F), Bahgesehir University (F),
Baskent University (F), Bilgi University (F), Bilkent University (F), Bogazici University
(P), Cag University (F), Erciyes University (P), Gazi University (P), Hacettepe University
(P), Sabanci University (F), and TED University (F). In places where local tests are used,
test development process is usually regarded as a knowledge-base that is proprietary
information and the specifics of this process are usually kept confidential. The amount

of information from within those institutions is limited?.

1 Some of the published work and unpublished thesis/dissertation on test development projects
in Turkey are: a monograph on the development of the Bosphorus University English
Proficiency Test (BUEPT) by Arthur Hughes, who directed English language testing project at
Bogazici University in the years 1982 -84, and a doctoral dissertation on the reading test of
BUEPT by Aylin Unaldi (2004). According to the Thesis Center of the Council of Higher
Education (https://tez.yok.gov.tr/UlusalTezMerkezi) there are five other studies (MA Theses)



At the local level, then, this study will improve practice in the field of language teaching
and testing by presenting how an assessment and validation framework is
implemented in an academic English as a Foreign Language (EFL) context to develop a
high-stakes language test. Test developers, item writers, instructors, registrars’
officers, administrators, and other policy makers will be informed of the procedures
and processes carried out in test development and validation. Awareness of good
practice in assessment may help to eliminate testing habits carried out intuitively or
test development approaches that are not grounded in any theory of language, and thus
cannot be considered valid or reliable measures. This awareness may also help to give

more informed decisions on the meaning and generalizability of test scores.

Furthermore, this research made use of the results of a needs analysis project that had
been carried out at METU, and also reviewed the literature to compare and contrast
analysis of reading tasks relevant in similar contexts. Hence, it will provide sound basis
for test development in similar EFL contexts by providing information on how to merge

local needs with a theory to produce an exclusive working model for their own context.

This research will also pave the way for a more systematic approach in test
development. Testing as a field of study has limited popularity as the number and
content of courses on testing are inadequate (Hatipoglu, 2015). The number of people
with formal training on test development being quite small, test developers or item
writers are usually chosen from among experienced instructors whose experience in
teaching and background knowledge on the test taking populations are believed to be
advantageous in producing language tests. Whereas expertise in teaching is a very
important asset in developing tests, it is not sufficient. Assessment literacy, in the sense
of knowledge of test development and validation procedures, is as important as the
knowledge of content matter. In fact, it is considered as the sine qua non condition for

educators (Popham, 2009). As such, this study might inflict interest in testing as an

on the validity of English proficiency tests (Ataman, 1999; Giirsoy, 2013; Kutevu, 2001; Yapar,
2003; Yegin, 2003). However, those studies focus on the product of the tests (test scores) rather
than the test development process.
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important component in the field of language teaching, and create awareness about

different approaches and procedures in test development.

In high-stakes testing, different from classroom testing, test developers are
accountable for presenting validity evidence of the test (Hatipoglu, 2016). Hence, there
is a need to invest time and energy both to develop tests and to validate the decisions
and inferences made on test results. This study contributes to the field of high-stakes
testing by presenting the stages of test development and the findings of every stage in a

meaningful and transparent manner.

At the global level, this study contributes to the wider knowledge base of the
application of a framework for validation purposes. Utilizing an assessment/test
development framework provides a sound basis on which to build an assessment
instrument. In addition, as the framework is used in a wider variety of contexts and in
different backgrounds, it is possible to acquire more information on the different facets
of testing and whether all aspects presented in the framework are viable in contexts
other than it was developed. This study, hence, helps to generate a new
conceptualization of the reading ability in an EFL context using tools developed in a
non-EFL context. Test validation carried out in the present study prioritizes generation
of validity evidence in accordance with the contextual parameters, local needs, and
test-taker characteristics, which in turn have an impact on how the reading construct is

conceptualized and operationalized appropriate to the setting of the assessment.
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CHAPTER 2

LITERATURE REVIEW

All tests yield a result. In language testing it is either a numerical score or a letter
grade. In any case, the test administrators, or policy makers make a decision or draw a
conclusion about a test taker’s ability/knowledge/skill from these results, which is
called a score-based inference. It is basically a prediction about a test taker’s future

performance on a specific task in real life.

In the previous chapter, it has been claimed that a systematic approach in assessment
is needed to be able to draw meaningful and reliable conclusions about test-takers.
This systematic approach is achieved through the use of an assessment/validation
framework. This study utilizes a framework in the validation of a reading test and
defines reading ability through the use of a model of reading proposed by Khalifa and
Weir (2008a). This framework recommends methods to investigate the context,

cognitive and scoring validities of a reading test.

In the following sections, I present a review of the concept of validity to shed light on
the rationale of the validation framework of this study. I also present some studies

which utilized frameworks and models in test development and validation.

2.1 Historical Development of the Concept of Validity

In any research study on a testing situation there is reference to validity. Chapelle

(1999) says,

[T]he definition of validity affects all language test users because accepted
practices of test validation are critical to decisions about what constitutes a
good language test for a particular situation. In other words, assumptions about
validity and the process of validation underlie assertions about the value of a
particular type of test. (p. 254).
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As the value of a test is closely related to the definition of validity for that particular
testing situation, it is essential to understand the concept well and know how to extract
the necessary information from the test and the scores. [ will try to unveil the
overwhelming and complicated nature of validity by reiterating the evolution of the

concept starting from the early 20th century.

The modern concept of validity first emerged in early psychometric literature in the
1920s and it was essentially a pragmatic approach that viewed any correlation of the
test as validity indicator (Sireci, 2009). At around the same period, Spearmen
developed factor analysis, which became a popular tool to unveil the traits that
underlie the performance of the test takers. Guilford (1946) was one of the proponents
of using factor analysis in establishing the validity of a test and he categorized validity
as 1) factorial validity referring to factor loadings of the test on meaningful factors and
2) practical validity referring to correlations between test scores and relevant criteria.
Starting with correlation studies and followed by factor analysis, early views on
validity were pragmatic and empirical. A theoretical definition was also proposed at
that time which claimed that validity is the extent to which a test measures what it is

supposed to measure (Garrett, 1937).

Towards the middle of the 20t century, some discontentment among psychometricians
surfaced on the basis that test validation was limited to some statistical procedures,
namely correlation and factor analysis, and that the criteria against which the tests
were correlated were not sufficiently defined (Jenkins, 1946). Among a number of
reasons for the unreliable nature of the criteria, Jenkins said that they may not be valid
because of the “failure of the criterion-measure to comprise a large and significant part
of the total field of performance desired” (Jenkins, 1946, p. 95). What followed was the
apparent need to examine carefully the attributes that were the focus of the
measurement, how these attributes were to be defined operationally, and the analysis
of test content. This analysis was to demonstrate a sound relation between the
procedures used in the criteria measure and the interpretation and stipulated use of
the scores (Sireci, 2009). Using a sample of some performance as an indicator of a level

of the target skill or ability, one could argue for the validity of the interpretations made
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of the examinee (Kane, Crooks, & Cohen, 1999). This emphasis on both the content of

the test and the criteria was a novel perspective which was later called content validity.

The questions regarding how to treat validity and how to validate tests received
attention from many psychometricians and theorists including Rulon (1946, in Sireci,
2009) who said that it was not possible to say whether a test is valid without defining
its purpose and that different kinds of evidence was needed for validity. Soon, a
committee was set up by the American Psychological Association (APA) to formally
define test standards: how to construct, use and interpret tests. The committee

announced four categories of validity:

1. Predictive validity: how well a test predicts performance on an external

criterion,

2. Status validity: later named concurrent validity, which is concerned with the
relationship between what is measured by a test and another existing criterion

measure
3. Content validity: specifying the domain that is sampled for testing, and

4. Congruent validity: later named construct validity, which is about the quality of

a test in terms of the theoretical model on which it is based.

These four categories were later reduced to three; namely, content, criterion-related
and construct validities. A few years later, the concept of construct validity was
elaborated in an article by two of the members of the APA committee: Cronbach and
Meehl (1955). They stated that construct validation is involved whenever a test is to be
interpreted as a measure of some attribute or quality which is not operationally
defined. The problem faced by the investigator is ‘What constructs account for variance

in test performance?’ (p.282).

Cronbach and Meelh (1955) believed that the notion of construct validity was
appropriate for psychological tests rather than educational. They said, “construct
validity must be investigated whenever no criterion or universe of content is accepted

as entirely adequate to define the quality to be measured” (p.282). It was an alternative
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to the criterion and content models (Kane, 2001, 2012). However, soon, construct
validity was found to be applicable to all educational tests as well as psychological.
Both Loevinger (1957) and later Messick (1989b) argued that construct validity should

be sought as it is not possible to define criteria of content, universally.

In his view of validity, Messick (1995) integrated “considerations of content, criteria
and consequences into a comprehensive framework for empirically testing rational
hypotheses about score meaning and utility” (p.742). This validity framework was first
published in a seminal article in 1989, which seriously changed the way validity was
approached. In this article, he introduced a unified view of validity and described it as
an integrated evaluative judgment of the degree to which empirical evidence and
theoretical rationales support the adequacy and appropriateness of inferences and

actions based on test scores or other modes of assessment” (p.13).

In this view, validity is not a property of a test but it is the extent to which we are
justified in making inferences or giving decisions based on the test score. Hence, he
proposed a progressive matrix with different facets as sources of evidence that
contributed to this unified view of validity (Table 1). It is called progressive because in
each cell there is construct validity but an additional facet is added starting from upper

left cell.

Table 1 Messick's validity matrix (1989a)

Test Interpretation Test Use
Evidential - .
basis Construct Validity (CV) CV + Relevance / Utility (R/U)
Conlsequentlal CV + Value Implications (V1) CV + R/U + VI + Social
basis Consequences

The evidential basis of test interpretation is construct validity. Messick (1989a) posited
that construct validity can be achieved through evidence and rationales that provide

proof about the trustworthiness of the meaning attributed to test scores. The evidential
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basis of test use is again construct validity; however, there is reference to relevance and
utility in this dimension. It means, it is necessary to provide evidence that 1) the scores
are relevant to the purpose of the assessment, and that 2) the scores have utility in the

context where they are applied.

The consequential basis of test interpretation is related to the theory and philosophy
that underlies the test. The consequential basis of test use is about the social
consequences when test scores are used to make decisions about the test taker. This
scheme provided guidelines for producing evidence of validity. Hence, test validation
calls for 1) a hypothesis about the appropriateness of test outcomes, that is, test
interpretation and test use, 2) data collection relevant to the hypothesis, 3) drawing a

conclusion about the validity of test outcomes (Chapelle, 1999).

The type of data, i.e. evidence, that can be used in hypothesis testing were identified by
Messick (1990). He suggested looking at test content with relation to the content of

domain of reference

e examining the internal structure of test responses by checking the
relationship between the responses in terms of tasks, items or parts,

e examining the external structure of a test by contrasting test scores with
scores from other measures,

e examining how the different versions of the test brings about
differences in responses, and

e controlling the social consequences of interpreting and using the test

scores to understand what intended and unintended side effects occur.

Messick’s view of validity was accepted in psychological, educational and language
testing (Fulcher & Davidson, 2007). This is apparent in the consecutive revisions of the
Standards for Educational and Psychological Testing: The four types of validity
described in the Technical Recommendations (American Psychological Association,
American Educational Research Association, 1954) were later revised to three types of
content, criterion and construct validity in 1966. The 1999 Guidelines (Wilkinson,
1999) posited that there are no distinct types of validity since validity is a unitary

concept. It further stated that validity “is the degree to which evidence and theory
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support the interpretation of test scores entailed by proposed uses of tests. [...] The
process of validation involves accumulating evidence to provide a sound scientific basis
for the proposed score interpretations.” (p.9). This view of validity and validation

posits a number of arguments:

1) what is validated is the interpretation of the scores rather than the scores or
the test itself

2) there is a need to extensively analyze inferences and assumptions to interpret
test scores and the interpretation will involve a rationale and will consider
other possible interpretations

3) test users are expected to justify using a test score in a particular manner, and
this justification involves demonstrating the preponderance of the positive
consequences over the negative, and finally,

4) validation is a systematic effort in evaluating the interpretations of test scores
rather than simply a collection of techniques: there should be consistency in
the goals and approach to validation, and the criteria in judging the methods

of validation (Kane, 2001).

Messick’s conceptualization of validity greatly influenced research on test validation
(Chapelle, 1999). A few examples from the current literature are Bachman (1990) who
adopted Messick’s validity concept to develop his argument-based approach in test
validation; Shaw and Weir (2008) who consider context validity, cognitive validity and
scoring validity as establishing construct validity of a test, and Weir (2005a) who
defines reliability as part of scoring validity rather than being a distinct feature of a
test. Nevertheless, the complicated character of the conceptualization of Messick’s
validity framework (O’Sullivan & Weir, 2011) gave rise to a more practical and
operational description of validity (Materials for the Guidance of Test Item Writers, n.d.)
in the form of test validation frameworks. Weir’s sociocognitive framework is one
where he presented a model that is used as a basis for test development as well as for

validation

This overview of the historical development of the concept of validity and validation

reflects the tension between the positivist and interpretivist approaches toward
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understanding the world around us (Davies & Elder, 2005). Correlation studies denote
typical positivistic paradigm whereas the interpretivist paradigm views validity as
“achieving consensus across multiple audiences and sources of evidence” (Lynch, 2003,
p. 154). Within this interpretivist paradigm, it is expected to utilize a number of
methods to elucidate different aspects of an issue. In the case of test validation, this
approach points to the need to investigate characteristics of a test, or test facets, using
a number of methods, procedures and techniques. In the present study, this was
accomplished through the use of the socio-cognitive framework introduced by Weir
(2005a), which suggests the use of theoretical perspectives as well as qualitative and

quantitative methodologies in test validity inquiry.

2.2 Validation Through the Socio-cognitive Framework

Weir (2005a) asserts a general view of validity as,

the extent to which a test can be shown to produce data, that is, test scores,
which are an accurate representation of the candidate’s level of language
knowledge or skills. In this revision, validity resides in the scores on a
particular administration of a test rather than in the test per se” (p.12).

Like Messick (1995), Weir emphasizes that test score is the means to establish validity,
and that validity is multifaceted and different types of evidence are needed to support
the validity claims of a test. However, he also argues that what is previously maintained
as sources of evidence for different validities actually serve to establish construct
validity which is a superordinate concept that embraces all forms of validity (Weir,
2005a). Nonetheless, the term validity has been used throughout his book to refer to
this superordinate category, and reliability was considered as one form of validity

evidence.

Weir’s (2005a) framework provides a criterial model for each of the four skills -
reading, listening, writing and speaking - separately, and each model comprises five
domains to generate evidence for the justification of the inferences made. The domains
are: context validity, theory-based validity, scoring validity, consequential validity and
criterion-related validity. With some variations in the criterial features for each skill,

the generic model provided in Figure 1 clearly depicts the importance of the test taker
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on the interpretations of the consecutive operations, i.e. the procedures to generate

validity evidence on the five domains.

The detailed version of the test development and validation model for reading is given
in Figure 2. Weir (2005a) categorizes the procedures carried out to generate validity
evidence before and after the test as a priori and a posteriori validation procedures,
respectively. A priori validation refers to the procedures related to context validity and
theory-based validity, and a posteriori validation refers to scoring, consequential and

criterion-related studies on generating evidence for validity.

Test Taker

l

i Theory-based
Context Validity <——» Validity

\J
Response

v
Scoring Validity

A\
Score

Consequential Criterion-related
Validity Validity

Figure 1 Weir's (2005) validation framework
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Test taker characteristics, that is, test takers’ physical /physiological, psychological and
experiential characteristics have an impact on various aspects of the test, most
importantly, theory-based validity and context validity. It has been argued that when
designing tasks for a specific population, their characteristics, such as, age, sex,
background knowledge, education, etc. need to be carefully evaluated so as not to
create advantage or disadvantage for a specific group of people (0O’Sullivan, 2000; Weir,

2005a).

2.2.1 Before the test events: Theory-based validity. During the structuralist
period, in the 1960s, validity evidence was collected after the test event in the form of
numerical data which were analyzed for factor loadings or correlation indices.
However, Weir (2005a) maintains that it is problematic not to have a clear idea about
the constructs of the test before administering it to the students. He makes a reference
to Messick (1989b) who listed the two major threats to validity as construct-
underrepresentation and construct-irrelevance. Weir (2005a) argues that we need to
make sure before the test that the test construct is actually what we intend to measure
and that there are no irrelevant variables. Otherwise, the test may have negative
washback on instruction. For example, in construct-underrepresentation, if some
important aspect of a skill is not tested, then it may not be taught either, as it is not

included in the test.

Another argument for the use of theory-based validity is that theories of language
models explicate the processes of language use. The test developer needs to
demonstrate that the processes carried out during the real-life events are replicated in
the test as closely as possible in order to claim theory-based validity. However, as
reading processes are unobservable, we need to find a way to assess them through
observable actions. Weir posits (2005a) that assessment of reading may follow a path
similar to that in teaching: testing the component skills and strategies of reading.
Hence, he suggests identifying skills and strategies that contribute mostly to the
process of reading and assessing reading through them. Here, a skill is used to refer to
automatized actions carried out usually subconsciously whereas a strategy refers to

conscious problem solving activities (A. D. Cohen, 1998; Urquhart & Weir, 1998).
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Figure 2 Aspects of validity for reading (Weir, 2005, Khalifa and Weir, 2009).

While suggesting to view reading as a componential skill for testing purposes, Urquhart
and Weir (1998) added a second dimension into its assessment: reading at a local or
global level. While local refers to comprehension of microstructures such as the lexical

items, or references at the clause or sentence level, global reading refers to the
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comprehension at the macrostructure level; the main ideas, and any other important

details. (The details of this model are given in Section 4.2.1)

The theoretical construct of reading discussed above was further elaborated in the
theory-based validity component of the framework which now comprises of the
subheadings executive processes and executive resources. Executive processes refer to
setting a goal for reading, monitoring the effectiveness of their own performance and
pattern synthesizer, i.e., processing of visual input and keeping it in the short term

memory to build up a macrostructure (Rost, 2013).

A validation of the theoretical construct of reading, then, might involve having test
takers report the processes, either introspectively or retrospectively, they use while
responding to test tasks. If the tasks do reflect the discourse processing set out in the

theoretical model, then we can claim our inferences about the test scores to be valid.

2.2.2 Before the test events: Context validity. Context validity, in Weir’s
(2005a) words,

... is concerned with the extent to which the choice of tasks in a test is
representative of the larger universe of tasks which the test is assumed to be a
sample. This coverage relates to linguistic and interlocutor demands made by
the task(s) as well as the conditions under which the task is performed arising
from both the task itself and its administrative setting” (p.19).

The definition given here is somewhat parallel to what others have called content
validity. Farhady (2012) for example, claims that content validity “refers to the
correspondence between the content of the test and the content of the materials to be
tested” (p.38). As it would not be possible to include the whole content, a
representative sample of the content should be included in the test. Weir’s definition of
context differs from the traditional understanding of content by the inclusion of the
social dimension of language use. In his view, the social setting in which the test taker
is expected to use the language delineates the range of communicative tasks that need
to be replicated in the test. This situational authenticity can be achieved by
investigating the criterial features of the target language use domain closely and

including them as much as possible in testing (Douglas, 2000; Weir, 2005a).
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Task settings and task input and output are the two subheadings under context

validity. Task setting describes the parameters of the task:

= response method: the type of answer expected (selected response or

constructed response)

= weighting: the points assigned to test items (some items may be weighted

differently depending on the processing demands on the test takers)

= knowledge of criteria: information on criteria that affects scoring (for example,

spelling or punctuation mistakes may be penalized)

= order of items: depending on the type of reading activated —careful global,
expeditious global, etc.— the order of the items may follow the order of the text
or not. In careful global reading, for example, reading is seen as a cumulative
process as the information being read adds up to the meaning constructed so
far. In this type of reading it is advised to set the questions in the order of the

text (Khalifa & Weir, 2009)

= channel of presentation: decision on whether non-verbal information will be

included in the test
= textlength: decision about the length of the reading text
= time constraints: decision about the time given to read each text.

The second set of parameters are related to the linguistic demands of the test tasks.
Khalifa and Weir posit that the linguistic demands in a test need to be as similar as
possible to those made by equivalent tasks Industry life language use at the level of
performance which is being targeted if generalizations are to be made from test
performance to language use in the future domain of interest (p. 104). The linguistic

demands are specified as

= overall text purpose
= writer-reader relationship

= discourse mode
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= functional resources

» grammatical resources

= lexical resources

= nature of information, and

= content knowledge.

2.2.3 After the test events: Scoring validity. Weir (2005a) considers
reliability as one form of validity. It is a quality that is derived from the scores; hence, it
is called scoring validity in this framework. He defines it as “the extent to which test
results are stable over time, consistent in terms of the content sampling and free from
bias” (p.23) (emphasis original). Several categories of reliability are identified in the
literature such as test-retest reliability, parallel forms reliability, internal consistency
and marker reliability (APA, 1999). Test-retest reliability is obtained by analyzing the
scores obtained from the two administrations of the same test to the same test taker
population. The scores give a correlation coefficient between -1 and +1, indicating lack
of reliability on the former and perfect reliability on the latter. Several reservations
were made on test-retest reliability method Anastasi, 1988) and parallel-forms
reliability is preferred over it (Weir, 2005a). In parallel forms reliability, alternate
forms of a test are given to the same test taker population and the results of the two
tests are compared statistically to achieve a correlation, the square of which gives an

estimate of the degree of overlap between the two test forms.

Internal consistency measures include methods such as split-halt reliability which is a
statistical comparison of the test taker’s scores on one half of the items with the other
half of the items. The correlation of the two scores gives a reliability estimate. In cases
where the items in one half are not equivalent to the other, other methods of split-half
correlations are calculated such as KR20 or Cronbach’s Alpha [ If these are important

enough to mention in your manuscript give some details related to them.].

Marker reliability in tests of speaking or writing is another measure that is carried out
through statistical analysis of the ratings. Consistency in marking is sought in two
ways: (1) intra-rater and (2) inter-rater reliability. Intra-rater reliability is the

consistency of the marker within herself; that is, whether or not the marker who is
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confronted with the same quality of performance in two or more instances, gives the
same marks. The inter-rater reliability refers to the consistency of the marks given to
the same quality of performance by different markers. In both cases, correlation

analysis is carried out to rate consistency.

The last parameter in scoring validity is grading and awarding, which refers to setting
cut-off scores for expected proficiency levels (grading) and re-examination of

borderline performances in order to make sure that the results are fair.

2.2.4 Criterion-related validity. Criterion related validity is the extent to
which the test scores correlate with a suitable external criterion of performance. There
are two types of criterion-related validity: concurrent validity and predictive validity.
Bachman (1990) explains concurrent validity as the correlation of the test scores with
another measure of performance (criterion) taken at the same time. It can also be
teachers’ evaluation or self-evaluation of the students; however, with these type of

evaluations correlation may be low (Alderson et al., 1995; Weir, 1983).

Predictive validity is about the predictive power of an instrument in revealing test
taker’s future performance on a job or academic subject. It is somehow problematic to
establish the predictive validity of a test since correlating test scores with later

performance proves to be difficult due to confounding variables (Banerjee, 2003).

2.2.5 Consequential validity. The three parameters mentioned under

consequential validity are:

= Impact on institutions and society
= Washback on individuals

= Avoidance of test bias.

On impact of the test on institutions and society, Messick (1989b) claimed that the
potential and actual social consequences of test interpretation and use should support
the intended purpose of using the test and that they should be consistent with social

values. He said,

25



[b]ecause the values served in the intended and unintended outcomes of
test interpretations and test use both derive from and contribute to the
meaning of test scores, the appraisal of social consequences of testing is
also seen to be subsumes as an aspect of construct validity” (p. 18).

Washback of the test is another perspective to consider as a social consequence of
testing. Weir quotes Hamp-Lyons (1997, in Weir, 2005a) on washback, who claims that
the tests affect not only the test taker but the society and the education system
therefore the tests need to be evaluated from the stakeholders’, that is, learners’,
teachers’, parents’, government and official bodies’ and the marketplace’s, point of

views as well.

Bachman (1990) identifies test bias as the differences between subgroups of test takers
which may affect test performance, and consequently, undermine validity claims of a
test. He claims that if systematic differences between test scores of subgroups are due
to some individual characteristics but not the ability that is tested, then there is test

bias. He lists four sources of test bias: cultural background, background knowledge,

cognitive characteristics, and native language, ethnicity, sex and age. Weir (2005a)
claims that avoidance of test bias is possible through carefully set guidelines of item

writing and test development processes.

2.3 Other Approaches to Validity Inquiry

One conceptual study on validation is by Haertel (1985), who focused on the construct
validity of criterion-referenced tests. He argued that multifaceted inquiry is needed to
generate evidence for the meaningfulness of the instrument in making interpretations
about the performances. One exception, he claimed, was when tests are used for
summative purposes, i.e. to rank examinees, in which case, correlation studies could

suffice to establish validity.

According to Haertel (1985), in criterion-referenced testing construct validation is
required to make meaningful interpretations from test scores. The researcher
emphasizes the need to gather different kinds of evidence - both theoretical and

empirical - using a framework. Accordingly, the first step would be to define the
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instructional outcomes that are intended to be tested as achievement constructs in
psychological and behavioral terms. This means, as well as the knowledge and skills
that the construct necessitates, the definition should include how it is related to other
constructs in the curriculum. After establishing the intended outcomes through
construct definition, a smaller domain of testable outcomes was defined. Afterwards, a
sampling process from the list of testable outcomes was carried out to assemble the
test, guided by a reconciliation between practical limitations and objectivity concerns.
Haertel (1985) encourages the use of empirical analyses such as regression. He claims
these studies would help to validate the test as well as provide a sample of behavior
representative of different levels of proficiency. To conclude, the researcher claims that
such a validation study would not only yield better, reliable tests, but also help develop

assessment batteries that are congruent with the needs of educational research.

Chapelle (1998) provides her rationale on validation in a way similar to Messick’s

(1989Db) conceptualization of validity:

Sufficient justification of the interpretations made from test performance in an
operational setting is needed so that tests can be used appropriately for
decision making in educational contexts or for theory construction in research
settings. The process of securing sufficient justification is validation (p.49).

She views the evolved conception of validity in the 1980s and 1990s similar to the
interactionalist construct definition. According to the interactionalist perspective, the
trait that is being assessed and the context are closely related, and a test taker’s
performance is influenced by the context in which it occurs. Linking this definition to
Messick’s definition of validity, she claims that justifications for the interpretation and
use of a test need to be supported with empirical studies showing that test
performance does actually reflect the intended construct. Following Messick’s four-cell
matrix, she also mentions how to provide evidence related to the relevance and utility
of testing: this evidence would show how useful a test is in achieving objectives in a
particular context (Chapelle, 1998). The researcher concludes her paper claiming that
the current approach to validity inquiry will have reflections on second language
acquisition and language teaching research. She emphasizes that assessment batteries

used in instruction and research should be “subjected to the processes of validity
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inquiry to reveal the quality of any given operational setting for producing the relevant

signs and samples of learners’ performance” (p. 64).

Kane (2011) proposes a different approach to validation, which he calls the argument-
based approach (1992). Although he acquiesces Messick’s (1989b) view on the need for
justification for score based decisions, he proposes a more practical framework for
validation. Messick’s validity definition integrates all validation models into one that is
based on construct validity. Kane claims that this view calls for multiple theoretical
perspectives and different types of evidence for the interpretation and use of the test
scores, which is a burdensome requirement for a researcher (2013). Hence, he
proposes validity inquiry to be carried out in two steps: “specification of the proposed
interpretations and uses of the test scores as an interpretive argument, and the

evaluation of the plausibility of the proposed interpretive argument” (2011, p. 3).

An interpretive argument is about the rationale in drawing conclusions and making
decisions based on the scores from an assessment. In other words, an interpretive
argument comprises inferences about the quality of a performance. If one accepts
scores to be indicative of an expected performance level within a domain, then it would
be possible to make generalizations from those scores within a context, according to

Kane (2011).

The second step proposed by Kane, is the validity argument which “provides an
evaluation of the interpretive arguments coherence and plausibility of its inferences
and assumptions” (2013, p. 8). He argues that the interpretive argument can be used as
a framework for validation by specifying the inferences and assumptions that need to

be evaluated.

2.4 Studies Utilizing Frameworks/Models

Weir and Khalifa (2008b) used the reading model specified in Weir and Khalifa
(2008a) to examine two adjacent proficiency level exams, PET (B1 level of CEFR) and
FCE (B2 level of CEFR), of the Main Suite General English examinations.
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The reading model the researchers used, and which is also used in this present study to
define the reading concept, is called the cognitive processing reading model (Figure 3)
that consists of three main components: Goal Setter (left column), the Central
Processing Core (middle section) and Knowledge Sources (right column). The choice of
reading activity in the goal setter determines which processes will be prevailing in the
central processing core, and which knowledge sources will be activated for
comprehension. The goal setter specifies the purpose of reading as careful reading or

expeditious reading.

METACOGNITIVE ACTIVITY CENTRAL PROCESSING CORE KNOWLEDGE BASE

Creating an intertextual

representation Text structure

0

Topic knowledge

knowledge:
* Genre
Creating a text level & | Rhetorical tasks
- representation
Remediation where
necessary * G Ik led
Building a mental model \ eneral knowledge
T of the world
Monitor o )
Inferencing = Meaning
Goal checking .
* representation of
¢ Establishing propositional text(s) so far
Goal setter meanng
Select appropriate *
type of reading Syntactic parsing €——— | Syntactic knowledge
Careful reading E> *
Local Lexicon Lemma:
Lexical access —— Meani
Global * eaning
Expeditious reading Word class
Word recognition
Local e €——— | Lexicon Form:
Global Orthography
ﬁ Phonology

Visual input Morphology

Figure 3 A model of cognitive processing in reading adapted from Khalifa and Weir

(2009).

The model consists of three parts: Metacognitive Activity that defines the type of

activities that the reader carries out, Central Processing Core that includes elements
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initiated by the activities carried out in the Metacognitive Activity, and Knowledge
Base that refers to the types of knowledge that the reader brings into the reading

process.

The type of reading that a reader decides to use are defined in the Goal Setter under
Metacognitive Activity. Urquhart and Weir (1998) define reading at two levels: Careful

Reading and Expeditious Reading.

Careful reading refers to comprehending the text completely. The reader may choose
to do careful reading at the local or global level. Local careful reading is limited to
understanding at word, clause or sentence level. It is generally used to resolve lexical
ambiguity and identify pronominal references. The processes from word recognition to
establishing propositional meaning in the central processing core are activated in local
careful reading. In terms of knowledge sources, knowledge of word forms, word

meanings, and syntax are activated in comprehension.

In global careful reading, on the other hand, the aim is to understand the main ideas by
identifying the macro structure of the text, understand how ideas relate to each other
and identify the writer’s purpose (Weir & Khalifa, 2008a). In this type of reading, all the
processes in the central processing core are activated as comprehension of both
explicit and implicit information is necessary. In terms of knowledge sources, in
addition to knowledge of word forms, word meanings and syntax, the reader uses his
knowledge of the world, topic knowledge, and knowledge of text structures such as genre

and rhetorical patterns.

Expeditious reading refers to quick and selective reading to access information in a
text (Khalifa and Weir, 2009). Expeditious reading strategies involve scanning,

skimming and search reading.

a) Scanning refers to reading selectively to identify specific words; hence, it is
local expeditious reading. Here, the central processing core is activated
from word recognition to syntactic parsing for singular words and

establishing propositional meaning for word chunks or clauses.
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b) Skimming, on the other hand, refers to going through a text quickly
(Alderson, 2000a) at the global level, which means the reader will quickly
and selectively create a text level representation if there is only one text, or
create an intertextual representation is there is more than one.

c) Search reading is an activity that can take place at either local or global
level. In search reading, the reader searches for a pre-determined topic. If
the topic is found within a sentence, it becomes local reading. If it is found
across sentences, it is global reading. Depending on the type of reading,
related cognitive processes and knowledge sources will be activated as

explained above.

The operations within the Central Processing Core, and Knowledge Sources as well as
the interaction between the three parts of the diagram in Figure 3 are explained in
detail in Chapter 4, where the conceptual and operational definitions of the reading

construct are made.

Weir and Khalifa (2008b) used this reading model (Figure 3) to examine PET and FCE
exams of the Main Suite General English examinations. The emphasis of the study was

on

= the variety and complexity of the reading types demanded at B1/B2
levels

= the comprehensiveness of the cognitive processes covered by these two
levels

= the cognitive demands imposed by relative text complexity in PET and
FCE

= whether the cognitive processes elicited by these two exams resemble
those of the reader in a non-test context (p. 11).

In terms of the variety of reading types, their investigation of the PET exam revealed
that the test takers have to use both expeditious and careful reading skills at the local
and global level. In FCE the tasks primarily focus on careful reading at the global level.
They suggest that expeditious reading is encountered as search reading rather than

scanning. For the levels of processing at B1 and B2 levels, both PET and FCE exams
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cover word recognition, lexical access, parsing, establishing propositional meaning,

inferencing, and building a mental modelZ2.

Another area of the investigation of the study was on text complexity. The researchers
posit that text complexity has an effect on the cognitive demands required of the
reader. Indicators of text complexity could be whether the texts include high frequency
or low frequency words, or whether it is short or long. Examining PET level texts
revealed that they mainly consist of vocabulary that are familiar and simple. However,
the FCE level texts include a broad range of vocabulary and more complex sentence
structures, and content. Finally, the researchers claimed that these two exams elicit
processes from the test takers that correspond to cognitive processes involved in

reading in real life.

Krishnan (2011) set out to investigate the item types in the IELTS reading tests based
on the model reading suggested by Khalifa and Weir (2009), which would provide
validity evidence for the test. In particular, they examined the skills and strategies that
the test takers employed to respond to 14 IELTS reading tests and whether the reading
tests were adequate in testing reading ability comprehensively. The researcher
emphasizes that it is important to identify what skills and strategies are you involved

in the reading process so and to design valid instruments to assess the reading skill.

The study involved collection of both quantitative and qualitative data from two test
takers who completed the IELTS reading tests under test-like conditions and while
doing so they noted down the strategies that they employed in finding the answers.
Analysis of the data revealed that the majority of the tests (77%) focused on careful
reading as opposed to expeditious reading. However, as there were no time constraints
on the test takers, it was not clear whether expeditious reading strategies could be
employed dear and the test. The researcher suggests that careful reading items and
expeditious reading items need to be tested separately to enhance the validity of the

test. As a result, Urquhart and Weir’s matrix was found to be meaningful in testing

2 This list is part of the cognitive processes that constitute the reading model by Khalifa and
Weir (2008a). This model is described in detail in Chapter 4.
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reading ability comprehensively. However, the IELTS tests lacked items that required
higher level cognitive processing: the majority of the items tested reading
comprehension at the local level, which suggests that the tests may not be reflecting
the actual reading ability of the test takers. The researcher suggests improving the test
instrument by including a balanced number of items that’s require both careful and

expeditious reading at the local and global level.

A study that was conducted at the University of Minnesota (Chalhoub-Deville, Alcaya, &
Mccollum Lozier, 2013) sought to define an operational framework to assess the
reading proficiency levels of students in three languages and at three levels of
proficiency. The researchers postulated that the theoretical models existing in the
literature had “a global, all-encompassing perspective” (p.2), which seemed
inapplicable to address particular needs in their specific testing situation. Hence, they
started by defining language ability in their own testing context, and then, narrowed
their focus to reading ability. Finally, they reviewed L2 reading research in order to
adapt a model that would specify how the reading ability would be measured, how
texts would be selected, what item types would be used, what the scores would mean

and how those scores would be used (Chalhoub-Deville et al., 2013).

After reviewing the literature on language ability, particularly reading ability, and
reading models, the researchers merged different perspectives to identify the elements
of their own assessment framework. They described two major elements: a text
selection model and task criteria. The text selection model consisted of four dimensions

that were believed to be essential in defining text difficulty; namely,

- text types (wide availability — limited availability)
- the content (topics, cultural distance)

- the organizational characteristics (structural and rhetorical complexity),
and

- the pragmatic features lexicon, function, sociolinguistic factors)
(Chalhoub-Deville et al., 2013, p. 17).
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The study concludes that the suggested framework would be utilized in text selection
and in constructing text items, and that the a priori elements of the framework and
their features would be continuously evaluated against the performance of the test

takers.

Another study based on Weir and Khalifa's (2008a) model of reading was carried out
by Katalayi and Sivasubramaniam (2013). In this study, they investigated the validity of
a reading test with 50 multiple-choice items from the English state examination which
was administered to Grade 12 students. They used a questionnaire adopted from Weir
and Khalifa (2008a) to elicit the strategies and skills that the participants reported to
have used during test taking. The questionnaire required the participants to choose
from a list of strategies the one they have used to answer each question on the reading
test. The questionnaire included the reading types as described in the aforementioned
reading model: careful reading at global level, careful reading at local level, expeditious

reading at global level, and expeditious reading at local level.

The researchers found that the emphasis of the test questions was on careful reading
(64%) when compared to expeditious readings (36%). Moreover, more than half of the
items targeted reading at global level than local level. They also posited that even
though some test items originally targeted information at sentence level reading at
global level was used as a general strategy. One question that could be raised about the
methodology of the study is that it might be presumptuous to expect Grade12 students
to be able to distinguish between reading strategies by looking at the test items and

while trying to find a response to them.

2.5 Studies Based on Weir’s Sociocognitive Framework

There are a number of studies in the literature that has used Weir’s (2005a)
framework as a basis for test validation. Within the framework of the new Test of
English as a Foreign Language (TOEFL), Rosenfeld, Leung and Oltman (2001) carried
out a study that investigated the academic tasks with regard to reading, listening,
speaking and writing, that are important for achievement in academia. The researchers

call it a job analysis which is needed to demonstrate the content validity of the
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assessment battery. The specific aims of the study were related to the validation efforts
of the new TOEFL 2000 project framework, and included research questions that
mainly fall in the categories of specifying the tasks that faculty members, graduate
students and undergraduate students found important in satisfactorily completing the

undergraduate and graduate level studies.

The task statements that were rated as most important by faculty members in terms of
reading were “Reading text material with sufficient care and comprehension to
remember major ideas” which received the highest rating, followed by “Read and
understand written instructions/directions concerning classroom assignments and/or
examinations” and “Read text material with sufficient care and comprehension to
remember major ideas and answer written questions later when the text is no longer
present” (Rosenfeld etal., 2001, p. 18). The first and third statements were categorized
as a learning task, whereas the one in the middle was categorized as a basic
comprehension task. In a similar manner, the graduate faculty respondents also rated
the same three statements as the most important for competence in graduate studies

with similar or higher mean scores.

The responses from undergraduate and graduate students were slightly different from
those of the faculty members: according to undergraduate students, the most
important task statements in the survey were, “Determine the basic theme (main idea)
of a passage”, “Read and understand written instructions/directions concerning
classroom assignments and/or examinations” and “Read text material with sufficient
care and comprehension to remember major ideas” (Rosenfeld et al,, 2001, p. 32). The

first two of the task statements mentioned were in the category of basic comprehension,

and only the last task statement belonged to the learning category.

Finally, the reading task statements that were perceived as most important by the
graduate student respondents were similar to those of the undergraduate student
respondents. The graduate student respondents stated that, “Determine the basic
theme (main idea) of a passage” was the most important task statement followed by
“Read text material with sufficient care and comprehension to remember major ideas”

and “Read text material and outline important ideas and concepts” (Rosenfeld et al.,
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2001, p. 36). The first task statement was in the category of basic comprehension

whereas the last two were in learning category.

The researchers developed a pool of task statements observing the following criteria:

that the statements were rated at least 4.0/5.0 by undergraduate or graduate faculty

respondents, they rated 3.5/5.0 by undergraduate and graduate student respondents

and that they have a mean importance rating that is in the top levels by either faculty

or student respondents. The task statements that met the aforementioned criteria are

summarized in Table 2.

Table 2 Reading task statements that meet criteria for inclusion in TOEFL 2000

Reading Example Task Statement
= Determine the basic theme (main idea) of a passage
Basic
Comprehension | = Read and understand written instructions/directions
concerning classroom assignments and/or examinations
= Read text material with sufficient care and comprehension to
remember major ideas and answer written questions later when
. the text is no longer present
Learning
= Read text material with sufficient care and comprehension to
remember major ideas
= Compare and contrast ideas in a single text and/or across
: X
Integration texts

= Synthesize ideas in a single text and/or across texts
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The aforementioned statements were reported to be the most important and relevant
for achievement in academic studies. They were also believed to be useful descriptors
in curriculum design to guide nonnative speakers in improving their English language

skills related to academic studies.

Another study on reading skills was conducted by Hudson (1996) relevant to the
TOEFL 2000 project. The focus of the study was on academic reading from a
communicative proficiency perspective in large scale assessment. Hudson explains that
the context of discourse is a major underlying factor in understanding competence
within communicative competence perspective. Accordingly, he asserts that the “...
candidate should be allowed to demonstrate the ability to apply reading skills to a task

in purposeful sociocultural context” (Hudson, 1996, p. 3).

Given the importance of context in the assessment of reading ability and the common
agreement in current literature on the interactive nature of reading, Hudson (1996)
makes a list of implications for reading assessment relating them to the four
components of Messick’s (1989b) validity definition; namely, construct validity, value
implications, relevance/utility and social consequences (see Section 2.1 for a detailed
introduction on the concept of validity). The first implication relates to the response
formats. Hudson (1996) asserts that the response formats should expand beyond the
multiple-choice format arguing that real life situations are far more complex than
having to choose from a number of options; thus, constructed-response items are
needed especially when the importance of context and purpose are taken into account

in academic reading. This is closely related to construct validity.

A second concern over selected-response format is related to the unsubstantiated view
of reading as comprising discrete subskills which can be isolated from the contexts
they are applied. Hudson (1996) argues that skills overlap and they are applied
differentially depending on the reading purpose. Hence, he argues that selected-
response items by nature do not support the inter-related nature of reading context

and reading purpose. Notwithstanding these arguments against the multiple-choice
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response format, Hudson (1996) suggests using a combination of selected- and
constructed response items, which, he argues, may help overcome shortcomings of

individual measurement instruments.

Another implication of the study is about creating authentic tasks in reading. Hudson
(1996) points out that in academic settings reading is a skill that is complemented with
other academic tasks such as writing in exams, or taking notes. Hence, a task-based
approach to reading is advocated for reasons related to authenticity of the test task.
Hudson (1996) also makes a reference to Messick’s (1995) validity matrix claiming
that task-based approach emphasizes language use in academic context and therefore

this type of tasks will have positive value implications and social consequences.

Another study on the cognitive processes that underlie the academic reading construct
was carried out by Weir, Hawkey, Green and Devi (2009). The purpose of the study was
to clarify the link between the construct of reading and academic reading as practiced
by students in a UK university. The specific aim of the study was to validate the reading
component of the IELTS exam by examining the cognitive processes employed through
participant retrospection. The study used Khalifa and Weir’s (2009) model which
“..accounts for the interactions between reader purpose, cognitive processes and
knowledge stored in long-term memory” (Weir, Hawkey, Green, & Devi, 2009, p. 160).
A retrospection form was designed for the test takers to complete immediately after
responding to the questions on the IELTS Reading test. The questionnaire sought to
clarify the sequence of reading activities, strategies for responding and information
base for the response in three sections. In section 1, whether the participants read the
text, and whether they used careful or expeditious reading strategies before reading
the items were investigated. In section 2, the processes that the participants employed
in responding the items were explored. These processes included matching words in
questions with those in the text, using knowledge of grammar and vocabulary, trying to
understand the meaning of a difficult word, etc. In section 3, the participants were
asked to indicate where they felt they found the necessary information to respond each
question; within a single sentence, by putting together information across sentences,
by understanding how information in the whole text fits together, without reading the

text or alternatively, whether they could not answer the question.
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The results indicated that, previewing the text was a common strategy among the
participants although the participants who scored higher reported less frequent use of
this strategy than those who received lower scores. The participants used expeditious
reading strategies consistently in all questions types. The type of reading in response to
[ELTS test items was found to be quite parallel to the approach specified in academic
reading as reported by the students in a previous study (Weir, Hawkey, Green, &
Unaldi, 2009). The response strategies that were reported to have been most
frequently used were “quickly match words that appeared in the question with similar
or related words in the text”, “read the text or part of it slowly and carefully” and “read
relevant parts of the text again”. Finally, the third set of responses that elucidated how
the participants found the information necessary to answer the questions, revealed
that participants responded the tasks most frequently by “putting information together
across sentences”. Weir et al (2009) conclude that expeditious reading strategies are
commonly used in the effort in answering test questions. The most commonly used
strategy was matching words used in the question with similar or related words in the
text. The study concludes that responding the IELTS test items, test takers approach to
reading is consistent with academic reading that had been defined in the literature

(Weir, Hawkey, Green, & Unaldi, 2009).

In this chapter, I provided the chronological developmental scheme of the concept of
validity, a detailed account of the socio-cognitive framework employed in this study,
and other studies based on validation frameworks and models. Reading ability and the
test construct (of reading) which are the foci of this study are discussed in detail in
Chapter 1V, as part of the a priori validation of the reading test. In the next chapter, I
present the research design, data collection instruments, and methods employed in

data collection and data analysis.
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CHAPTER 3

METHODOLOGY

The purpose of this chapter is to present the methods used in investigating the
research questions of this study. The research design, participants, data collection and

analysis procedures are discussed in detail.

The research questions addressed in this study are different in nature: the first
research question is descriptive (Tully, 2014), i.e. it sought to describe reading ability
by referring to its historical development and explicating current view of reading in
relation to the local context. The second and third research questions are exploratory:
the former investigated reader’s cognitive processes through verbal protocols, and the
latter investigated whether test scores are based on an appropriate criteria (Khalifa &
Weir, 2009). Hence, as different methodological approaches were needed to answer

each research question, they are presented separately in this chapter.

This study presents the validation procedures for a reading test, which involves
investigation of contextual, cognitive and scoring validities of the test. The framework
used in this investigation is derived from an evidence based validation model, namely,
the socio-cognitive assessment and validation framework (Weir, 2005a). In this socio-
cognitive approach to validation, the procedures carried out to investigate facets of the
test are called a priori validation procedures, i.e. before the test events. In addition to
these, there are a posteriori validation procedures that are carried out through the
analysis of items after administering a test. In this study, the research questions
investigate both a priori and a posteriori procedures: research questions 1 and 2 are
related to the former and research question 3 is related to the latter aspect of

validation. They are formulated as follows:
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1) How is academic reading ability conceptualized and operationalized as a test
construct?

2) What are the cognitive processes that underlie the construct of the reading test
in retrospection and introspection?

3) To what extent do item parameters contribute to the validity claims of the test?

As mentioned at the beginning of this chapter, the research questions call for different
methodologies. The first research question requires conceptual inquiry whereas the
second and third research questions have empirical orientation. The methods used to

answer each research question are explicated individually in the coming pages.

3.1 Research Design

This study has a mixed method research design as necessitated by the nature of the
questions under investigation. Test development and validation processes demand
both conceptual and operational definitions, and analysis of quantitative and
qualitative data (Teddlie & Tashakkori, 2009). Specifically, this study is a
complementarity mixed method study. The qualitative and quantitative methods were
used to investigate overlapping aspects of the same phenomena (Greene, Caracelli, &

Graham, 1989); namely, the cognitive processes used in answering a reading tests.

An assessment framework and a reading model guided the test development process in
this study: The socio-cognitive assessment framework developed by Weir (2005a) and
the reading model (Khalifa & Weir, 2009; Weir & Khalifa, 2008b, 2008a) which is an
expanded version of an earlier study by Urquhart & Weir (1998). Weir’s framework
was used as a theoretical basis for both test development and validation in many
contexts (Bannur, Abidin, & Jamil, 2015; Donaghue & Thompson, 2012; Nakatsuhara,
2011; Unaldi, 2010; Weir, Hawkey, Green, & Devi, 2009; Wu, 2011; Yanagawa, 2012).
Within this framework, test development is defined in two main stages: a priori and a

posteriori (Figure 4).

41



Test Taker

l

Theory-based
Validity

l )

Response

l

Scoring Validity N

l

Score N

\

Context Validity —<——» a priori

(" a posteriori

Consequential Criterion-related
Validity Validity

J

Figure 4 Framework for validating tests. Adopted from Weir (2005a).

In the a priori stage, first, conceptual definitions of the test elements and test
environment are made (context and theory-based validity). Operationalization of the
construct is completed through the specification of the test construct at this stage. Weir

(2005a) maintains that

There is a need for validation at the a priori stage of test
development. The more fully we are able to describe the construct
we are attempting to measure at the a priori stage the more
meaningful might be the statistical procedures contributing to
construct validation that can subsequently be applied to the results
of the test. Statistical data do not in themselves generate conceptual
labels. We can never escape from the need to define what is being
measured, just as we are obliged to investigate how adequate a test is
in operation (p.18).
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Hence, in a priori validation the focus is on generating a skill /language model
consistent with the local needs. These may comprise, among others, analysis of
communicative tasks used in teaching and testing, the expected linguistic range, and
vocabulary range. Once these needs are established, current literature is reviewed to

match them with a theoretical model in order to generate specifications for testing.

The second stage, a posteriori, is mainly concerned with generating empirical evidence
on aspects of scoring after the test is administered (scoring validity). At this stage links
are made between all elements of the model to make sure that the scores given are fair
and meaningful (O’Sullivan & Weir, 2011). The empirical examination of the
psychometric properties of test scores such as reliability and internal consistency

measures provides evidence on the scoring validity of the test.

There are two other validation areas in this stage: criterion-related and consequential
validity. Criterion-related validity is obtained by demonstrating that there is a
relationship between the scores of a test and an external criterion i.e. an external test
that is believed to measure a similar ability (Weir, 2005a). Consequential validity, on
the other hand, stems from Messick’s (1989b) validity theory and is mainly concerned
with demonstrating “whether the social consequences of test interpretation support
the intended testing purpose(s) and are consistent with other social values”

(O’Sullivan, 2002, p. 22).

These two a posteriori validation procedures fell outside the scope of this dissertation
as this study is focused mainly on the design stage i.e. the conceptualization and
operationalization of the test constructs and gathering validity evidence on the

construct validity per se.

3.2 Research Scheme

During the course of this study, I worked with a committee of four people, whose job
was to write items for the proficiency exam under the supervision of the then director
of the SFL. I was the leading member of the Research and Development Unit at the SFL
whose role was to help establish a sound theoretical basis for the new exam, to guide

the committee in using scientific approaches in item development procedures, and to
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follow the test development procedures as indicated by the assessment framework. I
was also responsible for the preparation of all the documentation of the exam. The
items of the reading test were prepared by the committee members, and vetted by me,
the committee, and the administrators of the SFL, and edited by the committee

members, if need be.

Having been assigned the task of implementing the socio-cognitive framework in the
development of the reading test, [ worked closely with the testing committee. We met
regularly starting in September 2015, and continued to do so till the end of the 2016-

2017 academic year.

The initial aim of the meetings was to discuss the implications of the needs analysis
study for the proficiency test. The needs analysis study (for details please refer to
Section 4.2.2) was carried out in all five faculties at METU in the 2013-2014 academic
year. In the light of the requirements of different faculties and programs, and relevant
literature on test development, the new conceptual framework, the reading model, and
our students’ needs were discussed. Previous conceptual and empirical research
guided in reaching an agreement on a viable working model. Hence, the needs analysis
study results, the literature, samples from the external examinations and the reading
theory, draft test specifications were developed. It was decided that, during the course
of item development and meetings, test specifications could be modified. The
progression of the study in accordance with the guiding principles of the assessment

framework are given in Figure 5.
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Figure 5 Progression of the study (adapted from Weir, Huizhong and Yan, 2000)

The committee members were responsible for producing test tasks in accordance with
the test specifications. The development of the tasks was carried out through the

course of text selection, item mapping, and item writing procedures.

Trial 1: After the final revisions, the first version of the reading test was compiled with
four subtests (Text I + 8 items, Text Il + 7 items, Text III + 8 items, Text IV + 7 items).
For each reading text and its related items, a separate group of participants from the
DBE were randomly chosen. The test was administered to the participants in their
classrooms. The proctors were informed of the purpose of the administration of this
test, and were given a short briefing, and written instructions (APPENDIX B). They
were also provided with a report sheet (APPENDIX C) on which they were asked to
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record the period of time the students used to answer the test questions, and any

questions they might receive from the participants during test administration.

The participants in each group were asked to fill in a retrospective protocol form as
they answered the test items. I analyzed the scores of each task in accordance with the
conventions of classical test theory (CTT). CTT, also called the true score theory, is the
analysis of test items based on test scores. The statistics of CTT include measures of
item difficulty, item discrimination, and test reliability, which are presented in Section
4.4. The results from the retrospective protocol form revealed the processes that the
participants reported to have used while responding to the test. They also shed light on

the skills and strategies that were put into use by the test-takers.

[ shared all the results with the testing committee: we evaluated the results of the CTT
analysis, i.e. whether item difficulty, reliability and discrimination values were within
the expected value range (see Section 3.3.3). We also looked into the results of the
retrospective protocol form analysis, and compared the reported processes with those
that were proposed in the reading process model we have used in defining the test
construct. Our discussions guided us in our decisions to keep items, to revise items for

use in the future versions of the test, or to discard them.

Trial 2: In the period between April - June 2017, the second version of the reading test
was administered to participants individually. At this stage of the study, the goal was to
collect data to elucidate whether the cognitive processes employed during the test

taking process reflected those in real life reading. .

The data was collected through verbal protocol procedures, and recorded. Then, it was
transcribed and analyzed to reveal the type of cognitive processes used during the test
(with relation to the different item types), and whether different item types call for the
use of different strategies/cognitive processes. Moreover, test statistics were once
again computed to reveal whether item difficulty, reliability and discrimination values
were within the expected value range. After the administration of the second version of
the test, items that were within the expected difficulty values, were then inspected for
their reliability and discrimination power between test takers at different proficiency

levels.
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After transcribing all the recorded material, with the help of a software (MaxQda v.16)
the coding of the transcriptions was completed. Once again, testing committee
members and I got together to discuss, this time, the processes that the participants
reported using and whether those processes were congruent with our expectations as
test writers, and more importantly, with the reading process model, which specified

the types of processes that would be activated for different reading purposes.

3.3 Research Questions

The methods used to answer each research question are given below.

3.3.1 Research Question 1. How is academic reading ability conceptualized

and operationalized as a test construct?

This research question is associated with the context validity of the test. It has been

argued that achieving context validity is problematic

given the difficulty we have in characterizing language proficiency with
sufficient precision to ensure the validity of the representative sample we
include in our tests, and the further threats to validity arising out of any
attempts to operationalize real-life behaviours in a test (Weir, 2005a, p.20).

However, some criteria were specified in approximating the real-life reading
experience of university students. Accordingly, a reading model by Khalifa and Weir
(2009) was used to define the reading tasks that were specified through the needs
analysis process and supported with the findings in the literature (see Chapter 4 for

the details of the reading model).

Having established the theoretical basis of the reading test, in other words, having
conceptualized the reading skill as a test construct, test and item specifications were
drawn in a joint effort with the committee. Test specifications inform the item writers
how the reading construct will be operationalized in the test. In the case of this study,
the reading construct is defined using Urquhart and Weir’s (1998) taxonomy (Table
13) that accounts for the different purposes and processes of reading applicable in

academic environments.
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3.3.2 Research Question 2. The overarching research question 2 is: What are

the cognitive processes that underlie the construct of the reading test?

This research question is related to the theory-based (or cognitive) validity, which
eventually adds up to the overall —construct- validity of the test. The concepts used in
the cognitive validity section of the framework (see Chapter 4 for details) refer to
processes and resources that the test taker puts into use when taking a test. Those
processes and resources are detailed in the reading model which is summarized above

(see Section 3.3.1) and dealt with in more detail in Chapter 4.

In order to evaluate test takers’ level of proficiency in a specific skill we need to break
down that skill into parts that constitute it, which would allow the test developers to
focus on these components in the tests (Weir, 2005a). In the present study, reading
ability is investigated through the skills/strategies and knowledge sources that are
claimed to constitute this ability according to the model proposed by Khalifa and Weir
(2009)3. The researchers posit that “The cognitive validity of a reading task is a
measure of how closely it elicits the cognitive processing involved in contexts beyond
the test itself, i.e. in performing reading tasks in real life” (p. 3). The argument here is
focused on establishing the generic cognitive processes that take place during reading,
and sampling those processes in the reading tests. Weir et al (2009) suggest that it
might be preferable for test/item writers to target test-takers’ specific / underlying
abilities if one can pinpoint exactly how particular item types target certain abilities.
This is called the subskills approach which breaks down the reading activity into its
components and the learner is expected to master each of these subskills to become a

successful reader (Tracey & Morrow, 2012).

Alderson (2000a) takes a similar stance in applying the subskills in testing and posits
that

the validity of a test relates to the interpretation of the correct responses to
items, so what matters is not what the test constructors believe an item to be

3 The model is given in detail in Chapter 4.
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testing, but which responses are considered correct, and what processes
underlie them (p.97).

Hence, for a better understanding of the processes that underlie the given responses to
different types of test items, two protocols were used: the first one was carried out
retrospectively, after responding the test questions, in written form and the second one

was a verbal report of the processes as the participants responded the test questions.

3.3.2.1 Think aloud protocols. Verbal reports or think-aloud protocols have been
widely used “as a method of identifying the mental processes that readers use to
understand the printed word” (Anderson, 1991). In language testing, verbal reports are
preferred instruments to understand the un-observable: test-takers’ thinking
processes as they set out to read a test prompt or answer a question. Green (1998)
supports the view that verbal protocols are useful in gathering unequivocal evidence

on the validity claims of assessment instruments.

There are different ways to elicit verbal reports: they can be retrospective and
introspective: Retrospective method involves gathering the verbal reports immediately
after the test-taker completes a given task whereas introspective reports are gathered
during the test-taking process. Both methods were utilized in this study. The methods
used in collecting retrospective and introspective data are explained in more detail
under the related section of the research question. Hence, the second research question

had two sub-questions:

a) What are the cognitive processes that underlie the construct of the reading

test in retrospection?

b) What are the cognitive processes that underlie the construct of the reading

test in introspection?

3.3.2.2 Research Question 2a. In order to answer research question 23,
retrospective data collection method was used. The instruments were Reading Test
Version 1 (V1), and a retrospective protocol form. For the research question 2b, the

Reading Test was revised (V2) and a think aloud protocol was used to collect data. The
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instruments and data collection methods for the two sub questions are presented in

the next section.
3.3.2.2.1 Research instruments

3.3.2.2.1.1 Reading Test V1. The first version of the test had four subtests: each
subtest consisted of a reading text, and either seven or eight items for each text. There
was a total of 30 items in Reading Test V1. A number of different item types were
included in the subtests: multiple-choice, multiple-matching, and true/false/not-given.
Depending on the results of item statistics and analysis of the protocols, it was to be

decided which item types should be kept in the final version of the test.

In terms of operationalization of the reading skill, careful reading at global level,
expeditious reading at global level (skimming), careful reading at local level and
expeditious reading at local level were prioritized. Search reading was not included in

this version of the test.

3.3.2.2.1.1.1 The subtests. Each subtest contained a reading text and either seven
or eight items. The texts were authentic texts taken from magazines, educational
journals, proceedings etc. (e.g. Time Europe Magazine, BBC News). Written by native
speakers of English for a general audience. However, some editing was done in order to
ensure certain qualities related to text structure, lexical range and lexical
characteristics. The topics of the texts were economy, personality traits, marine life and

computer security.

After the texts were chosen in accordance with the specifications, they were analyzed
for the difficulty levels and their vocabulary profile. The difficulty level of each text was
examined using the readability function of a word processor (Microsoft Word, v.2016).
The readability function includes two tests which are called the Flesch Reading Ease
and the Flesch-Kincaid Grade Level. These tests provide information on the difficulty
level of a text using core measures of word length and sentence length.. There is an
inverse correlation between these two measures: As the score of the Flesch Reading

Ease goes higher, the score on Flesch-Kincaid Grade Level goes down. Ona 1 to 100
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scale, 1 is the most difficult, and 100 is the easiest. Accordingly, the Flesch Reading

Ease of the texts used in the four tasks were found to vary between 49.1 and 64.0.

Except for Subtest 2, the items related to the texts had a higher readability score (and,
therefore, easier) than the texts themselves. In terms of the Flesch-Kincaid Grade Level,
the texts and the items were found to be appropriate for grades seven to twelve (Table

3).

Table 3 Textual characteristics of the subtests

Subtest I Subtest II Subtest III Subtest IV
Text Item Text Item Text Item Text Items
I s II S III S |\
Number of words 652 979 662 1,127
Number of 6 10 8 9
paragraphs
Average- sentences 53 73 48 6.3
per paragraph
Average- words per 20.3 13.4 16.9 218
sentence
Flesch Reading Ease 52.6 65.2 64.0 58.1 59.3 63.7 49.1 54.1
Flesch-Kincaid Grade .6 70 75 g4 91 71 118 89

Level

In terms of vocabulary coverage, an online program (http://www.lextutor.ca) was

used to analyze the vocabulary profile of each text. A vocabulary profiler provides the

frequencies of the words in a text and, therefore, makes it easier to understand

whether a given text is appropriate for readers at a particular level of language

proficiency. The corpus chosen for this analysis was the New General Service List
(NGSL) (Browne, Culligan, & Phillips, 2013b) and The New Academic Word List
(NAWL) (Browne, Culligan, & Phillips, 2013a) (for more information on the NGSL and

NAWL, and the advantage for the present context over the other lists, see Section
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4.2.2.5.3) . All the words in the four texts were analyzed using this corpus and the
results are presented in Table 4. Accordingly, the first three lines of the table present
the percentage of each text that is covered by the words from the first, second and third
set of lists from the New General Service List (NGSL) and the percentage that is covered

by the words in the New Academic Word List (NAWL).

Table 4 Vocabulary profile: Text coverage of NGSL 1, 2, 3 and NAWL (%)

Textl Text II Text I11 Text IV

NGSL 1 81.17 81.39 79.38 82.07
NGSL 2 88.64 86.75 86.61 88.29
NGSL3 90.88 89.17 88.76 92.13
NAWL 92.08 90.01 90.45 93.87

3.3.2.2.1.2 The items. Each of the reading subtest included either seven or eight
items. Subtest 1 had multiple choice and matching items, Subtest 2 and 4 had only
multiple choice items, Subtest 3 had yes/no/not given and multiple choice items. Each
item type targeted certain skills and strategies that were indicated in the test
specifications as part of the reading construct. The item types used in the tasks were

matching (MAT), multiple choice (MCI), and Yes/No/Not Given (Y/N/NG).

Matching items consist of statements and associated responses. The test taker is
expected to draw a correspondence between a statement and a response in accordance
with the given directions. This type of item is used to test a number of reading skills
such as understanding the main idea of a passage, understanding paraphrasing, and
distinguishing between the main idea and supporting details (Haladyna & Rodriguez,
2004). The common use of a matching item in the present reading test is to ask the test
taker to choose the most suitable headings that match the given paragraphs. A sample

matching item from Subtest 1 is given in Figure 6.
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Choose the most suitable headings for paragraphs A-F from the list of headings

below (1-8). Write the appropriate number next to the blanks provided. BE

CAREFUL, there are more headings than you need.

Paragraph A: __
Paragraph B: ___
Paragraph C: __
Paragraph D: __
Paragraph E: ___

Paragraph F: __

Why families of migrants want to make the best use
of remittances

Reason for the difficulty to estimate the true figures
of remittances

Why mass migration has increased so rapidly in the
past few years

Efforts to make the most of remittances in the
receiving countries

The undesired impacts of remittances on the
receiving countries

What remittances are used for in the receiving
countries

The motivation for migration from Morocco to France
The underlying motive for keeping a record of

remittances

Figure 6 Matching item example

Multiple choice items consist of an incomplete statement or a question, and either
three, four or five options. The test-taker is expected to choose the option that
completes the statement or answers the question correctly. In the reading test a three-

option multiple choice format was used as it was found to be optimal.

Rodrigues (2005) did a meta-analysis of research carried out in the last 80 years by

reviewing both empirical research and narrative and theoretical reviews related to the
optimal number of multiple choice options. He claims that the results bear implications
for the validity arguments of the interpretations of test scores: using three-option
multiple choice questions reinforces some aspects of validity arguments. The synthesis

of past research proved that using more than three options does not improve the item
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much, and ends in implausible distractors, and thus, test takers continue using

distractor deletion method, which makes his argument stronger.

He summarizes the practical arguments for the use of three-option multiple choice

questions as follows:

e Less time is needed to prepare two plausible distractors than three or
four distractors.

e More 3-option items can be administered per unit of time than 4- or 5-
option items, potentially improving content coverage.

e The inclusion of additional high-quality items per unit of time should
improve test score reliability, providing additional validity-related
evidence regarding the consistency of scores and score meaningfulness
and usability.

e More options result in exposing additional aspects of the domain to
students, possibly increasing the provision of context clues to other
questions (particularly if the additional distractors are plausible)
(Rodrigues, 2005, p.11).

There are criticisms against the use of multiple choice type item formats in testing. It
has been claimed that multiple choice items elicit lower level cognitive behavior (as
opposed to constructed response items) or that test-takers may use some techniques
irrelevant to reading ability to arrive at an answer. These downsides could contribute

to construct irrelevant variance in test scores (Osterlind, 1998).

Advocates for the use of multiple-choice type items claim that the drawbacks
associated with this item type can be overcome by adequate training of the item
writers (Haladyna & Rodriguez, 2004), and that multiple choice items are versatile and

can be used to test a broad range of reading skills (Green, 2014).

In the decision to use - primarily - multiple-choice items for the reading test a number
of factors were considered: The committee had been using this type of items for many
years, and they are experienced in creating high quality items of this sort; the
stakeholders - test takers and instructors - are used to this format, and the majority of
the practice materials for the test are in this format; there is very limited time for

scoring the papers, which makes it almost impossible to clerically mark all the items;
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and finally, due to the nature of the test, a high-stakes test with summative purposes, it
is important for the administration to have the test objectively scored, as much as

possible.

In the reading tests, multiple choice items are used to test skills and strategies such as
understanding explicitly or implicitly stated ideas, guessing meaning of unknown
words from context, understanding rhetorical strategies, organization of a text, and
writer’s attitude, purpose, or the communicative function of text (for examples see
https://www.ets.org/Media/Tests/TOEFL/pdf/SampleQuestions.pdf,
https://takeielts.britishcouncil.org/prepare-test/practice-tests/reading-practice-test-
1-academic). An example of a multiple choice item from the Reading Test V1 is given

below.

In paragraph G, the writer refers to some university students in Central Europe to imply that

a) the number of hackers has reached alarming levels there

b) new training programs have already started in that part of Europe

c) training children about security in the virtual world is a challenging task

Figure 7 Multiple choice item example

Yes/No/Not Given item type includes a statement that the test taker decides whether
it is true or false according to a given text. The third option “Not Given” is used to
reduce the chance of guessing correctly. True/False/Not Given items can cover a wide
range of content. It has been claimed that they can be used to test comprehension of
both lower level reading skills such as understanding propositional meaning at
sentence level and higher level skills such as generalizations, relationships between
events, people, etc., and predictions (Osterlind, 1998). A sample item for Yes/No/Not

Given is given below: (Figure 8).
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Questions 1-3
Do the following statements agree with the claims of the writer in the reading passage?

Mark the appropriate box next to each statement.

YES If the statement agrees with the claims of the writer
NO If the statement contradicts the claims of the writer
NOT GIVEN If it is impossible to say what the writer thinks about this

NOT
GIVEN

YES NO
1 Research results on the reasons for the pollution of the sea floor
are not conclusive.
2 Commercial fishing is the primary reason for the extinction of
certain marine animals.

3 Local people did not agree on the propositions made by the

authorities for restrictions on the fishing season.

Figure 8 Yes/No/Not Given

3.3.2.2.1.2 Retrospective protocol form. A retrospective protocol form (see
APPENDIX A) was used to collect data from the participants as they took the reading
test. The form aimed to collect information on the strategies utilized during the test
taking process. The form was taken from a study by Weir, Hawkey, Green and Devi
(2009) in which cognitive processes underlying the academic reading construct in an
IELTS test were investigated. The original form was in English. As the questionnaire
was planned to be given to students at different proficiency levels, and comprehension
of the questions was important in obtaining a reliable response, I translated the
questionnaire into Turkish. Two experienced instructors in the same institution back-
translated the form, individually. Their back-translations were compared with each
other, and then with the original document. There were some minor differences
between the back-translations: using synonymous English words when translating a
word from Turkish and a small difference in one sentence structure. The Turkish form

was finalized after inspecting the back-translations.

There were three sections in the form: The first section was about the sequence of
reading activities. Here, information regarding the test takers’ strategies before looking

at the items were sought; that is, whether they read the text before looking at the items
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and whether they employed careful or expeditious reading strategies. The three

choices in this section were:

1

2)

3)

read the text or part of it slowly and carefully (corresponds to careful
reading)

read the text or part of it quickly and selectively to get a general idea of
what it was about (corresponds to expeditious reading / skimming)

Did not read the text.

The second section sought information on the processes that the test takers were

engaged in while answering each of the items. The test makers were allowed to choose

more than one item as a number of knowledge base and cognitive strategies could be

involved while locating the correct answer. There were eleven items listed in this

section. They were:

1

2)

3)
4)
5)
6)
7)
8)
9)

match words that appeared in the question with exactly the same words in
the text

quickly match words that appeared in the question with similar or related
words in the text

look for parts of the text that the writer indicates to be important

read key parts of the text such as the introduction and conclusion

work out the meaning of a difficult word in the question

use my knowledge of vocabulary

use my knowledge of grammar

read the text or part of it slowly and carefully

read relevant parts of the text again

10) use my knowledge of how texts like this are organized

11) connect information from the text with knowledge I already have

The third section of the form consisted of items that sought to investigate where the

test taker found the necessary information to answer the test questions. The options

were:

57



1) within a single sentence

2) by putting information together across sentences

3) understanding how information in the whole text fits together
4) Iknew the answer without reading the text

5) Icould not answer the question

3.3.2.2.2 Participants of Reading Test V1. Participants included students studying
English at the DBE in 2015-2016 academic year. At the DBE, students are grouped into
four levels, beginner, elementary, intermediate and upper-intermediate, in accordance
with the scores they receive from a placement exam. In addition, there is a repeat
group which is made up of students who fail to pass the proficiency exam the previous
year. And finally, in the 2015-2016 academic year, a new program was piloted in the
beginner group which was called the pilot group. As a result, there were six level
groups, and students from all groups were included in the study. At the time of the
administration of Reading Test V1, the Beginner and Pilot group students had another
120 hours of instruction hours to complete before they were allowed to take the exam.
However, they were included in this study as a choice of policy. The weekly instruction

hours for each group were different.

e Beginner and Pilot group: 30 hours
e Elementary and Intermediate group: 20 hours
e Upper-Intermediate: 15 hours

e Repeat group: 15 hours

Students assigned to a level group at the beginning of the fall semester continued in a
higher level group in the spring semester. There were 2918 students in 150 classes at
six level groups at the DBE in the spring semester of 2015-2016 academic year. The

groups and the distribution of students into these groups were as follows (Table 5):

58



Table 5 Student numbers in 2015-2016 academic year

. : Upper- Pilot
Fall Beginner Elementary Intermediate Intermediate Repeat T
Pre- Upper- Pilot Pre-
Spring  Intermediate Intermediate Intermediate  Advanced Repeat Intermediate
681 868 574 296 355 143

3.3.2.2.2.1 Sampling. The classes included in this study were randomly drawn
from this student population: four classes from each level group, making a total of 24
classes and 400 students. The number of participants from each level group was almost

equal (see Table 6) making the sampling method disproportionate random sampling.

There were four reading tasks to be distributed to 24 classes (four classes from each of
the six level groups). Accordingly, each task was given to about 100 students in total,
making up 400 participants for the total reading test. The distribution of the tasks

within the level groups and number of test takers for each task is given in Table 6.

Table 6 Phase 1-Participant level groups

Subtest Subtest Subtest Subtest

Group levels I I I v Total
Pre-Intermediate 16 15 18 18 67
Pilot Pre-Intermediate 20 18 18 17 73
Intermediate 18 16 19 18 71
Upper-Intermediate 13 17 16 16 62
Advanced 18 15 16 17 66
Repeat 16 16 18 11 61
Total 101 97 105 97 400

Majority of the 400 students who participated in this part of the study were Turkish
(n=394). The other nationalities were Kurdish (n=3), Azerbaijani (n=1), Arab (n=1)
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and one unknown. There were 202 female, and 197 male students, and 1 no answer.
The age mean was 19.7 (Table 7). As the proportion of foreign students in the study is
negligible (around 1.5%), the discussion will be carried out with relation to Turkish

students.

Table 7 Phase 1- Participant information

Mother tongue Gender Age (Range: 18-21)

Turkish 394 Female 202 Mean 19.7
Kurdish/Zazaish 3 Male 197 Median 19.0
Arabic 1 No Answer 1 Mode 19.0
Azerbaijani 1 SD 1.23

3.3.2.2.3 Data collection and data analysis procedures for Reading Test V1. In order
to investigate the cognitive processes underlying the reading construct, the reading
test and the retrospective protocol form were administered to the participants on a
designated day, in the spring semester of 2015-2016 academic year. Due to the
dispersed nature of the campus settlement, and the need to administer the test and the
form on the same day to 24 classes, 10 instructors (including me) participated in the
data collection process. On the data collection day, the assigned instructors had a
meeting with me where the procedures to be followed were presented and discussed
with them. Each instructor was also given an instruction sheet (APPENDIX B)
explaining how to carry out the procedure. As there were only two foreign students in
the chosen classes, and beginner and elementary level groups were also included in the
study, the administration of the test was carried out in Turkish. Hence, the instruction
sheet was also prepared in Turkish. The two foreign students within the sample were
given the English (original) version of the questionnaire. The instructors were also

provided with a report sheet (APPENDIX C). They were asked to note down

(i) the questions asked by the students

(i) the problems they encounter during the administration of the test,
(iii)  the number of students taking the test,

(iv)  the time needed to take the test and fill in the form.
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On the designated hours, assigned instructors carried out the data collection procedure
in the classes. Each test was given to one class from each level group, to an average of

100 participants per test, and 400 participants in total.

The participants were asked to fill in the retrospective protocol form right after they
answered the questions on a reading test. For each reading question they answered,
they also answered three different questions on the retrospective protocol form. The
procedure lasted for one class hour (50 minutes), in some classes (especially in higher
level groups) students finished earlier (the earliest in 15 minutes). Both the tests and

the forms were collected by the assigned instructors, and returned to me.

For the analysis of the data, | marked the reading tests and then entered both the
scores and the data from the retrospective protocol form into Microsoft Excel (v.2016).
Later, [ transferred the data into IBM SPSS Statistics (v.23). I analyzed the test scores
using CTT methods in the summer of 2016. The data on the protocol form was entered
into a Microsoft Excel (v.2016) file and descriptive statistics were computed for all
parts of the retrospective protocol form. In order to understand whether level of
proficiency had an effect on the use of skills and strategies while answering test
questions, the results were analyzed once more separately for participants with having
lower and higher level proficiency. Mann Whitney U tests were computed to reveal

whether the differences were significant or not.

Beginning in September 2016, | and the testing committee got together to discuss the
results (see Section 4.4 for the results of the CTT analysis). The CTT analysis of Subtest
3 revealed that the four out of six Yes/No/Not Given questions were too easy
(M=74%). Moreover, the content of the reading text used with those questions added
to the problem: there was too much factual information; therefore, the questions were
testing the comprehension of explicit information only. As text difficulty and item
difficulty are determinants of task difficulty (Grotjahn, 2001), it seemed plausible not
to include this item type in the future exam versions, and to be more selective in
choosing texts where there is a mixture of both concrete and abstract information, or

some argumentation which would better yield to questions to test higher level skills.
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The other subtest that was founded to be in effectual was Subtest 1. There were 8 items
in Subtest 1, and 5 of them were below the expected facility value (.40). The overall
mean value was, apparently, lower than 40%, it was 38%. The committee inspected the
text and items again, and found the following problems: the content of the text was
irrelevant for our test taker population (remittances sent home by legal/illegal

migrants), and at least two of the headings were not worded appropriately.

The discussions ended with decisions regarding text quality (more detailed and careful
selection of texts), item types (no yes/no/not given items), and making inquiries about
how best to test expeditious reading, as the task that was intended to test it (Subtest 1),

did not work well and was discarded.

3.3.2.3 Research Question 2b. What are the cognitive processes that underlie

the construct of the reading test in introspection?

In the second stage of the examination of the cognitive processes, verbal analysis
method was used to gather data from the participants. Information on the revised

reading test, the participants and data collection procedure are given below.

3.3.2.3.1 Research instruments. The research instruments were Reading Test V2,

and think aloud protocols.

3.3.2.3.1.1 Reading test V2. The second version of the reading test was
administered to participants in the spring semester of 2016-2017 academic year. The
test consisted of four tasks, each with a reading text, and a total of 30 items. Two of the
tasks from Reading Test V1 were discarded and two new tasks were introduced, with
new items and a new item type: open-ended item. The reason for introducing this new

item type was due to the need to test expeditious reading skills more efficiently.

In the first version of the reading test, expeditious reading was tested through the
matching items, and the committee expected the test takers to do skimming as an
expeditious reading strategy. However, after examining the results of the retrospective
protocol form, it was found that many test takers (close to 1/3) employed careful

reading strategies instead. Hence, [ and the committee reviewed the literature, and the
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testing practices of similar institutions (Language Preparatory Schools at Bogazici
University, Sabanci University, Bilkent University, etc.) once more to decide on a more
efficient task to test expeditious reading skills. Further group discussions revealed that
instead of selected response, constructed response type items could better measure
expeditious reading skills. In testing expeditious reading, finding the location of
relevant information and reading carefully to extract the meaning of searched
information were the main operations expected from test takers. It was decided that
presenting the answer in a key option, together with two other distractors would not
generate processing similar to that in real life, and a short answer format would be

more suitable to test this skill efficiently.

Table 8 Textual characteristics

Task 1 Task 2 Task 3 Task 4

Textl Items TextII Items TextIll Items TextIV Items

Number of words 715 1,127 979 2,067
Number of 6 9 10 33
paragraphs

Average- sentences 53 6.3 7.3 4.6
per paragraph

Average- words per 223 21.8 134 209
sentence

Flesch Reading Fase 619 715 491 541 640 581 409 5338

Flesch-Kincaid 101 6.0 10 8.9 7.5 8.4 12.7 9.4
Grade Level

The new tasks had two new texts: Subtest 1 had a similar theme to the previous one,
marine animals, and similar in length (715 words); Subtest 4 had a text much longer
than the previous one (about 2 thousand words) in order to test the skill of expeditious
reading more efficiently (the test taker will demonstrate her skill in using expeditious
reading strategies by identifying the location of a predetermined topic in an extended
text and read carefully to extract the necessary information). The text was about a seed

preservation facility. The development of the new items in this new task were carried
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out in the same manner as specified in Stage 1 of the research scheme. The textual

characteristics of the second version of the reading test are given in Table 8.

The vocabulary profile of each text was computed using similar procedures with

Reading Test V1 (Table 9).

Table 9 Vocabulary profile: Text coverage of NGSL 1, 2, 3 and AWL (%)

Textl] TextII Text I11 Text IV

NGSL 1 80.66 82.07 81.39 73.69
NGSL 2 88.50 88.29 86.75 86.41
NGSL3 92.57 92.13 89.17 92.05
NAWL 94.25 93.87 90.01 94.27

3.3.2.3.1.1.1 The items. This new compilation of the reading test had some
differences from the first version in terms of item types. First of all, the committee
decided not to use True/False/Not Given type of test items since the item statistics
were not at expected level (see Section 4.3.1). Secondly, it was decided to introduce
open-ended items to measure test-takers’ ability in doing expeditious reading. Despite
the challenges of scoring open-ended item type objectively and quickly, constructed
response items have a certain advantage over the selected response item types Rauch
and Hartig (2010) posit that constructed response type items replicate the teaching
and learning processes better than selected response type items. In terms of the
difficulty level, it has been claimed that selected response type items are generally
easier than constructed response type items (Shohamy, 1984). The distribution of item

types into texts is given in Table 10.
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Table 10 Item types in the reading tasks

Text Item Response Type
1 1-6 Selected Response: Matching
1 7-8 Selected Response: Multiple-choice
2 9-15 Selected Response: Multiple-choice
3 16-22 Selected Response: Multiple-choice
4 23-30 Constructed Response: Short answer

3.3.2.3.1.2 Participants of Reading Test V2. The participants of the second phase
of the study were students studying English at the DBE in 2016-2017 academic year.
Those students who responded to the flyers posted on the bulletin boards were
recruited for the study. There was a total of 27 students. Their level groups in the

Spring semester were as follows (Table 11):

Table 11 Phase 2-Participant level groups

Group name Student #
Intermediate 10
Upper-intermediate 8
Advanced 9
Total 27

The inclusion of intermediate level students was purposeful. The name of their
level, intermediate, implies that they are not yet ready to take a proficiency exam that
was aimed at the CEFR level of B2. However, they had only about 20 - 30 hours of
instruction left before they were allowed to take the proficiency exam in June.
Therefore, I believed, some of them might be at the borderline level, and therefore

provide a good example of students at that level.

The pre-intermediate and pilot pre-intermediate students were not recruited as those

students had another semester to complete (the extended term) before they were
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allowed to take the proficiency exam in August and therefore it had been assumed that

they were not at the minimum expected level of proficiency to take the examination.

Demographic information about the participants in Phase 2 is given in Table 12.

Table 12 Phase 2-Participants’ demographic information

Mother tongue Gender Age (Range 18 - 20)
Turkish 27 Female 10 Mean 19.1
Male 17 Median 19.0
Mode 19.0
SD 0.39

3.3.2.3.1.3 Data collection and data analysis procedures for Reading Test V2. In
order to investigate the cognitive processes underlying the reading construct as well as
to reveal whether different item types call for the use of different cognitive processes
and/or reading strategies, the second version of the reading test was produced
between October 2016 and March 2017. This version of the reading test was
administered to 27 participants individually in April, May and June 2017. The
participants were recruited through banners posted on the bulletin boards of the
language school. I gave each candidate general information about the nature of the
study and an appointment was made. At most two appointments were given for one
day, as each data collection session lasted for about two to two and a half hour. On the
designated day, I met with each participant in a vacant classroom. I explained the
overall aim of the study, informed students about the method of data collection and

then carried out a short training session on how to think aloud while taking the test.

The training included an introduction of the procedure in writing, that is, answering a
reading test and thinking aloud. First, [ informed the candidate about the timing of the
study. The training was about 20 minutes long and for taking the test, the candidates
had two hours. Secondly, I set down with the candidate and handed him/her a copy of
the instruction page (see APPENDIX D), which I read aloud and the participant listened
to and followed the printed version at the same time. After reading instructions, I asked
the participant to watch me while I demonstrated doing a think aloud with a sample

question.
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After my demonstration, [ asked the participant to try thinking aloud with another
sample question. Only after the participants felt confident enough to proceed, I handed

out the actual reading test and started recording the procedure.

Each session was recorded using a Philips voice recording device. The files were later
transferred to a computer to be transcribed. The sessions were transcribed and saved

in a file using Microsoft Word (v.2016).

The analysis of the data was carried out in stages: The transcriptions were exported to
MAXQDA (v.11) for qualitative analysis. Each participants’ transcription was examined
for explicitly verbalized strategies, or moves, as Cohen and Upton (2006) refer to them,
that have a specific purpose and function. The coding scheme was based primarily on
Pressley and Afflerbach’s (1995) list, and Cohen and Upton’s (2006) rubrics for coding
reading strategies. In Pressley and Afflerbach’s list, there were around 150 reading

activities which were based on

(a) planning and identifying strategies that help in constructing the meaning of
the text,

(b) monitoring strategies that serve to regulate comprehension and learning,
and

(c) evaluating strategies by which readers reflect or respond in some way to the
text (Cohen and Upton, 2006, p. 4).

Cohen and Upton designed their own rubric also in three categories Reading, Test
Management, and Test-Wiseness Strategies, containing 59 strategies. In the present
study, the rubric from the Cohen and Upton study was used. In addition, some
strategies which could not be fit into the existing categories, were added to the list. The

final coding taxonomy list can be found in (APPENDIX G).

During coding, it was observed that the participants sometimes used more than one
strategy while working on an item. In that case, all verbalizations related to an item
were coded separately assuming that they were conscious references to
communicative functions. One month after finishing the coding of all transcriptions, I

randomly selected five transcriptions in their raw format and recoded them. There was
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5 - 10% discrepancy with the first coding, which showed that the coding was carried

out in a consistent manner.

Upon completion, I had a list of strategies, each allocated a frequency score, for each
item type, i.e. vocabulary, critical reading and macro level comprehension, matching
and search reading. I mapped those scores onto the relevant sections of the reading
model to reveal the processes and the knowledge bases that were activated during test

taking.

A second stage of analysis was the marking of the reading tests and analysis of scores
according to CTT. The facility value, reliability, and discrimination power of each item

was calculated and presented in Section 4.3.2.

3.3.3 Research Question 3. To what extent do item parameters contribute

to the validity claims of the test?

This research question is associated with the scoring validity of the test. In testing
receptive skills such as reading and listening, internal consistency becomes an
important criterion in validity claims. Therefore, a number of statistical analysis are
carried out using Classical Test Theory (CTT), which allow us to make predictions
about the outcomes of testing. Though CTT is regarded as having limited effectiveness
due to the fact that the computed indices are group dependent (Alagumalai & Curtis,
2005), it is a practical and valuable means to gather information especially when the

test taker population is representative of the intended group of test takers.

The three computations carried out using test scores were: item difficulty index, item

discrimination, and reliability.

Each individual item in the reading subtests is scored as either correct or incorrect. For
each correct answer the participant students received a 1 and for each incorrect
answer they received a 0. The distribution of 1’s and 0’s among the test items provided

information on three important aspects of the test/items.

Item facility index (IF) is basically the proportion of test takers who answer an item

correctly in a test (Bachman, 2004). The range of the index is between 0.00 and 1.00.
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The easier the item the higher is the index value. Hence, an index of 1.00 on an item
indicates that all students correctly answered the item and a 0.00 indicates that no one
was able to correctly answer the item. The classification of an item as easy (for
example, IF>0.80) or difficult (for example, IF<0.40) is arbitrary. As a general rule of
thumb, IF values around 0.50 (or a little higher for multiple choice items) are desirable
to achieve optimum discrimination between high ability and low ability test takers
(Crocker & Algina, 1986). In this study, the acceptable value range was set to
0.40<IF<0.80 through a joint decision by the testing committee and the administration.
[tem difficulty indices for the items in each reading task were computed using

Microsoft Excel (v.2016).

Item discrimination index (ID), which is used to reveal whether responses given to
individual items can discriminate between test takers at different proficiency levels
(Bachman, 2004; Brown, 2012), was the second analysis carried out on test scores.
Although there are a number of ways to calculate ID, point biserial correlation (rpbi) is
one of the most commonly used methods (Fulcher & Davidson, 2007). The point
biserial correlation evaluates the association between responses to a single item and
the test score; that is, it measures to what extent performance on one item in a test is
related to the performance on the whole test. This correlation between a single item (a
0 or a 1) and the test score (a continuous variable) can range between -1 and +1, and a

value equal to or greater than 0.25 is acceptable (Henning, 1987).

Another measure of ID, in a simpler manner, is to calculate the IF for the top scoring
27% of the participants and bottom scoring 27% of the participants, and subtracting
the IF calculated for the top scoring group from the IF of the bottom scoring group (e.g.
[Fiop — IFbottom=d) (Brown, 2012). “The higher the value of d, the more adequately the
item discriminates the higher-scoring from the lower-scoring test takers” (Cohen &

Swerdlik, 2009, p. 258).

The third analysis based on the CTT is test reliability, or, internal consistency
reliability. There are a number of ways to compute internal consistency. Some of them
are based on observed scores in relation to true scores or measurement error, others

are based on the correlations of observed scores and true scores or error scores. In this
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study, reliability is computed as a ratio of item variance and total score variance, which
is the most common expression of reliability (Furr & Bacharach, 2008). Coefficient
alpha can range between 0 and 1, the latter indicating greater psychometric quality.
However, a measure of 1 is not favored because very high alpha levels (for example,
above 0.80) may be indication of the scale levels being too narrow or specific.
Reliability levels between 0.70 and 0.80 are advised (Furr & Bacharach, 2008). In this

study, alpha coefficient calculation was made using IBM SPSS Statistics software (v.24).

This study aimed at validating a reading test by establishing the theoretical basis of
how to define a test construct, operationalizing the construct through tasks and items,
and investigating which skills/strategies and knowledge components are utilized by
test takers when taking the test. Hence, there were three validity concerns: contextual,
cognitive and scoring validities. Obviously, there may be other validity concerns such
as consequential validity and criterion-related in validation studies. However, the
scope of this study was set at investigating and presenting validity evidence on three

aspects of test development mentioned above.
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CHAPTER 4

RESULTS

4.1 Introduction

This study aimed to investigate the stages of test development as specified in the
sociocognitive framework and to provide evidence related to the context, cognitive and
scoring validities of a reading test. To investigate the context validity of the test, first, a
local needs analysis study was reviewed and its implications for the test were
established. Then, a reading model from the literature was used as a framework to
define reading ability as a test construct. Finally, the reading construct was
operationalized and the results were presented in the test specifications document
(APPENDIX E).

In the next step, cognitive validity was investigated through introspection and
retrospection of the test taking processes by two different participant groups. The
skills and strategies the participants used while responding to test items provided
information on whether the cognitive processes reflect the activities specified in the
reading model used in the development of the test. Finally, scoring validity was sought
through statistical analysis of test scores. The present chapter provides the results of

data analysis on these three aspects of test validation.

4.2 RQ1: How is Academic Reading Ability Conceptualized and Operationalized as

a Test Construct?

4.2.1 Defining reading ability: Historical perspective. The literature is abounded
with different approaches to and definitions of reading ability, both in L1 and L2.
Urquhart and Weir provide one: “Reading is the process of receiving and interpreting
information encoded in language form via the medium of print” (1998, p. 22). Through

this straightforward-looking definition one can draw a number of conclusions: first, it
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is understood that there is some kind of interaction between the reader and the printed
text. This interaction helps the reader to construct meaning using information from the
test and their own knowledge and skills (Grabe, 1991). Secondly, a number of
processes are activated during receiving and interpreting information. Lower level
processes such as word recognition, syntactic parsing, or higher level processes such as
inferencing come into play (Grabe, 2009). Finally, the reader makes use of their
knowledge of the language (e.g. writing system, or vocabulary), knowledge of the topic

of the text, or knowledge of the world to make meaning of the text.

Apparently, many skills, knowledge basis and components of cognitive ability are
involved in reading. Not surprisingly, reading has been studied by cognitive
psychologists, whose work on this subject produced various models of reading, some of
which have been used widely in language teaching (Urquhart & Weir, 1998). Those
models mainly fell into two categories: the process and componential views of reading.
Process models of reading focused on describing the actual cognitive processes that
take place during reading (Urquhart & Weir, 1998) whereas componential models
attempted to describe the subskills that are believed to underlie reading ability (van

Steensel, Oostdam, & van Gelderen, 2013).

4.2.1.1 Process models. There are three main approaches in explicating the
process of reading. The most commonly encountered are the bottom-up and top-down
models of reading, which were originally used in computer science to distinguish
between data-driven and knowledge-driven processes (Field, 1999). A third model was

introduced more recently: the interactive information processing model.

4.2.1.1.1 Bottom-up models. Reading as a bottom-up process model was
advocated, among others, by Gough (1972) who suggested that reading starts with
recognition of letters, then phonemes, and words; in other words, the reader decodes
printed text starting from the smallest unit moving progressively to larger units.
During decoding syntactic and semantic rules are activated to understand sentence

meaning.

In this model, the focus is on the processing of the constituents of texts in a sequential

order (Moore, Morton, & Price, 2007; Treiman, 2017; Urquhart & Weir, 1998). It has

72



been claimed that readers with low language proficiency rely more on decoding skills,
and parsing sentences into constituent parts, which suggest the dominance of a
bottom-up approach in reading comprehension for them (Treiman, 2017; Verhoeven,

Reitsma, & Siegel, 2011).

A number of pitfalls in explaining the process of reading using only this approach were
expressed. One of them was that if there were actually a strict sequence of recognition
starting from the letter then it would take a longer time to recognize a word, which is

not the case (Urquhart & Weir, 1998).

Another argument against the bottom-up model was that readers use syntactic
information to decipher word meaning when there is ambiguity, and this strategy
points to a different direction of processing rather than the bottom-up model
(Urquhart & Weir, 1998). Urquhart and Weir argue that in bottom-up models there is
logical inconsistency: if the reader needs to understand all the words before she can
understand the meaning residing in the sentence then how does she know when and

where to stop processing words?

4.2.1.1.2 Top-down models. As opposed to bottom-up models that start from the
smallest text unit moving gradually to the whole of text, top-down models start from
the whole text and move down to smaller units. The context and domain specific
knowledge contribute to the understanding and constructing of the meaning in the

text.

One approach in top-down model of reading is to explain this process as hypothesis
verification, “whereby the readers use selected data from the text to confirm their
guesses” (Urquhart & Weir, 1998, p. 42). The hypothesis may start from context
previously provided in the text, from the reader’s own knowledge of the topic, and
knowledge of the types of texts that are presented in a particular genre of book
(Pearson & Kamil, 1978). Goodman (1997) is known to advocate top-down processing
approach within his ‘whole language’ theory by arguing that “readers bring a great deal
of knowledge, expectations, assumptions and questions to the text and, given a basic

understanding of the vocabulary, they continue reading as long as the text confirms
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their expectations” (Gamboa-Gonzalez, 2017). In this model, one of the prominent

difficulties is the challenge of dealing with the whole text in starting to read.

4.2.1.1.3 Interactive models. Continuing research on reading revealed that neither
bottom-up nor top-down models could satisfactorily explain the reading process and
comprehension on their own, and that there is an interactive process between these
two types of models. There were many proponents of this view of reading (Carrell,
1988; Hudson, 1998; Stanovich, 1980; Verhoeven et al,, 2011). Among those,
McClelland and Rumelhart’s (1981) model is well-known, which was based on an
earlier work by Rumelhart (1977). Known as Interactive Activation Model, it was

based on three assumptions:

(i) There are a series of levels of processing of letters and words as well as higher
levels of processing (top-down) providing contextual input to the word level.

(ii) There is parallel processing during reading. That is, while the reader
processes at the letter level she also processes at the word level and at the text
level.

(iii) Perception is an interactive process. In other words, top-down and bottom

processes work simultaneously to help the reader perceive the text.

Today, it has been widely recognized that reading process is a combination of both the

processing of visual information (bottom-up) and world knowledge put in use through
the text (top-down) (Khalifa and Weir, 2009), and that these processes may take place

simultaneously or in an integrated manner (Faerch & Kasper, 1986; Jenkins, Fuchs, van
den Broek, Espin, & Deno, 2003). The main argument in this approach is the utilization
of information coming from different sources simultaneously (i.e., bi-directionality in

reading processes) rather than sequentially.

4.2.1.2 Componential models. Componential models of reading assume that
reading ability can be analyzed and therefore tested through its components. Dividing
reading skill into sub processes relied mainly on factorial analysis of test takers’
performances (Johnston, 1981). In this method, different reading tasks or items were
expected to load on a limited number of factors that explain the underlying variables of

reading.
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Studies on this divisibility approach go back to 1944 when Davis claimed that he found
eight separate subskills of reading. In a later study, he amended this number to five ((i)
memory for word meanings, (ii) inferencing, (iii) following passage structure, (iv)
recognizing a writer’s purpose, attitude, tone and mood, and (v) finding answers to
questions asked explicitly or in paraphrase) and argued that comprehension of a
reading text is not a unitary skill or process (1968, in Khalifa and Weir, 2009).
Following Davis, Spearitt (1972) conducted analysis on the same data set but found
only the first four factors. A third analysis of the same data set by Thorndike (1973)
ended with evidence for two factors only: general reading comprehension and word

knowledge.

The assumption that reading could be analyzed through its constituent competencies
was not favored by all. There was evidence for both divisible and non-divisible views of
reading (Khalifa & Weir, 2009). Rosenshine (1980), for example, examined data from
previous studies and eventually claimed not to have found any evidence of the
existence of discrete skills in reading. Another counter argument to the divisibility view
came from Alderson (2000). He claimed that the whole reading process is integrated

and that the skills needed to understand a text cannot be identified empirically.

In the presence of studies with conflicting results, Khalifa and Weir (2009) argued that
sampling, method of analysis and the tasks used in the test affected the outcomes of
analyses. They also maintained that the assumptions of the statistical approach were
flawed because the analysis focused on the factors that could be statistically shown to
contribute to performance on the tests rather than the actual processes that a reader
carried out in real life. Hence, they argued that the data examined were a measure of

success on a test rather than successful reading.

At the same time with the use of the factorial approach to identify components of
reading, a skills approach in teaching was widely favored. This approach divided
reading into skills and subskills with a focus on behavioral outcomes in instruction.
Khalifa and Weir (2009) argued that designing taxonomies with subskills for reading
might have initiated the orientation towards a communicative syllabi and the need to

teach language components in smaller chunks. It was generally agreed that devising
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taxonomies and identifying microskills was based on informed intuition rather than

empirical research (Anderson & Lukmani, 1989; Khalifa & Weir, 2009).

Munby (1978), among others, was one of the most influential figures in advocating the
subskKills approach. He identified 266 microskills which he believed help the readers to

understand the texts. Some of the more important microskills identified by Munby are:

-Understanding explicitly stated information

-Understanding information when not explicitly stated

-Understanding conceptual meaning

-Understanding the communicative value of sentences

-Understanding the relations within the sentence

-Understanding relations between parts of text through lexical cohesion devices

Though dividing skills into subskills and strategies was widely accepted in the teaching
of second language practice due to the practicality it offered in material development
and syllabus design, Khalifa and Weir (2009) draw attention to the inconsistencies in
the terminology used in describing reading processes. This shortcoming may be due to
the fact that the subskills approach is more organizationally driven rather than

theoretical, as mentioned earlier.

4.2.1.3 A cognitive processing model in reading. The present study employed a
model of reading that is based on the cognitive processing approach. As Khalifa and
Weir (2009) argued, both the factorial and subskills approaches overlooked the major
role of the test taker in a reading process. They posited that there was very little
reference to the actual cognitive processes that take place in the minds of the readers
when they undertake a reading task. They argued, therefore, that both the context and
the cognitive processes should be considered in defining the construct of reading in a
test. Following this idea and in the endeavor to define a more accurate model of
reading as a cognitive process in the local context, I made use of a cognitive processing
model to define reading ability as a construct for a reading test. This model is taken

from works by H. Khalifa and C. Weir (Khalifa & Weir, 2009; Weir & Khalifa, 2008a)
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who utilized Just and Carpenter’s (1980) and Kintsch and van Dijk’s (1978) earlier

works to develop their own (Figure 9).
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Figure 9 Khalifa and Weir’s (2009) model of cognitive processing in reading

Khalifa and Weir’s model of cognitive processing in reading consists of three

interlinked parts:

e Metacognitive Activity that defines the type of activities that the reader
carries out.

e Central Processing Core that includes elements initiated by the activities
carried out in the Metacognitive Activity.

e Knowledge Base which refers to the types of knowledge that the reader brings

into the reading process.
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Metacognitive Activity includes three separate parts: Goal Setter, Monitor and
Remediation. Goal setter is where decisions about the purpose of reading are given.
Depending on the type of reading, i.e. expeditious or careful reading, some processes in
the central processing core are activated. As reading activity is an interaction of top-
down and bottom-up processes, the processes in the Central Processing Core and the

Knowledge Base are activated depending on the purpose of reading.

Goal Setter is the agent that determines the purpose for reading and decides what type
of reading will be carried out to achieve that purpose. Two types of reading purposes
are specified: careful and expeditious reading which are carried out either at the local
or global level. These purposes and reading dimension were previously theorized in
Urquhart and Weir (1998) as a four-cell matrix (Table 13). This matrix provides the
link between reading types and the processes carried out in the Central Processing

Core.

Table 13 Urquhart and Weir's (1998) matrix of reading types

Local Global

Understanding syntactic

structural sentence and clause. Reading carefully to establish
Understanding lexical and/or accurate comprehension of the
Careful grammatical cohesion. explicitly stated main ideas the
Understanding lexis/deducing author wishes to convey;
meaning of lexical items from propositional inferencing.

morphology and context.

Skimming quickly to establish
discourse topic and main ideas.
Search reading to locate quickly
and understand information
relevant to predetermined needs.

Scanning to locate specific
information; symbol or group of
symbols; names, dates, figures or
words.

Expeditious

Careful local reading is primarily bottom-up processing in order to decode the
propositional meaning. There is no need for building meaning representation at a

higher level. The level of processing is limited to a clause or a sentence, and the
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meaning is derived from this local context. The following sentence is from one of the
reading tasks: There are some well-known methods to find out other people's passwords.
In this example, meaning is derived from the relation between the sentence and
what it describes in a real or imaginary world. As such, it can be gauged to be true or
false. This type of reading is carried out when the meaning resides within a clause or a

sentence.

Careful global reading, as the name implies, is related to understanding the text as a
whole by paying attention to parts of the text that the writer considers important, and
to establish a macro structure of the text through the information received (Khalifa and
Weir, 2009). In this type of reading, most of the components of the Central Processing
Core are initiated. The reader processes the whole of the text (which may be a couple of
sentence, a paragraph, or a whole text) through bottom-up and top-down processes:
she starts decoding, but also uses her knowledge base after establishing propositional
meaning of parts of the text, to make inferences or to connect with prior knowledge on

the topic.

This is very similar to real world reading where the reader combines information from
a number of sources; for example, in freshman courses at METU, project assignments
require students to read different sources on the subject and synthesize information in

their assignments.

The following passage is from one of the reading tasks:

Stanford University, which is listed among the top ten universities in all over the
world, suggests to its users a very simple password building procedure, the result
of which is also very simple. They suggest selecting four simple words and
concatenating them into a passphrase. Their example is orange+eagle+key+shoe.
Calculating with quite a big dictionary of eight thousand basic words, we get
that it would need 68 minutes to crack such a password. If the dictionary
contained only two thousand words, the time requirement would be only 16

seconds.
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In this passage, in order to understand the writer’s opinion of Stanford University’s
suggestion regarding password building, the reader needs to read the whole passage
carefully. Only by forming a relation between sentences and reading between lines can
one understand that the writer of the text did not find the suggestion reliable. This skill,
inferencing, is considered a higher level reading skill as the reader tries to extract

implicit meaning from the text.

Expeditious reading is defined as quick, selective and efficient reading in order to
arrive at the desired information (Urquhart and Weir, 1998). Three reading strategies

can be grouped under expeditious reading: Skimming, scanning and search reading.

Skimming is generally defined as reading quickly to get the gist or the main idea of a

text. There are certain strategies applied in getting the gist of a text:

reading quickly and selectively

o reading the first and last paragraphs of a text

e reading the first and last sentences of a paragraph
e reading the titles and subtitles

e paying attention to non-textual information (charts, pictures, etc.)

The reader may employ one or more of the strategies given above to be able to
understand the macro structure of a text. However, this type of reading does not allow
the reader to create a detailed representation of a text in their minds (Khalifa and Weir,
2009). For example, details, or implicit meanings cannot be understood through
skimming. Although skimming involves some local reading at sentence level, in general
it is considered expeditious global reading. In the following sample paragraph (page
80), in order to establish the macro structure, the reader can approach it by reading the
title of the line graph and by skimming through the text and reading words randomly.
The gist of the text can be understood to be about remittances sent by immigrants, and
that the remittances were on the increase from 2011 to 2015. Scanning is also
selective reading but to achieve a very specific reading goal. The reader looks for some

very specific information such as dates, figures, names, etc. The activity in the Central
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Processing Core is mainly decoding: word recognition. There is no need to make

meaning at sentence or text level; therefore, it is mainly expeditious local reading.

Mass migration has produced a giant worldwide economy all its own, which has
accelerated so fast during the past few years that the figures have astounded the
experts. This year, remittances — the cash that migrants send home — through
banks is set to exceed $232 billion, nearly 60% higher than the number just four
years ago. Of that, about $166.9 billion goes to poor countries. In many of those
countries, the money from migrants has now overshot exports, and exceeds
direct foreign aid from other governments since there are many people sending
40% of their income in remittances. Indeed, many experts believe that the true

figure for remittances this year is probably
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to tax officials, and appears on no records. 2011 2015

In the reading passage given on page 79, a question such as How long would it take to
crack a password using a big dictionary? would be answered through scanning for a

figure (68 minutes) and crosschecked with keywords (big dictionary).

Search reading is slightly different from skimming and scanning as it involves reading
at both local and global level. According to Urquhart and Weir (1998) the reader
searches for a pre-determined topic by sampling the text at different levels (words,
topic sentences, introductory paragraphs, etc.) in order to extract information.
Different from skimming, the reader does not establish a macro structure of the text,
but is involved in getting information on a specific topic, the location of which is
determined by quick reading. With relation to the Central Processing Core, the reader
looks for words in the text belonging to the same semantic field of the topic she is
searching for. Once it is located, the reader reads carefully to establish propositional

meaning, or to make inferences. There is no need to create textual or intertextual
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representation, but world knowledge and topic knowledge may be used to make
meaning of the text. If the information sought can be found within a sentence it is
search reading local, if it involves comprehension of more than one sentence, it is

search reading global.

Part of a text from the search reading task in Reading Test V2 is given on page 83. In
order to answer a specific question such as Why is there a specific layout for the
chambers? the reader needs to identify the location of this information (II. Description
of the facility) by skimming the text and reading subtitles. Afterwards, the reader reads
carefully paying attention to the keywords (Why - in the question, purposeful in the
related sentence) to answer the question (It serves as a security measure against an

explosion.).
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SVALBARD SEED VAULT
I. Introduction

The general public is well aware of the threat of extinction to animal species, far fewer are
aware of the risk of crop extinction. With whales or tigers or polar bears," you can look at
them in the eye and you can be very empathetic. But you can't do that with a wheat variety
or carrot variety”. The history of Svalbard seed vault starts as early as 1983. Like other big
projects, it's been a long and not very easy journey. Preserving seed from food plants is an
absolutely essential part of the work of preserving the world’s biodiversity, adapting to
climate change and global warming and eventually ensuring food for the world’s
population for the foreseeable future. The foundation of a global central seed bank for the
world’s seeds (primarily of food plants) has therefore long been an issue and Svalbard
Global Seed Vault was a step in this direction. In 1989, the International Board for Plant
Genetic Resources (IBPGR) started surveying the relevant alternative sites in Svalbard.
Norway offered to take care of the actual construction of the vault, while the Food and
Agriculture Organization (FAO) and IBPGR would take care of the administrative
operating costs through the creation of a fund based on capital from external donors.

II. Description of the facility

This Seed Vault lies about 1 kilometer from Longyearbyen Airport, at about 130 meters
above sea level and consists entirely of an underground facility, blasted out of the
permafrost (at about minus 3-4 degrees Celsius). The facility is designed to have an almost
“endless” lifetime. The location takes into account all known scenarios for rising sea level
caused by global climate changes. The facility has also been located so deep inside the
mountain that any possible changes to Svalbard’s climate, which we know about today,
will not affect the efficacy of the permafrost. This will be a temporary temperature back up
in the event of technical failure, such as loss of power supplies for a period.

The facility consists of three separate underground chambers. The layout of these
chambers is purposeful. None of them are in a direct line. Instead, the workers have
carved out a concave indentation in the rock. This serves as a security measure against an
explosion. The chambers, each of which have the capacity to store 1,5 million different
seed samples, will have storage shelving for pre packed examples of food seeds from the
depositors.

The monitor in Metacognitive Activity checks whether the reading activity carried out
is consistent with the goals set. This activity is called Goal Checking. It takes place
during decoding and meaning building. It has been argued that skilled readers check
their comprehension of the text regularly by forming meaningful links between
sentences as they read, and fill in the missing parts by making inferences. Goal

checking requires the reader to identify what they do and do not understand while
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reading and where the difficulty lies. If during that process, the reader notices that they
fail to understand the text, remediation comes into play. Several strategies can be used
during remediation: the reader might adjust their reading speed to fit the difficulty
level of the text, or try to translate or paraphrase the parts that are found to be difficult
to understand. Looking back or forward in the text might also be used to resolve the

difficulty.

The Central Processing Core comprises eight processes sequenced hierarchically:

e Word recognition

e Lexical access

e Syntactic parsing

e Establishing propositional meaning
e Inferencing

e Building a mental model

e C(Creating a text level representation

e (reating an intertextual representation

Word recognition is matching a word form in a text with the representation of an
orthographic form known to the reader (Khalifa and Weir, 2009). In the case of
experienced readers, the matching of the form of a word with the mental
representation is automatic. However, if the reader is not fluent in the language she
may need to use much of her cognitive skills in decoding words, and not be able to
build meaning from the text. As such, item writers are advised to make sure to control
the vocabulary range of the texts given to inexperienced readers so that their resources

will not be exhausted at this level.

Lexical access is about the orthographic, phonological and sometimes morphological
mental representations of a word. At this level, the reader matches the form of a word
with its mental representation as well as the meaning. The more frequent words are
presented to the reader, the more quickly they are matched with words in the readers’

mental vocabulary (Khalifa and Weir, 2009).
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Syntactic parsing is about the grammatical structure of the text. After deciphering the
word form and meaning, the reader makes sense of larger units such as a clause or a
sentence through her knowledge of the syntactic structure of the language. It has been
posited that in assessment it is important to present examinees with syntactic
categories in accordance with their level of knowledge of syntax, morphology and other

grammatical elements (Khalifa and Weir, 2009).

Establishing propositional meaning refers to the literal interpretation of the
smallest meaningful unit, a clause or a sentence, without any inferencing. Establishing
the literal meaning of a clause or sentence does not require any higher order
interpretive factor. It is simply decoding of the printed text and deriving the

propositional meaning.

The processes to this point are called lower level processes. The following stages of
processing belong to higher order processes that require the reader to create meaning
above the sentential level by making use of knowledge bases such as topic knowledge,

world knowledge and text structure knowledge.

Inferencing is a higher order process. Khalifa and Weir (2009) posit that inferencing is
a creative process because the reader needs to fill in the gaps between ideas by adding
information that is not explicitly stated. They also state that inferencing does not
always take place at the sentence level but also at word level in which case the reader

needs to guess the meaning of the word by using contextual clues.

Building a mental model, the stage after inferencing, refers to the consistent adding

up of new information onto what has been read before. Field (2004) maintains that

[ilncoming information has to be related to what has gone before, so as to
ensure that it contributes to the developing representation of the text in a
way that is consistent, meaningful and relevant (p. 241).

As the reader is engaged with the text, she may update, or modify the mental model she

builds with the new information she receives from the text through monitoring.
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Creating a text level representation is a stage where the reader understands the
hierarchical structure of the text, and identifies parts of the text that are significantly
related to the main idea(s) of the text. At this level of processing, the reader
understands the discourse structure of the text and distinguishes main ideas of the text

from others (Khalifa and Weir, 2009).

Creating an intertextual representation refers to comprehension of multiple texts
by creating a macro-structural organization in order to connect representations of

those texts meaningfully (Lacroix, 1999, in Khalifa and Weir, 2009).

The next section of the model is called Knowledge Base. This section of the model
reveals the types of knowledge activated with relation to the cognitive processes that
are employed. Some knowledge types have been grouped together as they are usually

activated simultaneously. The types of knowledge presented in the model are:

e Lexicon (Form and Meaning)

e Syntactic knowledge

e General knowledge of the world / Topic knowledge / Meaning
representation of text so far

e Text structure knowledge (Genre and Rhetorical tasks)

Lexicon refers the list of words of a language or communication system (Zeevat,
Grimm, Hogeweg, Lestrade, & Smith, 2017). Knowledge of lexicon in this reading model
contains information regarding the form of words, i.e. the orthography, phonology and
morphology of words, and information regarding the meaning of the word and the

word class, i.e. whether it is a noun, verb, adjective or adverb.

As the reader gets the visual input from a text, the processes that are activated initially
are word recognition and lexical access. These two processes rely on the information
received from the mental lexicon of the reader. During word recognition, the form of a
written word is matched with a representation of the orthographic form. Experienced
readers may make this connection automatically, whereas for less experienced readers
this process could be complicated (Oakhill & Garnham, 1988). During lexical access,

information about a word’s form and meaning is retrieved (Field, 2004). Words that
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the reader encounter frequently would be more quickly identified, which suggests that
in test construction the amount of frequent and less frequent words to be included in
the texts need to be considered with regard to the level of proficiency of the test takers.
It is expected that knowledge of less frequent words will increase as a reader becomes

more proficient in language use.

Syntactic knowledge is the knowledge of how words can be combined in meaningful
sentences, phrases, or utterances. After accessing the lexicon to receive information
about the form and meaning of words, the reader puts words together to make phrases,
and then creates the larger units of clause and sentence to understand the message.

Establishing the propositional meaning of the sentence takes place at this level.

At the level of General knowledge of the world / Topic knowledge / Meaning
representation of text so far, more knowledge is added to the propositional meaning
of the sentence to make it meaningful in the context it appears. Meaning representation
of text involves the macro-structure of text which is formed as cohesive links between
text are formed. The reader uses world knowledge or knowledge of topic to “judge the
coherence and consistency of what has been understood when it is integrated into the

ongoing meaning representation” (Khalifa & Weir, 2009, p. 52).

At Text structure knowledge level, the reader has already established the discourse-
level structure of the text. She then determines, through the use of knowledge of genre
and rhetorical tasks, how the text is structured and which parts of the text are
important for the purpose of the writer. Through the knowledge of discourse, the

reader also identifies the macro level relationships between ideas.

4.2.2 Freshman students’ communicative needs. After establishing the
conceptual basis of reading ability using a cognitive processing reading model that is
applicable in academic contexts, | now present a brief review of a needs analysis
project carried out at METU. This review brings to light specific reading requirements
in the first year of undergraduate programs at the five faculties (Engineering,
Education, Architecture, Arts and Science, Economic and Administrative Sciences) at

METU. The next step is amending the cognitive processing reading model in
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accordance with the contextual needs, which finalizes the localization of the reading

model and establishes the test construct of reading in an EFL context.

4.2.2.1 Background. The needs analysis study was part of a larger project that
sought to investigate the curricular activities of the two departments, Department of
Basic English (DBE) and Modern Languages Department (MLD), under the School of
Foreign Languages (SFL). DBE teaches English to newly registered undergraduate
students whose level of English proficiency is not sufficient to study at an academic
program at METU. MLD also provides English language instruction, besides other

languages, but their courses are for freshman, junior and sophomore students.

The aim of the above mentioned project was to maintain high standards in SFL’s

activities and improve school effectiveness by

1) reviewing the current situation at the macro and micro level, and assessing
how effectively the school can respond to local and global transformations,

2) analyzing the target language needs of the students and renewing the
curricular programs in line with the findings,

3) defining English language proficiency in the light of our students’ future
language needs

4) developing a language proficiency test that conforms with systematic test
development procedures and validity theories.

4.2.2.2. The design and implementation of the project. The project was
carried out by the two coordinators of the Research and Development Unit under the
SFL, one instructor from DBE, and one from the MLD. Each coordinator was
responsible for investigating students’ needs in their respective domain. As the
coordinator on the DBE side of the project, I started working on the projectin 2013,
and designed a research study that investigated 1) the effectiveness of the programs
offered at the DBE at five different levels (beginner, elementary, intermediate, upper-
intermediate, and the repeat group), and 2) DBE students’ language and learning needs
in the first year of their subject studies. The stakeholders included people from the

DBE, the MLD and the faculties. The instructors at the MLD and the faculties had first-
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hand experience of the difficulties undergraduate students face during their freshman
year. In the same vein, students from the DBE and first year students from the faculties
were invited to participate in the study. Data collection was carried out through
questionnaires, focus group and one-to-one interviews with the help of two other
colleagues. In the summer of 2014, qualitative and quantitative analyses were

completed. The summary of the research design is given in Table 14.

Table 14 Research design of the SFL project

Mb Participants  Procedure il e
R Analysis

To find out whether the planned & Document .
. ! . R&D . Discourse
implemented curricula are compatible Analysis
DBE Interview QUAL
. . QUAN &
Instructors Questionnaire QUAL
To evaluate the efficiency and . :

. DBE Questionnaire QUAN
effectiveness of the goals and Students Focus Grou QUAL
objectives of the implemented p
curriculum DBE Interview QUAN &

Instructors = Questionnaire QUAL
DBE Questionnaire QUAN &
Students Focus Group QUAL
icul
curredlum Freshmen Questionnaire QUAN &
QUAL
DML Focus Group QUAL
Faculty Interview QUAL
To find out whether the implemented Freshman  Questionnaire QUAN
curriculum efficiently prepares DBE
students for their departmental DML Focus Group QUAL
studies X . QUAN &
Freshman Questionnaire QUAL
Faculty Interview QUAL
Freshman . .
Students Questionnaire QUAN
To find out whether commercial and DBE Questionnaire QUAL &
Materials  in-house materials effectively address Students Focus Group QUAN
DBE students’ needs & interests DBE Ins. Interviews QUAL

4.2.2.3 Defining communicative needs. The aim of the needs analysis study
(SFL, 2015) was to investigate the communicative tasks students needed to carry out in

the first year of their subject studies. Ultimately, the DBE curriculum and the syllabi,
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and the content of the language proficiency exam were planned to be based on the

findings of the needs analysis study (Figure 10).

MLD
DBE Curriculum
Curriculum Syllabi
Syllabi Materials
Materials Assessment
Assessment Teacher Education

METU-EPE

Development &
Validation

Figure 10 Domains of the SFL project

4.2.2.3.1 Data sources: Interviews. The interviews conducted with the faculty
members, freshman students, and DBE instructors were the major sources of data. The
faculty interview questions focused on the actual course requirements such as the type
and density of reading to be carried out as preparation for the courses each week, the
types of assessment batteries, test tasks, and assignments given to students. Moreover,
faculty professors’ and MLD instructors’ observations on the strengths and weaknesses
of freshman students in carrying out course requirements were investigated through

the interviews.

DBE Instructors were interviewed to reveal the effectiveness of the curriculum in
addressing students’ needs, and how to improve instruction. Their views on the
importance of each language reading skill (reading, listening, writing, speaking) were

also investigated.

Focus group interviews were carried out with DBE students to reveal areas where they
find instruction at the DBE effective/ineffective, and their motivation levels regarding

the learning of each skill.
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4.2.2.3.2 Data sources: Documents. A second set of data came from the
documents collected from the web such as the syllabi, assignments and course books
announced on the department web sites. Content analysis of the documents informed
me about the weight and variety of the workload of freshman students (reading
assignments, project assignments, lab assignments, etc.), and the types of texts (genre,

style, complexity, etc.) that the students were expected to deal with.

4.2.2.3.3 Data sources: Questionnaires. Questionnaires were used to collect large
amounts of data from DBE and freshman students on various aspects of teaching and
learning. For example, freshman students were asked to rate the importance of the
communicative tasks (e.g. group work, discussions, background reading as preparation
for lectures, etc.) for achievement in their respective programs. They were also asked
to rate the effectiveness of the instruction they had received from the DBE. The

participants were provided space to comment further on the questions asked.

DBE students were administered a detailed questionnaire investigating their views on
the effectiveness of the instruction they were receiving at the time, improvements they
could suggest, the ranking of the language skills in importance for them, etc. Their

views on the assessment system and the materials were also investigated.

A questionnaire very similar to that of the DBE students was administered to the DBE

instructors - for the purpose of comparison of opinions.

The data were analyzed quantitatively, and where possible, comparisons were made

between the responses.

4.2.2.4 Data analysis. As the language proficiency exam is given to all students
independent of their field of study, one of the main aims while analyzing the data was

to identify the language needs that were common to all disciplines.

For a better understanding of the common approaches and methods used in teaching in
various disciplines, the data was categorized into four major disciplines following
Biglan’s (1973) grouping of the different scientific areas in accordance with their

epistemological origins and research methodologies.
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These four categories were Hard Applied Sciences (HAS), Hard Pure Sciences

(HPS), Soft Applied Sciences (SAS) and Soft Pure Sciences (SPS) (Table 15).

Nonetheless, the boundaries between the disciplines are not solid and sometimes there

may be overlaps between them.

Table 15 Faculties and student distribution (2014)

PURE APPLIED
Field Student % Student %
Biology Aerospace Engineering
Chemistry Chemical Engineering
Mathematics Civil Engineering
Physics Computer Engineering
Statistics Electrical and Electronic Engineering
Q Environmental Engineering
% 14 Food Engineering 47
= Geological Engineering
Industrial Engineering
Mechanical Engineering
Metallurgical and Materials Engineering
Mining Engineering
Petroleum and Natural Gas Engineering
Economics Architecture
History Business Administration
Philosophy City and Regional Planning
. Political Science Computer Ed. and Ins. Technology
LS & Public Adm. Elementary Education
& Psychology 22 Foreign Language Education 17
Sociology Industrial Design
International Relations
Secondary Education
4.2.2.5 Findings.

4.2.2.5.1 Importance of reading. One major finding of the needs analysis study

was the apparent emphasis on the importance of the reading skill among others in all
disciplines. The instructors offering the freshman courses established that reading, and
especially critical reading of academic texts, was a prerequisite for success in academic
programs. Shih (1992) states that reading for academic studies involves critically
reacting to the text, recalling what is read (both the main points and details),
synthesizing related information from readings and lectures. Reading, in this sense,
entails such skills as concentrating, planning, critically analyzing, synthesizing and
evaluating. Furthermore, the instructors of the DBE maintained that the teaching of the

reading skill should be prioritized as they considered it to be an essential academic
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skill. According to both the instructors in the faculties and in the pre-sessional
language school, reading is the most important skill in learning an academic subject.
Although the data gathered from the students at the DBE and the freshman courses
revealed their preference for speaking (DBE) and listening (freshman) as their first
choice, reading was perceived as a very important academic skill by all freshman
students (HAS students: 90%, HPS students: 86%, SAS students: 91%, SPS students:
97%).

4.2.2.5.2 Types of reading texts. After establishing reading as a major and critical
skill in academic achievement, the next step was to identify the types of texts students
read. In almost all disciplines, students were required to follow course books. As a
preparation for the lectures, they were expected to do background reading each week.
The weekly reading load ranged from a few pages to about 40 pages including chapters
from course books, newspaper articles, scientific articles, and technical texts from
reference books or the Internet. The majority of the course books were of foreign
origin written for college-level students. The types of texts in such resources were
expository, descriptive, and sometimes argumentative. Expository type of texts
dominated in all fields; however, argumentative texts such as comments and books

reviews were also among required readings.

In terms of the length of texts, the analysis revealed that the texts assigned to freshman
students range between 20-40 pages per chapter/week. This finding pointed to the
need to use longer texts in assessing reading ability so that the test tasks better

represent the actual tasks.

4.2.2.5.3 Vocabulary. All participants agreed upon the fact that knowledge of
vocabulary is very important for comprehension, and that most DBE students lacked
this knowledge. The instructors expressed their wish that the students were equipped

with general academic vocabulary before they started their degree programs.

Although the concept of academic vocabulary is vague, there are helpful resources in
the literature that categorize lexis according to frequency of use in general and
academic settings. Two of those resources are the New General Service List (NGSL)

(Browne et al.,, 2013b) and the New Academic Word List (NAWL) (Browne et al.,
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2013a), which consist of words relevant to academic study. The NGSL consists of 2800
words, and the NAWL consists of 963 headwords (that is, time and plural inflections of
words included), which cover 92% of academic texts, as stated by the authors. The lists
were derived from a 288 million-word corpus of academic texts from the United

Kingdom and United States covering a wide range of academic disciplines.

In order to ensure that the NGSL and NAWL sufficiently address the vocabulary needs
of students at METU, randomly chosen chapters from one or two course books used in
various programs (branches of engineering, sociology, history, philosophy, education,
international relations, economy) were submitted to a vocabulary analyzer software

(Compleat Lexical Tutor: http://www.lextutor.ca/vp/). The results were very similar
to those announced by the authors of the NGLS and NAWL. Hence, it was decided that

these two lists could serve as the basic level of lexical range students need to master.

4.2.2.5.4 Describing the reading skill. According to the findings of the needs
analysis study, the purposes of reading at freshman level were categorized using

Council of Europe’s language framework (2009) as:

1) Reading for information and argument: The goal is to comprehend the main ideas
and other essential information, stated either explicitly or implicitly. One should also
be able to identify the arguments in a text. This type of reading is carried out when the
students read to learn as preparation for an exam or project. The types of texts relevant
for the students are course books, books, articles, instructors’ notes, slides, own notes

etc.

2) Reading for orientation: The goal is to quickly locate information on a
predetermined topic in long and complex texts, and read only the parts that are
needed. This type of reading is also helpful in establishing whether the content of a text
is relevant and whether a specific part of the text needs careful study. The types of
texts used are books, articles, other relevant texts from the internet, technical reports,

etc.

3) Reading instructions: The goal is to understand everything in detail. The texts are

short, from a sentence to a few sentences. These may be exam instructions, exam
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questions, other instructions relevant to class work (report preparation instructions,

project assignments, etc.)

4.2.2.6 The new conceptual model. A viable reading construct for this setting is
based on the four-cell matrix of reading types proposed by Urquhart and Weir (1998)
and elaborated by Khalifa and Weir (2009). Here, the reading types, i.e.,
careful/expeditious and the reading dimensions local/global are the two continua
along which the three categories of reading activities specified for undergraduate

students are positioned.

local <

» global

v

expeditious

Figure 11 Conceptualized reading model according to reading purposes and types

In this model reading construct is defined in two dimensions and with reader
purposes: reading instructions, reading for information and argument, and

reading for orientation.

Reading instructions involves reading questions or scenarios in the exam papers,

reading instructions for assignment preparation, reading announcements, reading
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essential information in the syllabi regarding course requirements, assessment
procedures, etc. In this case, reading is carried out mainly at careful local level, but
occasionally may require careful global reading as well. At the local level, the student
decodes the text to establish the basic meaning of the sentence. Some inferencing may
also be necessary to build a mental model. As the meaning resides usually at the
sentence level, there is no need to integrate pieces of information to build a larger
textual meaning representation. Regarding the reading model (Figure 9), while reading
instructions decoding (word recognition, lexical access and syntactic parsing) and

establishing propositional meaning at the sentence level take place.

Reading for orientation mainly requires global expeditious and global careful
reading. This type of reading is necessary to search for some specific information on a
predetermined topic or to understand the gist of a text. Students read for orientation in
preparation for a course: they may skim through reading assignments before class
meetings in order to understand the main ideas in the course material. The attention is
on parts of a text that have macro-propositional character. In order to understand
whether a proposition has such a value the reader uses general/world knowledge to
make guesses. However, knowledge of genre and how texts in different genres are
structured, also help the reader to choose possible positions of the macro-propositions.
For instance, in a formal argumentative text, the reader would find the argument of the
text within the thesis statement generally placed in the introductory first paragraph of

an essay.

Reading for orientation may also involve scanning. In scanning, the reader’s aim is to
access very specific information. She searches for keywords, numbers, dates, etc.
Khalifa and Weir (2009) define it as “a perceptual recognition process which is form
based and (which) relies on accurate decoding of a word or string of words” (p.59). The
part of text that does not contain the search word/string is totally ignored. As very few
components of the reading model are involved in scanning, there is scarce meaning
building at the clause level at most. As such, considering the contextual needs, scanning
was not found to be a major skill to test, but can be useful to the students as a time-

saving strategy in locating specific information in a text in a short time.
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Another practice in reading for orientation is search reading. In search reading, the
reader has a predetermined topic in her mind and she wants to locate that information
quickly and selectively. The reader may make use of her knowledge of text structure to
help her search the pre-specified texts/topics. Once that is done, the reading mode
changes into careful reading in order to establish the meaning of a sentence, a
paragraph or more. The aim here is to find relevant information quickly in order to
answer a question. If the information is found within a single sentence, it is called
search reading local; if more than a sentence is required to obtain the necessary

information it is search reading global.

In a testing situation, the reader searches for keywords indicated in the test item or for
words in the same semantic field. When she locates the information, she starts to read
carefully to establish the propositional meaning at sentence level. In some texts, she
may have to integrate information across sentences and make inferences. Testing
search reading strategies would yield information about the reader’s ability in handling
long texts for the purpose of locating and identifying the information she needs.

The major reading activity that emerged from the needs analysis study was reading
for information and argument. This type of reading involves reading as preparation
for a course, or an exam, or as an initial step to fulfil an assignment, such as conducting
a project or writing a paper, or report. Comprehension of whole text(s), evaluation,
synthesis and analysis are taxonomic skills expected in this type of activity. The reader
should be able to understand main ideas and details in lengthy texts, understand
implicit ideas and writer’s stance. Incorporating information from a number of reading
sources is also an important academic activity.

Reading for information and argument requires careful reading mostly at the global
and rarely at the local level. In this type of reading, the reader comprehends the
complete meaning within the text. If there is an unknown vocabulary item, the reader
may try to decode the meaning through careful reading at sentence level (local). Hence,
in reading for information and argument, almost all of the processes mentioned in the

reading model are activated.
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4.2.3 Test specifications. After establishing the theoretical basis for reading
and elaborating on a new reading model, test specifications were composed

(APPENDIX E).

Context validity in the socio-cognitive framework, first discussed in Weir (2005) and
later modified in Khalifa and Weir (2009) requires the investigation of parameters
under two heading: Task Setting and Task Input and Output (previously discussed in
Chapter 2). (Table 16). In composing the specifications for the test, those parameters

guided the design and content of the document.

Table 16 Context validity adapted from Khalifa and Weir (2009)

Linguistic Demands:

Task Setting Task input and output

* Response method

* Weighting

» Knowledge of criteria

» Orderofitems

» Channel of presentation
= Text length

= Time constraints

= Overall text purpose

= Writer-reader relationship
= Discourse mode

= Functional resources

= Grammatical resources

= Lexical resources

= Nature of information

= Content knowledge

4.2.3.1 Task setting.

4.2.3.1.1 Response method. Choice of test response method is closely related to
the aspect of ability that is being assessed; in other words, the test developer needs to
decide whether a specific chosen response method can elicit a specific behavior, or
cover certain content (Alderson et al,, 1995; Brindley, 2001; Fulcher & Davidson, 2007;
Anthony Green, 2014; Haladyna & Rodriguez, 2004). Therefore, it is necessary to
identify what type of test task formats can be used to test certain reading types, and
what cognitive processes they may activate (Khalifa & Weir, 2009). However,
sometimes administrative decisions may prevail. Due to reasons such as objectivity of
scoring (test reliability) and lack of resources (scorers and time), it was decided by the

school administrators that the reading test would contain selected response type items
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to a great extent. Among the range of formats in selected response items multiple-
choice and multiple matching items were used in the reading test (See Table 10 and

Table 20 for the distribution of item types in Reading Test V1 and V2).

Multiple choice format has been widely used in large scale testing due to obvious
advantages it offers in grading, i.e. objective marking of items; moreover, the time
management of the administration, and grading of the exam becomes easier (Haladyna
& Rodriguez, 2004; Khalifa & Weir, 2009). Using multiple choice items in testing high-
level processes such as inferencing is much easier due to the control it provides
compared to open-ended items (Khalifa & Weir, 2009). Some other advantages of the
multiple-choice format frequently mentioned in the related literature can be

summarized as:

it is familiar to the test takers and they know exactly what is expected of

them and how to respond,

- using multiple choice questions increases the reliability of the test as a large
number of questions can be answered in a limited amount of time, compared

to, for example, open ended questions,

- multiple choice questions can be pre-tested easily; hence, they make it easier

to set the difficulty level of the test (Weir, 1983)

- multiple choice questions are marked objectively, and therefore, using them

increases scoring validity,

- thereading score is not contaminated by other skills (such as writing, as in

an open-ended question).

The shortcomings of using the multiple choice format are well-known and are
frequently voiced in the literature. Test takers usually approach multiple-choice
questions with the intention of solving a problem, for instance, rather than
comprehending a text/task. What is more, while selecting options test takers may use
test response strategies that may not be relevant in the non-testing context (Rupp,

Ferne, & Choi, 2006).
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Still, multiple-choice type items are believed to activate processes that resemble the
natural processes used during careful and expeditious reading (Khalifa & Weir, 2009),
and hence, were used extensively in our reading test. Out of 30 reading items, 16 were
prepared in the multiple choice format. They were used to test mainly global careful

and global local reading.

Matching is also a selected response item type and it is also scored objectively. This
item type was chosen for the testing of mainly careful expeditious and sometimes
careful global reading. The matching items asked the test takers to match headings

with paragraphs. Out of 30 items, there were 6 matching items.

Short answer items were used to assess the search reading skills of test takers. Short
answer items require test takers to write down their answers on the test paper, in a
phrase or at most in a sentence. Short answer format was chosen for search reading
because it better reflected real life tasks in reading. This skill also “seem|[s] to be more
testable by short answer questions than multiple choice, the latter involving more

spotting and matching of material in the text with the options” (Weir, 1983, p. 339).

In search reading, the readers are expected to read expeditiously to identify the
location of the topic they wish to read about. Then, they would read carefully to extract
the necessary information. Testing this skill using any of the selected response item
types can lead the test taker to scan the text for keywords they find in the options. This
would defy the purpose of testing search reading. Therefore, it has been decided that
having the test takers produce the answer themselves through the processes they

would use in real-life would be a better solution.

One downside of using short answer item type is about grading; inevitably, the papers
need to be clerically marked, which brings about some problems such as subjective
grading and human error. In order to avoid some of the problems associated with
subjective grading, the questions were constructed in such a way that the test takers
wouldn’t need to make any change in the syntax of the expected answer; they only

needed to copy the phrase(s) or clause that they think answers the question on to their

100



answer sheet. This would, hopefully, prevent test takers from grammar pitfalls such as
using wrong form of words. As for human error, each paper was scored by two graders

to minimize human error.

4.2.3.1.2 Weighting. Weighting is about the points allocated to each item in a
test. In case where a certain task is believed to be more important than the others, and
it puts a higher cognitive load on the test taker, then that kind of a task may be
awarded a different score. If, in a test, there is differential weighting, it needs to be
revealed to the test takers beforehand so that they may decide on how to use their time
in the goal setting phase (Khalifa & Weir, 2009). The weighting used in our reading test

was the same for all types of questions; i.e. all questions were given 1 point.

4.2.3.1.3 Knowledge of criteria. Khalifa and Weir (2009) claim that test takers
need to know beforehand the criteria for the judgement of their reading skills. In
selected response item type, it is only the judgement of whether they have marked the
correct option on the answer sheet. However, in constructed response item type, the
test takers should be informed whether they will, for example, lose any points for

misspelling a word, or using wrong punctuation.

The selected response item type is included in the careful reading section of the exam,
where the test takers are asked to mark the option that they think answers the
question correctly. In the search reading part, the test taker is expected to write their
responses in the space provided. The expected answers are usually a word, a phrase or
a short clause. Small mistakes that do not cause a misunderstanding on the part of the
reader are ignored. Those may be spelling mistakes which are usually considered
copying mistakes, mistakes in punctuation, missing words - other than content words
- and some language errors that do not inhibit the reader from understanding the

given response.

4.2.3.1.4 Order of items. According to the processing model of reading proposed
in this study, in real-life careful global reading, after processing the sentence, the
readers start building a mental model of the text. As they keep reading and receive new
information, they integrate it into the representation they have created so far. This

modelling suggests that reading is an additive process. It is, therefore, reasonable to
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present the questions in the same order of the text, consistent with the comprehension
process in careful reading (i.e., questions related to the first paragraph of the text are

placed before questions related to the second paragraph).

In expeditious reading, items may not be given in order mirroring the text because, the
readers sample the text randomly to get its gist. Both top-down and bottom-up
processing takes place in expeditious reading, and after establishing a rough macro
structure of the text, the readers usually switch to careful reading of the parts that they
are interested in. This suggests that items that require expeditious global reading may
come first in a reading task, followed by careful global reading items.

In search reading, again, reading is not a linear process: the reader searches for a
predetermined topic in any direction until she finds it. Afterwards, she reads carefully

for information.

In the reading test, since the majority of the questions require careful global reading,
the items are ordered according to the order of the information in the text. In search
reading, too, the same format is followed, as the search reading text is much longer

than careful reading texts (3000 words vs 1000 words).

4.2.3.1.5 Channel of presentation. It has been suggested that the types of non-
verbal information presented in a text, and the associations between non-verbal and
verbal pieces of information have an effect on the reader; some readers may benefit
from having both verbal and non-verbal information such as diagrams, pictures, maps.
It helps to reactivate the information previously read if working memory capacity is
limited (Hegarty & Just, 1989; Holliday, Brunner, & Donais, 2018; Khalifa & Weir,
2009).

Despite these advantages, information in our reading test is presented only verbally in
the reading test, which is mainly due to habit rather than an informed choice. The
testing committee has been informed of the possible positive impacts of presenting

non-verbal information on the test-takers and this may be considered in the future. .

4.2.3.1.6 Text length. The decision regarding text length needs to be based on the

operations that the test intends to measure (Khalifa and Weir, 2009). Whereas a long
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text seems to be more appropriate for testing global expeditious and search reading

abilities, a shorter text could more easily be processed for reading details.

The reading requirements in the target language use domain also affect the decisions
on text length; for example, if an undergraduate student is generally expected to do 10
- 15 pages of reading to prepare for a course each week, it would be logical to test her
expeditious reading skill using a text similar in length. However, it is usually not
possible to replicate the real life tasks exactly due to a number of practical constraints
(e.g. time); therefore, when such decisions are taken resources should also be

considered.

As a generalization, one may assume that in academia reading for orientation requires
processing of long texts to understand the gist, and reading for information and
argument requires reading carefully to understand both the main and supporting ideas
in shorter passages. The needs analysis report revealed that close to 90% of the
freshman students were required to process texts from a few pages to whole chapters
(25 - 30 pages long) weekly as background reading for their courses. A recurring
complaint of faculty members teaching freshman courses was that the students
generally neglected to read the assigned texts. Among other reasons, lack of knowledge
of reading strategies could be a factor to explain this attitude. The longer the texts the
more difficult it becomes for the reader to process due to the linguistic and content

knowledge required to process them (Skehan, 1998).

Similar complaints were encountered regarding students’ abilities in reading critically.
Though much shorter texts (one page at most, usually shorter passages from
newspaper or journal articles) were used during the classes for critical reading, the

students had difficulty in dealing with them.

Seeking a balance between future needs, resources and the cognitive load that reading
imposes on test takers, text lengths were decided as follows: For careful reading, texts
with 700-1000 words, with at least 7 paragraphs, were found to be appropriate to
include the necessary number of items that are required for each reading task (one
question per paragraph). This approach (one question per paragraph) is similar to that

of some international language tests (e.g. TOEFL:
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https://www.ets.org/Media/Tests/TOEFL/pdf/ SampleQuestions.pdf ). When the
assessed reading ability is careful reading, test takers are expected to read for detail
(shorter text — due to time constraints), however, to assess expeditious reading skill,
longer texts are needed. Hence, for search reading, 2500 - 3000 words were found to
be appropriate to test expeditious and search reading abilities, within the time period
reserved for the test. A similar approach to testing search reading was observed in
other EFL contexts (see, for example, http://www.yadyok.boun.edu.tr/buept/buept-

ornek.htm#search-reading).

4.2.3.1.7 Time constraints. The time given to answer the reading items needs to
be allocated carefully so as to obtain reliable results. There are multiple studies on

reading speed in the literature, some of which present conflicting results (Table 17).

Table 17 Reading speeds in English

Words per
Reading type L1/L2 Researcher(s)
minute

Careful R. L1 250

Nation (2009)
Skimming L1 500
Not specified L2 86.5
Readine for Haynes and Carr

sfor. L2 63.5 (1990, in Khalifa and Weir,

comprehension 2009)
Not specified L1 254
Not specified L2 200

Nuttal (1996)
Expeditious R L1 800
Not specified L2 under 100 Jensen (1986)
Expeditious R L1 800 Heaney (2009)

Considering the recommendations from the literature and the reading speeds of the
instructional materials at the DBE, for the careful reading tasks of the test,
approximately 60 wpm, for the expeditious reading task a reading speed of 100 wpm
was calculated while designing the tasks. While the time allocated for each reading type
may seem too much, the time required to read and to answer the questions (including

writing short answers) were also included in this timing.
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4.2.3.2 Linguistic demands: Task input and output. Khalifa and Weir (2009) argue
that the linguistics demands in a test need to simulate those of real-life tasks as closely
as possible. Only then, decisions that are based on score interpretations can be
justified. For this reason, in making decisions regarding linguistic aspects of input task,
several factors were considered such as the demands of the target language context,
that is, the first year reading requirements in academic programs, the current test
taker profile, and practical issues regarding the administration of the test. By
developing a test containing similar linguistic features as texts that the students read in
real life, we try ensure that the scores obtained from the test can be generalized; that is,

the scores can have predictive value for contexts other than the testing situation.

4.2.3.2.1 Overall text purpose. Overall text purpose ( i.e. text function) is closely
related to six factors according to Jakobson (1960). He claims that the following factors
determine the function of text: addresser, addressee, context, message, contact
(between addressor and addressee) and code. Each factor corresponds with a text
function respectively: referential, expressive, conative, poetic, phatic, and reflexive.
Jakobson (1960) demonstrates the connection between these two sets of variables as

follows (Figure 12).

context
referential

¥

addressor message addressee
emotive poetic conative

¥

contact
phatic

\

code
metalinguistic

Figure 12 Relation between factors and functions

e The Referential Function is related to content and it intends to
inform the reader about a situation, object or mental state.
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e The Emotive Function is related to the addresser (speaker) and
intends to convey feelings or emotions.

e The Conative Function engages the addressee (receiver) and intends
to persuade or convince.

e The Poetic Function focuses on the message and intends to entertain
or please.

e The Phatic Function is the use of language for interaction and is
related to the contact factor. It intends to keep in touch.

e The Metalinguistic Function is the use of language (code) to discuss
of describe language itself. It is language about language.

The referential function is encountered in academic writing as expository text (e.g.
definitions, academic essays, book reviews and commentaries) (Vahapassi, 1982), and
it is the most common function in academic writing (Khalifa and Weir, 2009). Another
essential function of academic writing is argumentation, in other words, the conative
function. This function is mostly found in argumentative /persuasive writing (e.g.
editorial, critical essay/article) (Vahapassi, 1982). Khalifa and Weir (2009) claim that
emotive and phatic functions of written communication can be seen, to a lesser degree,

in text messages, blogs, etc.

The texts chosen for the reading test are primarily referential in purpose, that is, they
aim to inform the reader on a subject, and sometimes conative, presenting an argument
over a subject. These two functions provide ample opportunity to the item writers in
creating items in accordance with the purposes of reading such as reading to find the
main points in a text with a referential purpose, or following the main arguments in a

conative text, in careful global reading.

4.2.3.2.2 Writer-reader relationship. There is reference to the centrality of the
reader’s capacity or role while creating or choosing a text for a specific purpose (Grabe
& Kaplan, 1996; Hyland, 2002). If only the intended reader’s capacity is well estimated
can the writer decide on the content of the text: with an expert audience in mind, the
writer may omit some information relying on the audience’s background knowledge or
capacity to infer. This decision may also influence the choice of vocabulary and the

complexity of grammatical structures (Khalifa and Weir, 2009). As such, a text by itself
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is not a determining factor; the reader’s characteristics have an impact on how and

how much of a text is comprehended.

As the audience of the texts in this reading test may come from many different
backgrounds, the age-range was taken as a deciding factor in choosing the texts. In
addition, care was taken to avoid culturally sensitive material. All texts were aimed at

non-specialized, general reader.

4.2.3.2.3 Discourse mode. There are numerous studies that have investigated the
relation between comprehension and text organization. Carrell (1987), for example,
claimed that when readers are given texts with familiar content and rhetorical form, it

influences their comprehension positively. (Urquhart & Weir, 1998).

Meyer and Freedle (1984) studied how the different discourse types resulted in
differences when processing the text. They focused on the rhetorical organization of
expository texts having collection, description, comparison, problem/solution, and
causation structures. Their finding revealed that description and collection structures
are generally not as organized as problem solution, causation and comparison
structures and that, causation and comparison structures are better recalled than the

others.

The CEFR (Council of Europe, 2009) provides a detailed list of text sources for the four
contexts of language use: personal, public, occupational and educational. The two
domains that were found to be relevant for text selection in the context of this study
were educational and public domains. For the educational domain, the sources of texts
were specified as textbooks, reference books, journal articles, abstracts, etc. and for the
public domain, they were public announcements, labels, notices, regulations,
programmes, etc. However, the CEFR does not elucidate how to determine the type of
texts appropriate for a specific level in the CEFR. In other sources (A. D. Cohen & Upton,
2006; Khalifa & Weir, 2009), there is reference to different rhetorical tasks

encountered in academic texts such as exposition, argumentation and narrative.

Taking account of the recommendations in the literature (Bruce, 2008; Hyland, 2008;

Hyon, 1998; Swales, 2004) and the types of texts used in academic programs, the
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genres for the reading test were decided as academic journals, newspaper and
magazine articles, extracts from books, and other informational sources (blogs,
internet articles, etc.), and the rhetorical tasks were chosen as descriptive, narrative,

expository and argumentative.

4.2.3.2.4 Functional resources. Functions of language were defined in the CEFR
(2009) as micro and macro functions: the former refers to short utterances, such as the
turns of speakers in a conversation whereas the latter, macro functions, refers to

extended text, either spoken or written, with categories such as:

description

narration

commentary

exposition

exegesis

explanation

demonstration

instruction

argumentation

persuasion (Council of Europe, 2009, p. 126).

Khalifa and Weir (2009) mention some basic functions specific to any CEFR level. At
the B2 level, which is defined as an independent user level, language users can carry out
communicative tasks in various domains (educational, vocational, personal). Van Ek
and Trim (2001) provide an extensive list of functions that language users can carry
out at B2 level (e.g. describing, narrating, giving opinions, synthesizing, evaluating,
critiquing). Khalifa and Weir (2009) claim that it is mainly the lexical and grammatical
resources that are needed to express a specific function that are significant in
determining the level of the language user. In the reading test, functions commonly
attributed to B2 level as well as some low frequency lexical items and

complex/compound grammatical structures were included.

4.2.3.2.5 Grammatical resources. Grammatical resources needed at B2 level are
closely related to the functions of language identified for this level. As a general rule,

the test takers are expected to understand all the main tense forms and grammatical
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patterns. Complex, and more frequently, compound sentences were present in the texts

related to the tasks in Reading Test V2.

As one measure of grammatical complexity, the Flesch Kincaid grade level was
computed for all texts (see Table 2 and Table 7 for the Flesch Kincaid grade level of the
texts used in Reading Test V1 and V2). As a general rule, it was decided that grade
levels 8 -14 were acceptable for use as a reading text at freshman level. As another
measure, the number of words in a sentence and number of syllables in a word were
also taken as an estimate of text complexity (Khalifa and Weir, 2009). Referencing
(comprehending synonymy, adverbials, etc.), complex verb forms, and inferencing
were found to be common in texts that are used in Cambridge ESOL exams at B2 and C
levels (Khalifa and Weir, 2009); therefore, items inferencing skills were used in our

tests.

4.2.3.2.6 Lexical resources. In identifying the expected lexical complexity of texts
at each level, the CEFR document provides little help. There are only some general
guidelines, without much information on the breadth and depth of vocabulary that
might be needed at different proficiency levels (Khalifa and Weir, 2009). Nonetheless,
the item writers need guidance in deciding the range of vocabulary that is needed to
comprehend freshman level reading texts. One informing source is Laufer (1992), who
posits that in order to read satisfactorily in L2, knowledge of over 5000 word families

is required. A word family comprises

the base form of a word and its inflected forms (third person -s, -ed, -ing,
plural-s, possessive -s, comparative -er and superlative -est) plus derived
forms made from certain uses of the following affixes (-able, -er, -ish, -less, -
ly, -ness, -tho -y, non-, un-, -al, -alion, -ess, -jul, -ism, -ist, -ity, -ize, -menl, in-)
(Hirsh & Nation, 1992, p. 692)

Nation (1990) conducted a study in the academic context and found that knowledge of
2800-3000 word families would enable L2 learners to comprehend academic texts.
There is also the question of how to choose the 2800-3000 word families, for the non-

native learners in the undergraduate context.
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So far, several vocabulary lists that define lexical range according to their frequencies
have been widely used. They are based on corpus studies, i.e. frequency analyses of

words.

The first general list of most frequent words in English, named, the General Service List
(GSL), was created in 1940s by Michael West. It contained the most frequently used
words in English (P. Nation & Waring, 1997; Schmitt & McCarthy, 1997). Much later, in
2000, Coxhead (2000) developed an academic word list, An Academic Word List (AWL),
which was compiled from a corpus of 3.5 million words of written academic text. The
AWL contains 570 word families covering approximately 10.0% of the total words in

academic texts.

In 2013, Browne et al (2013b) worked on two different lists: The New General Service
List (NGSL) and The New Academic Word List (NAWL). While working on the NGSL, the
researchers claim that they followed the same steps that, West and his colleagues did
when creating the GSL, but used objective scientific measure, and pedagogical insights

to create a list of 2800 high frequency words with the following goals:

1. to update and greatly expand the size of the corpus used (273 million
words compared to the 2.5-million-word corpus behind the original
GSL), with the hope of increasing the generalizability and validity of
the list

2. to create a list of the most important high-frequency words useful for
second language learners of English, ones which gives the highest
possible coverage of English texts with the fewest words possible.

3. tomake a NGSL that is based on a clearer definition of what
constitutes a word

4. to be a starting point for discussion among interested scholars and
teachers around the world, with the goal of updating and revising the
list based on this input (in much the same way that West did with the
original GSL)

The second list that Browne et al. (2013a) created, the NAWL, contains around 960
most frequently used words in academic texts. The list was based on an academic
corpus which comprised academic journals, non-fiction, student essays, & academic
discourse from the Cambridge English Corpus (CEC), hundreds of top-selling academic
textbooks, Michigan Corpus of Academic Spoken and British Academic Spoken English

texts.
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The NAWL consists of 960 academic words, and the NGSL has around 2800 words.
When added together, they cover 92% of the words in the 283 million word in the

academic corpus, which is a higher coverage than the other lists (Table 18).

Table 18 Comparison of the coverages of vocabulary lists

Corpus Size GSL NGSL GSL/AWL NGSL/NAWL
General 273 Million 84% 90%
Academic 283 Million 87% 92%

The NGSL and the NAWL were taken as benchmarks in analyzing texts for their lexical
properties, and the testing committee used 90% cumulative lexical range for the
totality of NGSL and NAWL as the lower limit for the reading texts that were going to be
used in the reading test. The vocabulary profiles of all texts are given in Table 4 and

Table 9.

4.2.3.2.7 Nature of information. The CEFR suggests using abstract
concepts/topics in texts only for language users above a certain level of proficiency. It
has been reiterated in the literature that abstract information is more difficult to
understand than concrete information (Corkill, Bruning, & Glover, 1988). Khalifa and
Weir (2009) posit that language learners may find it easier to process concrete
information because both verbal and non-verbal systems are evoked during cognitive

operations whereas abstract information is limited with the verbal system.

In Reading Test V2 the topics were mostly concrete, e.g. sea animals, a seed
preservation facility. There were two other texts which included partly abstract

information: one about internet use and the other about personality traits.

4.2.3.2.8 Content knowledge. Khalifa and Weir (2009) claim that when the
reader/test taker interacts with the task - sets out to answer the questions on a test -
she uses resources from her knowledge base relevant to the question. This interaction
between the test taker’s knowledge base and the resources demanded by the task

reflects the relation between context and cognitive validity.

111



It has been emphasized that when tests are prepared for a heterogeneous group of
students, the texts should be selected with a ‘wider appeal’ (Weir, 1983). Test takers
may have different backgrounds, and this should not be a factor for success or failure in
understanding the content of a test. Urquhart and Weir (1998) suggest that some
familiarity with the text topic is advisable for test takers to be able to process it by first
activating their schemata. Similarly, Alderson (2000b) argues that absence of any
background knowledge on the test content will inhibit comprehension; therefore, some

familiarity with the content is recommended.

Khalifa and Weir (2009) provide a list of topics that were found unsuitable for the
Cambridge ESOL exams. With similar concerns, subjects that have the potential to

offend or upset the test takers are listed as follows:

- war, politics, religion,

- national standpoints on subjects such as genocide or minorities
- death, illnesses, natural disasters

- sex, sexism, racism

- drugs, alcohol, gambling.

It is important to provide tasks with texts that are appealing to the test taker
population, but not be biased in favor of a group of people. For the Reading TestV2,
texts on four general topics (i.e., sea animals, a seed preservation facility, internet use

and personality traits) were selected.

4.2.3.3 Notes on test specs. The test specs document is a summary in technical
terms of the aspects of the contextual parameters of the Reading Test presented in this
section. The document starts with the overall purpose of the test, and continues with
the general specifications of the two parts, careful reading and expeditious reading, of

the test.

A skills taxonomy is added to the specifications document to specify how each reading
type, i.e. careful reading and expeditious reading, is operationalized in terms of
observable skills and strategies. According to Urquhart and Weir’s (1998) taxonomy,

careful reading is carried out to understand a text (global, top-down and bottom-up
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processes), to understand lexis (local, bottom-up process) and to understand syntax

(local, bottom-up process).

In Reading Test V2, in testing careful reading, test-takers’ proficiency in
understanding a text and understanding lexis were included. Understanding a text was
operationalized through items that required the test takers to separate main ideas
from supporting details, following the arguments in a text, making inferences, and
distinguishing generalizations from examples. In order to assess test takers’ ability in
understanding lexis, they were asked to use contextual clues to predict meaning of
unknown words, and/or to correctly select the intended meaning of a lexical item.
Understanding syntax was inevitably tested, though implicitly. In order to understand
the propositional meaning at sentence level, the test takers need to be able to make use
of their knowledge of syntax and morphology, as given in the model of reading

processes (Figure 3).

In testing expeditious reading skills, all three components, i.e., skimming, scanning
and search reading were tested. Testing of skimming at the global level was
operationalized through items that required the text takers to establish the macro
structure of a text by reading parts of the text that provide clues on the topic and the
main idea of the text, such as the introductory and concluding paragraphs, the abstract,
etc. Scanning, that is expeditious reading at local level, was not tested as a separate
skill, but test takers are expected to do this type of reading when search reading.
Finally, search reading was operationalized through quick reading and scanning of
lengthy texts. Test takers are expected to search for the topic given in the question by
using strategies such as reading titles and subtitles, reading abstracts, scanning for

lexical items from the question or belonging to the same semantic field.

4.2.3.4 Text selection and text mapping. Text selection was carried out
individually by committee members in accordance with the test specifications
document that specified various parameters for the texts, from the viable sources to

discourse types and linguistic features.

The next step was text mapping. The sessions were arranged with the participation of

the committee members, members of the SFL administration, and me, representing
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Research and Development Unit. After an initial introduction on the purpose of
mapping and the course of progression, the aforementioned group carried out text
mapping sessions, as part of a priori validation procedures (Urquhart & Weir, 1998;

Weir et al., 2000).

The aim in text mapping was to specify the points to be covered for careful global
reading questions. The timing for the mapping of each text was calculated according to
the length of the text. The established reading speed for careful global reading was
around 120 wpm, and with a text of 800-900 words, it took about 7 - 8 minutes to
process each text. Each participant in the mapping procedure noted down the main
message as well as the more important points they could recall after reading. The
points that were agreed by at least 80% of the participants were noted down on the
text-mapping document given in APPENDIX F. After text mapping, the individual items

were prepared and presented to the committee for evaluation.

The operations and the documentation specified in this section followed the a priori
validation stages suggested in the reading framework by Weir (2005), Urquhart and
Weir (1998) and Khalifa and Weir (2009).

This framework proved to be useful in the sense that it can be used as an assessment
development framework as well as a validation framework. Moreover, the nexus
between the conceptual structure and the operational activities was maintained
throughout the test development process which helped to ensure that each of the

operations specified for testing reading was meaningful and justified.

4.3 RQ2: What are the Cognitive Processes That Underlie the Construct of the
Reading Test?

4.3.1 Retrospective investigation. Reading Test V1 investigated here consisted of
four subtests, with either seven or eight items, that tap on various aspects of reading
ability during careful or expeditious reading at the global or local level. This first
version of the test consisted of 24 careful reading items and 6 expeditious reading
items. During the item development phase, the testing committee used a framework for

transition from the existing taxonomy of reading skills to the new reading model by
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Urquhart and Weir (1998) and Khalifa and Weir (2009). This transition framework
included reading skills under five categories: micro level comprehension, macro level
comprehension, critical reading, skimming and scanning. The subskills for each
category were given under related heading. As the new reading model comprised of a
four-cell matrix (see Table 13), the testing committee and I worked together to prepare
a transition framework and mapped each skill and subskill in the existing taxonomy of
reading on to the new model (Table 19). After adopting the reading model from Khalifa
and Weir (2009), the committee used this guiding framework for a period to help them

make the transition to a cognitive reading model.

Table 19 A transition framework

Existing Taxonomy of Reading New Reading Model
Careful Reading—Local
Micro level comprehension
- Textual cohesion
- Understand vocabulary
- Syntax
- Understand meaning at
- Vocabulary
sentence level/detail

Macro level comprehension
Careful Reading—Global
- Separate explicitly stated ideas
- Understand the organization,
from supporting details
underlying structure and
- Understand development of an argument
development of ideas in a text
- Understand logical organization of a text
- Obtain and interpret
Critical reading
information from text
- Draw inference, make predictions,
- Draw inference and conclusion,
understand writer’s purpose &
make predictions

attitude
Skimming
- Read titles, introduction and
conclusion paragraphs, glance at
Expeditious Reading—Global
words and phrases to identify text
type, topic, purpose
Scanning
- Look fi ifi
ook for specific words, Expeditious Reading—Local
figures, dates and names
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The distribution of items of the reading test according to the reading taxonomy is in

Table 20.

Table 20 Distribution of item types into the texts

Item types Subtest 1 Subtest 2 Subtest 3 Subtest 4 Item#
. . 6 items
Skimming Matching 6
item
Micro level 2 items 2 items 6 items 1 item
. Multiple Multiple Yes/No/Not Multiple 11
comprehension . . . .
choice choice Given choice
3 items 1 item 4 items
Critical reading Multiple Multiple Multiple 8
choice choice choice
Macro level 2 items 1 item 2 items
. Multiple Multiple Multiple 5
comprehension . . .
choice choice choice

4.3.1.1 Retrospective protocol form. To investigate the cognitive processes
that are involved in reading, a retrospective protocol form was used (see APPENDIX A).
The protocol form included a list of statements related to the skills and strategies that
were part of the reading model upon which the reading test was developed. The form
was filled in by the participant students after completing the test, and analyzed

quantitatively. The form had four parts:

e Part A aimed to collect information about the background of the
participants;

e Part B aimed to reveal whether the participants read the text before
reading the questions and if they did, whether they read slowly and
carefully, or expeditiously;

e PartC, contained statements referring to cognitive processes and the
knowledge sources that a person might use during reading. This part of
the protocol form aimed to reveal which processes were activated while

searching for an answer for each question in the subtest;
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e Part D instructed participants to explain where they found the
information to answer each question. It aimed to uncover whether the

participants read a single sentence to find the answer, or more.

Each of these parts are linked to the reading model and helped in clarifying whether
the cognitive processes reported by the test takers correspond to those outlined in the

reading model.

4.3.1.1.1 Part A: Demographic information. Demographic information of the
participants is summarized in Table 21. As it was believed that the participants’ level of
proficiency in English would possibly have an effect on the choice of strategies and
extent of skill use, the participants were grouped according to their group levels they
were assigned to at the DBE, and comparisons were made accordingly. The participants
who were assigned to the beginner and elementary level groups at the beginning of the
instructional period, and those who were in their second year of language instruction
(repeat group) were categorized as Group 1 (GR1), and the participants who were
assigned to the intermediate, upper-intermediate and advanced level groups were

categorized as Group 2 (GR2).

Table 21 Participant information

Subtest Subtest Subtest Subtest

1 9 3 4 Total
Group 1 52 49 54 46 201
Group 2 49 48 51 51 199
Total 101 97 105 97 400

The number of students who participated from GR1 and GR2 was almost the same (201
and 199, respectively). The average age of the participants was around 19 for all
groups. There was an almost equal distribution between male (n=198) and female
(n=202) participants. About 50% of all the participants reported that they received
English language education at high school. The participants’ average mean scores for

the reading subtests according to their level groups are given in Table 22.
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Accordingly, Subtest 3 was the easiest test for both groups (GR2 M=79.3 and GR1
M=66.7) and Subtest 1 was the most difficult one (GR2 M=46.7 and GR1 M=30.3). (For

statistical properties of all subtests and their items, see Table 35.).

Table 22 Mean scores according to level groups

Subtest Subtest Subtest Subtest

1 2 3 4
Group 1 30.3 38.7 66.7 43
Group 2 46.7 56.3 79.3 69
Average 38.5 47.5 73.5 56

4.3.1.1.2 Part B: Test preview strategies. Part B of the protocol form inquired the
previewing strategies used by the participants; that is, whether they read the text
before looking at the questions, and if they did, did they read it slowly and carefully, or

quickly and selectively. For each test item they were expected to choose from options:
1) read whole or part of the text slowly and carefully (slowly & carefully),

2) read whole or part of the text quickly and selectively to get a general idea

(quickly & selectively), or
3) did not read the text (no preview).

4.3.1.1.2.1 Summary results. Table 23 reveals that the most frequently used
previewing strategy in Subtest 1 was reading quickly & selectively (41%). This means,
before looking at the questions participants looked through the text quickly to get an
idea about the content of it. Reading quickly and selectively, in our reading model,
corresponds to the expeditious reading strategy. As the participants did not look at the
questions beforehand, it was not possible to establish a relationship between item
types and previewing strategy. The second preference in previewing was reading
slowly & carefully with 32%, and the third was no preview with 27%. Reading slowly &

carefully corresponds to careful reading in the reading model.
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Table 23 Preview strategies in the four subtests

Slowly & Quickly & _
carefully selectively No preview
N 247 309 205
Subtest 1
% 32% 41% 27%
N 187 229 255
Subtest 2
% 28% 349, 38%
N 236 363 217
Subtest 3
% 29% 44% 27%
N 206 228 216
Subtest 4
% 32% 35% 33%

In Subtest 2, the most frequently used previewing strategy was no preview with 38%,
followed by reading quickly & selectively (34 %), and reading slowly & carefully (28%).
This means, 38% of the participants did not read the text but read the questions before

reading the text.

Participants who answered Subtest 3 reported that they read the text quickly &
selectively (44%) before reading the questions. Those who said they read slowly &
carefully and who said they did not read the text before they read the questions were

similar in percentage (29% and 27%, respectively).

Participants who answered Subtest 4 reported to have used the three strategies in
similar proportions: reading quickly & selectively with 35%, followed by no preview

(33%) and reading slowly & carefully (32%).

Another analysis regarding test preview strategies was carried out between the
responses of those who correctly answered the questions in the subtests and all

responses (both correct and incorrect).
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Table 24 Proportion of correct responses according to previewing strategies

Slowly and Quickly and

carefully selectively No preview

All responses 32% 41% 27%
Subtest 1

Correct responses 35% 37% 28%

All responses 28% 38% 34%
Subtest 2

Correct responses 30% 30% 40%

All responses 29% 44% 27%
Subtest 3

Correct responses 29% 43% 28%

All responses 32% 33% 35%
Subtest 4

Correct responses 36% 31% 33%

The comparison of the test preview strategies used by the participants who
successfully answered the items with the summative results obtained from all
participants’ answers reveals slight differences between the two groups (Table 24). In
Subtest 1, the majority of the correct responses came from the participants who
reported that they read quickly and selectively (37%), followed closely by those who
read slowly and carefully (35%). Those who did not read the text at all were a smaller

proportion compared to the others (28%).

In Subtest 2, the proportion of participants who said they read slowly and carefully and
quickly and selectively were the same (30%). However, the majority of the correct

answers came from people who said they did not read the text beforehand (40%),

The answers for Subtest 3 were similar to those of Subtest 1: the majority of the correct
responses came from the participants who reported that they read quickly and

selectively (43%).

Finally, in Subtest 4, the correct responses showed a similar distribution between the
three options, with reading slowly and carefully having the highest percentage among

all (36%).
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Bearing in mind the results from all four subtests, there did not seem to be a common
tendency among the participants in their use of previewing strategies. All three

strategies were reported to have been preferred at least once by all participants.

4.3.1.1.2.2 Previewing strategies by GR1 and GRZ2 participants. In order to arrive
at a mean score to carry out descriptive and inferential statistics, the total number of
times the participants reported to have used a certain strategy in each text was divided
by the number of participants. The data in each subtest were analyzed using the Mann-
Whitney U test to reveal whether the differences between GR1 and GR2 participants in
terms of the choice of strategies were significant. Those that were found significant

were reported in the relevant sections.

Figure 13 shows the mean scores for the three previewing strategies as reported by

GR1 and GR2 participants for Subtest 1.

Subtest 1
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3.00 2.69
2.49

2.50 2.18

2.00 1.88
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m GR1

il
:’ GR2
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0.50

SLOWLY & CAREFULLY QUICKLY & SELECTIVELY NO PREVIEW

Preview Strategy

Figure 13 Subtest 1 - Previewing strategies

Accordingly, GR2 participants showed an almost equal distribution of preference for
the three strategies; however, the mean score for the strategy reading whole or part of
the text slowly and carefully was a little higher (M=2.69, SD=3.04) than reading whole or
part of the text quickly and selectively to get a general idea (M=2.49, SD=2.93) and no
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preview (M=2.18, SD=3.24). In terms of GR1 participants, they chose to read whole or
part of the text quickly and selectively to get a general idea more frequently than GR2
participants did. The mean score of reading whole or part of the text quickly and
selectively to get a general idea was higher (M=3.60, SD=3.34) than that of the other
two strategies. The Mann-Whitney U test revealed that GR1 and GR2 were not
significantly different with regard to the use of the strategies reading whole or part of
the text slowly and carefully and no preview; however, GR1 participants used the
strategy reading whole or part of the text quickly and selectively to get a general idea
significantly more than GR2 participants did, U=984, p<.05, r=-.20.

Figure 14 shows the mean scores for the three previewing strategies as reported by

GR1 and GR2 participants for Subtest 2.
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Figure 14 Subtest 2 - Previewing strategies

According to  Figure 14, in Subtest 2, GR2 participants’ responses had a pattern
similar to that of Subtest 1: there was not much difference among the mean scores of
the three strategies used by GR2 participants; each strategy was reported to have been
used in a similar ratio. However, GR1 participants’ use of these strategies showed a

difference: the strategy that was used most was no preview (M=2.90, SD=3.07), it was
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followed by reading whole or part of the text quickly and selectively to get a general idea
(M=2.45, SD=2.68). These two strategies were used more frequently by GR1
participants. The lowest mean score was obtained from the strategy reading whole or

part of the text slowly and carefully (M=1.53, SD=2.24), again by GR1 participants.

Figure 15 shows the mean scores for the three previewing strategies as reported
by GR1 and GR2 participants for Subtest 3. In Subtest 3 analysis, the strategy reading
whole or part of the text quickly and selectively to get a general idea had the highest
mean score for both GR1 and GR2 participants (M=3.69, SD=3.42 and M=3.22, SD=2.59,
respectively). For the GR2 participants, reading whole or part of the text slowly and
carefully and no preview were chosen in very similar proportions, around M=2.24.
However, for GR1 participants, reading whole or part of the text slowly and carefully had

a higher mean score (M=2.26, SD=3.10) than no preview (M=1.89, SD=3.14).
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Figure 15 Subtest 3 - Previewing strategies

Analysis of the protocol forms from Subtest 4 (Figure 16)) revealed that GR2
participants had proportionate preference for reading whole or part of the text slowly
and carefully (M=2.41, SD=2.95) and no preview (M=2.53, SD=3.06), but they used the
strategy reading whole or part of the text quickly and selectively to get a general idea to a

lesser extent (M=1.94, SD=2.66). On the contrary, GR1 participants had a strong
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preference to read whole or part of the text quickly and selectively to get a general idea
(M=2.80, SD=2.32) compared to the other two strategies. The Mann-Whitney U test
revealed that the difference between GR1 and GR2 in the use of the strategies read
whole or part of the text slowly and carefully and no preview were not significant;
however, GR1 participants used the strategy read whole or part of the text quickly and
selectively to get a general idea significantly more than GR2 participants did, U=887.5,
p<.05, r=-22.
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Figure 16 Subtest 4 - Previewing strategies

4.3.1.1.3 Part C: Test response strategies. In Part C of the protocol form, test
response strategies were investigated. The test response strategies were also taken
from the retrospective protocol form by Weir et al. (2009). The participants reported
which skills, strategies and types of knowledge they used to answer each question in
the reading test. There were eleven items in this part which were briefly referred to

within the visuals as follows:

1. Scan & match: match words that appeared in the question with exactly
the same words in the text
2. Search & match similar: quickly match words that appeared in the

question with similar or related words in the text
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3. Writer highlight: look for parts of the text that the writer indicates to be
important

4. Read key parts: read key parts of the text such as the introduction and

conclusion

Work out word: work out the meaning of a difficult word in the question

Use vocabulary: use my knowledge of vocabulary

Use grammar: use my knowledge of grammar

Read slowly & carefully: read the text or part of it slowly and carefully

© © N o wu

Re-read parts: read relevant parts of the text again

10. Use knowledge of organization: use my knowledge of how texts like this
are organized

11. Connect with prior knowledge: connect information from the text with

knowledge I already have

The data was summarized, first, according to the responses of all participants, and
then, according to responses of GR1 and GR2 participants in order to reveal whether
there were differences in the patterns of strategy use between students at different
proficiency levels. In the analysis, the number of times each strategy was reported to
have been used was divided by the number of participants in each group to arrive at

mean scores for each strategy.

4.3.1.1.3.1 Summary of test response strategies. Figure 17 shows strategy use in
all subtests ordered from the most frequently used to the least. The most popular three
strategies in all subtests were S8, read slowly & carefully, S9, re-read parts, and S2,
search & match similar (in Subtest 2, instead of S2, S6, use vocabulary, was more

frequently used).

S8 is a careful reading strategy at the global level and S9, is again a careful reading
strategy that might be used at the local or global level. The results revealed that careful
reading was one of the most frequently used reader purpose, either at the global or
local level. S2 is a scanning strategy which is used to match words that appear in the
question with similar or related words in the text. S6, which was frequently used in

Subtest 2, refers to the use of vocabulary knowledge while answering the questions.
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Subtest 1 Subtest 2
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Figure 17 Means of test response strategies - all subtests
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The least frequently used strategies were S5, S7,S10 and S11. S5 refers to trying to
understand the meaning of a difficult word in the question using knowledge of
vocabulary, and S7 refers to using the knowledge of grammar to understand the
sentence structures. As these strategies were used infrequently, it was possible to
conclude that the questions were easy in terms of their lexical properties and
grammatical construction. Another infrequently used strategy was S10, which refers to
using knowledge of text organization in finding an answer to a question. Apparently,
very few participants used this strategy, probably because in the questions, the
respondents were already pointed to the paragraphs where they would find the
answer; therefore, they didn’t need to search for the location of the answer using
knowledge of text organization. S11 refers to using knowledge one already has about
the topic while answering the question. Having few respondents choosing this option
was a positive outcome since test developers would not want test takers to answer a

question using a strategy unrelated to the test construct.

4.3.1.1.3.2 Comparison of GR1 and GRZ participants’ responses. In Figure 18, the
comparison of the mean scores in strategy use between GR2 and GR1 participants who
answered Subtest 1 revealed that both group of participants reported to have used S8,
read slowly & carefully (GR2 M=3.80, SD=3.00, GR1 M=2.85, SD=2.85), S9, re-read parts
(GR2 M=3.67,SD=2.79, GR1 M=2.77,SD=2.72) and S2, search & match similar (GR2
M=2.96, SD=2.67, GR1 M=2.96, SD=2.54) more than the other strategies. The least
frequently used strategy for GR1 participants was S10, use knowledge of organization
(M=.21, SD=.57), and for the GR2 participants it was S11, connect with prior knowledge:
(M=.37,SD=1.18).

The strategies that were preferred more frequently by the GR2 participants were: S3,

writer highlight, S5, work out word, S6, use vocabulary, S7, use grammar, S8, read slowly
and carefully, S9, re-read parts, and S10, use knowledge of organization. The strategy S2,
search & match similar was used with a similar frequency by these two groups; the rest

of the strategies were preferred mainly by GR1 participants.
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Figure 18 Mean scores of strategies (Subtest 1)

In comparison within groups, the biggest difference was in S6, use vocabulary (GR2
M=2.31, SD=2.83; GR1 M=1.19, SD=1.98). The Mann-Whitney U test revealed that the
GR2 participants used their knowledge of vocabulary significantly more than GR1
participants did, U=978.5, p<.05, r=-.31. There was no other statistically significant

difference in strategy use between GR1 and GR2 participants.
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Subtest 2
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Figure 19 Mean scores of strategies (Subtest 2)

In Subtest 2, the top three strategies that were most frequently used were the same for
the GR2 and GR1 participants: S8, read slowly & carefully (GR2 M=2.81, SD=2.02; GR1
M=3.04, SD=2.45), S9, re-read parts (GR2 M=3.10, SD=2.16; GR1 M=2.76, SD=2.15), and
S6, use vocabulary (GR2 M=2.17,SD=2.45; GR1 M=2.45, SD=2.64) (Figure 19).

The strategies that were used more frequently by GR2 participants were S8, read slowly
and carefully, and S11, connect with prior knowledge. All the other strategies were used
more frequently by GR1 participants except for S7, use grammar, which was used

almost equally frequently by both participant groups.
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The strategy that was used least frequently was S1, scan & match for the GR2
participants (M=.29, SD=.53), and S5, work out word for GR1 participants (M=.63,
SD=1.45).

The Mann-Whitney U test revealed that there were significant differences between GR1
and GR2 participants in the use of strategies S1, scan and match and S2, search and
match similar. GR1 participants’ use of S1, scan and match was significantly more
frequent than the HLP participants’ use of that strategy, U=810, p<.005,r=.32.Ina
similar vein, GR1 participants used the strategy S2, search and match similar more

frequently that the GR2 participants did, U=882.5, p<.03, r=.223.

In Subtest 3, the top three strategies that were used most frequently by both groups of
participants were S8, read slowly & carefully (GR2 M=2.69, SD=2.07; GR1 M=2.50,
SD=2.71), S9, re-read parts (GR2 M=2.90, SD=2.38; GR1 M=2.85, SD=2.55), andS2,
search & match similar (GR2 M=2.57, SD=1.85; GR1 M=3.15, SD=2.60) (Figure 20).

The least frequently used strategies were again the same for both groups of
participants: S7, use grammar (GR2 M=.14, SD=.38 and GR1 M=.54, SD=1.64) and S5,
work out word meaning (GR2 M=.16, SD=.42 and GR1 M=.26, SD=.52).

In terms of the differences in strategy used between GR1 and GR2 participants: GR2
participants reported to have used two strategies, S9, re-read parts (M=2.90, SD=2.38)
and S11, connect with prior knowledge (M=.88, SD=1.18) more frequently than GR1
participants (M=2.85, SD=2.56 and M=.78, SD=1.59, respectively). All the other

strategies were used more frequently by GR1 participants.

In comparison within groups, the biggest difference was in the use of S11, connect with
prior knowledge, which was found to be significant according to the Mann-Whitney U
test. The GR2 participants used their prior knowledge about the topic more frequently
than GR1 participants did, U=1054.5, p<.05, r=-.23.

130



Subtest 3
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Figure 20 Mean scores of strategies (Subtest 3)

Figure 21 shows GR1 and GR2 participants use of the eleven strategies while
responding to Subtest 4. The top three strategies that were used most frequently by the
GR2 participants were S9, re-read parts (M=3.16, SD=2.23), S8, read slowly & carefully
(M=2.98, SD=2.45) and S2, search & match similar (M=2.18, SD=2.11). For GR1
participants however, the top three most frequent strategies were, S9, re-read parts
(M=3.39, SD=2.06), S2, search & match similar (M=2.67, SD=1.52), and S1, scan & match
(M=2.39, SD=2.05). The strategy that was used the least was S11, connect with prior
knowledge for both GR1 and GR2 participants (GR1 M=.3, SD=.70; GR2 M=.45,
SD=1.24).
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Figure 21 Mean scores of strategies (Subtest 4)

In Subtest 4, only three of the strategies were preferred more frequently by the GR2
participants: S8, read slowly and carefully, S10, use knowledge of organization and S11,
connect with prior knowledge. The rest of the strategies were preferred more
frequently by GR1 participants and there were some significant differences between

the two groups’ use of these strategies.

In comparison within groups, the biggest differences between GR1 and GR2
participants were in S1, scan & match, S2, search & match similar and S4, read key parts.
The Mann-Whitney U test revealed that GR1 participants matched words that appeared
in the question with exactly the same words in the text more frequently than the GR2
participants did, U=692.5, p<.01, r=-.53. They also quickly matched words that

appeared in the question with similar or related words in the text more frequently than
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GR2 participants did, U=883.5, p<.05, r=-.31. And finally, the same group of participants
S4, read key parts of the text such as the introduction and conclusion more frequently

than GR2 participants did, U=925.5, p<.05, r=-.29.

GR1 and GR2 Participants' Strategy Use Across Texts
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Figure 22 Collated results from four subtests

In order to reveal whether there was a pattern in the strategy preferences of GR1 and
GR2 participants, I gathered the data from the four subtests and compared them.
According to Figure 22, in all subtests, the frequency of use of different strategies were

similar for both groups of participants with some slight differences in a few points.

The data revealed that GR1 mean scores of S1, scan & match (M=1.58), S2, search &
match similar (M=2.69) and S4, read key parts (M=1.33) were higher than GR2 mean
scores (S1 M=0.92, S2 M=2.21, and S4 M=1.16).

The strategy that was used most by all participants was S9, re-read parts (GR1 M=2.93,
GR2 M=3.21) followed by S8, read slowly and carefully (GR1 M=2.69, GR2 M=3.07) and
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the strategies that were used the least were S5, work out word (GR1 M=.52, GR2 M=.38)
and S10, use knowledge of organization (GR1 M=.49, GR2 M=.60) (Figure 22).

Figure 23 provides an overall view on the use of strategies across tests, and by
both item types, and item objectives. The squares at the intersections of items denote
the frequency of use of each strategy: each marked small square corresponds to a 20%
usage frequency. For example, four marked square means over 80% use frequency and

no marked squares means frequency of use is smaller than 20%.

In terms of item types, in responding to matching items in Subtest 1, participants
reported that they mainly used the strategies —from the most frequent to the least —
read slowly & carefully and re-read parts being at the top, search & match similar, scan &
match, read key parts and finally, use vocabulary. In answering the multiple-choice type
test items in Subtest 1, read slowly & carefully and re-read parts were again the most
frequently used strategies. A similar pattern was observed in the responses given to
the questions in Subtest 2. In contrast, in Subtest 3, the participants reported that they
used search & match similar most frequently in answering multiple-choice test items;
however, in the rest of the questions, which were Y/N/NG type of questions, read
slowly & carefully and re-read parts were the most popular strategies. Finally, in Subtest
4, similar to Subtest 2, there were only multiple-choice questions and read slowly &
carefully and re-read parts were mostly used. The least used strategies in all four
subtests were use knowledge of organization, connect with prior knowledge, work out

word and use grammar.
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Figure 23 Overall view on the use of test response strategies in the four subtests.



4.3.1.1.4 Part D: Locating information. Part D of the protocol form asked the

respondents where they found the answer. The options given in the form were:

L1: Single sentence: within a single sentence

L2: Across sentences: by putting information together across sentences

L3: Whole text: by understanding how information in the whole text fit together
L4: Without read: without reading the text

L5: No answer: could not answer the question.

4.3.1.1.5 Overview across texts. In Subtest1 and Subtest 2, the participants
reported that they found the answer by putting information together across sentences
(L2) 49% of the time. In Subtest 3 and Subtest 4, the usage percentage for L2 was even
higher, 52% and 56%, respectively.

The second most popular answer to locating information was L3, whole text: the usage
percentages were the same for Subtest 1 and Subtest 2 (31%); for Subtest 3 it was

22%, and for Subtest 4, it was 21%.

The results showed that at about 13% - 22% of the time the respondents found the
answer within a single sentence, and about 1% - 3% of the time they found the answer
without reading the text. The percentage for no answer was between 1% - 6% for all

subtests. (Table 25).

Although these findings reveal that the majority of the participants primarily used the
strategy L2, across sentences in all subtests, it does not tell us whether the use of this
strategy was an appropriate choice in answering the questions correctly. Therefore,
again, a comparison was made between the strategies used by GR1 and GR2

participants.
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Table 25 Results of locating information for the four subtests

Subtest1 Subtest 2 Subtest 3 Subtest 4
N % N % N % N %
L1-Single 119 16 83 13 177 22 120 18
sentence
L2-Across 372 49 321 49 420 52 368 56
sentences

L3-Information 233 31 201 31 180 22 139 21

fit

L4-Without 6 1 10 1 22 3 6 1
read

L5-No answer 21 3 39 6 8 1 25 4

4.3.1.1.5.1 GR1 participants’ responses. According to Figure 24, L2, across sentences had
the highest mean scores in all four subtests among the five options in Part D of the
protocol form. Subtest 3 had the highest mean score (M=4.17, SD=2.17) followed by
Subtest 1 (M=3.69, SD=2.55), Subtest 4 (M=3.56, SD=1.62) and finally Subtest 2
(M=3.04, SD=1.68).

The second most frequently chosen option was L3, whole text, i.e. the participants
found the answer by understanding how the information in the whole text fit together.
This option was chosen most frequently while answering questions in Subtest 1
(M=2.29, SD=2.59), followed by Subtest 2 (M=2, SD=1.38). Subtest 3 and Subtest 4 had
lower mean values (M=1.41, SD=1.34, and M=1.67, SD=1.52, respectively).

In the third place was L1, single sentence, i.e. the participants found the answer within a
single sentence. It was mostly in Subtest 3 that the participants marked this option in
the protocol form (M=1.74, SD=1.49), followed by Subtest 4 (M=1.2, SD=.84), Subtest 1
(M=1.1, SD=1.27) and Subtest 2 (M=.98, SD=1.09).

L4, without read and L5-no answer had the lowest mean scores. The mean scores of L4

ranged between 0.02 - 0.19, and those of L5 ranged between 0.13 - 0.57.
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Part D - GR1 Participants' Responses

'Z-
s,
o
LWy

— |
centence centences L3-Whole text L4-\:\2;Zout L5-No answer
B Subtest 1 1.1 3.69 2.29 0.08 0.25
£ Subtest 2 0.98 3.04 2 0.06 0.57
& Subtest 3 1.74 4.17 1.41 0.19 0.13
M Subtest 4 1.2 3.56 1.67 0.02 0.49

Figure 24 GR1 participants' responses to Part D

4.3.1.1.5.2 GR2 participants’ responses. As can be seen in Figure 25, among the
five choices (L1-L5), L2, across sentences had the highest mean scores. In Subtest 4, L.2
mean was the highest (M=4.08, SD=1.84), followed by Subtest 3 (M=3.83, SD=1.53),
Subtest 1 (M=3.67, SD=2.74) and Subtest 2 (M=3.58, SD=1.58).

Next, L3, whole text, was the second most frequent choice by GR2 participants with
mean scores ranging between 1.25 - 2.33: Subtest 1 had the highest mean (M=2.33,
SD=2.39) and Subtest 4 had the lowest mean (M=1.25, SD=1.21).

The third most frequently chosen option was L1, single sentence. The mean scores were
between 0.73 - 1.63, with Subtest 3 having the highest mean (M=1.63, SD=1.06), and
Subtest 2 having the lowest (M=0.73, SD=0.68).
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Part D - GR2 Participants' Responses
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centence centences L3-Whole text read L5-No answer
& Subtest 1 1.27 3.67 2.33 0.04 0.16
&4 Subtest 2 0.73 3.58 2.15 0.15 0.23
& Subtest 3 1.63 3.82 2.04 0.24 0.02
B Subtest 4 1.29 4.08 1.25 0.1 0.06

Figure 25 GR2 participants' responses to Part D

L4, without read and L5, no answer had the lowest mean scores among the five options.
L4 mean scores ranged between 0.04 - 0.24, and L5 mean scores ranged between 0.02

-0.23.

Comparing the results from GR1 and GR2 participants’ protocol forms, both groups
stated that they used L2, across sentences, most frequently: mean scores from both
groups were higher than 3.00. The lowest means scores were in L5, no answer
(M<0.50), suggesting that the majority of the respondents thought they found the

answer to the questions.

4.3.1.2 Summary of results. In this first version of the reading test, the
participants filled out a retrospective protocol form by marking three different parts of
it after answering each reading comprehension question. The first part asked about

previewing strategies. The analysis of all responses revealed that each answer (I read
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the text slowly and carefully, I read the text quickly and selectively, and I did not read the
text) were chosen with similar frequencies. However, an analysis of GR1 and GR2
participants’ (according to the level groups they were placed at the DBE) responses
revealed that the former preferred to read the text quickly and selectively more than
GR2 participants did. In addition, GR2 participants showed a preference to skip the text

(I did not read the text) and read the questions first.

The second part of the protocol form focused on test response strategies. The
participants reported that they used four of the strategies more frequently than the
others: S8, read slowly & carefully, S9, re-read parts, S2, search & match similar, and S6,
use vocabulary. As reading carefully and re-reading parts of the text were the most
frequently used strategies, it suggests that the participants tried to understand the text
or parts of it to arrive at an answer. S2, search and match similar points to a strategy
that was often preferred by GR1 participants. Rather than decoding the meaning in the
text to arrive at an answer, GR1 participants matched words in the question with
words in the text to find the location of the answers, and perhaps the answer to the

questions.

The third part of the protocol form aimed to reveal whether the participants used local
or global reading while responding to the questions. Overall, the participants reported
that they read across sentences to find the answer, which points to global reading.

There was local reading and whole text reading to some extent, but much less.

4.3.2 Introspective investigation. The second version of the reading test
consisted of four different texts and questions related to each. There was a total of 30
items again, with one-point weight for each item. The compilation of the second

version is given in Table 26.

Table 26 The compilation of the second version of the reading test

Version 1 Version 2
Subtest 1 (discarded) Subtest 5 (new)
Subtest 2 Subtest 4 v2
Subtest 3 (discarded) Subtest 2 v2
Subtest 4 Subtest 6 (new)
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Two of the subtests (1 and 3) from Reading Test V1 were discarded due to insufficient
item parameter values (for a discussion of this please see Section 3.3.3). Two new
reading subtests replaced them: Subtests 5 and 6. The former contained a reading text
on sea animals, and eight items related to it. Six of the questions tested macro level
reading (i.e. understanding the main point of a paragraph) and two were multiple
choice items testing critical reading (i.e. inferencing). In Subtest 6 there was a text
about a seed preservation facility with eight open-ended items which required the
participants to do search reading (i.e. a reading type which is a very basic type of
reading to locate and understand discrete pieces of text) (Enright et al., 2000). Search
reading is frequently used by undergraduate students (Urquhart & Weir, 1998). Two
subtests (Subtest 2 and 4) from Reading T V1 were kept but some revisions were made

in the items.

4.3.2.1 Data analysis. Despite the fact that the data collected was qualitative, it
was noticed during coding that the transcriptions included strategies and processes
that were repeatedly articulated by the participants. Quantifying the reported
processes provided another angle in presenting a clear overall view of the strategies
and skills that were used. Quantitative analysis involved calculating the frequency rates

of the use of strategies.

4.3.2.1.1 Participant grouping. The participants in this second phase of the study
consisted of students from the advanced, upper-intermediate and intermediate level
groups, only. When analyzing the data, it was hypothesized that the participants’
proficiency levels could have an impact on the choice of strategies used while
answering the questions. For this reason, the data was first analyzed as a whole, then
separately for participants belonging to one of the two groups: high-scoring (who
received a score of 23 or more) or low-scoring (who received a score lower than 18).
These groups were obtained by rank ordering the participants from the highest scoring
to the lowest, and roughly dividing the group into three. As expected, the participants
from the Advanced group (7) at the DBE made up the high-scoring group (except for
two), and mainly the participants from the intermediate group and upper-intermediate

group (8) made up the low-scoring group.
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4.3.2.1.2. Strategy coding. Strategy coding was carried out following the coding
rubric from Cohen and Upton’s (2006) investigation on the strategies used in the new
TOEFL reading test. Their approach in identifying a strategy is revealed in the following
definition: “[It is] a specific and recognizable strategic choice made by the subject that

is deliberate and purposeful and is intended to facilitate the reading or test-taking task”

(p-39).

In the analysis of the verbal data, similar to Cohen and Upton (2006), the length of the
strategy units were not pre-defined; rather, those strategies that were openly referred
to were coded no matter how long they were. Usually, though, sentences, sometimes
phrases or even words pointed to strategy use (e.g. “what’s this word?”, “It doesn’t
fit.”).

The strategy rubric, adapted from the aforementioned study had the following
structure:
1) Reading Strategies (RS)
a) Approaches to reading the passage
b) Uses of the passage and the main ideas to help in understanding
c) Identification of important information and the discourse structure
of the passage
2) Test Management Strategies (TM)
3) Test Wiseness Strategies (TW)

The analysis of these strategies provided information about reader’s interaction
patterns with the text, and the effect of their strategy choice on their comprehension of

the text (Cohen & Upton, 2007).

During coding, some verbalizations, specific strategic choices, which did not fit with
any of the codes in the Cohen and Upton rubric were added as new codes. Under the
group Approaches to reading the passage, there are two new strategy codes, under Test
management strategies there are eight new strategy codes and under Test Wiseness
Strategies there is one new strategy code. The list of the rubrics is in APPENDIX G (new

codes are added in italics).
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4.3.2.2 A summary of strategy use across items and question types.

Table 27 presents a summary of the frequencies of strategy use for each item

type, and for each of the strategy category.

The item types were categorized as follows:

Item focus Item type Expected reader purpose
Vocabulary (VOC) Multiple Choice (MC) Careful local
Macro level MC Careful local and global

comprehension (MALC)

Search reading (SR) Short Answer (SA) Search reading
Careful local and global

Expeditious reading (ER) Matching (MAT) Expeditious reading

The reading strategy that had the highest frequency rates (FR) across all items, except
VOC was RS6 (MALC FR=16.50, SA FR=19.38, and MAT FR=12.33) (for VOC items, TM5
mean was higher: FR=11.00), which is a careful reading strategy. This result reveals
that for most of the items, the participants carried out careful reading. In addition, the
verbal reports revealed that the participants used scanning at a similar rate to careful
reading (M=19.3) while they were answering SA questions. Another reading strategy
that was used frequently across items was RSNEW?2, re-reading the text (VOC FR=9,
MALC FR=7.43, SR FR=4.38, and MAT FR=3.67).

The test management strategies that were used frequently across the three item types
was TM5, reads the question and then reads the passage/portion to look for clues to the
answer, either before or while considering options, (VOC FR=11.00, MALC FR=11.93 and
SR FR=17.25). TM4, reads the question and considers the options before going back to
the passage/portion, and TM22, selects options through vocabulary, , sentence,
paragraph, or passage overall meaning, were used frequently across two item types

(TM4: VOC FR=7.50, MALC FR=9.71, and TM22: VOC FR=6.50, MALC FR=6.57).

The strategies that were used exclusively in SR items were TMNEW?2, identifies answer
through vocabulary, sentence, paragraph, or a number of paragraphs’ overall meaning,

TMNEW?3, identifies section relevant to the question based on content, TMNEW4,
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identifies section relevant to the question: uses keywords, TMNEWS5, identifies section

relevant to the question: uses discourse structure, and TMNEWS, identifies section

relevant to the question: uses subtitles. Those strategies were specific to search reading

purposes and were used in similar rates - except for TMNEW?2, which had the highest
rate among all (TMNEW2 FR=5.13, TMNEW3 FR=3.13, TMNEW4 FR=2.75, TMNEW5
FR=2.00, TMNEW6 FR=3.13).

Table 27 Frequency rates for all strategies across different item types

Careful

Careful Global Search Expeditious
Local . . Global
. Reading - Reading .
Reading - MALC (SA) Reading
vOoC (MC) (MC) (MAT)
Reading strategies
RS1 Plan a goal 0,50 0,57 0,13 2,00
RS2 Make a mental note 0,50 0,71 0,13 0,50
RS4 Read text carefully - 0,14 - 0,50
RS6 Read a portion carefully 10,50 16,50 19,38 12,33
RS7 Scan 2,00 3,21 19,38 2,33
Look for markers of
RS8 meaning 0,50 0,64 1,63 0,33
RS9 Repeat, paraphrase 2,50 3,21 0,88 3,33
RS10 Identify unknown word 2,00 2,14 0,25 2,67
Identify unknown
RS11 sentence 0,50 0,07 0,25 0,33
RS12 Reread 1,50 0,86 2,13 1,00
RS13 Ask overall meaning 2,50 1,36 0,75 1,67
RS14 Monitor understanding 0,50 1,64 0,88 1,83
Adjust comprehension
RS15 (previous) - 1,29 0,88 1,67
Adjust comprehension
RS16 (new) 0,50 2,64 1,63 3,83
RS17 Confirm understanding 1,50 2,57 1,38 1,67
RS19 Identify keyword - 0,86 0,50 2,33
RS20 Search main idea 0,50 0,50 0,88 1,50
RS21 Use discourse knowledge - 0,57 0,63 0,67
Use organization
RS22 knowledge - 0,71 0,75 0,33
RS23 Use logical connectors - 0,14 0,38 0,17
RS24 Read ahead - 1,00 0,75 0,33
RS25 Go back 3,50 1,50 0,90 0,17
RS26 Verify referent 0,50 0,36 0,13 -
RS27 Infer meaning (internal) - 0,50 0,13 0,17
RS28 Infer meaning (external) 3,00 0,14 0,13 0,67
RSNEW1 Skim 1,50 1,14 2,75 2,00
RSNEW?2 Read text again 9,00 7,43 4,38 3,67

144



Table 27 Continued.

Careful o
Careful Global Search Expeditious
Local . . Global
. Reading- Reading .
Reading - MALC (SA) Reading
VvOocC (MC) (MC) (MAT)

Test management strategies

T™1 Reread question 1,00 5,64 19,38 0,50

TM2 Paraphrase question - 0,43 2,38 -
Wrestle with question

TM3 intent - 0,36 1,75 0,33
Read the question &

T™M4 options 7,50 9,71 0,13 2,50

TM5 Read the question & text 11,00 11,93 17,38 1,67
Predict own answer after

T™6 reading 1,00 0,43 0,13 0,33
Predict own answer

T™7 before reading 0,50 0,43 - 0,17
Identify unknown

TM9 vocabulary 0,50 0,14 - -

TM11 Consider a familiar option - 0,29 - 0,83
Select option though

T™M12 uncertain 3,00 1,14 - 1,83
Drag the option to the

TM15 sentence 1,50 1,07 - -
Wrestle with option

T™17 meaning 0,50 0,79 - 0,17

TM18 Make a guess 0,50 0,71 0,25 0,17
Locate vocabulary in

T™M20 context 5,50 0,21 - -

T™M22 Select option (meaning) 6,50 6,00 0,13 4,17
Select option

TM24 (meaning/elimination) 3,50 6,64 - 0,90

TM25 Select option (elimination) - 0,50 - -

TM26 Select option (discourse) - 1,00 0,13 -
Identify answer

TMNEW1 (keyword) - - 0,88 -

TMNEW?2  Identify answer (meaning) - - 5,13 -

TMNEW3  Identify section (content) - - 3,13 -

TMNEW4  Identify section (keyword) - - 2,75 -
Identify section

TMNEWS5S  (discourse) - - 2,00 -

TMNEW6  Identify section (subtitles) - - 3,13 -

TMNEW?7  Identify keywords in Q 0,50 0,93 8,25 1,17
Identify unknown

TMNEWS8  vocabulary 1,50 0,71 1,50 0,33
Test wiseness strategies

TW1 Elimination 0,50 0,57 - -

TW3 Select by keyword - 0,29 - 1,00
Use item sequence

TWNEW1 information - - 0,75 -
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4.3.2.3 Detailed analysis of strategy use. In this section, for each of the
question types (careful local reading - vocabulary, careful global reading - macro level
comprehension, search reading, and expeditious global reading) tables with usage
frequencies and frequency rates are presented. The frequencies were calculated by
dividing the number of strategy use into the number of questions of that type, and the
strategies were rank ordered from the highest value to the lowest. Those strategies
with a mean lower than 1 were not included in the table. In order to demonstrate how
the participants vocalized strategy use, examples are given. At the end of each
exemplary transcription the participant’s level group and the line numbers for the
utterance in the transcript file are also given. As all the participants were Turkish, I
translated all the utterances from Turkish to English. The lines that were found to be

important in revealing the use of the specific strategy are underlined.

4.3.2.3.1 Detailed analysis of strategies for vocabulary items (Multiple Choice).
The vocabulary items intended to measure the test takers’ ability to guess the meaning
of a word or a phrase using contextual clues. These items were prepared as careful
local reading items, as the answer to the questions could be found within a sentence in

the reading text.

Table 28 presents the most commonly used strategies for this item type, the frequency
of use and the use ratios. The expected strategies were careful local reading of the
sentence that contains the unknown vocabulary, and if necessary reading the
preceding and following sentence to be able to guess its meaning from context. The
chosen vocabulary were low frequency items, that is, they did not occur in the language
commonly. The purpose was to have the students understand the context of the
sentence to be able to guess what that specific word means. It was anticipated that the
vocabulary items could not be answered through world knowledge or background

knowledge.
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Table 28 Strategies used in answering vocabulary items

Frequenc

Code Strategy Name y Rate
Reading Strategies

RS6 Reads a portion of the text carefully. 21 10.5
RSNEW2  Reads the whole text/paragraph one more time carefully 18 9

Uses other parts of the text to help in understanding a
RS25 given portion: Goes back in the text to review/understand 7 3.5
information that may be important to the remaining text.
Infers the meanings of new words by using work attack
RS28 skills: External context (neighboring 6 3
words/sentences/overall passage).
Repeats, paraphrases, or translates words, phrases, or
RS9 sentences—or summarizes paragraphs/whole text—to 5 2.5
aid or improve understanding.
During reading asks self about the overall meaning of the

RS13 whole text/portion.

RS10 Identifies an unknown word or phrase. 4 2

Test Management Strategies

Reads the question and then reads the passage/portion to
TM5 look for clues to the answer, either before or while 22 11
considering options.
Reads the question and considers the options before

™4 going back to the passage/portion. 15 7.5
Selects options through vocabulary, sentence, paragraph,

TM22 . . . 13 6.5
or passage overall meaning (depending on item type).

TM20 Looks at the vocabulary item and locates the item in 11 55
context.
Selects options through elimination of other option(s) as

TM24 unreasonable based on paragraph/overall passage 7 3.5
meaning.

TM12 Considers the options and selects preliminary option(s) 6 3

(lack of certainty indicated).
Note: Low frequency items (LF) (<2.00) are excluded from this table.

4.3.2.3.1.1 Reading strategies. The reading strategy that was used most
frequently was RS6 (FR=10.5). Despite the fact that these items were careful local
reading items, the participants commonly used careful global reading, i.e. they read two
or more sentences, and tried to connect information from them to arrive at an

understanding. Examples of this strategy are:
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1.

[Reads paragraph.]

Actually, [the question] is not about the meaning of the paragraph. It’s
asking ‘it pays’. It would suffice if [ read the previous sentence and the
following sentence.

[Reads paragraph one more time.]

Oh, it means it is worth it. Let’s read the options.

[Reads options.]

Here it means, it brings benefits. That is, it is beneficial to do that.
(P-AD3: 253 - 258)

[Reads item 18.]
We're going to read paragraph D. I'll read this single sentence. [ don’t

have to read the whole paragraph. There I found ‘it pays’.

[Reads sentence.]

What does the preceding sentence say? | hope it is not too long.

[Reads sentence.]

[Reads options.]

[ guess, it requires curiosity.

[ am going to read the last sentence again.

[Rereads sentence.]

[ see, when it says pays, it means it costs...that is, it costs or it helps to
learn the warning signs.

[Rereads options.]

It says ‘pays’, | know ‘pay attention’, but ‘it pays’ is not something I use
alot. ‘It pays’, it is like ‘it requires’. That’s how I feel. I think the answer
is ‘b’, it requires curiosity.

(P-AD8: 210 - 223)

[Reads paragraph.]

‘It pays to learn the warning signs’.

[ didn’t understand, I'll read again.

[Rereads paragraph.]

Is he talking about himself, or is he trying to tell the reader something?
No, no. ‘It pays to learn the warning signs.’ Gosh. Is it about the whole
sentence? | need to read the other paragraphs, perhaps I'll get it then.
(P-AD1:93 - 95)

[Reads item 10.]

It is asking the word ‘humbug’.

[ think the answer is ‘b’ but I guess I will read the paragraph. It’s been
underlined. I'll start from the previous sentence.

[Reads text.]
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It is not like what I thought. It might be ‘c’. I'll do this later.

I'll read the whole text.

[Reads text from the start again and then summarizes what s/he reads.]
Here, I thought ‘humbug’ was a lie. I couldn’t understand exactly what
it means here.

(P-AD5:37-47)

The second most frequently used reading strategy was one of the new codes added to
the strategy rubric: RSNEW2 (FR=9). The need for a new code for this strategy
occurred because most of the time the participants explicitly explained that they were

going to read / reading the text one more time. Here is an example:

5. [Reads paragraph.]
I'll read the last four sentences of this paragraph again.
[Rereads a portion of paragraph.]
Now I'm looking at the options.
[Rereads paragraph. Translates as s/he reads.]
Itis not ‘c’. I am in between two choices. I didn’t exactly understand
what ‘b’ says but I feel it is the answer. It is not ‘promotional tactic’
because the text says they did something they shouldn’t have done.
(P-Ul4: 83 -90)

The next most frequently used reading strategy, though only used for about one-third
of the time in comparison to RS6, was a RS25 (FR=3.5). The participants went back in
the text to understand information that may be important to understand a section or

the question. Here are two examples:

6. [Reads the question, then reads sentence with the words “it pays”.]
Let’s take a look at the previous sentence.
[Reads sentence.]
What can replace this?
[Reads options.]
[Rereads sentence.]
(P-AD2: 122 - 128)

7. Let's read the paragraph quickly.
[Reads paragraph carefully.]
It has nothing to do with “A”. It brings benefits. Now, in the previous
sentence it says ...
[Reads sentence.]
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That’s why the answer is “c”.
(P-UI5: 216 - 219)

Another reading strategy used in guessing word meaning was RS28 (FR=3). The
participants used information from the external content, i.e. neighboring words, or

sentences, to infer the meaning of a new word. Here is an example:

8. [Reads the question.]
[ don’t know the word ‘humbug’. First 'm going to read the sentence
with ‘humbug’.
[Reads text carefully.]
[t should be cheating.
[Reads options.]
But I don’t know the meaning of ‘fraud’ so I'm going to look at the text
again.
[Reads text quickly.]
Probably, it has nothing to do with ‘a’. I eliminated ‘c’. It should be ‘b’.
(P-UI5: 115 -122)

The next reading strategy used while answering vocabulary items was RS9 (FR=2.5).
The participant either repeated, paraphrased or translated words or sentences to

improve her understanding of the text. Here is an example of this strategy use:

9. Let's see, what is this about ‘humbug’. I'm reading the options.

[Reads options.]

I don’t know the meaning of ‘fraud’. I guess it is something like stealing. It
should be something negative.

[Rereads text.]

Hmmm. Let’s translate this into Turkish.

[Rereads, and translates.]

[Rereads options.]

Oh, I gotit.
(P-AD8: 117 - 118)

To a lesser extent, the participants used RS13: they asked themselves about the overall

meaning of the whole text/portion.

10. [Reads the question.]
[Reads the paragraph carefully.]
[ am somewhat confused here because the way they describe the introverts

here ... is odd.
(P-AD5: 93 - 95)
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A number of participants used RS10 (FR=2), which refers identifying an unknown

word or phrase.

11. [Reads the question.]
[Reads the paragraph and translates into Turkish.]
So they could access information that looked like deleted.
[Reads options.]
[ don’t know the word ‘fraud’, I couldn’t understand ‘b’. Can it b ‘a’? No.
[Skims text.]
[t cannot be a virus. It does not talk about that kind of virus. What is
‘humbug’? I'll read the other sentence.
[Reads sentence.]
[ get a meaning like cheating. I am trying to understand the meaning of

‘promotional tactic’. It doesn'’t fit with the meaning of it Turkish
‘promosyon’. It cannot be a tactic to promote something. 'Humbug’ looks

like a type of behavior. Even though I don’t know the word ‘fraud’ I choose

this option.
(P-IN5:112-121)

4.3.2.3.1.2 Test Management Strategies. The most popular strategy in answering
vocabulary items was TM5 (FR=11). In answering the questions, the majority of the
participants read the question, and then read the text to find the answer either before

or while considering options. Here is an example:

12. [Reads the question.]
[Reads the paragraph carefully.]
Let’s look at the options.
[Reads the options.]
[Rereads the sentence with the word in question.]
‘It pays’ means it will bring you benefits. I mark option ‘c’.
(P-AD6: 173 -178)

The next most frequent test management strategy was TM4 (FR=7.5). This time, the
participants read the options before going back to the text.
13. [Reads the question.]
It is asking the meaning of humbug’.
[Reads the options.]
[ think the answer is ‘b’, but I'm going to read the paragraph. It has
already been underlined. I'll start reading from the previous sentence.
(P-AD5: 37 - 38)
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The third most frequently used test management strategy was TM22 (FR=6.5). This

strategy refers to choosing an option through vocabulary, sentence, or passage overall

meaning. Here are two examples of the use of this strategy:

14.

15.

[Reads the question.]

I'm going to look at the options first.

[Reads the options.]

[Reads the sentence that contains the word ‘humbug’.]
They didn’t delete the profiles, so it is an act of fraud.
(P-AD2: 60 - 64)

[Reads the question.]

[Reads paragraph D carefully.]

[Rereads the question and the options.]

[ don’t think it is ‘c’ because the paragraph doesn’t say anything about
it’s benefits. Let’s replace this word with these options.

[Replaces ‘it pays’ with option ‘a’]

Yes, it is ‘b’ because any one of the people you see everyday may be an
introvert, and you make him/her angry. You need to be curious to
understand that that person is an introvert.

(P-UI3: 104 -111)

The next test management strategy used while answering vocabulary items
was TM20 (FR=5.5). The participants looked at the vocabulary item and
located it in context. Here is an example of the use of this strategy:

16. [Reads the question.]

I need to find this ‘it pays’. OK, the last sentence. | need to read the
whole paragraph.

[Reads the paragraph.]

[ think it means, it helps.

(P-IN9: 156 - 159)

Sometimes the participants chose an option through the elimination of other options,

which is TM24 (FR=3.5) in the list of test management strategies. Here is an example of

the use of TM24:

17. [Reads the question and the options.]

[ don’t think it is ‘a’, because the text talks about a disrespect towards
those people but... now it says ‘attackers’ ... | will read the options
again.

[Reads the options.]

[ don’t think it is a computer virus. The best option is ‘b’.

(P-IN9: 69 - 71)
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Another test management strategy is TM12 (FR=3). After reading the question, some

participants chose a preliminary option without being too certain. Here is an example:

18. [Reads the question.]
[Reads the options.]
I'm going to read the last four sentences of this paragraph again.
[Reads sentences.]
I'm looking at the options again.
[Reads the options.]
[Rereads the paragraph.]
[Translates part of the text.]
[tisnot‘c’. I'm in between ‘a’ and ‘b’. [ don’t understand what is meant
in ‘b’ but it feels like this one is the answer. It is not promotional tactic
because it says they did something they shouldn’t have done. [ am not
sure.
(P-UI4: 83 -90)

The examples given here reveal that the strategies were not used in isolation: some
strategies were consistently used together. For example, the participants commonly
read (RS6) and reread (RSNEW?2) the related sentences, or even the whole paragraph if
they failed to understand the meaning conveyed. Here is an example of those two

strategies used together:

19. [Reads sentence.]
What does this mean?
[Rereads sentence.]
‘Require curiosity’, ‘attract attention’, these are too close. But they do
not fit in the sentence. ‘Attract attention the learn the warning signs.”
No, it is not good. I say, ‘bring benefits’.
(P-IN5: 220 - 224)

T24, the elimination strategy to arrive at an answer, was generally used together with

RS6, reads a portion of the text carefully. Here is an example:

20. Oh, this....I think this is the word ‘humbug’, I need to find out what it
means. What are the options?
[Reads options.]
I'll read the sentence again.
[Rereads sentence containing ‘humbug’.]
What does it say?
[Rereads paragraph.]
What was announced as deleted was actually broadcasted.
[Rereads options.]
[t doesn’t make sense.
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I'll mark ‘an act of fraud’ for the time being.
(P-AD3:127 - 137)

4.3.2.3.2 Detailed Analysis of Strategies for Macro Level Comprehension Items
(Multiple Choice). The items that require macro level comprehension were marked as
careful global reading items according to the new reading model. In this question type,
the test takers were expected to separate main ideas from supporting details,
understand how an argument develops throughout the text, distinguish generalizations
and examples, and make inferences (see Table 13). Critical reading questions were also
dealt with under careful global reading. In responding to these items, the test takers
were expected to be deeply engaged in the text, and analyze the text, or interpret
information not given explicitly in the text. As such, the reader was expected to read
carefully and derive meaning by understanding the relation between sentences;
therefore, it is usually global reading. The frequencies and rates for the macro level

comprehension items are given in Table 29.

4.3.2.3.2.1 Reading strategies. As the macro level comprehension and critical
reading items necessitate, reading a portion of the text carefully (RS6) has the highest
frequency rate (FR=16.50), followed by reading the question. The frequency rate of
RS6, in this section is much higher than that in the vocabulary section (16.50 and 10.50,

respectively). Here are two examples:

1. This is the last paragraph. I remember there was a question related to
this. I need to understand what it means so [ am going to read slowly
and try to understand it all.

(P-AD1:15-15)

2. I'm moving on to paragraph E. I quickly looked at the question; it is
about meaning, that’s why I'm going to read paying attention to the
meaning of the paragraph.

(P-AD5: 98 -98)

Similar to the order of the strategy use, RSNEW2 was the second most frequently used
strategy (FR=7.43). After reading a portion of the text, the participants reread to
improve their understanding of the text, or to monitor that they have understood it

right. Here are two examples:
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3.

[Reads paragraph.]

At the end of this sentence, he talks about the same type of people.
[Reads options.]

I couldn’t understand, I'm going to read this last part again.
[Rereads part of paragraph.]

(P-IN9: 136 - 140)

[Reads the question.]

[Reads paragraph.]

I couldn’t understand this part. I'm going to read again.
[Reads paragraph and translates into Turkish.]

(P-IN3: 166 -171)
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Table 29 Strategies used in answering macro level comprehension items

Code Strategy Name Frequency Rate

Reading Strategies

RS6 Reads a portion of the text carefully. 231 16.50

RSNEW?2 Reads the whole text/paragraph one more time 104 7 43
carefully

RS7 Reads a portion of the text rapidly looking for 45 391

specific information.

Repeats, paraphrases, or translates words, phrases,
RS9 or sentences—or summarizes paragraphs/whole 45 3.21
text—to aid or improve understanding.

Adjusts comprehension of the text as more is read:
RS16 Identifies the specific new information that does or 40 2.64
does not support previous understanding.

Confirms final understanding of the text based on

RS17 .
the content and/or the discourse structure.

26 2.57

RS10 Identifies an unknown word or phrase. 30 2.14

Test Management Strategies

Reads the question and then reads the
TM5 passage/portion to look for clues to the answer, 167 11.93
either before or while considering options.

Reads the question and considers the options

™4 before going back to the passage/portion.

136 9.71

Selects options through elimination of other
TM24 option(s) as unreasonable based on 93 6.64
paragraph/overall passage meaning.

Selects options through vocabulary, sentence,
T™M22 paragraph, or passage overall meaning (depending 92 6.57
on item type).

Goes back to the question for clarification: Rereads

™1 the question.

79 5.64

Note: Low frequency items (LF) (<2.00) are excluded from this table.

Scanning, RS7 [FR=3.21], was also used despite the questions being careful reading

items. RS7 was used as a strategy to eliminate or chose an option. The participants
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scanned for words in an option in the text, and read that part of the text to help them

eliminate or chose the option. Here are some examples:

5. [Reads the question.]

[Reads options and translates each option.]

[Reads the paragraph.]

[Returns to the options.]

[t is not ‘a’ because it says they were dominating. There’s ‘abnormal’ in
‘b’. 1 don’t know what that means, so if I cannot find it in the text, then
there’s a problem.

[Scans text for abnormal.]

I couldn’t find it in the text. But, normal, anormal, abnormal... They
sound similar.

(P-IN3): 286 - 295)

6. [Reads the question.]
Now I'm going to search for ‘university students’.
[Scans text and locates ‘university students’.]
I'll read this sentence from the start.
(P-IN6: 94 - 99)

7. [Reads the question.]
‘University students’ is my keyword.
[Scans text for ‘university students’.]
Right there, at the beginning of the paragraph.
[Reads paragraph carefully.]
P-IN3:190 - 195

With the same frequency as RS7, RS9 was used (FR=3.21). The participants used this
strategy to help their understanding of the text by repeating, paraphrasing, or

translating words or phrases. Here are two examples:

8. The last part may contain a clue about the writer’s attitude, but I
couldn’t get it.
[Rereads part of the paragraph.]
[Translates a sentence.]
There is an ironical expression here; this might be critical. If there is
irony, it may be approving as well. But, I think it is critical.
(P-IN3: 200 - 205)

9. [Reads the question.]
Let’s look at the questions first.
[Reads paragraph.]
[Translates paragraph.]
[Continues reading.]
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[ am going back to the options now.
[Reads the question and options.]
[Rereads the paragraph.]
[Translates paragraph.]

[Rereads the options.]

(P-IN9: 133 - 143)

RS16 is related to monitoring the consistency of the text as more is read. The
participant checks whether the new information she receives is consistent with the

meaning representation of the text she has constructed so far. The frequency rate of

RS16 was 3.21. Here are two examples:

10. As far as I can understand, developed countries wanted to be a part of
this because the seeds come from their own country. As a result of the
discussions it talks about a postponement.

(P-AD4: 270 - 270)

11. Oh, I see, they only attack those they want to eat, they don’t attack for
the sake of attacking. At least, I understood this much.
(P-AD8:41 - 41)

Another reading strategy used in a similar proportion to RS16 was RS17 (FR=2.57).
Using the content or the discourse structure, the participants confirm their final

understanding of the text. Here are some examples:

12. Ithink, deletion of personal accounts was a lie. Because the hackers
revealed them...the deleted information. It means they did not keep
their words.

(P-IN3: 109 - 109)

13. [Reads paragraph.]
[ see, the real scandal was this. The answer is ‘c’. They are not honest
about they delete accounts after users want. And hackers showed it.
(Talked in English.)
(P-UlI6: 45 - 47)

RS10 was used in MALC items with a frequency rate of 2.14. It refers to the
participants’ identification of an unknown word or phrase while reading the questions

or the text. Here are two examples:

14. [Reads the question.]
I don’t know ‘refute. I'm checking again. I'll skim a bit.
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[Skims paragraph.]

[ didn’t really understand. He does not support. Because I don’t know
what ‘refute’ means, To be on the safe side I'll say he is questioning.
(P-AD7: 82 - 85)

[Skims text.]

[ don’t know what ‘indifferent to’ means. But I guess it is something like
neutral.

(P-AD2: 104 - 105)

4.3.2.3.2.2 Test management strategies. In answering MALC items, TM5

(FR=11.93) was the most frequently used test management strategy followed by TM4

(FR=9.71). The former strategy refers to reading the question and then reading the

text, the latter refers to reading the question and then reading the options before going

back to the text. Here are examples for these two strategies:

15.

16.

17.

[Reads question.]

[t says here, their behavior is limited. Why is that so?
[Rereads text.]

Oh, ok.

[Reads options.]

Now, I should check which one is logical.

[Rereads option A.]

(P-AD8: 80 - 86)

[Reads question.]

I'm going to read again because I didn’t understand.
[Rereads question.]

What is the writer’s attitude?

[Reads options.]

It’s in the last paragraph.

[Reads paragraph.]

(P-IN5:173-179)

[Reads question and options.]

[Reads paragraph A carefully.]

Here, it talks about an introvert. They like to spend time by themselves,
so the answer is ‘b’.

(P-UI1: 111 -113)

In the third and fourth places are TM24 and TM22, with frequency rates very close to

each other. TM24 (FR=6.64) is about selecting options through elimination of other

options as unreasonable based on paragraph meaning and TM22 (FR=6.57) is about
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selecting options through vocabulary, sentence, or paragraph overall meaning. Here

are some examples of TM24 use:

18.

19.

20.

It does not say anything about thinking before talking. So I cross ‘b’.
Here too, it talks about something negative. But in option ‘c’ it says they
are considerate. That's why it is not possible. I choose ‘a’.

(PUI-1: 140 - 140)

[Reads option A.]

There is nothing about it here.

[Reads option B.]

This might be.

[Reads option C.]

It doesn’t say anything about this.

(P-AD2: 31 - 36)

I eliminated 3 because there is no new technology’. It has nothing to do
with potential threat. So I choose ‘7’.
(P-IN5: 63 - 63)

Here are examples of TM22 uses:

21.

22.

23.

[Reads question 14 and the options.]

Now I'm going to read the paragraph from the start and then when I get
that point I'll be super careful.

[Reads paragraph.]

[ didn’t understand; I'll read that sentence again.

[Reads sentence.]

Now I'll try to choose from the options.

(P-IN9: 88 - 93)

[Reads options.]

There’s nothing here about this. They do research; they consider this
important. I think it is ‘a’ because it says the UAV’s could not find what
they were looking for.

(P-IN7: 47 - 47)

Now I'll try to choose from the options. I think it is the first one: the
paragraph talks about things they should avoid, that there are some
problems. Now, option ‘a’ covers all this.

(P-IN9:93 - 93)

The last test management strategy is TM1 (FR=5.64), that is going back to the question

for clarification. Here is an example:
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24. I'm going to read the question again.
[Rereads question.]
Which option provides this?
[Rereads options.]
(P-AD4: 179 - 182)

4.3.2.3.3 Detailed analysis of strategies for matching heading items. Although,
these items were grouped under the title matching, and the aimed reading strategy was
primarily skimming, i.e. expeditious reading, the most frequently used strategy was
careful reading. The items in this category required the test takers to understand the
gist or the main idea of each paragraph and match them with one of the headings given
in the options. Apparently, to understand the main idea, in some of the paragraphs, the
participants needed to read carefully than expeditiously to match each option with a

heading.

As can be seen in Table 30, the most frequently used reading strategy was RS6
(FR=12.33) followed by RS16 (FR=3.83) though it was used only about one-third of the

time compared to RS6.

In the following example, the participant skims the text first (expeditious reading);

failing to find the answer, reads the paragraph carefully.

1. [Skims paragraph.]
[Reads paragraph carefully.]
[ don’t know the meaning of this, but since the writer uses ‘but’ here...
I'll try to understand it ... I'll read the previous sentence.
(P-IN8: 38 - 41)

In this example, the participant notices that the answer was in the first line of the
paragraph. If he had read the first and last lines of the paragraph, it’s highly probable

that he could have found the answer:

2. TI'll read paragraph C starting from the middle of the paragraph because
there is some unnecessary information at the beginning.
[Reads paragraph C carefully.]
‘Prey’ is a keyword.
[Continues reading.]
[ didn’t understand much but this is not about researching animals.
What is this about?
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[Reads the question again.]

It is about food.

[Continues reading.]

It talks about feeding habits. [ made a mistake in skipping the first part
of the paragraph.

(P-UI2: 46 - 55)

Table 30 Strategies used in answering matching items

Code Strategy Name Frequency Rate
Reading Strategies
RS6 Reads a portion of the text carefully. 74 12.33

Adjusts comprehension of the text as more is
RS16 read: Identifies the specific new information that 23 3.83
does or does not support previous understanding.

Reads the whole text/paragraph one more time

RSNEW2 22 3.67
carefully
Repeats, paraphrases, or translates words,
RS9 phrases, or sentences—or summarizes 20 3.33
paragraphs/whole text—to aid or improve
understanding.
RS10 Identifies an unknown word or phrase. 16 2.67
RS19 Identifies and learns the keywords of the text. 14 2.33
RS7 Read.s.a portlon qfthe text rapidly looking for 14 233
specific information
RSNEW1  Skims text 12 2.00
RS1 Plans a goal for the text. 12 2.00
Test Management Strategies
Selects options through vocabulary, sentence,
TM22 paragraph, or passage overall meaning 92 4.17
(depending on item type).
TM4 Reads the question and considers the options 136 250

before going back to the passage/portion.

Note: Low frequency items (LF) (<2.00) are excluded from this table.

The participants used RSNEW-2 (FR=3.67), reading the text/paragraph one more time,

carefully very frequently when answering matching questions. This strategy refers to
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returning to the text to reread after a failed attempt at answering a question, or lack of

certainty about the chosen answer.

3. First, I'm reading the questions because the paragraph is long, I need to
choose the questions. There are matching questions. Ok. We're going to
pick out what is in each paragraph.

[Reads option 1.]

White sharks. Let’s see where we can find ‘white sharks.’
[Scans paragraph A.]

Not this one. I'll keep going.

[Skims paragraph B.]

It doesn’t say anything about what it feeds on.

[Scans paragraph C.]

Ok. We understand what the white sharks feed on here.
(P-Ul6: 2 -12)

[ underlined the words; now, I'm searching for them in the text.
(P-AD5: 23 - 23).

The reading strategy RS9 (FR=3.33) was used to improve or aid understanding of the

text. Here is an example of RS9 use in matching items:

4. [Reads paragraph E.]
[Reads options.]
[t is about how they were interested when they saw the AUV.
[Reads paragraph F.]
[Reads options.]
This part is about how they were frustrated because they did not find
what they were looking for.
(P-AD6: 35 -40)

A common approach towards responding the matching questions was to read the
paragraphs first and then to eliminate the options. Some participants used keywords to
make the matching; the strategy RS19 (FR=2), identifying and learning the key words
of the text, was used with this type of item. Here are examples of the reporting of the

use of RS19:

5. ‘Attack’ may be a keyword here.
(P-IN3:36 - 36)

6. Il underline ‘motivation’.
(P-AD2: 17 -17)
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7. ltsays ‘unlike’ in the last sentence. That’s a keyword.
(P-AD6: 46 - 46)

8. Ifound the name Ashley Madison. I'm underlining it.
(P-UI4: 63 - 63)

Using the strategy RS19 (FR=2.00), Identifies and learns the key words of the text, the
participants noticed some important words in the text and used them as clues to reach

some information. Here are some examples:

9. In the second paragraph it talks about how we observe them. Now, I'll
read the third paragraph.
[Reads paragraph.]
[ underlined the part where it explains how they feed.
(P-AD3: 33 - 34)

10. It talks about white shark. Then, the topic is white shark
(P-IN5:4 - 4)

11. I'm quickly reading the text to see if there are any keywords.
(P-AD6: 12 -12)

Some participants used RS7 (FR=2.33), reads a portion of the text rapidly looking for
specific information, with the intention of finding words that are similar to the

keywords in the question. Some examples of this strategy are:

12. I'm reading paragraph A. Blah, blah, blah.
[Scans text.]
It's not here. I'll read paragraph C.
[Scans text.]
Blah, blah, blah. Next lines. It says...so and so. Actually, it talks about
their observations.
(P-AD8: 61 - 67)

13. ‘Recorded media.’ Where did I see it? I'm looking.

[Scans text.]
(P-AD8: 47 - 47)

RSNEW1 was used with a frequency rate of 2.00. The participants skimmed the text to

get an overall idea on what each paragraph was about.
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14. First the text...'m going to read the first paragraph, then the first and
last sentences of the others, so I'll know what kind of information there
is in each paragraph. Then, I'll read the questions.

(P-IN5:2-13)

15. First 'm going to read the questions.
[Quickly reads questions.]
[ think these are matching questions. Now, [ am trying to figure out the
keywords. I'm looking at the paragraphs to understand what each is
about. I'm going to read the first sentences of each.
(P-IN6: 2 - 3)

Another strategy used with matching items was RS1 (FR=2.00), plans a goal for the text.
The participants’ verbalizations on how they decide to proceed with the text were

coded with this strategy. Here are some examples:

16. First, I check the question types.
[Quickly reads the questions.]
Now, there is matching, then multiple choice questions. In order to
match them I need to read the whole text.
(P-IN4:5-5)

17. First, I'm going to the text...'m going to read the first paragraph. Then,
I'll read the first and last sentences of the other paragraphs so that I'll
have an idea as to what information can be found where.

(P-IN5:2-2)

18. I look at the questions. I see that there is one for each paragraph. I will
first read the paragraph and then try to get the overall meaning.
(P-UI2:3-3)

4.3.2.3.3.2 Test management strategies. Among the test management strategies,
two of them had a frequency rate over 2: TM22 (FR=4.17) and TM4 (FR=4.50). TM22 is
about selecting options through meaning (of vocabulary, sentence, or paragraph). The
participants mentioned how the meaning they obtained from a portion of a text
matched with the question intent, or how a vocabulary item used in the text coincided

with some vocabulary in the text. Here are some examples:

19. Option ‘c’ is reasonable. It does not talk about a myth like password
security and then, they ask for money. I say ‘c’.
(P-IN5:111-111)
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20. I'm going to choose ‘c’ because the writer says introverts should not be
treated this way, and there are also criticisms, so I choose ‘c’.
(P-UI1: 151 - 151)

21. I think ‘b’ because I matched ‘misconceptions’ and misunderstood’.
(P-UI2: 168 - 168)

22. What I understand from the whole of the paragraph is that the impact
team did not do this to mean harm to people. That’s why I say ‘c’.
(PUI3: 56 - 56)

TM4 refers to reading the question and considering the options before going back to
the text. In answering the matching items, the participants used this strategy either to
identify the keywords of the paragraphs, or to get an idea from the options as to what

to expect from each paragraph beforehand. Here are two examples:

23. [Reads the question.]
First I'm going to read these options so that I have an idea beforehand
about the paragraphs.
[Reads options.]
Alright, so the text is about sea animals, now I'm going to read the text.
(P-AD5: 3 -6)

24. First, I'm reading the questions.
[Reads the question and options.]
This is about paragraph headings, so I'll go to the text and read each
paragraph.
(P-IN7:3 -4)

4.3.2.3.4 Detailed analysis of strategies for search reading items. Search reading
refers to searching for a pre-determined topic in a long text and reading carefully to
understand the relevant part. The search reading part is presented in Reading Test V2
contains a text longer than that in the other parts, and eight short answer questions.
The participants were expected to search the text for the topic of each question and

then read carefully to find the answer. (Table 31).

4.3.2.3.4.1 Reading strategies. The most frequently used strategy in this section
was RS6 (FR=19.75), careful reading, followed by RS7 (FR=19.38). After reading the
question, the participants scanned the text to locate a keyword they identified in the

question, or locate a section which they believed was relevant to the question. In case
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they couldn’t find the exact keyword from the question, they went back to the question
to identify other keywords or the topic - hence the use of a test-management strategy,
TM1. As mentioned earlier, search reading questions were developed with the aim of
having the test taker read carefully across sentences to be able to arrive at an answer.
The data showed that the most frequently used strategy was RS6, confirming the item

writers’ expectations.

The existing strategies from the Cohen and Upton rubric were found to be insufficient
in explaining test taker behavior especially in the search reading part of the test.
During the analysis of the data, eight new test management strategies were defined,
appropriate with the item type, six of which were used frequent enough to be included
in Table 31. The first two of the new strategies, TMNEW1 and TMNEW?2 are related to
the approach in finding the answer, either through a keyword or meaning derived from
the words, sentences, or paragraphs. TMNEW3 to TMNEWG6 are related to the
identification of the section of the text where the participants thought the answer is
located. TMNEW?7 is identifying keywords in the question and TMNEWS is identifying

unknown vocabulary in the question.
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Table 31 Strategies used in answering search reading items

Code Strategy Name Frequency Rate

Reading strategies

RS6 Reads a portion of the text carefully. 158 19.75

RS7 .Reads a }?ortlon of the text rapidly looking for specific 155 19.38
information.

RSNEW?2 Reads the whole text/paragraph one more time 35 438
carefully

RSNEW1  Skims text 21 2.75

RS12 During reading rereads to clarify the idea. 17 2.13

Test management strategies

™1 Goes I.oack to the question for clarification: Rereads the 153 19.13
question.
Reads the question and then reads the passage/portion

TM5 to look for clues to the answer, either before or while 138 17.25
considering options.

TMNEW?7 Identifies keywords in the question 66 8.25

TMNEW2 Identifies answer through Vocabulal.‘y, sentence, 41 513
paragraph, or passage overall meaning

TMNEW3 Identifies section relevant to the question based on 95 313
content
I ifi i 1 h ion:

TMNEW6 den.tl ies section relevant to the question: uses 95 313
subtitles

TMNEW4 Identifies section relevant to the question: uses 21 5 75
keywords

T™2 Goes ba(.:k to the questl.on for clarification: Paraphrases 19 538
(or confirms) the question or task.
I ifi i 1 h ion:

TMNEWS dentifies section relevant to the question: uses 16 500

discourse str

Note: Low frequency items (LF) (<2.00) are excluded from this table.

The strategies RS6, and RS7 and RSNEW1 were frequently used together as the

participants read the question, then read the text both carefully and expeditiously, and

if they felt they could not locate the answer, reread the question to identify new

keywords, or to establish the topic again. Here are examples of these strategies:

25. [Reads question 30 and scans text for a keyword.]

If I look at the second paragraph, there is no mention of a threat. Let’s

look at the third paragraph.
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[Skims text.]

It talks about gene banks here, but there is nothing about the risks that
threaten them. I continue reading but there’s nothing related to a risk.
[Scans text.]

Here, I think it talks about it, the biggest threat, and those risks are lack
of resources and funding.

[Writes answer.]

(P-UI1: 219 - 227)

26. [Reads question 25.]
[ continue reading the paragraph. I try to find the words administration
of seed, decision, conflict.
[Scans text.]
[t can be in the section Who owns the world’s heritage.
[Skims text.]
[t can be here, in this part because it talks about treaty. Yes, it talks
about ministry of agriculture. I think I'm close to the answer.
[Reads text.]
[Rereads question 25.]
Recommended. Here it is. The answer is a chamber should be built
inside a mountain.
(P-IN7:197 - 201)

27. [Reads question 24.]
Chambers is like a room. The answer can be around here because it
says description.
[Scans text.]
[ found chambers.
[Reads text.]
[t says this serves, so it must be talking about its function.
[Writes answer.]
(P-IN3:318 - 322)

The participants used RS12 (FR=2.13) to improve their understanding of the text. Here

is an example:

28. [Reads text and rereads question.]
[Rereads text.]
Rules need to change. This does not fit with the question. I'll read again.
[Rereads text.]
[t is here, but I couldn’t spot it.
[Rereads question.]
0k, something needs to be done.
They need advance approval.
[Rereads text.]
I'll skip this. Next question.
(P-AD6: 310 - 321)
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4.3.2.3.4.2 Test management strategies. The participants frequently reread the

question for clarification. This strategy, TM1 (FR=19.38), was used in all item types but

most frequently with search reading items. The reason for that is they were expected to

identify the location of the answer by understanding the topic relevant to the question.

Most participants, though, reread the question and scanned the text for related words,

rather than locating the area of the text by matching the question topic with subtitles in

the text. Here are examples of the use of this strategy along with TM5 (FR=17.25)
which was usually used together with TM1, and TMNEW?7 (FR=8.25) which is about

identifying the keywords in the question:

29.

30.

[Reads question 24].

[Rereads question 24.]

The keywords are ‘chambers’ or ‘specific layout’. So I'm looking at the
section ‘Description of the facility’. I'm scanning to find ‘chambers’.
[Scans text.]

Here I found ‘layout of the chambers’. What was the question?
[Rereads question 24.]

[Reads text.]

[Rereads question 24.]

‘Layout is purposeful’, but why is it specific? It's asking the reason.
[Rereads question 24.]

[ should look at the previous paragraph, perhaps the answer is there.
Or [ should read the part after ‘purposeful’.

(P-UI2: 228 - 236)

[Reads question 24].

I'll try to find ‘chambers’. I'm scanning now.

[Scans text.]

Here, I found ‘chambers’. I'll read the question again.
[Rereads question 24.]

[Reads text.]

Is the answer ‘purposeful’?

[Skims text.]

[Reads text carefully.]

[Rereads question 24.]

Because...

[Reads text.]

‘This serves as a security measure.’ Is this the answer?
(P-Ul4: 224 - 235)

Three of the test management strategies TMNEW3 (FR=3.13), TMNEW4 (FR=2.75) and
TMNEWG6 (FR=3.13) were used to identify the section of the text relevant to the
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question. Use of TMNEW3 shows identification of location through content, use of
TMNEW4 shows identification of location through keywords and use of TMNEW6
shows identification of location through subtitles. Here are examples to the use of these

three strategies:

31. [Reads question 24.]
I need to find something related to ‘chambers’.
[Reads subtitle, ‘Description of the facility’.]
It should be here.
[Reads text.]
(P-UI1: 160 - 163)

32. [Reads question 24.]
This is not related to the introduction section. It talks about the
purpose, why it was established. This must be in the description
section.
(P-AD6: 239 - 240)

33. [Reads question 27.]
I'll find this in ‘Why Svalbard?’ section.
[Rereads question 27.]
Ok, ‘Why Svalbard?’ is the right place.
[Reads text.]
(P-Ul6: 202 - 207)

Here are examples of the new strategy TMNEW?2 (FR=5.13) which was used frequently
throughout the search reading section to identify the answer through vocabulary,
sentence, paragraph or a number of paragraphs’ overall meaning. Here are two

examples:

34. [Reads text.]
[ want to read the first paragraph, from the start very carefully.
[Reads paragraph carefully.]
Here it mentions the seed bank but there is no mention of a purpose.
There is nothing in the previous sentences that I can pick clearly.
[Continues reading.]
[ guess this one, preserving from seeds. At first I thought that it was
talking about what they were doing and it did not mention the purpose
but now this preserving seems like a purpose.
(P-AD5: 124 - 129)
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35. [Reads question 25.]
‘Administration of seed’ may be after this paragraph, so I'll keep
reading.
[Continues reading.]
[ don’t think the answer is here, so I'll skip this part. I'll search for
‘administration of seed’. Then I'll read around that part. Now I'll scan.
[Scans text.]
[Rereads question 25.]
I missed the question.
[Rereads question 25.]
I'm going to scan whole page till I find it.
[Scans text.]
It says something here. I'll read the question again because I found
‘Administration of seed’. Now, I'm searching for the ‘decision’. It says
‘heated debate’. So they discussed. I'm looking for the decision.
[Scans text.]
It says ‘postponed’. It was postponed, but that isn’t a decision. I might
read the other paragraph.
[Continues reading.]
Not here. This part is on something different. I should find it in the first
paragraph.
(P-AD7: 195 - 214)

4.3.2.4 Summary of the results of detailed analysis of strategies. Overall, RS6
(FR=14.68) was the most frequently used strategy across all item types. In comparison
among the four item types, it was again the most frequently used strategy except
vocabulary items. In answering vocabulary questions, the test takers initially read only
the sentence that contained the lexical item in question. They might have already
known the meaning of the lexical item that was being asked, in which case, they could
mark an option without reading any further. Or, they might have guessed the meaning
of the word from the sentence where it was located - although the test writers did their
best to avoid this. Most of the time they had to use other strategies such as reading the
preceding and following sentences. This is a plausible reason why the use of RS6 in

responding vocabulary questions was not as frequent as in responding other item

types.

All of the participants approached the reading text as a test; therefore, predominantly
they read the question and the options (TM4, FR=4.96) before viewing or reading the
text. A more frequent strategy, though, was after reading the text before reading the

options (TM5, FR=10,96).
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In dealing with the vocabulary questions, the participants had a similar approach: first,
they read the question and then they read part of the text carefully Whereas the
majority of the participants tried to find the answer by reading the text first TM5,
FR=11), some others looked at the options first (TM4, FR=7.5). Many participants
marked an option through vocabulary, sentence, or paragraph meaning (TM22,
FR=6.5). Nonetheless, there were others who chose an option through elimination of

other options as unreasonable (TM24, FR=3.5).

While answering matching items, rather than reading expeditiously to obtain a general
idea about the gist of the paragraph, the participants preferred to read carefully (RS6,
FR=12.33). Reading carefully refers to reading with the intention of understanding the
main ideas and supporting details, understanding both explicit statements and implied
meanings, understanding the macro structure of the text, understanding relations
between ideas and arguments, etc. The decision to read carefully rather than
expeditiously might have been due to text organization: perhaps the paragraphs were
not structured enough to provide a clear picture of the gist. In expeditious reading,
common reading approach is reading the first and last sentences of paragraphs,
randomly reading words to map the text, or to read the first and last paragraphs of the

text.

The second most frequently used test management strategy was used in only about one
fourth of the time compared to reading carefully: selecting options through meaning
(TM22, FR=4.17). Apparently, while matching items, some participants preferred to
use the clues in the options to arrive at an answer (TM4, FR=2.50), rather than
discovering the gist of the passage themselves (TM5, FR=1.67). Some of them matched
the keywords in the options with those in the paragraphs to help them choose an
option (TMNEW?7, FR=1.17). Other commonly used strategies were mainly reading
strategies, such as RS16 (FR=3.83), that suggested the use of some higher level
cognitive processes: integrating what is read recently to what has been read before
(Field, 2004). The participants used another reading strategy, RS9 (FR=3.33), which
suggested the use of monitoring and remediation, e.g. the participants translated
sentences into their L1, and sometimes paraphrased what they’'ve read to aid their own

understanding.
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Macro level comprehension and critical reading questions required the participants to
read portions of text carefully. This was the most frequently used strategy (RS6,
FR=16.50) followed by reading part of a text to find clues to the answer before or while
considering the options (TM5, FR=11.93). Again, approaching the text with the
intention to answer the questions, many participants first read the question and looked
at the options, and then read the text (TM4, FR=9.71). Three test management
strategies were popular with this type of questions: choosing an option through
elimination of other options (TM24, FR=6.64), choosing an option through meaning
(TM22, FR=6.57), and rereading the question for clarification (TM1, FR=5.64). To a

lesser extent, the participants also used scanning (RS7, FR=3.21).

Due to the nature of some of the questions, such as inference or attitude questions, the
participants used a number of higher level processes such as confirming that the new
information they obtain from the text is congruent with what they have read
previously (RS16, FR=2.64), and paying attention to the discourse structure of the text
(RS17, FR=2.57).

The search reading questions were different from the rest as they were in the short
answer format. Naturally, the processes that were activated during the participants’
attempts at answering those questions somewhat differed from those of the selected
response items. The participants used three strategies in same frequencies, reading
carefully (RS6, FR=19.38), scanning (RS7, FR=19.38), and reading the question a
second time (TM1, FR=19.38). The short answer format led the respondents to identify
keywords in the question (TMNEW7, FR=8.25), and (TMNEW?2, FR=5.13) scan for those
keywords in the text. When they found keyword, they started reading carefully. Due to
the fact that the texts used in search reading were much longer than the others,
identifying the section relevant to the question in a short time (TMNEW3, FR=3.13,
TMNEW4, FR=2.75, TMNEWS5, FR=2.00, and TMNEW6, FR=3.13) was a necessary

strategy to be able to complete this part of the test in time.

4.3.2.5 Comparison of high- and low-scoring participants’ use of strategies.
As it was assumed that the participants’ level of proficiency in English could have an

effect on their choice of strategies, the participants were sorted from high to low
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according to the score they received from the reading test, and the choice of strategies

from the top and the bottom one third of participants were compared.

Vocabulary
4.50
4.00
3.50
3.00
2.50
2.00
1.50
1.00 I
0.50
TRIRRN
TM22 RS6 TM5 TM4 R‘f’vl\;E TM20 RS17 RS25 RS28 RS13 RS10 RS12 TM1

® GR1 200 200 350 250 150 250 0.50 050 0.50 1.00 1.50 1.00 1.00
GR2  4.00  3.50 3.00 3.00 1.50 1.00 1.00 1.00 1.00 0.50 - - -

TM22 Selects options through vocabulary, sentence, RS25  Uses other parts of the text to help in
paragraph, or passage overall meaning. understanding a given portion: Goes back in the
RS06 Reads a portion of the text carefully. text to review/understand information that may be
TM5 Reads the question and then read the important to the remaining text.
passage/portion to look for clues. RS28  Infers the meanings of new words by using word
TM4 Reads the question and considers the options attack skills: External context (neighboring words,
before going back to the passage /portion. etc.).
RSNEW?2 Reads the whole text/paragraph one more time ~ RS13  During reading asks self about the overall meaning
carefully of the whole text/portion
TM20 Looks at the vocabulary item and locates the RS10  Identifies an unknown word or phrase
item in context RS12  During reading rereads to clarify the idea
RS17 Confirms final understanding of the passage TM1 Goes back to the question for clarification: rereads
based on the content or discourse structure the question

Note: The strategies that had frequencies lower than 1 in both groups were excluded from the graph.

Figure 26 Strategy use in answering VOC items by GR1 and GR2

4.3.2.5.1 Vocabulary items. According to Figure 26, in answering the vocabulary
questions, compared to the low-scoring participants the strategies that were used
about twice as more frequently by the high-scoring participants were TM22 (FR=4),
RS6 (FR=3.5), RS17 (FR=1), RS25 (FR=1), and RS28 (FR=1). High-scoring participants’
strategies were geared more towards making meaning of what they were reading as
the use of the strategies reveal. Low-scoring participants, on the other hand, used the

strategies TM5 (FR=3.5), TM20 (FR=2.5), RS13 (FR=1), RS10 (1.5), RS12 (FR=1), and
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TM1 (FR=1) more frequently than the high-scoring participants did. The low-scoring
participants’ use of test management strategies more frequently than high-scoring

participants may suggest a compensation mechanism for their lack of proficiency.

Macro Level Comprehension

5.00
4.50
4.00
3.50
3.00
2.50
2.00
1.50
1.00
0.50
TM4 TM5 RSNEW?2 TM22 TM24 TM1
B GR1 4.57 2.57 4.43 1.71 1.64 1.50 1.14 1.21
GR2 4.21 3.50 2.43 2.14 2.14 2.07 1.71 0.50
RS06 Reads a portion of the text carefully. TM22  Selects options through vocabulary, sentence,
T™M4 Reads the question and considers the options before paragraph, or passage overall meaning.
going back to the passage/portion TM24 Selects options through elimination of other
TM5 Reads the question and then reads the passage to options as unreasonable based on
look for clues to the answer, either before or while paragraph/overall passage meaning
considering options TM1 Goes back to the question for clarification:
RSNEW2  Reads the whole text/paragraph one more time rereads the question
carefully RS9 Repeats, paraphrases or translates words,

phrases or sentences to aid or improve
understanding

Note: The strategies that had frequencies lower than 1 in both groups were excluded from the graph.

Figure 27 Strategy use in answering MALC items by GR1 and GR2

4.3.2.5.2 Macro level comprehension and critical reading items. The comparison of high-
scoring and low-scoring participants’ scores in macro level comprehension items
revealed that the most frequently used strategy for both groups was RS6, reading a
portion of the text carefully, that is, careful global reading (low-scoring participants’
FR=4.57, high-scoring participants’ FR=4.21) (Figure 27). As these items intended to
assess test takers’ ability in understanding main ideas, separating main ideas from

supporting details, and the links between macro propositions in the text, the use of this
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strategy seems fitting. The strategy, TM4, reading the questions and then reading the
passage or a portion of the text to look for clues, was the second most frequently used
strategy for the high-scoring group (FR=3.50) followed by TM5 (FR=2.43), reading the
question and then reading the passage to look for clues to the answer, either before or
while considering options. It is not surprising that the most frequently used strategies
by the high-scoring group were all related to careful global reading. In contrast, for the
low-scoring participants, the most frequently used strategy was RS6 (FR=4.57),
followed by TM5 (FR=2.57), a strategy again related to careful global reading.

An interesting difference between the high and low-scoring participants’ use in reading
strategies was in TM4, reading the question and then reading the passage or a portion of
the passage to look for clues. This strategy was used at a much lower frequency by the
low-scoring participants (high-scoring participants’ FR=3.50, low-scoring participants’
FR=2.57). Rather than going back to the passage to look for clues, this group of

participants preferred to read the options beforehand.

Another strategy that were used differently by the two groups of participants
was RS9, repeating paraphrasing or translating words, phrases or sentences to aid or
improve understanding. The low-scoring participants use the strategy about twice as

much as the high-scoring participants did (FR=1.21).
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B GR1 - 4.83 1.17 0.50 1.17 1.50 - 1.17 1.00 1.17
GR2 - 1.67 1.17 1.00 1.00 1.00 1.00 0.83 0.50 0.33
RS6 Reads a portion of the text carefully. RS9 Repeats, paraphrases or translates words,
RS16  Adjusts comprehension of the text as more is read: phrases or sentences to aid or improve
Identifies the specific new information that does or understanding
does not support previous understanding. RS19 Identifies and learns the keywords of the text
TM5 Reads the question and then reads the passage to RSNEW2  Reads the whole text/paragraph one more time
look for clues to the answer, either before or while carefully
considering options RS13 During reading asks self about the overall
TM22  Selects options through vocabulary, sentence, meaning of the text
paragraph, or passage overall meaning. RS10 Identifies an unknown word or phrase

Note: The strategies that had frequencies lower than 1 in both groups were excluded from the graph.

Figure 28 Strategy use in answering MAT items by GR1 and GR2

4.3.2.5.3 Matching items. Matching items asked the participants to match each
paragraph with a heading from a list of options (Figure 28). The most frequently used
strategy when responding these items was RS6, reading a portion of the text carefully.
However, the participants in the low-scoring group used this strategy about three
times more than the others (low-scoring participants’ FR=4.83). All the other strategies
related to the matching items were used at low frequencies by both participant groups
except for, RS 19, identifying and learning keywords of the text, which was used only by
the high-scoring participants (FR=1.0).

4.3.2.5.4 Search reading items. Figure 29 shows that in search reading, the most

frequently used strategies by GR2 were TM1 (FR=6.00), RS6 (FR=5.12), and TM5
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(4.62). The most frequently used strategies for GR1 were different: this group used RS7
(FR=6.25), followed by TM5 (FR=5.75). The biggest difference between the two
participant groups was in the use of TMNEW2: GR2 used the strategy about five times
more than GR1 did (GR2 participants’ FR=2.50, GR1 participants’ FR=0.63).

Search Reading
7.00

6.00

5.00

4.00
3.00
2.00 I
1.00
I = B 0 1

TMNE TMNE RSNEW RSNEW TMNE TMNE
w7 w2 2 1 Wweé W3

B GR1 4.63 2.88 5.75 6.25 1.50 0.63 0.50 1.00 0.63 1.00
GR2 = 6.00 5.13 4.63 4.50 2.75 2.50 1.50 1.38 1.25 1.13

TM1 Goes back to the question for clarification: TMNEW?2 Identifies answer through vocabulary, sentence,
rereads the question paragraph, or a number of paragraphs’ overall

RS06 Reads a portion of the text carefully. meaning

TM5 Reads the question and then reads the RSNEW2 Reads the whole text/paragraph one more time
passage to look for clues to the answer, carefully
either before or while considering options RSNEW1 Skims text

RS07 Reads a portion of the text rapidly looking TMNEW6 Identifies section of relevant to the question:
for specific information. uses subtitles

TMNEW?7 Identifies keywords in the question TMNEW3 Identifies section relevant to the question

based on content
Note: The strategies that had frequencies lower than 1 in both groups were excluded from the graph.

Figure 29 Strategy use in answering SR items by GR1 and GR2

4.3.2.6 Summary of the comparison between GR1 and GR2 participants. In
general, the GR2 participants’ use of reading and test management strategies were
more appropriate for the specific item type. When answering matching items, GR2
participants used a number of strategies in similar ratios, between 0.33 - 1.67, (RS6,
RS16, TM5, TM22, RS9, RS19, RSNEW?2, RS13, and RS10) whereas GR1 participants

primarily used careful reading (RS6, FR=4.83), and used the other strategies in smaller
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ratios (between 1.17 - 0). As matching items mainly necessitate some expeditious
reading strategies, it seems, GR1 participants did not manage to select the relevant

strategies to answer the questions of this type.

In macro level comprehension and critical reading items, the focus was on
understanding the whole of the text in detail; hence, both groups used the reading
strategy, reading carefully extensively. However, GR1 spent shorter time spans while
reading the text and reverted to the question quite often, perhaps to remind

themselves what to look for while reading carefully.

Vocabulary items necessitated the participants to understand the meaning of a word or
a word cluster by using contextual clues. Therefore, they were expected to read a few
sentences, for both questions, and understand the connection between those sentences
to be able to arrive at the correct answer. This was mainly what GR2 participants did:
they selected an option based on meaning (FR=4.00). GR1, on the other hand, read the
question and used elimination of the options to arrive at an answer (FR=2.5) more

frequently then choosing an option based on meaning (FR=1.00).

In search reading, after understanding the question, GR2 managed to identify the
section relevant to the question using titles, subtitles, or content, and then they read
carefully to find the exact answer. GR1 participants, on the other hand, relied on
scanning, i.e. matching words in the question with words in the text, to find the
relevant section of the text. However, not all questions included exact words from the
text, in some there were paraphrases, and therefore, scanning would not have helped
them identify the location of the answer. They probably resorted to careful reading to

locate the answer.

4.4 RQ3: To What Extent Do Item Parameters Contribute to the Validity Claims of
the Test?

This research question was designed to reveal whether the scores from the reading test
provide meaningful statistical measures for claims of scoring validity. To this end a
number of statistical analysis within the domain of CTT were carried out for both

versions (V1 and V2) of the test.
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4.4.1 Reading Test V1 results. The first version of the reading test was
administered to participants not as a whole but in parts; therefore, for each subtest
(i.e., Text I + 8 items, Text Il + 7 items, Text Il + 8 items, Text IV + 7 items) [ conducted
the analyses separately. The subtests and the number of participants who took the

tests are given in Table 32.

Table 32 Participant numbers on subtests

Vi Subtest 1 Subtest 2 Subtest 3 Subtest 4
Items 8 7 8 7
Participants 101 97 105 97

4.4.1.1 Descriptive statistics. Frequency of scores for all subtests is given in
Table 33. Accordingly, in Subtest 1 and Subtest 2, scores ranged between 0 and 7, in
Subtest 3, scores ranged between 1 and 8, and in Subtest 4 scores ranged between 1

and 7.

Table 33 Frequency of scores

Subtest 1 Subtest 2 Subtest 3 Subtest 4
Score Freq. % Freq. % Freq. % Freq. %

0 2 2.0 3 3.1 1 1.0 - -
1 16 15.8 6 6.2 1 1.0 6 6.2
2 24 23.8 21 21.6 2 1.9 15 15.5
3 21 20.8 26 26.8 4 3.8 14 14.4
4 23 22.8 22 22.7 6 5.7 27 27.8
5 5 5.0 14 14.4 20 19.0 16 16.5
6 7 6.9 4 4.1 27 25.7 15 15.5
7 3 3.0 1 1.0 31 29.5 4 4.1
8 - - - - 13 12.4 - -

Total 101 100.0 97 100.0 105 100.0 97 100.0

181



As can be seen in Table 33, the most frequent scores were in the range of 2-4 out of 8
for Subtest 1 and out of 7 for Subtest 2. More than 65% of the participants’ scores were
within that range for those subtests. Subtest 3 was negatively skewed, with the most
frequent scores being in the range of 6 and 7, out of 8. In Subtest 4, the most frequent
score was 4 out of 7 and the distribution of the scores was symmetrical around the

score of 4.

Other descriptive statistics related to the scores of the subtests are given in Table 34.
Accordingly, Subtest 3 was the easiest test with an average score of 5.9/8 (74%) and
Subtest 1 was the most difficult with an average score of 3.0/8 (38%). Factors affecting
the high mean score of Subtest 3 could be the six Yes/No/Not Given items which, as an
item type, overemphasize the testing of isolated factual details, i.e. testing of explicit
information that requires mainly lower level reading skills (as opposed to higher level
skills such as inferencing). Another factor could be related to the topic of the reading
text; it contained mainly factual information and the Flesch reading ease parameter
(see Section 2.2.3.3.1.1 for details on Flesch) revealed that this was the easiest text
among the four. Consequently, score distribution of Subtest 3 was negatively skewed (-

1.19).

Table 34 Descriptive statistics for the four subtests

Subtest 1 Subtest2 Subtest3 Subtest4

Mean 3.0 3.3 59 4.0
(38%) (47%) (74%) (57%)
Std. Error of Mean 0.16 0.15 0.15 0.16
Std. Deviation 1.61 1.43 1.57 1.58
Variance 2.6 2.0 2.5 2.50
Skewness 0.50 0.03 -1.19 -0.06
Kurtosis -0.19 -0.16 1.97 -0.76
Alpha Coefficient 0.43 0.25 0.51 0.38
Range 7 7 8 6
Minimum 0 0 0 1
Maximum 8 7 8 7
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The participants who took the first version of the test were from six different level
groups. In order to reveal the distribution of scores among participants at different
levels of language proficiency, the results are presented in two categories. Those
students who were from the pre-intermediate level, pilot pre- intermediate level, and
the repeat group were categorized as Group 1 (GR1) and those from the advanced,
upper-intermediate and intermediate levels were categorized as Group 2 (GR2). The

distribution of the scores within these two groups for each subtest is given in Table 35.

As can be seen in Table 35, for Subtest 1 and Subtest 2, the majority of the scores of
GR2 clustered around the scores of 3 - 5, whereas for GR1, this range was 2 - 4. In
Subtest 3, the majority of GR2 scores were in the range of 6 - 7, for GR1 this range was
5 - 7. In Subtest 4, the majority of GR2 scores were within the range of 4 - 6, whereas
for GR1 group the range was around 2 - 4. Overall, GR2 scored higher than GR1 in all

four subtests.

Table 35 Distribution of test scores (V1) among GR1 and GR2 participants

Subtest 1 Subtest 2 Subtest 3 Subtest 4
Score GR1 GR2 GR1 GR2 GR1 GR2 GR1 GR2

0 - - 3 0 1 0 - -
1 2 0 5 1 1 0 6 0
2 15 1 15 6 2 0 12 3
3 11 13 15 11 4 0 9 5
4 14 7 9 13 6 0 14 13
5 8 15 2 12 11 9 4 12
6 2 3 0 4 13 14 1 14
7 0 7 0 11 20 0 4
8 0 3 5 8

In Table 36, the mean scores for all the subtests for these two groups of participants

and the percentage values of the mean scores are given.
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Table 36 Means and percentages according to GR1 and GR2

GR1 mean Percentage GR2 mean Percentage
Subtest 1 2.33 29% 3.80 48%
Subtest 2 2.57 37% 3.94 56%
Subtest 3 5.39 67% 6.53 82%
Subtest 4 3.02 43% 4.80 69%

As expected, GR2 participants had more correct answers in all subtests than GR1
participants. The easiest test for both groups of participants was Subtest 3, with a mean
score of 5.39 for GR2 and 6.53 for GR1. The hardest test, for both groups, was Subtest
1: GR2 participants received a mean score of 3.80 and GR1 participants scored 2.33 on
average. The largest difference between the mean scores of the two groups of

participants was in Subtest 4 and the smallest difference was in Subtest 3.

4.4.1.2 Item analyses: Item facility and item discrimination. The analyses of
the items in accordance with CTT conventions are given in this section. Table 36
presents item facility indices (IF), item discrimination indices (d) and point biserial

correlations (rpbi) for the items in all four subtests.

4.4.1.2.1 IF indices. As a brief reminder, item facility values closer to 0.50
provide the widest scope of variation among the test takers (Alderson et al., 1995),
therefore item developers prefer IF values to be as close to the mid-point as possible to
discriminate better between higher and lower ability test takers. As has been discussed
previously in detail in Section 3.3.3, the IF value for the reading test has been set to the
range of 0.40 and 0.80; that is, it was planned to include items that 40 - 80% of the test

takers can answer correctly.

4.4.1.2.2 Discrimination indices. The discrimination power of the items (d) are
expected to be equal to or higher than 0.20 (Crocker & Algina, 1986), and the point
biserial correlations (rpbi) are expected to be higher than 0.30 (L. Cohen, Manion, &

Morrison, 2007).
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Subtest 1 had two types of items: matching and MC. As Table 37 shows, in Subtest 1, all
the matching items were outside the expected IF range of 0.40 - 0.80 while the MC
items had acceptable facility indices. Five of the matching items were more difficult and
one item was easier than anticipated. In terms of discrimination indices, all eight items
discriminated well between participants with higher and lower ability levels when the
lower limit of the discrimination index is taken as 0.20. For point biserial correlations,

all items had an acceptable level of correlation of correct items with the total scores.

The matching items that had IF values lower than the 0.40 limit were intended as
expeditious reading items. The participants were expected to read each paragraph
expeditiously to get the gist, and then match the headings given in the question with a
paragraph. However, the retrospective protocols revealed that the majority of the
participants read those paragraphs carefully rather than expeditiously to understand
the main idea in each. This might have created a time problem for the participants, as
reading all six paragraphs carefully probably required more time than they were given.
Another explanation for the low item facility values could be related to the wording of
the options in the questions. The statements in the options could have been better

expressed for clarity of meaning.

As aresult, the computations revealed a mean score of 43% (lower than the expected
value of 60%). After discussions with the testing committee, rather than revising those
six items in Subtest 1, it was decided that a new reading task be prepared in the second

version of the reading test.
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Table 37 Item analysis results

Item Facility Discrimination Point-bis-erial
Item # Item type (IF) Index correlations
(d) (rpbi)
Subtest |
1 Matching 0.82 0.41 0.36
2 Matching 0.37 0.70 0.61
3 Matching 0.28 0.44 0.53
4 Matching 0.14 0.26 0.38
5 Matching 0.27 0.41 0.53
6 Matching 0.32 0.56 0.50
7 MC 0.44 0.56 0.34
8 MC 0.43 0.44 0.33
Subtest II
1 MC 0.33 0.56 0.39
2 MC 0.47 0.52 0.37
3 MC 0.33 0.26 0.36
4 MC 0.75 0.30 0.42
5 MC 0.36 0.33 0.35
6 MC 0.43 0.15 0.28
7 MC 0.57 0.07 0.29
Subtest I11
1 Y/N/NG 0.89 0.17 0.27
2 Y/N/NG 0.76 0.62 0.55
3 Y/N/NG 0.85 0.45 0.42
4 Y/N/NG 0.87 0.38 0.43
5 Y/N/NG 0.59 0.31 0.34
6 Y/N/NG 0.92 0.21 0.27
7 MC 0.56 0.90 0.48
8 MC 0.85 0.24 0.31
Subtest IV
1 MC 0.37 0.56 0.18
2 MC 0.51 0.70 0.37
3 MC 0.66 0.44 0.16
4 MC 0.65 0.52 0.32
5 MC 0.58 0.48 0.32
6 MC 0.61 0.67 0.31
7 MC 0.59 0.48 0.26

Notes: MC: Multiple Choice, Y/N/NG: Yes/No/Not Given. The cells outside the expected ranges

are shaded in grey.
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In Subtest 2, there were seven multiple choice items (MC). While four of the items had
acceptable facility values (0.40 and above), three (i.e., items 1, 3, and 5) had facility
values lower than 0.40. In addition, the discrimination indices of two of the items
(items 6 and 7) were lower than 0.20. Those same items also had low point biserial
coefficient values (see Table 35). On the other hand, the reading text in Subtest 2
afforded the inclusion of critical reading type items, such as inferencing and drawing
conclusions, and the testing committee preferred to keep the text and the items with
good parameters, and revise those items that had low item facility values and point

biserial correlations.

In Subtest 3, there were eight questions. Six of them were Y/N/NG items and two were
MC items. The results revealed that Y/N/NG items were easier than expected. Five of
them had a facility index higher than 0.80 and the mean score of the test was 5.9
(74%). One item’s discrimination index was off limits (< 0.20) and two of the items had
point-biserial correlations lower than expected (<0.30). The committee decided to
discard this subtest as well, since the Y/N/NG item types did not yield much
information about the test takers as the items were easier than planned, and the text
was mostly concrete (a text about sea animals), making it difficult to write more

challenging items.

Subtest 4 had seven MC items and it had the biggest number of items that had good
facility indices (i.e., there were six items with IF between 0.37 and 0.66) and
discriminative power (between 0.44 and 0.70). However, three items were outside the
expected range of point biserial correlation index (below 0.30). As the majority of the
items in this subtest had good item parameter values, the committee decided to keep it,

but revised items 1, 3 and 7(those with low discriminative power).

4.4.1.3 Test reliability. One of the categories of reliability is internal
consistency coefficient (the others are alternate-form coefficients and test-retest
coefficients) and using Cronbach’s alpha coefficient as the internal consistency
measure is taken as the “industry standard” (Khalifa & Weir, 2009, p. 148). Internal
consistency measure such as Cronbach’ alpha coefficient shows to what extent

individual items function in a similar manner (Popham, 1990). By the same token,
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however, having test tasks that include different item types or measure different
aspects of an ability (such as careful local reading and careful global reading) might not
yield high Cronbach’s alpha measures (Jones, 2001). Moreover, Cronbach’s alpha
reliability measure is likely to produce high estimates when the test is normally

distributed, and used in longer tests than in shorter texts (Brown, 2002).

Table 38 Cronbach's alpha estimates of all subtests

Cronbach's alpha Item #
Subtest 1 0.429 8
Subtest 2 0.244 7
Subtest 3 0.495 8
Subtest 4 0.383 7

The estimates of alpha coefficient computed for all the subtests is given in Table 38.
The alpha coefficient values in Table 38 would be considered low if it were a test
assessing one type of ability, or a scale focused on one type of behavior (for example,
Furr and Bacharach (2008) suggest that values around 0.7 and 0.8 show good
reliability). However, for a number of reasons the literature cautions about drawing

premature conclusions:

- the alpha coefficient is sensitive to text length (Brown, 2002)

- the number of items on a scale (a test in this case) affect alpha coefficient
estimates; for example, having more than 20 items may yield an alpha
coefficient value of 0.70 or greater even when the correlation among items is
very small (Cortina, 1993)

- high alpha coefficient values may not be expected when different traits, or
abilities are tested (Jones, 2001).

Hence, though the alpha coefficient values for the subtests in Table 38 may be
considered low for unidimensional (testing one trait/ability) lengthy tests with more
than 20 items, in the context of this study it may not be appropriate to expect high
coefficient values because the reading test taps on different aspects of reading ability
(for example, it assesses skimming to find the gist of a text and reading carefully to

understand information that is not explicitly given), rather than testing a
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unidimensional trait. This was also the case in Cambridge ESOL exams which includes a
variety of task based materials and item types, and it has been claimed that, as such, it
is not appropriate to expect high alpha coefficient values (Saville, 2003). Therefore, the
low alpha coefficient values do not cast doubt on the internal consistency of the

reading test per se.

In Table 39, item-totals statistics are presented; that is, the correlation between the
scores on each individual item and the score on the test is computed. In the light of the
information given above on the limitations of calculating alpha coefficients in short
tests tapping on different abilities, it is not surprising that the Cronbach’s alpha
coefficient values obtained as a result of item-total correlation computations are lower
than the range specified in the testing literature (generally, 0.7 - 0.8 is considered good
correlations) (Bachman, 2004). In Table 39, the column that gives the most significant
information on the test items is the fourth one titled “Cronbach's Alpha if Item
Deleted”. This column shows the Cronbach’s alpha coefficient value if the individual
item is removed from the test. For example, for Subtest 1, the alpha coefficient is 4.29
(Table 38). If item 8 were deleted from the test, the alpha coefficient would increase to
0.47 (Table 39). Therefore, this table could be helpful in deciding which items in a test
should be deleted to increase the internal consistency of a test. In the case of the
subtests used in this present study, rather than using this information the committee
and I have chosen to consider parameters obtained from item analyses, and the degree

of correspondence of aspects of each reading text and the items with the test specs.
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Table 39 Item - Total statistics

Scale Mean if = Scale Variance if = Corrected Item- Cronbach's Alpha if

Item Deleted Item Deleted Total Correlation Item Deleted
Subtest 1
Item 1 2.23 2.30 0.12 0.42
Item 2 2.67 1.88 0.36 0.31
Item 3 2.76 2.02 0.29 0.35
Item 4 2.90 2.29 0.18 0.40
Item 5 2.77 2.04 0.29 0.35
Item 6 2.72 2.06 0.24 0.37
Item 7 2.60 2.30 0.03 0.47
Item 8 2.61 2.32 0.02 0.47
Subtest 2
Item 1 2.92 1.62 0.17 0.17
Item 2 2.77 1.51 0.23 0.12
Item 3 2.92 1.68 0.11 0.21
Item 4 2.49 1.59 0.25 0.12
Item 5 2.89 1.69 0.10 0.22
Item 6 2.81 1.90 -0.08 0.34
Item 7 2.68 1.85 -0.04 310
Subtest 3
Item 1 5.07 2.14 0.22 0.47
Item 2 5.20 1.78 0.42 0.38
Item 3 5.12 1.90 0.39 0.40
Item 4 5.11 1.95 0.35 0.42
Item 5 5.40 2.09 0.08 0.53
Item 6 5.08 2.17 0.17 0.48
Item 7 5.45 1.96 0.17 0.49
Item 8 5.17 2.16 0.10 0.51
Subtest 4
Item 1 3.59 191 0.26 0.30
Item 2 3.45 1.96 0.20 0.33
Item 3 3.30 2.11 0.12 0.37
Item 4 3.31 2.01 0.19 0.34
Item 5 3.38 2.11 0.10 0.39
Item 6 3.35 1.96 0.22 0.32
Item 7 3.37 2.11 0.10 0.39

4.4.2 Reading Test V2 results. The second version of the reading test was
administered as a whole to 27 participants between April and June 2017. One

participant left the study stating that he did not feel well enough to complete the test;
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therefore, the following results are from 26 participants who took the reading test and
carried out a think aloud procedure while doing so. The primary aim of administering
this version to a limited number of participants was to collect qualitative data through
verbal protocols in order to examine the cognitive processes of the participants while
responding to reading tasks. However, some descriptive statistics and item analyses
were also carried out to obtain information on item parameters. The participant

numbers and their level groups are given in Table 40.

The participants for the second version of the reading test were chosen from among
the advanced, upper-intermediate and intermediate levels because at the time of data
collection the students in the pre-intermediate and pilot pre-intermediate groups were
to receive another two to three and a half months of instruction before they were
allowed to take the proficiency exam. As the test was aimed at a higher level of
proficiency than those students were at that time, those groups were not included in

the study.

Table 40 Participant numbers and groups

Level Group n
Advanced 9
Upper-Intermediate 7
Intermediate 10

4.4.2.1 Descriptive statistics. In the second version of the reading test, there
were four reading tasks with a total of 30 items. Each item had 1-point weight. As can
be seen in Table 41, the mean score of the test was 66/100. The minimum score was 11

and the maximum score was 28.
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Table 41 Descriptive statistics of Reading Test V2

n=26
Mean 19.8 (66%)
Std. Deviation 4.70
Variance 22.10
Skewness -0.045
Kurtosis -0.716
Range 17.00
Minimum 11.00
Maximum 28.00

Table 42 presents frequency distribution of the scores on a 30-point scale. There is a
wide distribution with only two scores (15 and 17) being seen three times, and all the

other scores had a frequency of at most two.

Table 42 Frequency of scores

Reading Test V2
Score Freq. Percent Cumulative Percent

11.00 1 3.8 3.8
12.00 1 3.8 7.7
13.00 1 3.8 11.5
15.00 3 11.5 23.1
17.00 3 11.5 34.6
18.00 2 7.7 42.3
19.00 1 3.8 46.2
20.00 2 7.7 53.8
21.00 2 7.7 61.5
22.00 2 7.7 69.2
23.00 2 7.7 76.9
24.00 2 7.7 84.6
25.00 1 3.8 88.5
26.00 1 3.8 92.3
28.00 2 7.7 100.0
Total 26 100.0
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A final analysis on the test score was the test of normality: it reveals whether the scores
are distributed normally within the population. As can be seen in Table 43, the

distribution of scores was normal (p=.000).

Table 43 Test of normality

Shapiro-Wilk

Statistic df Sig.

Test score 0.557 26 0.000

4.4.2.2 Item analyses: Item facility and item discrimination (V2). The
analyses of the items of the second version of the reading test in accordance with CTT
conventions are given in this section. Table 43 presents item facility indices (IF), item

discrimination indices (d) and point biserial correlations (rpbi) for the items in the test.

The second version of the reading test contained 22 selected response items (multiple
choice and matching) and 8 constructed response items (short answer) (see Section

3.3.2.3.1.1 for the content of Reading Test V2).

In terms of item facility, the lowest value (the most difficult) was 0.31 and the highest
(the easiest) was 0.96. There were six items that had values higher than 0.80 (Items 2,
5,12, 13,19 and 22), and there were four items that had values lower than 0.40 (items
8,11, 21 and 25). All the ‘easy’ items were selected response type items (two matching
and four multiple choice items). Three of the ‘difficult’ items were selected response

(multiple choice) and one was a short answer item.

The items with the lowest facility values (items 8 and 21) were inferencing questions
(i.e., participants had to understand implicit information). The item that had the
highest facility value was item 19, which required detailed reading of a portion of the

paragraph (macro level comprehension).
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Table 44 Item analysis of Reading Test V2

Discrimination Point-biserial

o
g

Item Facility

Lt Item type (IF) Index correlations
(d) (rpbi)
1 Matching 0.73 0.50 0.45
2 Matching 0.96 0.13 0.20
3 Matching 0.73 0.63 0.54
4 Matching 0.65 0.50 0.34
5 Matching 0.88 0.13 0.11
6 Matching 0.77 0.25 0.28
7 MC 0.92 0.25 0.42
8 MC 0.31 0.50 0.32
9 MC 0.58 0.13 0.29
10 MC 0.73 0.38 0.38
11 MC 0.35 0.13 0.12
12 MC 0.81 0.13 0.02
13 MC 0.85 - 0.09
14 MC 0.62 0.13 0.15
15 MC 0.62 0.13 0.21
16 MC 0.50 0.38 0.34
17 MC 0.65 0.38 0.22
18 MC 0.69 0.63 0.50
19 MC 0.96 0.13 0.37
20 MC 0.77 - (0.12)
21 MC 0.31 0.13 0.26
22 MC 0.85 0.25 0.25
23 Short answer 0.50 1.00 0.72
24 Short answer 0.69 0.63 0.61
25 Short answer 0.38 0.25 0.31
26 Short answer 0.46 0.63 0.60
27 Short answer 0.62 0.88 0.79
28 Short answer 0.73 0.63 0.58
29 Short answer 0.46 0.38 0.39
30 Short answer 0.69 0.63 0.48

In terms of the discrimination indices, the lowest index was 0, and the highest was 1.
Out of 30 items, 10 had low discrimination indices (between 0 and 0.13) (items 2, 5, 9,
11,12,13, 14, 15,19, 20 and 21), and they were all selected response items. The
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highest discrimination index belonged to a constructed response item (item 23). The
short answer type items had the highest discrimination indices compared to the other

types of questions.

As for the point-biserial correlations, the lowest value was -0.21 (item 20, multiple
choice), and the highest was 0.79 (item 27, short answer). Out of the 30 items, 13 of
them were below the expected value of 0.30 (two items, 6 and 9 had values very close
to the threshold, they were 0.28 and 0.29, respectively). Those items that did not

discriminate well usually did not have a good correlation coefficient.

Overall, the short answer items had more favorable qualities than the MC items. Items
23-30 (except for item 25 which had a value of 0.38 instead of 0.40), had facility values
within the accepted range. Those items also had the highest discrimination indices and
the highest correlation coefficients among all the items, which shows that those items

reliably measured the intended test construct.

4.4.2.3 Test reliability. For the second version of the reading test, internal
consistency coefficients as a measure of reliability were calculated again. The fact that
the test was administered as a whole provided the opportunity to calculate the
coefficients of items that tap onto specific reading types separately; for example,
matching items require comprehension of the main ideas (global careful reading), and
short answer items require search reading (global expeditious reading to locate the
parts to be read, and then careful reading to extract the necessary information). This
method of calculating alpha coefficients separately for each item type resonates with
the assumption that the items computed measure the same underlying construct.
Khalifa and Weir (2009) recommend that “Where a test consists of items or groups of
items which are intended to test different things, then they should never be analyzed

together when estimating internal consistency” (p. 149).
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The items in Reading Test V2 can naturally be grouped according to the item types

used in the test as follows:

1. items 1 - 6: test careful global reading (matching)
2. items 7 - 22: test various reading skills (careful local and global, expeditious
local) (MCI)

3. items 23 - 30: test search reading (short answer).

The reading operations required to answer the first and third group of items is
unambiguous: group 1 items are all matching items that require test takers to
understand the main idea of a paragraph; therefore, they tap on careful global reading
ability, and group 3 items are all search reading items in the short answer format,
which require the test takers to search for the location of the relevant answer and then
extract the answer from the text However, group 2 items call for the use of different
operations: some require local reading whereas others global reading, and therefore, it
may not be meaningful to expect high alpha coefficient correlation estimates for those

items.

Table 45 Cronbach's alpha coefficient values for Reading Test V2

Cronbach's N of

alpha Items
Matching (careful global) 0.67 6
MCI (both careful /expeditious and global/local) 0.27 16
Short answer (search) 0.79 8

Table 45 gives the alpha correlation coefficients in total for the three group of items
from Reading Test V2. As expected, correlations of the matching and search reading
items reveal high reliability (a=0.67 and a=0.79, respectively) whereas the MC items
reveal lower reliability values («a=0.27) due to the fact that different aspects of reading

ability are tested through those items.
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Table 46 Item - total statistics (V2)

Scale Meanif  Scale Variance if Corrected lter_n- A(i;(l):;biefl;:g lsn
Item Deleted Item Deleted Total Correlation Deleted
Matching items - Careful global reading
Item 1 4.00 1.36 0.607 0.543
[tem 2 3.77 2.02 0.254 0.672
Item 3 4.00 1.52 0.430 0.617
[tem 4 4.08 1.43 0.461 0.606
[tem 5 3.85 1.73 0.423 0.625
Item 6 3.96 1.71 0.268 0.676
Short answer - Search reading

[tem 23 4.04 451 0.646 0.739
[tem 24 3.85 493 0.488 0.766
[tem 25 4.15 5.33 0.260 0.801
[tem 26 4.08 4.55 0.630 0.742
[tem 27 3.92 4.55 0.651 0.739
[tem 28 3.81 4.96 0.502 0.764
[tem 29 4.08 5.19 0.313 0.794
[tem 30 3.85 493 0.488 0.766

Table 46 reveals item-total statistics: only group 1 and group 3 items are presented
here for reasons given above. The ‘Cronbach's Alpha if Item Deleted’ column gives
coefficient estimates if that individual item is deleted from the test. According to the
table, if item 2 is deleted, the coefficient estimate will increase to 0.672; none of the
other items’ deletion increases the coefficient estimates. The reason for this is apparent
in Table 43. As can be seen, item 2 has a very high item facility value (IF=0.96), which is
probably the reason why its deletion was estimated to increase the internal
consistency of the first group of items. Similarly, in group 3 items, the highest value in
the ‘Cronbach's Alpha if Item Deleted’ column belongs to item 25. According to Table

43, item analyses results, item 25 was the only item that had a facility value lower than
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anticipated (IF=0.38). Hence, the internal consistency measures inform that removing

that item would increase reliability measures to 0.801.

4.4.3 Summary of the results of item analyses (V2). Descriptive statistics on

the first version of the reading test yielded the following mean scores:

Table 47 Subtest averages

Reading test V1 Average (%)
Subtest 1 38
Subtest 2 47
Subtest 3 74
Subtest 4 57

Reading test V2 66

Alderson et al. (1995) maintain that items closer to the facility value of 0.5 should be
sought to achieve the widest scope of variation among test takers. Very easy items do
not provide any information on the test takers as they are answered correctly by a
majority of the test takers. Therefore, the difference between weak and strong test
takers cannot be observed. Difficult items are more acceptable if they discriminate
between test takers with different ability levels (Khalifa and Weir, 2009). In Reading
Test V2, six of the items had facility values above 0.80 (easier than anticipated), and
four of them had facility values lower than 0.40 (more difficult than anticipated). The
items that were too easy or difficult usually did not differentiate well between
participants at different proficiency levels. However, this is accepted as a quality of a
criterion-referenced test rather than a weakness per se (for a discussion of a criterion-

referenced test, refer to Section 5.3).

In V2 of the reading test, the open-ended items were the most successful in terms of
their facility value, discriminative power and reliability. As the open-ended items
required the participants to produce the answer themselves, they could not use test
taking strategies such as elimination of options, or getting clues from the options.

Without any options for guessing, those participants who understood the question and
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managed to locate the relevant section of the text, read carefully and wrote down the

answer.

As the CTT analysis revealed, more reliable results on the discriminative power and the
correlation between items and total score (point biserial) can be obtained by
administering the test to a larger number of test takers. Nevo (1980) recommends
around 100 subjects for the ordering of items according to their difficulty levels. He

claims,

The larger the sample, the smaller the standard error of the items’
characteristics. The index of difficulty of an item in the population
measured by the percentage of correct responses (P), the item-total score
correlation in the population (e), and other items’ parameters can be
estimated more accurately when a larger sample is employed (p. 328).

Despite this information, the number of people recruited to administer the second
version of the test was limited with 27 participants. This decision is closely related to
the nature of the research question RQ2b. RQ2b focused on the cognitive processes
that are activated during test taking, and the data collection method was set as think
aloud protocols. Due to the shortcomings of dealing with - collecting, transcribing,
coding, etc. - recorded media, a limited number of participants could be recruited. The
nature of the research question necessitated a thick description of cognitive processes,
rather than statistical information. Consequently, it may not be possible to assert, with
confidence, that the reliability coefficients of some items of the Reading Test V2 are
appropriate. However, further research might shed light on the statistical properties of

this version of the test.
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4.5 Summary of findings of Research Question 1, 2 and 3

Table 48 Summary of findings of Research Question 1, 2 and 3

RQ1 - Context validity

Reading test
construct
definition

Criterial
parameters

Test specifications

The cognitive processing model of reading emphasizing the
use of both bottom-up and top-down reading models
interactively

The literature on academic reading needs and the findings of
the needs analysis study guided the decisions on the
parameters of test facets provided in the sociocognitive
framework.

Assessment of reading was based on two reading types:
careful reading and expeditious reading. Both local and
especially global reading was emphasized.

RQ2 - Cognitive validity

Retrospective Investigation

Preview
strategies

Test response
strategies

Location of

No distinctive pattern overall. GR1 participants used reading quickly
and selectively more frequently than GR2 participants.

Reading slowly and carefully, re-reading a part of the text and search
and match similar

Across sentences

the answer
Introspective Investigation
Expected R
Item Type Reading Findings
Careful reading.
Careful local Reading sentences adjacent to that with the
Vocabulary . .
reading vocabulary item.
Mainly global reading.
Careful global Carefql reading
Macro-level Scanning.
. & local . o .
comprehension readin Test management strategies: elimination of options.
5 Building a mental model of the text.
Expeditious Careful reading.
. P Establishing a mental representation of the text.
Matching global o
reading Monitoring.
Meaning based selection of options.
Expeditious Careful reading.
Search Readin global & Building a mental model of the text.
& (Careful global Test management strategies: selecting options
reading through meaning.
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Table 48 (Continued)

RQ3 - Scoring validity

Reading Test V1

Reading Test V2

Score range: 38% - 74%

IF indices: 15 items within the range of 0.40 - 0.80.
9 Items too difficult, 6 items too easy.

27 Items discriminated well.

23 items showed good item-total score correlations.
Cronbach’s alpha range: 0.24 - 0.50

Average score: 66%

IF indices: 19 items within the range of 0.40 - 0.80.
4 Items too difficult, 7 items too easy.

19 Items discriminated well.

17 items showed good item-total score correlations.
Cronbach’s alpha range:

Matching: 0.67

Multiple choice: 0.27 (careful & global reading items computed
together)

Short Answer: 0.79
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CHAPTER 5

DISCUSSION AND CONCLUSION

5.1 Introduction

Validity is considered to be a primary concern in all testing situations (Bachman, 2000,
2005, Bachman & Palmer, 1996, 2013; Chapelle, Jamieson, & Hegelheimer, 2003; Fox,
2004; Kane, 2012; Lazaraton, 2002; Lissitz, 2009; McNamara, 2006; Milanovich, Saville,
Pollitt, & Cook, 1996; Sireci, 2016; van der Walt & Steyn, 2008). However, the definition
of validity went through a major transformation within a few decades: from being
considered a characteristic of a test, it came to be accepted as the extent of justification
one could provide for the score interpretations. Since then, various approaches for test
validation, and specifically frameworks on which to build validation methods have
been proposed (Kane, 2016; O’Sullivan & Weir, 2011; Weir, 2005a). Of the many,
Weir’s (2005) socio-cognitive framework offers a clear outline in the planning and
sequencing of validation work (Taylor, 2014). Hence, this study utilized a reading
model (Urquhart & Weir, 1998; Weir & Khalifa, 2008a) and the socio-cognitive
framework (Weir, 2005) for the validation of a reading test. The sociocognitive
framework comprises five aspects of validity; namely, context, cognitive, scoring,
consequential and predictive validity. Test taker characteristics are also included as a
component of the framework. Weir (2005) posits that there is a reciprocal relationship
between the components of the framework. Khalifa and Weir (2009) assert that
context validity, cognitive validity and scoring validity constitute construct validity, an
overarching concept that incorporates all types of validity evidence (Messick, 1995).
Following this approach, three types of validity evidence were generated through the

investigation of the following research questions:
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1. Contextual validity was investigated through Research Question 1: How is
academic reading ability conceptualized and operationalized as a test
construct?

2. Cognitive (theory-based) validity was investigated through Research
Question 2: What are the cognitive processes that underlie the construct of
the reading test in retrospection and in introspection?

3. Scoring validity was investigated through Research Question 3: To what

extent do item parameters contribute to the validity claims of the test?

In order to answer the research questions, first, reading ability was defined as a test
construct, and its specifications were drawn in accordance with the academic reading
requirements identified in the literature and in a school report (See 4.2.1 and 4.2.2).
This is considered the first stage of a priori test validation, and the outcome is a test
specifications document that presents the criterial parameters of the reading ability

within this specific context.

The second stage of a priori test validation is the examination of the cognitive validity
of the test, which answers the second research question, through retrospective and
introspective verbal protocols. The participants’ reports revealed the extent of
congruence between the processes activated through the test items and the processes

that were hypothesized to represent reading activity in real life academic contexts.

Finally, the third research question corresponds to the a posteriori validation stage of
the socio-cognitive framework, and it investigated item difficulty, item reliability and
item discrimination to reveal whether the statistical values derived from the scores
corresponded with the expected values as specified in the literature in terms of the

difficulty level, the discrimination power and the reliability of the items.

In this chapter, first the results of the study are individually discussed and compared
and contrasted with the findings of similar studies in the field. Then, the implications
and limitations of the current study, and recommendations for further research are

presented.
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5.2 Discussion of Research Question 1

The first research question aimed to generate evidence on the context validity of the
test by defining contextual parameters using a theoretical framework. Khalifa and Weir
(2009) claim that if we can accurately describe the criterial parameters of the reading
activities carried out in the target language domain, and operationalize them
appropriately then the test takers’ performances can be generalized beyond the testing

situation.

Context validity, one of the six aspects of validity (see Figure 4 for the validity scheme)
in Weir’s (2005) framework, is about “the appropriateness of both the linguistic and
content demands of the text to be processed, and the features of the task setting that
impact on task completion” (Khalifa & Weir, 2009, p. 81). This statement echoes
Messick (1995) whose work on validity theory had a significant impact on approaches

towards generating validity evidence in educational assessment.

According to Messick (1995), content relevance and representativeness are two
important issues related to the content aspect of construct validity. Content relevance is
achieved by “determining the knowledge, skills, attitudes, motives, and other attributes
to be revealed by the assessment tasks” (p. 12) through analysis of tasks, curriculum,
and the nature of the domain processes. Representativeness, on the other hand, is about
selecting tasks that are functionally important in the target language use domain.
Brunswik (1956) calls this ecological sampling, which refers to sampling in such a way

that all important parts of the construct domain are covered.

In brief, in test construction, content relevance and content representativeness are
achieved through the analysis of the test domain. The description of that domain
produces a test specification document that addresses the content aspect of construct
validity, or as referred to Weir’s framework, context validity. The test specifications
document is an important declaration for the relevance and representativeness of the
test tasks with relation to the content domain. Hence, constructing test tasks according
to this test specifications document provides evidence for contextual validity of the

test.
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In the present study, content relevance was achieved through the analysis of
communicative tasks in the target language use domain, specifically those in the first
year of academic studies in all five faculties at METU (the engineering, architecture,
education, economic and administrative sciences, and arts and sciences faculties), and
the criterial levels of achievement in reading. Representativeness, on the other hand,
was achieved through a careful selection of tasks that were indicated to be important
by the stakeholders such as the faculty members, and the instructors of the DBE and
MLD.

The literature warns us about the two major threats to validity with relation to the

content of the test:

One is construct underrepresentation - that is, the test is too narrow and
fails to include important dimensions or facets of the construct; the other is
construct-irrelevant variance - that is, the test is too broad and contains
excess reliable variance associated with other distinct constructs, as well
as method variance making items or tasks easier or harder for some
respondents in a manner irrelevant to the interpreted construct (Messick,
1992, p. 1491).

Construct underrepresentation happens when the content does not sample the tasks in
the target domain adequately, or important aspects of the construct are not captured in
the test tasks, in which case the assessment becomes invalid (Kaplan & Saccuzzo,
1982). Having trivial content, or too few exam items may lead to construct
underrepresentation. In order to avoid the pitfall of construct underrepresentation,
utmost care has been taken to make sure the test specifications document for the

current test adequately reflects the test construct.

The second major threat, construct-irrelevant variance, can either be construct-
irrelevant difficulty or construct-irrelevant easiness. In the former, a feature of a task
that is unrelated to the construct of the test may cause a group of test takers to score
low, leading to bias in scoring. It is also considered unfair test use. The latter happens
when some test takers manage to respond correctly using methods irrelevant to the
test construct, such as being familiar to a reading text in a reading task. The result of
construct-irrelevant easiness is that those test takers with familiarity to a reading text

receive scores higher than they would. Other sources of construct-irrelevant variance
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can be guessing, using test-wiseness strategies, or having poorly constructed items that
make it difficult for test takers to understand the gist of the question. In order to ensure
that there is no construct-irrelevant variance in the reading test, the psychometric
qualities of the items were closely examined, and those items that revealed too high or
too low item facility values were re-examined, with some being revised while others

were replaced.

Fulcher (2010) mentions other critical advantages of having a test specifications
document: it allows the test writers to develop a test for a particular administration,

but also ensures the design of parallel forms for each administration of the test.

In a similar vein, Bachman and Palmer (1996) list four purposes for test blueprint

which includes specifications for each type of task:

1) to permit the development of other tests or parallel forms of the test with
the same characteristics;

2) to evaluate the intentions of the test developers;

3) to evaluate the correspondence between the test as developed and the
blueprints from which it was developed;

4) to evaluate the authenticity of the test (p. 177).

In the present study, test specifications were drawn with a perspective similar to that

in the literature. The three main purposes specified for test specifications were:

a) to provide guidance to test writers to produce items/tests with similar

characteristics;

b) to provide a guideline to the administrators to evaluate whether the

developed test form corresponds to the intended operations;
c) to keep a record of the modifications on the test form and the reasons for it.

While generating test specifications is beneficial for the stakeholders of the test, there
are some key characteristics which make it valuable and meaningful. These were

mentioned by Davidson (2012) as being
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e generative: the spec is intended to produce many equivalent test
items/tasks;

e iterative: the spec evolves over time and proceeds through versions;

e consensus-based: the spec is co-authored by a team (p. 201).

In developing the specs for the reading test, those three characteristics were taken into
account. The specs were detailed enough to allow for the developing of items that
consistently test what is intended to be tested and it was made clear that the specs
document should be reviewed and revised when necessary. Although I designed the
document, the criterial parameters were set during the meetings with the testing
committee, hence, consensus on all parts of the document was achieved before it was

presented to the administration.

Finally, a crucial aspect of the test specifications document presented in this study is
the cognitive processing reading model by Urquhart and Weir (1998), and Khalifa and
Weir (2009), which specifies the theoretical underpinnings of the reading test
construct. The contribution of the theoretical model to the specification of the
construct is significant: the test construct is delineated by the model, and the test
specifications reflect facets of the model (Unaldi, 2004); that is, the reading construct is
limited to, and defined within the boundaries of the cognitive processing approach (for

a detailed discussion of the theoretical model of reading see Section 4.2.1).

The congruence between the facets of the model and the specifications of the
behavioural domain is important. Urquhart and Weir (1998) define reading ability on
two dimensions: local/global and careful /expeditious reading. They suggest that the
purpose of reading determines the type of reading that is going to be carried out. They
also assume an interactionist view of reading. That is, while reading readers use
bottom-up processing (get information from the text), and top-down processing (use
their own knowledge about the topic/genre/discourse); while reading they also
elaborate on what they read and monitor their understanding of the text. Apparently, a
number of processes at various levels of attention take place during reading, and it may
not be realistic to categorize those processes as distinct from each other as has been
delineated in the reading model by Khalifa and Weir (2009). Moreover, the reading

processes observed in retrospective and introspective protocols suggest a combination
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of the use of reading types rather than a compartmental reading activity as described
in the model. Therefore, the test specifications document was designed in such a way
that it reflects these dimensions and processes as it relates to the theoretical

underpinning of the model.

5.2.1 General outline for test specifications. The literature and local reports
guided the decisions about various aspects of the reading test; however, the testing
committee’s views, school regulations and practical considerations were also taken
into account in reaching the conclusive decisions about the contextual features of the

test.

The test specifications document starts with the general purpose of the test and a brief
reference was made to the target language use tasks that had been specified in the
needs analysis document. The school report helped to identify the broad skills to carry
out the reading requirements in academic programs. Those skills were articulated
using the Council of Europe’s (2009) classification for ease of reference for the future,
as setting a level for the test in accordance with the Council’s scaling approach is being

planned as further research.

A brief description of the test-takers profile was included in the specifications
document. Weir (2005) states that test taker profile is closely related to the cognitive
validity of the test because test takers’ characteristics influence the way they process
the test tasks. Moreover, it is important to contemplate on these characteristics to
prevent any group bias; that is, the test should not systematically disadvantage a
certain group of test takers. For this reason, test developers should consider test takers
in choosing tests with appropriate content, and be aware of bias against or for test

takers from different backgrounds (Reynolds & Suzuki, 2003).

The specifications document states a test level that was defined using the illustrative
global scale from the Common European Framework of Reference (CEFR)(2001). The
tentative level set for the test is B2. B2 level overall reading comprehension is described

using the following statement in the reference book by the European Council (2001):
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Can read with a large degree of independence, adapting style and
speed of reading to different texts and purposes, and using
appropriate reference sources selectively. Has a broad active reading
vocabulary, but may experience some difficulty with low frequency
idioms (p. 69).

The literature provides information on how to set a CEFR level for an assessment
battery: it involves an extensive iterative evaluation process by judges, usually
experienced instructors who are familiar with the illustrative scale, and the test taker
population. It is beyond the scope of this study to generate evidence for the CEFR level
of the test; however, it was found beneficial to set a provisional level to create an
awareness of an external criteria for the test, and establish an agreement among item

writers about the expected difficulty level of the test tasks.

Nonetheless, as the can-do statement given above for the reading ability at B2 level is
too broad a guidance for choosing texts and for the expected operations based on test
tasks, various publications were referred to for more information (for example,
Davidson & Fulcher, 2007; “Introduction to the CEFR with checklists of descriptors -
Eaquals,” n.d.; Language Policy Division, 2009; Lowie, Haines, & Jansma, 2010;

Martyniuk, 2010; Pearson ELT, n.d.; Takala, 2010).

Definition of the test construct in terms of the expected operations were given in the
two tables that presented skills taxonomies for a) careful reading and b) expeditious

reading (APPENDIX E).

Careful reading is carried out as either global or local careful reading. In global careful
reading, the reader generates a macro-level representation of the text by
understanding the main ideas/arguments, and the explicit and implicit propositions.
Local reading is operationalized as using contextual clues to understand the meaning of

an unknown word.

Three of the test tasks assessed global reading as this type of reading is believed to
realistically reflect the reading practices of students in academia. A similar indication
was made in a number of studies researching academic needs (such as Enright et al,,

2000 and Weir, 1983).
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The taxonomy for expeditious reading, on the other hand, included three sub-
operations: skimming, scanning and search reading. Although referred to separately in
the specifications document, it was decided to test those three operations under one

reading task, and in an integrated manner.

Weir (1983) claims that students often need to carry out search reading to obtain
information on a specific topic for their assignments. He particularly specifies
skimming and extracting important information from texts as a major reader purpose
in academia, which shows that the search reading operation is a relevant addition to

the new reading test.

The test specifications document is not a fixed and ultimate guide to a test; it should be
flexible to reflect any changes that are deemed necessary to be able to justify the score-
based interpretations. For example, any changes in the test taker profile, or contextual
parameters, such as the communicative functions expected of the test takers in the
target language use domain ought to be reflected on the test tasks so that one can
justify the value of the decisions made about the test takers’ ability in the relevant
domain. The version of the test specifications document presented in this study is also
subject to change when and if the testing committee decides to improve an aspect of
the test to increase its reliability as a tool to predict university students’ future

performance in academic programs.

Developing a test specs document - a blueprint - with sound theoretical basis and
consistent with the communicative needs in the target language use domain helps to
achieve both situational authenticity (that the test takes into account the contextual
requirements of the tasks) and interactional authenticity (that the cognitive activities
of the test taker in performing the test task is similar to that in performing tasks in real
life) in a test (Bachman & Palmer, 1996; Douglas, 2000). The term authenticity in the
works of previous researchers translates into Weir’s framework as validity. Though
there are differences in terminology, in a broad spectrum of methodological
approaches, validity inquiry encompasses gathering both theoretical and empirical
evidence as does the present study (see for example, Haertel (1985) and Chapelle

(1998)). As such, the design and implementation of the test specifications document
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presented here verifies content-relevance and representativeness claims of the
construct theory, and generates evidence of validity. This evidence justifies the
meanings ascribed to test scores, which is congruent with the approach to validity
acknowledged in this study: “Validity is an integrated evaluative judgment of the
degree to which empirical evidence and theoretical rationales support the adequacy
and appropriateness of interpretations and actions based on test scores or other

modes of assessment” (Messick, 1989b).

The approach presented here in the design and development of test specifications have
significant contributions to the field: First, at the conceptual level, it explicitly
demonstrates the relation between observed performances and the traits relevant to
the test. In other words, the connection between theory and data is clearly presented.
This undertaking takes test development procedure a step forward for all stakeholders
in any assessment situation. Similar to Jamieson (2013), the present study asserts that
explicating and advancing the meaning of a construct in language assessment ensures
that the stakeholders learn “to look beyond the term [construct] itself, and examine the
nuances of its use”. A deep and thorough understanding of the concept and being able
to position it within the context of use will guide the development of assessment
instruments consistent with the needs, and the theory, and will thus address the issues

of reliability, validity and fairness.

Secondly, this endeavour is another step in establishing test design and development
standards within the domain of second language testing. Especially in high stakes
testing, concerns over the appropriateness of the interpretations based on test scores
on the part of all stakeholders drive the related parties to follow procedures such as
those established in the present study. Burgeoning of sound, theory driven test design
and development activities will help to establish certain standards in the realm of
language testing, such as the acknowledgement of the responsibility of institutions to

generate and present validity evidence to their stakeholders.

Thirdly, validation efforts inform language teaching practices. The association between
language assessment and language instruction is immediate. Instructional curriculum

is one of the factors affecting test design. The content of the assessment instrument is
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partly derived from the curriculum, syllabus, and other documents used in instruction.
In terms of content-relevance, the test developers need to make sure that they sample
tasks that can cover aspects of competence so that they can support their claims
regarding the generalizability of the scores beyond the testing situation. The better
sampling of tasks from the instructional domain, will impact instruction positively as

the teachers will shy away from “teaching to the test”.

5.3 Discussion of Research Question 2

The second research question aimed to generate evidence on the cognitive validity of
the reading test through retrospective and introspective investigation of cognitive
processes that were activated while carrying out tasks in the reading test. To this end,
the data collected retrospectively and introspectively were analyzed separately to
establish the extent of utilization of the cognitive processes affirmed in the scheme in
the reading test, and the correspondence of the reading types and purposes with the
new reading paradigm. As has been popularly reiterated in the literature, the match
between the construct and the test would demonstrate that the test actually measures

what it claims to measure (Kelley, 1927).

The findings of the retrospective and introspective protocol forms demonstrated that
the operationalization of reading construct through the test supports the
interpretations of test scores; that is, the cognitive processes elicited  through the
protocol forms were congruent with the theoretical framework of the test, and the
reading purposes and dimensions (local vs. global) were consistent with the behavioral
criteria defined in the test blueprint. Therefore, the reading test (V2) was found to be
suitable as a measurement tool with regard to the cognitive processes hypothesized to
constitute reading ability. Furthermore, the data supported the argument that reading
ability is componential (Devi, 2010; Urquhart & Weir, 1998), and therefore, the reading

model is an appropriate tool in the design of the reading test.

5.3.1 Retrospective findings. Retrospective data was collected through a
protocol form during the administration of the first version of the reading test in four

separate subtests. The retrospective form was designed in such a way that the Parts B,
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C and D corresponded to the relevant sections of the reading model (Goal Setter,
Central Processing Core, Knowledge Bases) (see Section 4.2.1 for details on the reading
model). The relation between the parts of the retrospective form and the reading

model is given in Table 49.
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In populating the table with the frequencies obtained through the retrospective
protocol form, only GR2 participants’ responses were used with the assumption that
those who scored high are most likely to have used the appropriate strategies to find
the answers to the questions. When the frequencies were mapped on to the reading
model (in the manner as shown in Table 49), it was seen that the test items elicited
mainly careful reading strategies at the global and local level (F=9.08) (Table 50). After
careful reading, expeditious reading (F=4.77) was the most frequently used strategy.
This strategy refers to global selective reading, that is, the reader selects parts of the

text such as the introduction or the conclusion to achieve at a text level understanding.

The results revealed that careful reading played an important role in answering
questions in Reading Test V1. Findings on the use of careful versus expeditious reading
strategies in similar (academic) tests are contradictory: In one study by Weir et al
(2006), the majority of the participants (61%) read the text quickly and selectively
(expeditious reading at the global level) before reading the questions whereas in
another study, Khalifa and Weir (2009) reported that in the B2 level Cambridge ESOL
reading exam there was a clear coverage of careful reading at the global level but a

limited coverage of expeditious reading at the global level (p. 126).

Table 50 Mapping usage frequencies on relevant sections of the reading model

Frequency

Careful Reading - Global & Local 9.08

sy . _ . . 4.77

Reader Expeditious reading - Skimming i
purpose Expeditious reading - Scanning 0.9

Expeditious local reading - Search 2.21

. Creating a representation of the text(s) 1.94

Cognitive Building a mental model 3.79

processes

Establishing propositional meaning 1.23

Text structure knowledge 0.60

Knowledge General /Topic knowledge 0.79

base Syntactic knowledge 0.63

Lexical knowledge 1.77
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The other two strategies that were used at lower frequencies were search reading
(F=2.21) and scanning (F=0.92). Search reading and scanning relied mainly on the
lexical access component in the Central Processing Core. Especially participants in GR1
relied more on lexical recognition and word matching rather than using textual
features (such as discourse structure, or subtitles) to identify sections relevant to the

questions.

The use of careful reading and expeditious reading strategies were not exclusive; that
is, they were used in a cohesive manner by the participants in the four subtests.
Participants who reported that they used S2 - Search & match similar, an expeditious
reading strategy, also marked S8 - Read slowly and carefully, and S9 - Re-read parts,

which are careful reading strategies carried out at global and local level.

In terms of cognitive processes, building a mental model (F=3.79) had the highest
frequency. This finding is similar to the Weir et al (2006) study, in which 89% of the
participants used the strategy putting information together across sentences, which

refers to ‘building a mental model of the text’ in our reading model.

Building a mental model refers to processing incoming information and integrating the
new information into a mental representation of the text created so far. Field (2004)

states that

Incoming information has to be related to what has gone before, so as to
ensure that it contributes to the developing representation of the textin a
way that is consistent, meaningful and relevant (p.241).

By doing so, the reader identifies the main ideas, relates them to the information
previously read, makes a distinction between important ideas and supporting details,
and thus, builds a macro structure of the text as more is read. Comprehension in this
hierarchical manner is congruent with the cognitive model which was also observed in

the analysis of the introspective data.

Following mental model level, in the second place was text level representation
(F=1.94). This process requires the ability to “recognize the hierarchical structure of

the whole text and determine which items of information are central to the meaning of
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the text” (Khalifa & Weir, 2009, p. 53). Considering the degree of knowledge - of
discourse structure, coherence between ideas, etc. - it is not surprising that the
frequency rate is low, and predominantly the high-scoring participants reported to

have created a representation of the text during the test.

In terms of knowledge base, lexical knowledge was used the most (F=1.77) and
knowledge of text structure (F=0.60) was used the least. This finding shows that the
participants used local reading strategies more frequently than global reading
strategies. In the use of lexical knowledge, the difference between GR1 and GR2
participants was significant. Having a wide range of lexical knowledge helps text
comprehension; together with grammatical knowledge it also affects reading test

performance (Kobayashi, 2002; Shiotsu & Weir, 2007).

In brief, in terms of reading types, careful reading, mostly global and occasionally local,
was the primary reading style employed by the participants. This finding suggests that
the macro comprehension and critical items were responded as the test writers
intended. The specific items that were expected to initiate expeditious reading
strategies failed to do so; hence, in the second version of the reading test, different type
of questions (search reading in the short answer format) were included to address this
deficiency. Local expeditious reading was used more frequently by those participants
in GR1. They relied, more than others, on word recognition skills to identify the
location of the text relevant to the question, or to select an option that they thought

correctly answered the question.

In terms of cognitive operations, both bottom-up and top-down processes were
activated while answering the questions: GR2 participants, i.e. the advanced level at the
DBE, used top-down processes more often than the others: e.g. they used their
knowledge of discourse and text organization more frequently than did GR1

participants.

5.3.2 Introspective findings. The second set of data were obtained through
verbal protocols. Verbal reports have been widely used in many fields including
reading research, and especially in the analysis of cognitive processes (see, for

example, Alison Green, 1998; Kucan & Beck, 1997; Pressley & Afflerbach, 1995). In the
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present study, the verbal reports obtained from the participants were coded using a
rubric adapted from Cohen and Upton (2006). The data from the verbal protocols were
primarily analyzed qualitatively, with the aim of understanding the strategies used
during test taking as part of the process of examining the cognitive validity aspect of
the test. The analysis revealed important findings about the cognitive processes as well

as the relevance of the reading model for academic reading in the local context.

The first finding is that the participants approached the texts as a test-taking task. In
the context of this study, academic reading is mainly characterized as reading for
information and argument (see Section 4.2.2 for the academic reading needs); that is,
reading to learn. However, the participants’ main aim in dealing with the texts was
correctly answering the test questions. This finding is similar to that of Cohen and
Upton (2006) who investigated test takers’ cognitive processes during a TOEFL test of
reading. They reported that the main goal of their participants was to find the right

answer to the questions rather than learning from the texts they read.

A second finding is that during test taking a wide variety of strategies were used by the
participants regardless of their level of proficiency. It was generally a combination of
strategies that allowed them to answer the questions on the reading test. Anderson
(1991) reports a similar finding saying that “there is no single set of processing
strategies that significantly contributes to success [...]. Readers scoring high and those
scoring low appear to be using the same kind of strategies while reading and

answering the comprehension questions [...].” (p.468).

In this study, reading is defined as an interactive process, during which the reader
makes decisions as to how to read (goal setting), activates processes (bottom-up and
top-down) and uses her knowledge base (lexical, syntactic, world, etc.) to decipher the
meaning in the printed text. As such, it requires many processes to be activated during
reading. In test taking too, many processes, and knowledge sources were activated to
complete the tasks as needed. Therefore, though mainly approached as a test task, the
reading test elicits processes similar to those in real life reading. This finding is evident
in Table 51 which shows the types of processes activated during test taking by both the

high-scoring and low-scoring participants.
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Table 51 Relation between test taking processes and the reading model

Low scorers | High scorers

# FR # FR

Goal Checking 41 4.5 26 2.8
Careful Reading - Global 281 31.2 270 = 30.0
Careful Reading - Local 57 6.3 74 8.2
Esig:e Expeditious reading - Skimming 20 2.2 17 1.9
Expeditious reading - Scanning 96 10.7 86 9.6
Expeditious reading - Search 23 2.6 24 2.7
Creating a representation of the text(s) 18 2 21 2.3
Building a mental model 41 4.6 64 7.1
Cognitive Inferencing 67 7.4 84 9.3
PToCesses  Establishing prepositional meaning 15 1.7 13 1.4
Syntactic parsing 8 0.9 7 0.8
Lexical access 24 2.7 33 3.7
Text structure knowledge - Genre 11 1.22 9 1.00
'tl"aes);{tsstructure knowledge - Rhetorical 3 0.33 4 0.44
Knowledge General knowledge of the world - - - -
basis Topic knowledge - - 1 0.11
Meaning representation of text so far - - 3 0.33
Syntactic knowledge - - - -
Lexicon - - - -

In Table 51, the results are presented for two groups of participants: according to their
scores on the test, the participants were divided into three groups, and the top and
bottom groups are represented on the table as those who scored low (N=9) and those
who scored high (N=9). The amount of use of each strategy (#) was mapped onto the
reading model and frequency rate of cognitive processes per person (FR) are given as
well. The frequency rate was calculated in a more detailed manner for this data set: the
number of times the participants mentioned using a certain strategy was classified

according to the question type it was used for (for example, careful reading, or
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matching). Then, the frequencies were divided by the number of items of that type.
This approach allowed to reveal whether the different item types could elicit relevant

cognitive processes during test taking.

Comparing the findings of Reading Test V1 and V2, careful reading was the
predominant reading style employed during test taking in both versions. Different from
V1, in V2, it was followed by scanning, and then search reading and skimming. The
difference in the frequency order is probably due to the inclusion of the search reading
task in the second version of the test. In the search reading task, there was a long text
(about 3000 words) and eight open-ended questions. The participants were expected
to find the section relevant to the answer and then read carefully to extract the answer.
In locating the relevant section, the participants chose words in the question as
keywords and scanned them through the text to find the relevant section. Hence,

scanning was the second strategy in the frequency rank list.

In terms of cognitive processes, both groups used a combination of top down and
bottom up processes without much difference in the usage ratios, perhaps except for
enriching the proposition, which is a process related to building a mental model.
Building a mental model refers to the process of understanding the main ideas of the
text, relating them to ideas previously stored in memory, and forming a cohesive link
between them so as to build up a macro structure of the text. During this process, the
reader monitors her own comprehension to check whether her interpretation of the
text is consistent with the meaning representation established so far. Weir and Khalifa
maintain that weaker readers may lack this type of monitoring (2008a). The findings

presented here support their argument.

Another difference between the low- and high-scoring participants was in inferencing.
Inferencing is going beyond what is explicitly stated in the text (Oakhill & Garnham,
1988). It also requires the use of world knowledge in the relevant area (Nuttall, 1996).
High scorers more efficiently carried out inferencing because they can deal with the
lower level processes such as word recognition, lexical access and syntactic parsing in
an automated manner, and therefore, they have more capacity to process information

at the higher levels (Khalifa and Weir, 2009).
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The participants also used their knowledge base while answering the test questions:
knowledge of genre and knowledge of rhetorical structure were involved during test
taking more than others. The use of general knowledge of the world was not expressed
openly though it is probable that during building a mental model, the participants used
their world knowledge while judging the coherence and consistency of incoming

information while integrating it into the mental model.

Different item and response types affected the participants’ use of strategies in the test;

therefore, each item type is discussed separately below.

The vocabulary items were designed as careful local reading items (for an example of
a vocabulary item see APPENDIX H). The results revealed that both global and local
reading (requiring bottom-up and top-down processes) were carried out in answering
these items. Careful reading was the major reading strategy used. Rather than inferring
the meaning from a single sentence, as anticipated, neighboring sentences were used to

resolve lexical ambiguity.

The participants mainly relied on their understanding of the meaning conveyed in the
passage when answering these questions. However, they also used an elimination
strategy to choose an option about half of the time. It was mainly the low scoring
participants who relied on an elimination strategy. This strategy did not, however,
warrant a correct response at all times. High scoring participants answered correctly
(94%) more than twice as much as low scoring participants, which suggests that it was

a challenging item type for low scoring participants.

Rereading the text was one of the most frequently used strategy in answering
vocabulary questions, together with repeating, translating and paraphrasing. The
literature specifies rereading , among others, as one of the strategies helping

comprehension (Grabe & Stoller, 2011).

The reading strategies that were not utilized as much as others in vocabulary items
were those that referred to making meaning from the whole of the passage such as
adjusting comprehension of the passage as more is read (RM15) or using knowledge of

the passage (RM22).
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Comparing the strategies elicited through the vocabulary items and the others, it was
seen that the vocabulary items acted similar to macro level comprehension items: in
both item types reading a portion of the text carefully, and reading a portion of the text
one more time carefully were used the most. The other processes that were activated
while answering vocabulary items were not exclusive to this item type. Therefore, it
was seen that testing the skill “guessing meaning of unknown words” with what is

called ‘vocabulary items’ did not provide any extra information about the test taker.

Judging the results, the committee decided not to include the item type ‘vocabulary’ in
the test, but inquire other ways to test vocabulary knowledge (such as word form,

word meaning, collocations, etc. rather than guessing meaning) in the future.

The matching items were intended to reflect how well the participants can perform
expeditious reading in a real life context (for examples of matching items see
APPENDIX H). Weir and Khalifa (2008a) define expeditious reading as quick and
selective reading to access required information. In expeditious reading, the reader
may read at the global (skimming) or local (scanning) level, or conduct search reading
which may be both local and global, and the reading direction does not have to be

linear.

The matching items in the reading test were intended for expeditious global reading,
that is, skimming to get the gist of the paragraphs. It is also known that in expeditious
reading reader’s knowledge about the structure of the text and background knowledge
of the topic can have an important role (Weir et al.,, 2000). The matching questions
were the very first six questions of the reading test. In the case of low scoring
participants, lack of knowledge of text structure or the need to activate their schemata
before answering the questions may have led them to more detailed reading rather

than carrying out the expected skimming strategy.

Comparison of high and low scoring participants’ results revealed that they employed
processes differently on the reading test. The high scoring participants’ verbal reports
revealed the use of both expeditious local and careful global reading strategies. The

primary difference with the low scoring participants was in the use of keywords in the

question to search and match with the keywords in the paragraphs. This strategy
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proved to be successful for the high scoring participants who, on average, had a correct
response rate of 96%. However, the scarce use of skimming as in global expeditious
reading was puzzling, as this was expected to be the easiest way to arrive at an answer.
Some respondents, after reading the question, rather than making an informed
decision about how to proceed, set out to read the options. Inadvertently, option
statements contained content words that might have been found to be important as
keywords and the respondents scanned them in the text in search for the correct

answer.

The majority of the low scoring participants used careful reading strategy - almost
three times more than the high scoring participants - in answering the matching
questions. Moreover, they almost did not use local expeditious reading strategy at all in
their attempt to find the correct answer. The correct response rate for this group of
participants was 60%. Weir’s (1983) early study on the non-native speakers’
difficulties in academic reading also revealed that they struggled with using
expeditious reading strategies. Devi’s (2010) study reports that non-native speakers of
English experience difficulties when they need to conduct quick and selective reading.
She also suggests that this variation between different ability students supports
Urquhart and Weir’s (1998) argument regarding the componentiality of reading, i.e., it

is divisible into underlying skills and strategies.

The macro level comprehension items were intended to assess the participants’
ability to conduct careful reading at the local and global level (for examples of macro
level comprehension items see APPENDIX H). In careful reading, the reader extracts
meaning within a sentence up to a paragraph or text level (Weir, 2013). The MALC
questions included items focusing on a single sentence (3 items), on a paragraph (10
items) and on the whole text (1 item). Judging by the number of items, careful reading
has been emphasized over expeditious and search reading in Reading Test V2 (%53 of
the items in total). Though perhaps in different ratios, many high stakes tests
predominantly emphasize careful reading skills (see, for example, Katalayi &

Sivasubramaniam, 2013; Weir et al., 2009).
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The extensive use of this item type is due to its association with academic purpose of
reading (A. D. Cohen & Upton, 2006). Academic reading involves using multiple
strategies: integrating and connecting information to establish a meaning
representation of the text as a coherent whole (Enright et al., 2000), synthesizing
information from different parts of a test, or from different texts (Grabe, 2009),
knowledge of and ability to use metacognitive strategies to monitor progress in
reading (Ellis, 1994; Jun Zhang, 2001), etc. Defined in such a wide spectrum, careful
reading for academic studies (i.e. reading for information and argument in the context

of the present study) encompasses strategies used in an integrated manner.

The findings reveal the use of a variety of reading and test management strategies in
careful reading, which suggests that the test items managed to simulate academic
reading processes that take place in real life; however, one point merits consideration.
There was only one text-level careful reading question in the reading test. Obviously,
the process ‘generating a representation of a text as a whole’ has not been sampled
adequately. Academic studies frequently require integration of information from
different texts as mentioned previously. One reason for the lack of items eliciting this

process might be related to time issues.

The texts that were used in reading text V2 were long texts with 700 - 1000 words
(except for search reading text which was about 3000 words). Items that require
reading of the whole texts may necessitate extra time on the part of the test takers.
Therefore, the timing of the test may have to be reconsidered if more items of this type

were to be included.

Search reading items aimed to reveal the participants’ ability in selecting information
relevant to a predetermined topic. It required reading at the global and local level,

using both expeditious and careful reading strategies.

The major strategies that defined search reading in the present study were reading the
questions. The participants primarily read the questions, identified keywords in the
questions, and returned to the questions frequently for clarification of reading aim.
This finding is consistent with the literature: Weir et al. (2000) mention thatin a

prototype of the Advanced English Reading Test (AERT) in China, in the search reading
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section, the readers processed the questions before reading the text. Establishing the
topic of the question, the reader then returns to the text to search for relevant
information. Once they identify the relevant paragraph, they read carefully to find the

answer to the question.

The pattern observed in Reading Test V2 was a similar one: high scoring participants
started with the questions and used a number of strategies in an integrated manner.
They used careful reading, search reading, identified the section relevant to the
question using subtitles or topic, and identified the answer through sentence or
paragraph meaning. Low scoring participants’ pattern was slightly different: they
relied more on scanning (in the sense that they tried to identify the relevant section of

the text through keywords, rather than topic).

The proportion of the search reading items in the whole reading test was 27%. Across
the test, the range of careful (53%) and search reading items and the use of cognitive
processes revealed adequate sampling of the test construct, whereas for expeditious
reading, especially expeditious global reading, there is room for a better representation

of academic reading ability in the reading test.

In defining the stages of test development, the present study employed the reading
model adapted from Khalifa and Weir (2009). This theory and needs driven model of

reading ability for academic study guided the development of the reading test.
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After administering two different versions of the test, and evaluating the results of the
study, a new model was drawn using the frequency values of the strategies used by

high scoring participants in Table 51.

This data-driven model reveals that, the reading test (V2) tapped on the expected
aspects of reading on two dimensions: careful / expeditious and global / local reading.
As can be seen in Table 51, the primary testing objective was careful global reading,
followed by local expeditious reading, and search reading (global expeditious, careful
local and careful global reading). Testing of local expeditious reading was not within
the suggested objectives of the test, but especially in matching and also in search
reading (to a lesser extent) the participants used the scanning technique to locate
specific information such as numbers or proper names. That’s the reason for the
appearance of the dotted circle in local expeditious reading domain. As the use of
strategies during test taking take place in an integrated manner rather than discrete
moves, it may not be possible to overrule the use the local expeditious strategy
altogether. Therefore, this reading type will necessarily be present in the data-driven

model.

Another unexpected finding is that; expeditious reading was insufficiently sampled in
the test. Urquhart and Weir (1998) claim that the difference between L1 and L2 reader
is most apparent in expeditious reading. To be able to claim that the reading test
samples sufficiently from the test construct, it is essential that the all aspects of reading
ability, as specified through theory and needs analysis study, be represented in the test.
Therefore, new tasks testing expeditious reading strategies will need to be added in the

next compilation of the reading test.

The data-driven model, though still unripe, is a successful representation of the reading
construct in Reading Test V2. Overall, it is consistent with the theory-driven model and

is amenable to improvement in the future compilations of the reading test.

5.4 Discussion of Research Question 3

The third research question aimed to reveal the extent to which item parameters

contribute to the validity claims of the reading test. Bachman (1990, p. 18) defines
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measurement as “a process of assigning numbers to attributes of individuals or groups
according to specific rules and procedures”. Within this measurement process, first the
attribute is defined conceptually (theoretical basis of the attribute), then the attribute
is defined operationally so that we can link the unobservable attributes to observations
of performance, and finally, we quantify those observations (Bachman, 2004). This
third research question is related to the properties of the numbers yielded through the
quantification of those observations in the reading test. Nonetheless, these numbers
are only meaningful with relation to the construct underlying the test and the
operational definition of that construct. Therefore, to be able to make claims over the
validity of the interpretations based on test scores, it is crucial to examine item

parameters, which are a function of test scores.

Score distribution of a test is important in achieving the intended purpose of a test and
the scores reveal whether the test is at the appropriate level of difficulty with relation
to the ability level of the test takers. Control over the score distribution of a test is
largely dependent upon control over the statistical characteristics of items (Bachman,
2004). As such, a number of statistical analyses are conducted on the test as a whole

and on individual items.

The descriptive statistics on the scores of the reading test (V2) as a whole revealed that
the difficulty level of the test is suitable for the intended purposes: the mean of the test
is 19.8 (in other words 66%), which is only 10% higher than the administrative
decision of the 60% cut-off score (that the items can be answered correctly by 60% of
the test takers). This difference might be due to the fact that test takers from the pre-
intermediate and pilot pre-intermediate groups were not included in the

administration of the test (V2) (the reasons for this were given in Section 4.4.2).

Next to the mean score, the standard deviation (SD) was also calculated to reveal the
dispersion of scores, i.e. how far each score deviates from the mean. The SD for the test
was calculated to be 4.70. As the test scores were normally distributed (see Table 42),
we understand that about 68% of the population scored one SD above or below the
mean score, i.e. 68% of the test takers (34% + 34%) scored between 15.1 - 24.5 (in
other words, between 50% - 82%) (Figure 32).
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Figure 32 Normal distribution curve

The mean and SD on this test provides a reference point for us for the future
administrations (or other versions) of the test. The mean score and the SD can be used
to transform each score on the test (i.e. raw scores) into standardized scores, which
can easily be used to compare scores with those from other administrations of the tests
to reveal how different the test taker populations are from each other (J. D. Brown,

2005).

Closely related to the mean score of the test is the item facility index (IF). The IF values
revealed that there were seven items that were easier, and four items that were more
difficult than anticipated. The remaining 19 items were found to be within the range of

0.40 - 0.80 that had been set during test design stage.

One reason for the deviation from the 0.30 - 0.70 range that is commonly referred to in
the literature (Brown, 2012; Henning, 1987) is due to the fact that the reading test is
criterion-referenced in nature, as opposed to norm-referenced. In norm-referenced
tests, an individual’s score is compared to the others’ in order to reveal the position of
that individual in relation to others (for example, the Higher Education Institution
Exam (Yiiksek Ogrenim Kurumlari Sinav1)). The higher an individual scores on a norm-
referenced test, the more likely she may be offered a share of scarce resources such as

a place in an academic program (Fulcher, 2010).
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However, in the case of the reading test presented in this study, there are no limits to
the number of people who can obtain a pass score to be admitted to their programs.
The scores are interpreted with reference to a criterion: by answering a certain
percentage of the questions correctly they may achieve the cut-off score of 60, which
was determined to be the minimum passing score for the test by the school
administration. From this perspective, the number of test takers who obtain the skills
and strategies to carry out the relevant reading operations is not limited. Anyone
answering a certain amount of questions correctly, the difficulty of which range
between 0.40 - 0.80, achieves a passing score. The reading test is criterion-referenced
as are many high-stakes tests developed by international institutions (such as TOEFL,

or [ELTS).

IF values closer to the mid-point of 0.50 are known to maximize variability of scores.
However, according to Hambleton and Novick (1973) “a criterion-referenced test is not
constructed specifically to maximize the variability of test scores (whereas a norm-
referenced test is)” (p.162), which justifies the use of a higher range of IF values than is

recommended in the literature (for norm-referenced tests).

Another statistic carried out using test scores was item discrimination. The
discrimination indices of 19 items were within the expected range whereas 11 had
values lower than the expected 0.20 limit. Almost all those items which were too easy
(with an IF above 0.80) also had low discrimination indices. As more number of test
takers manage to answer an item, the item’s discriminative power diminishes. This is
also apparent in point biserial correlation values of the same items. A study on CTT
revealed that if the variance of test scores are not wide, than reliability estimates will
be low (Lord & Novick, 1968). Hambleton and Novick (1973) also warn that the
reliability estimates in criterion-referenced test will be low. In the light of the
suggestions from the literature, and the assumptions of Cronbach’s alpha coefficient
estimates (that the coefficients should be calculated for items tapping on one
trait/ability) calculating reliability estimates separately for each reading ability/type as

was done for Reading Test V2 has been justified.

Overall, the item parameters, IF and discrimination indices, as well as the reliability
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estimates of the items reveal that the majority of the items reveal properties that
support the decisions made based on test scores. Except for a few items that had high
[F values (over 0.80, but especially those two with an IF of 0.96), the majority of the
items provided ample information about the candidate’s ability level. The evidence
provided here is consistent with the scoring validity claims of the framework upon

which the test was modeled.

5.5 Conclusion

This study validated aspects of the reading test that is part of the English Proficiency
Exam at METU. It sought to generate evidence for context validity, cognitive validity
and scoring validity to be able to argue that the score-based interpretations about the
test takers’ reading ability are justifiable. As in all high-stakes tests, score-based
decisions that are not supported by sound analysis or scientific data cannot be
accepted to be valid. It follows that it is the responsibility of the administering

institution to provide evidence for the fairness and meaningfulness of their decisions.

Messick’s seminal work on validity (1989b) provided the basis for many schemes for
validity studies. His work had a significant influence on approaches to validity: rather
than seeing it as a property of a test, it was defined as the extent to which we are

justified in making inferences or giving decisions based on the test scores.

Messick (1989b) proposed a framework that integrated the factors related to content,
criteria and consequences of a test into a comprehensive framework. This progressive
framework contained four cells with facets as sources of evidence that contributed to
this unified view of validity (Table 52). Using this matrix, evidence needs to be
gathered for the potential and actual consequences of test score meaning and test score

use.
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Table 52 Messick's framework

Test Interpretation Test Use
Evidential . .
basis Construct Validity (CV) CV + Relevance / Utility (R/U)
Con.sequentlal CV + Value Implications (V1) CV +R/U + VI + Social
basis Consequences

Messick’s work on validity changed the focus from the test to the arguments about the
test. He claims that the argument about the test justifies the inferences rather than the
testitself. Therefore, “validity is a matter of degree, not all or none” (Messick, 1989b, p.

13).

Weir (2005), building upon Messick’s (1989b) unitary validity concept, proposed a
systematic approach to test validation through a sociocognitive framework. This
framework, which can be used both for test development and validation, contains
validity schemes for each stage of test development and administration. In a priori
validation stage test-taker characteristics, contextual parameters (contextual validity)
and the cognitive processes elicited by the test (cognitive validity) are examined. In the
a posteriori stage, scoring procedures (scoring validity), social consequences of testing
(consequential validity) and predictive value of the test (predictive validity) are
mentioned as aspects for validation. This study focused on three aspects of the
framework; namely, context validity, cognitive validity and scoring validity, which

constitute the overarching concept of construct validity (Messick, 1995).

In examining the context validity of the reading test, the existing literature on the
definitions of reading ability were reviewed. The plethora of approaches towards
reading mainly fell into two categories: the process and componential views of reading.
The former focus on describing the actual cognitive processes that take place during
reading whereas the latter attempts to describe the subskills that are believed to

underlie reading ability. The present study employed a model of reading that is based
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on the cognitive processing approach, following Khalifa and Weir’s (2009) reading
model. In this model there are three interlinked parts called Metacognitive Activity,
which defines the type of activities that the reader carries out, Central Processing
Core, which includes elements initiated by the activities carried out in the
Metacognitive Activity, and Knowledge Base, which refers to the types of knowledge

that the reader brings into the reading process.

The metacognitive activity contains the goal setter, which is the agent that determines
the purpose for reading and decides what type of reading will be carried out to achieve
that purpose. Urquhart and Weir (1998) propose two types of reading: careful and
expeditious reading which are carried out either at the local or global level. In the
present study, the cognitive processing model of reading was used to describe careful

and expeditious reading.

After establishing the conceptual basis of reading ability, a needs analysis project was
used to bring light into the specific reading requirements in the first year of
undergraduate programs at the faculties at METU. This information was used to
finalize the conceptual model of reading, and define the criteria to operationalize the
test construct. The criterial parameters were presented in the test specifications
document. They included information on task setting and linguistics demands of the
test. Task setting is about the aspects of the test such as response method, time
constraints and weighting of items. Linguistics demands, on the other hand, focus on
the knowledge sources that the test taker uses to answer the test items such as
grammatical and lexical resources. This test specifications document serves as part of
the a priori validation of the test revealing information on context validity, and answers

the first research question of this study.

In the next step, a priori validation, evidence was generated for the cognitive validity of
the test. To this end, two versions of the test were administered: the first version was
administered in parts (Subtest 1, 2, 3 and 4) to students at the DBE. About 100
participants answered each subtest. The participants marked the processes they
carried out on a retrospective protocol form after answering each question in the

reading test. The data from the protocol forms were analyzed quantitatively to reveal
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that mainly careful reading at the global level, followed by careful reading at the local
level were carried out by the participants. This finding suggests that the macro
comprehension and critical items were responded as the test writers intended;
however, the use of expeditious reading strategies was limited, and therefore, in the
next version, attention was given to developing items that elicit expeditious reading

behavior.

The second version of the test was administered to 26 participants, and a think aloud
protocol was carried out: each participant was asked to verbalize their thoughts while
answering the questions. The major findings of the introspective protocol were that the
participants used a wide variety of skills and strategies while answering the test items,
which proves that the test scores can be generalized beyond the testing situation. In
terms of the types of reading, similar to the findings of the first version of the reading
test, careful reading was again the most frequently used reading type. With relation to
the cognitive processing reading model, both lower level (e.g. decoding, understanding
lexis, syntax) and higher level (e.g. inferencing) processes were carried out during the
test. A newly added section to Reading Test V2, the search reading section, proved to
be effective in eliciting expeditious reading strategies. Requiring a different type of
response from the test-takers (i.e. short answer format), this section improved the
reliability of scores as the questions tapped on a different aspect of reading (Lee,

2005).

The quantifying of the verbal protocols revealed that careful reading strategies were
used more than three times as much as expeditious reading strategies. This finding is
consistent with the literature: many tests developed by international organizations
(such as the IELTS) emphasize careful reading at the local and global level. However,
following Weir’s (1983) claims, I argue that more attention should be given to the

testing of expeditious reading strategies.

The cognitive processes that were employed in both versions of the test revealed
findings similar to those in the literature: participants who were admitted to the DBE
at the beginner or elementary level relied mainly on processes that are categorized as

lower level processes (bottom-up processes), whereas those started receiving English
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instruction at the intermediate or upper-intermediate level at the DBE were able to
activate higher level processes (such as building a mental model) more frequently and
more successfully. The literature corroborates with these findings with the view that as
the readers’ proficiency in language increases, they carry out lower level processes in
an automated manner, and concentrate better on processes that have higher cognitive

load (Khalifa and Weir, 2009).

The findings of the verbal protocols provided evidence for the cognitive validity of the

test and answered the second research question.

The final research question investigated the scoring validity of the test by revealing the
extent to which item parameters contribute to the validity claims of the reading test.
Item parameters are a function of test scores, and therefore, it is crucial to analyze the

items to attribute meaning to the scores.

The descriptive statistics on the scores of the second version of the reading test
revealed that despite some unfavorable item facility values, the overall difficulty level
of the test was found to be suitable for the intended purposes. Another statistical
property that was investigated was item discrimination indices. More than half of the
items discriminated well between participants at different proficiency levels. Those
items that had low discrimination indices (that do not discriminate well) were
evaluated in accordance with the criterion-referenced testing norms, and some of them
were marked for reevaluation with criterion-referenced testing norms (which suggest
that if the variance of test scores are not wide, than reliability estimates may be low

(Lord & Novick, 1968).

In brief, the item parameters revealed that the majority of the items have properties
that support the decisions made based on test scores and the evidence provided here is
consistent with the scoring validity claims of the framework upon which the test was

modeled.

5.5.1 Reflection on validation, consequences and expectations. The present
study, which covers a time span of about two years, is a one of a kind effort in test

validation at METU context. Though the METU-EPE has been in effect (in slightly
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different forms) for at least 30 years, apart from the statistical analyses on test scores,
to the best of my knowledge, there has been no validity investigation on the test as a
whole or in parts since 1999 (there is a Master’s thesis by Ataman (1999)). Considering
the fact that it is a high stakes test administered to more than 10 thousand test takers
every year, the lack of validity research on the test overshadowed its reputation, and
the form, format, and content of the test have been repeatedly questioned by the
stakeholders over the years. Therefore, as a unique effort to ensure the validity of
various aspects of the reading section of METU-EPE, this study is a valuable

contribution to the literature.

In any high-stakes testing environment, it is necessary to consider the impact of the
test on the stakeholders. The more informed stakeholders the less likely there will be

negative unintended consequences of test use.

The stakeholders are those who are directly or indirectly influenced by the use of the
test or the interpretations of test scores. Caines et al. (2014) categorize three main
stakeholders in high-stakes testing in the following manner: test makers, test takers
and decision makers. In case of METU-EPE, test makers are the testing committee, I, as
the representative of the R&D unit, DBE instructors, MLD instructors and the SFL
administration. The test takers are DBE students and graduate candidates. The decision
makers (and also those who rely on test results to meet their goals) are DBE and MLD
instructors, faculty members, freshman students, the registrar’s office, and the
university board. Other stakeholders that may be considered as a fourth group are
families/parents of test takers, educators external to the test-administering institution,
and the society at large. Having such a large stakeholder group, the issues of validity
and fairness become more urgent, as well as the issue of unintended consequences of

the use of the test.

Before going back to the topic of consequences of test use, | want to repeat a piece of
information I mentioned in Section 1.5: People involved in test design and
development carry the burden of accountability whereas not all of them are equipped
with the necessary skills and knowledge (Hatipoglu, 2010; Taylor, 2009). In a similar

vein, the decision makers (e.g. the registrar’s office, the student affairs office, the
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university board) might not have the knowledge to understand what a certain score
represents, “and this is exacerbated by a general lack of understanding about the
imprecision or error inherent in any measurement” (Taylor, 2009, p. 22). Similarly, the
public may have unrealistic ideas as to what a certain score means. It is probable that
this lack of assessment literacy in general may cause issues that could be categorized as

unintended consequences of test use and test interpretation.

Messick (1989b) dealt with the notion of unintended social consequences of test use in
his framework (Table 52) under consequential basis of test use. The unintended
consequences of test use could be either positive or negative. Some of the positive
consequences mentioned in the literature are increased teacher professional
development, better alignment of instruction with standards, and more remediation for
low-achieving students (Cizek, 2001). On the other hand, there may be negative
consequences, some of which are narrowing of the curriculum, test anxiety, pressure
on the teacher (Cizek, 2011), teaching to the test, and differences in score distributions
(based on, for example, gender or ethnic background) (Shepard, 1997). It is not within
the scope of this study to detail the possible washback effects of the reading test on the
stakeholders (although, it is an important point to consider for future studies);
however, we may be cautioned about the need to increase assessment literacy among

the stakeholders in order to reduce the negative effects of test use.

Popham (2011, p. 267) describes assessment literacy as consisting of “an individual’s
understandings of the fundamental assessment concepts and procedures deemed likely
to influence educational decisions.” There is consensus in the literature that the
language testing community failed to encourage the public to understand and be more
engaged in assessment principles and practices (Taylor, 2009). Considering my own
involvement in test design/development and validation, and the complex and intricate
nexus of relations between the stakeholders, it is imperative that the stakeholders
increase their level of assessment literacy relative to the level of decisions they make

on test scores.

5.5.2 Implications. To the best of my knowledge, the present study is the first

attempt to validate aspects of the reading test of the English Proficiency Exam at METU
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by a) providing the conceptual and operational definitions of the test construct, b)
elucidating the cognitive processes that are elicited by the test items and c) examining
the item parameters to check them against established values for high-stakes tests.
Acknowledging its limitations, this study has important implications for test

development and validation.

5.5.2.1 Theory. To date, defining reading has been difficult. Although there
seems to be a consensus on its being a cognitive activity (Martin, 1988; Stauffer, 1967;
Urquhart & Weir, 1998), there are numerous approaches towards explaining the
nature of reading comprehension for teaching, learning and assessment. Recently, the
focus of research on reading has shifted towards reading as a process (Anderson,

1991) rather than a product.

The cognitive processing model of reading (Khalifa & Weir, 2009; Urquhart & Weir,
1998; Weir & Khalifa, 2008a) provides a methodological approach allowing the
examination of the reading processes (as in careful / expeditious and local / global
reading), metacognitive activities and knowledge bases that are utilized during reading
(see Section 4.2.1 for details of the model). This model emphasizes not only reading in
the traditional sense (that is, careful, incremental reading for comprehension), but also
expeditious reading skills which were found to be of importance for academic study
(Cohen & Upton, 2006; Weir, 1983). This was also verified through the local needs
analysis study, and operationalization of expeditious reading was included in the test
specifications document (covering all aspects of expeditious reading: skimming,
scanning and search reading). Some well-known external tests such as [ELTS or TOEFL
have not yet included search reading in their academic reading tests. This might be due
to difficulties in contextualizing the tests as they are administered in a wide variety of
countries to people with different backgrounds*. In this respect, the present study
contributes to the literature by demonstrating how to utilize a theoretical model in the

design of an assessment instrument in order to address the emerging academic needs

40n the IELTS website - www.ielts.org - it has been stated that the test is administered in more
than 140 countries, and on the ETS website - www.ets.org - it has been claimed that more than
35 million people have taken the TOEFL exam (as of 2018).
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and contextual requirements. The structure and the rationale of the test has been
strongly reinforced with theory and contextual needs, and as such, it provides a

successful model in the field of assessment.

In addition, this study provides empirical evidence for the reading processes
hypothesized in the reading model by Urquhart and Weir (1998). The purposes of
reading specified in the four-cell matrix of the model were targeted in the assessment
battery, and the results demonstrated that this model is meaningful in operationalizing
academic reading. In this perspective, the model was found be valid to define academic
reading and can be used in the design of both instructional and evaluative materials in

second language contexts.

Moreover, since Urquhart and Weir’s (1998) process model of reading was not used in
isolation, but within a framework that helped to establish relevant parameters for the
testing of reading ability in the local context, the framework provided a scheme for
before and after the test events (a priori and a posteriori validation) which are argued
to be the most important components in defining the test construct (Khalifa & Weir,
2009). The criterial parameters defining the test construct should reflect those that are
minimally required for achievement in the target language use situation. In case of the
Reading Test V2, the findings revealed that the parameters related to context and
cognitive validity investigations (for example, task settings and linguistic demands for
context validity, and internal processes for cognitive validity), which are derived from
the literature and merged with local needs, are valid indicators of the reading
operations in real-life. Therefore, this study contributes to the knowledge base by
describing and illustrating the parameters of a validation framework in the
development of a reading test used in academic context. This information will be useful
to test developers and policy makers alike as the inferences based on test scores will

have been grounded on reliable and valid criteria that are empirically justified.

Finally, the findings provide evidence for the validity of the reading model in an L2
context that was originally based on an L1 reading ability. The reading model used in
this study (Khalifa and Weir, 2009) was derived from a study that explicated the

reading processes taking place while reading in the native language. Applying this
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model to an English as a foreign language (EFL) context, this study provides evidence

for the validity of the L1 reading model for L2.

5.5.2.2 Assessment practice. The results of METU-EPE, as well as some other
assessment instruments such as TOEFL, are accepted at METU as proof of a certain
level of English language proficiency. The registrar’s office relies on these results to
make decisions about candidates such as granting admission to an academic program.
These results are expected to reflect the candidate’s communicative abilities that are
needed to achieve success in academic programs. If the scores are not truly reflective of
the required abilities then both the candidate and the institution will suffer the
consequences. To name a few, admitting unqualified candidates to a program may
disrupt the teaching and learning environment, the candidates’ failure as a result of the
use of inappropriate measurement instruments may cost them time, money, and other

resources, and the failing cohort may reflect badly on the institution.

The key to making informed and accurate score-based decisions is to ensure that the

assessment instrument measures abilities relevant to the purpose of the test and at an
appropriate level, i.e. contains test tasks that replicate communicative activities of the
target language domain, and the level is set appropriately. To do so, the test construct

should be defined carefully and thoroughly.

This study set out to define the test construct, and to set criterial parameters relevant
in the target language use domain through a framework. The test construct adequately
samples from the reading ability and the criteria for success were set in accordance
with the local needs and suggestions in the literature. The definition of the reading test
construct was based on Urquhart and Weir’s (1998) matrix of reader purpose, and
both careful and expeditious reading at the local and global level were aimed with the
test items. The test scores, therefore, correctly reflect test takers’ ability on aspects of
reading that are important in the academic context. Following Messick’s (1989b)
definition of validity, the empirical evidence and theoretical rationale of the reading
test support the adequacy and interpretations made on test scores. This test
development model, therefore, provides a systematic and sound approach to test

development, and can be used in similar contexts.
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5.5.2.3 Instructional practice. The reading test developed through the stages
specified in the validation framework was administered to students of the language
school at METU. Therefore, the whole test development process provides important
information to instructors who teach reading skills to students at the language school.
First of all, the scores from the test reveal to what extent reading instruction at the
school is successful, with relation to the expectations at the academic programs at
METU as well as which aspects of the instructional program with relation to the
teaching of reading fail or do not fully serve their purpose. The results of the test can be
used to improve the relevant aspects of the curriculum such as reading objectives and
learning outcomes. Reading syllabi can be designed based on the same reading model
used in this study: the cognitive processing model of reading. This model serves as the

theory of reading underlying the design of materials, tasks, and instructional activities.

Secondly, through the test scores students’ needs will be made more explicit, and based
on those needs, specialized instruction can be offered. Students at different ability
levels can receive instruction that targets needs relevant to their level. This study has
shown that learners at the lower proficiency levels rely mainly on bottom-up processes
in reading whereas those learners with higher proficiency are more successful in using
the interactive approach; that is, they carry out both bottom-up and top-down
processes simultaneously to make meaning of the text. Materials developers are
advised to design the materials using criteria specified in this study to set the difficulty

level appropriately for the learners.

Thirdly, the design of the reading test in this meticulous manner, considering various
aspects of the context, the features of the test taker and the cognitive processes
involved in the process of reading, offers a systematic method for the teaching of
reading skill as well. Instruction that is grounded in theory and supported with
established needs can help students be equipped with skills and knowledge required
for successful academic reading. The reading model reveals the reading types
necessary for academic reading: expeditious and careful reading. The instructors are
therefore, advised to provide enough opportunities to the learners to learn and

practice both types of reading for academic study.
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Finally, the criterial parameters set for the reading construct can be used as
performance indicators by the instructors. This may help in the instruction, as well as
the design of materials, and assessment instruments. For example, reading speed,
length of texts, and the range of vocabulary needed for first year academic studies are
specified in the test specifications document. Grounding materials and instruction on
relevant criteria will provide realistic outcomes, which can be better assessed and

feedback can become more relevant and better targeted.

Washback is used to refer to the positive or negative impact of testing on the
stakeholders (i.e., learners, teachers, and administrators) as well as the process of
learning and teaching. Messick (1989b) places this notion of the impact of tests and
testing within his unified concept of validity, and names it social consequences of
testing (see Section 2.2.5). According to his theory, tasks that are authentic and that
replicate real-life activities promote positive washback. Therefore, the contribution of
this study to the teaching and testing of reading is clear-cut: it makes explicit methods
of test design and development, and provides information on all facets of the test

construct, which can be used both in the testing and teaching of reading.

5.5.2.4 Administrative approach. Institutions that develop their own tests
have the responsibility provide evidence that the interpretations they make based on
test scores are justifiable. In order to do this, a systematic approach in the design and
development of tests is needed. This study demonstrates a viable and reliable approach
in test design and development through the use of a framework: the temporal
sequencing of the framework provides information on the types of investigation
needed for each stage of test development. Policy makers and administrators at schools
are recommended to establish a similar approach in instruction as well as in

assessment decisions.

For the teaching of reading, as well as that of other skills, this study provides a
systematic method to administrators at language schools within universities: the skill
should be defined taking into consideration the context, the learners and the
theoretical implications. In this study, reading was defined based on a cognitive

processing model, which proved to be successful in the development of the reading
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test. The administrators are advised to implement a similar approach both in program
development and the design of assessment instruments. For the latter, the purpose of
the test should be established clearly, and then the abilities to be tested should be
defined (conceptual and operational definitions). This study provides criterial
parameters that could be used in defining the observable behaviour for the reading

skill.
5.5.3 Limitations of the study.

5.5.3.1 Sampling. The first limitation of the study is about the sampling method
and sample numbers. The data for the study was collected in two stages: in stage one,
400 students from the DBE were involved. Each subtest of Reading Test V1 was
administered to around 100 students with an even distribution from the five level
groups at the DBE (the pre-intermediate, intermediate, upper-intermediate, advanced
and repeat groups). The sampling used was random stratified sampling: for each
subtest, one class from each level group was randomly chosen (a total of 20 classes),
and as such, the number of participants and the sampling were appropriate. However,
in stage two, due to the data collection method (verbal reports) a much smaller
sampling could be done and participants were recruited; therefore, it was a biased

sample.

The verbal report from each participant comprised of about two-hour recording. At the
end of data collection, there was about 55 hours of recording for transcription and
coding. As the data analysis was carried out by me alone, this amount of data was as

much as could be reliable handled.

Studies investigating cognitive processes report smaller sample sizes. For example,
Buck (1991) investigated cognitive processes during a listening test with six
participants, and Shin (2006) investigated the construct validity of listening test items
through verbal protocols using eight participants. In comparison, in the present study,
26 participants’ verbal reports were analyzed. Still, the data from these participants

may be not be considered sufficient for the generalizability of the results.
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Another limitation concerning sampling is about the fact that the pre-intermediate
level group students were not included in the second phase of the study, with the
assumption that those students were not yet at the required level of proficiency to take
the test. Those students were going to complete the instructional period at the end of
July whereas the data was collected in April-May. Since they had not yet received the
knowledge and skills to sit a reading test at the assumed B2 level, and had not yet
received training in test-taking in the proficiency test format, the data could have been
muddied. Waiting till the end of their instructional period was not possible due to the
fact that all the other participants would have left school by that time. For this reason,
the students at the pre-intermediate and repeat groups were left outside the study.
However, for a test designed as part of a high-stakes test, it is especially important to
understand how the borderline level candidates would perform. Therefore, it is crucial
to carry out further research to examine the test results and cognitive processes of all

level groups for the evaluation of the reading test.

Yet another limitation regarding the participants is about the homogenous nature of
participants’ backgrounds. In stage one, despite the fact that the participants were
chosen by stratified random sampling, the majority were Turkish. Considering that the
ratio of international students at METU is about 5-10% depending on the faculty, the
sample did not successfully represent the population. This may partly be due to the fact
that the majority of the international students have already been equipped with
English language skills and therefore they did not study at the DBE, which was the
universe for the sampling. In stage two, the participants were recruited through flyers
written in English and posted at the entrance doors to the school buildings. No
international student applied to take part in the study. Therefore, all the participants in
stage two were Turkish. In testing, it is important to avoid bias, be it gender, or cultural
bias. By having a homogenous participants group, I was not able to check whether the
test was biased against a certain group of people. Before the implementation of the
reading test, it is necessary to check for bias by including a higher number of

participants from different backgrounds.

5.5.3.2 Data collection method. Two types of data were collected in the present

study: retrospective and introspective verbal protocols, both of which were self-
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reports. Using self-reported data has obvious advantages for the purposes of the
present study, which sought to reveal the types of cognitive processes that were
activated during the answering of a reading test. However, it is also known that in self-
report there is reliance on the honesty of the participants, and on the ability of the
participants to accurately verbalize their thought processes. Since the present study
involved the investigation of abstract mechanisms, the participants’ personal and
subjective understandings and perceptions might have had an effect on how they
verbalized the processes. Therefore, in the interpretation of the findings, this point

should be considered.

Moreover, self-reported data produces ordinal data, which can only be rank ordered
but cannot be subjected to many statistical analyses. In essence, self-reported data as
used in the present study is more about defining abstract concepts rather than
revealing similarities or differences between the concepts. For detailed statistical

analysis, another administration of the test to a large sample will be needed.

Another limitation regarding data collection is about the think aloud procedure. As |
have mentioned previously (see Section 3.3.2.3.1.3), before I started recording
participants’ thoughts during the test, I demonstrated how to do the procedure using a
sample question: I read the question, and while searching for the answer, I verbalized
my thoughts. My demonstration, that is, the way I think about a question and the way |
search for an answer is, obviously, one of the many possible approaches. However, it is
probable that the participants may have been influenced by my ‘style’ of thinking
aloud, and may have adopted a similar approach rather than verbalizing their own

personal style in approaching and answering a question.

5.5.3.3 Data analysis methods.

5.5.3.3.1 Qualitative. The verbal data from the administration of Reading Test V2
were recorded on a tape, and then transcribed and coded using a rubric from the
literature. The coding was carried out by me alone. In order to increase the reliability
of coding, I recoded five of the transcriptions some time after the initial coding, and

compared the results with the first coding. There was 5-10% discrepancy between the
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two codings. Although this ratio is low, a more favorable manner to conduct the
analysis of this type of data is to follow Lincoln and Guba (1985), who propose the
inclusion of a second researcher. They suggest that in qualitative research, achieving
confirmability (the degree to which the results are confirmed by others) is possible
with the help of another researcher. As I did not have this chance during the course of
this study, I can recommend further studies to try to achieve confirmability by
including another researcher to confirm that the analysis was carried out

appropriately.

5.5.3.3.2 Quantitative. The answers to the questions in Reading Test V1 and V2
were analyzed using CTT conventions, i.e. item facility values, item discrimination
indices and internal reliability values were examined. Although CTT analyses are used
extensively in language testing, their dependence on the population is also well-known.
The item facility values are only true for the population whose scores are analyzed. A
better and more reliable method for examining item parameters is the ltem Response
Theory (IRT) which looks at the relation between the ability that is being tested and
the difficulty of the test. It is a more sophisticated and flexible approach than the CTT
(Thissen & Steinberg, 1988). However, IRT requires larger sample numbers (minimum
sample size is 250 for high stakes tests) which made it impossible to use in the analysis
of participant responses (Linacre, 1994). It is, however, advisable to use IRT after the
actual administration of the test to examine its difficulty level independent of the test

taking population.

5.5.4 Future research. This study set out to examine aspects of validity in a
reading test through the use of a framework and a theoretical ability model within a
specific context. In order to examine the validity of the framework, a similar study
needs to be carried out in other contexts with similar purposes. It will reveal if the
framework used in this study can appropriately accommodate contextual parameters
different from those in the current study. Such a study would further demonstrate the

validity of the framework for use in test development and validation.

A second line of research that | recommend is on the alignment of the reading test with

an international standard. There are a number of ways to do this. One approach could
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be to give this test and a well-established external test within a short time period to the
same cohort. The comparison of the results would reveal to what extent the reading
test measures the intended ability reliably. Favorable results could improve the validity

claims of the test.

Another international standard could be the Common European Framework of
Reference (CEFR). The CEFR has already become or is becoming an industry standard
in many contexts (for example in school admissions, university course requirements, and
employment); this is apparent in the plethora of studies carried out with relation to
language teaching or testing (see, for example, Chan, Inoue, & Taylor, 2015; Harsch &
Hartig, 2015; Ilc & Stopar, 2014; Jones & Saville, 2009; Lowie et al., 2010; Martyniuk,
2010; Takala, 2010). Therefore, a research study on the alignment of the reading test
with the CEFR scales would be valuable in terms of the validity claims of the test.
Moreover, the results will reflect international standards and therefore, be more easily

evaluated against relevant criteria.

A final but equally important future research recommendation is on the validation of
the other sections of METU-EPE. As reading was considered the most important
academic skill by the stakeholders (see Section 4.2.2, Freshman students’ needs) the
present study focused on the reading section of the METU-EPE. However, to make
claims about the meaningfulness and fairness of the score interpretations of the whole

test, similar validation studies should be conducted on the other sections of the test.
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APPENDICES

APPENDIX A: RETROSPECTIVE PROTOCOL FORM

RETROSPECTION FORM

PART A
Please fill in the blanks with your personal information.

1 Year of birth

2 Native language(s)

3 Languages you speak other
than English

4 Gender

5 Current group at the DBE

6 5t MT Grade

7 I've received English language
education at high school.

8 I've learned reading strategies
at high school.

Instructions:

1.[ ] Female

1.[ ]JPIN 2[ ]INT

2.[ ] Male

3 JUIN 4[]ADV

5[ JREP 6[ ] PILOT

1.[ ] Yes

1.[ ] Yes

You have 30 minutes to do the test and fill out the questionnaire.

2.[ ]No

2.[ ]1No

Please mark your answers to the questions on the question sheet. After answering each
question, please fill out the questionnaire for that question.

In PART B, indicate what you did before you read the test questions.
In PART C, tick the sentences that describe what you did when you answered each

question on the test.

In PART D, indicate how you found the answer to each question.
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PART B: Tick the sentence that best describes what you did before reading the questions.

Before reading the questions, I ... Q1 Qz | Q3 | Q4 | Qs Q6 | Q7 | Qs
1. read the text or part of it slowly and carefully
2. read the text or part of it quickly and
selectively to get a general idea of what it was
about
3. did not read the text
PART C: Tick any sentence that describes what you did when you answered each question on the
test. You may tick more than one sentence for each question on the test.
To find the answer to the question, I tried Q1 | Q2 | Q3 | Q4 | Q5 | Q6 | Q7 | Q8
1. Match words that appeared in the question
with exactly the same words in the text
2. quickly match words that appeared in the
question with similar or related words in the
text
3. look for parts of the text that the writer
indicates to be important
4. read key parts of the text such as the
introduction and conclusion
5. work out the meaning of a difficult word in
the question
6. work out the meaning of a difficult word in
the text
7. use my knowledge of vocabulary
8. use my knowledge of grammar
9. read the text or part of it slowly and carefully
10. read relevant parts of the text again
11. Use my knowledge of how texts like this are
organised
PART D: Tick the sentence that describes how you found the answer to each question.
I found the answer ... Q1 | Q2 Q3 | Q4 | Qs | Qs Q7 | Qs
1. within a single sentence
2. by putting information together across
sentences
3. by understanding how information in the
whole tex t fits together
4. Tknew the answer without reading the tex t
5. Icould not answer the question
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GERIYE DONUK INCELEME

BOLUM A
Litfen agagidaki bosluklara kisisel bilgilerinizi giriniz.

1 Dogumyih
2 Anadil(ler)
3 ingilizce disinda bildiginiz

diger dil{ler)

4  Cinsiyet L[ ] Kadin 2] 1 Erkek

L[]PIN 2[]INT 3[]UIN 4[]ADV

5 Bulundugunuz grup 5[ JREP & ] PILOT

5. Ara smav (mid-term)

6 motunuz
7  Lisede ingilizee egitimi aldim. 1.[ ] Evet Z[ ] Hayr
Lisede Ingilizee ckuma '
8 i E’ 2eE _ L1.[ ] Ewvet 2[ ] Hayr
stratejilerini 6grendim.
Yinerge:

Bu palismay tamamlamak igin 30 dakikamz var.

Liitfen, okuma simavindaki her bir soruyu cevapladiktan sonra o soruyla ilgili arka sayfada
bulunan B, C ve D bélimlerini deldurun.

*  Bilim B'de sorulara cevap vermeden &nce metni nasil ckndugunuzu

»  Bdliim C'de her bir soruyu cevaplarken neler yaphgimz,

»  Bidlim D'de her soru igin cevaplar nereden buldugunuzla ilgili cimleler arasinda
segim yapimz. |
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BOLUM B: Simav sorularim okumadan gnce yaptiklarnuz tanimlayan ciimlenin yanindaki kutuyu

isaretleyin.

Sorulam okumadan énce ...

Som
i

Sor
3

Sorm

3

Som
4

Som

Som
[

Soru
7

Som

1. metnin timind veya bir bélimini yavasca
ve dikkatlice okudum.

2. metnin timind veya bir béldminid hizhea
ve segerek genel bir fikir almak igin okudum.

3. metni ckumadim.

BOLUM C: Sinavdaki her bir soruyu cevaplamak igin vaptiklarimz: tammlayan ciimleleri isaretleyin,

Her soru igin birden fazla ciimle isaretleyebilirsiniz.

Sorunun cevabim bulabilmek igin ..

Soru
1

1. soruda gegen kelimelerin aymisim metinde
bularak eslestirdim.

2. soruda gecen kelimelerin benzerini veya
ilgili olabilecek kelimeleri metinde bularak
hizhica eglestirdim.

3. metnin, vazarin dnemli oldugunu belirttizi
bilimlerine baktmn.

4. metnin giris veya sonug gibi énemli
bélimlerini ckudum,.

5. sorudaki zor bir kelimenin anlamim
bulmaya galistim.

6. kelime bilgimi kullandim.

7. gramer bilgimi kullandim.

B. metnin timiini veya bir bélimini yavagsca
ve dikkatlice ckudum.

9. metnin ilgili bélimiini tekrar cludum.

10, bu tiir metinlerin nasil dizenlendigine dair
bilgimi kullandim.

11. metindeki bilgiyle kendi bilgimi
birlestirdim.

BOLUM D: Dogru oldugunu disindiiginiz cevabi nasil buldugunuzu belirten ciimleyi isaretleyin

Cevabn ...

Soru
1

Saru
z

Sor
3

Sor
4

Saru
5

Sor
&

Sor
7

1. tek bir cimlede buldum.

2. birkag ciimleden aldifim bilgiyi birlestirerek
buldum,

3. metnin biitininde bilgilerin birbirine nasil
baglandifim anlayarak buldum,

4. metni ckumadan cevab biliyordum.

5. soruya cevap versmedim.
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APPENDIX B: READING TEST V1 PILOT ADMINISTRATION INSTRUCTIONS
Procedure

1. Explain the study.
We are doing research on a reading test that is relevant to our department. The
study will take about 30 minutes and it involves answering a reading test and
filling a form while doing so. We are looking for volunteers to take part in this.
There is no limit to the number of the participants; we would like all of you to
take partin it.

2. Distribute the consent forms.
Collect them after the students read and signed them.

3. Tell the students to answer this test to the best of their ability and ask them to
change into exam position.

4. Distribute the protocol forms.
Ask students to fill in the first part. When everyone finishes filling in the
personal information, explain parts B, C and D.

5. Distribute exam papers, and record the starting time on Test Administration
Report.

6. We are expecting th estudents to finish in about 20-25 minutes. But, if there’s
any student who needs more time, can have time.

7. Record the finishing time on the first student handing in the exam paper.

Record the finishing time on the last student handing in the exam paper.

9. On Test Administration Report recod the time span when the majority of the
students handed in their papers.

10.During the exam, if you receive any questions regarding the procedure, exam
questions or the protocol form, answer them, and record them on the Test
Administration Report.

11. Wait till the class bell rings.

12.Put all exam papers and the report in the envelope and seal it. Make sure
stduents do not take copies of the exam using cell phones or other means.

13.Tell the students that they will not receive a grade from this exam but they can
learn how many questions they have answered correctly. For this, after May 23,
they need to call Zeynep Aksit (3952) or drop by her office in D Building.

®
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OKUMA SINAVI DENEMESI
UYGULAMA YONERGESI

Uygulanacak islemler

©

10.

11.
12.

13.

Konuyu ag¢iklayin:

Boliimiimiizde yapilan sinavlarla ilgili bir arastirma yapiyoruz. Bunun i¢in
sizlerle 30 dakika kadar stirecek bir ¢alisma ytriitmek istiyoruz. Bu ¢alisma bir
okuma sinavinin ¢éziilmesi ve bu esnada yaptiklarinizla ilgili bazi sorularin
cevaplanmasini kapsiyor. Bu, goniillii katilim gerektiren bir ¢alismadir.
Hepinizin katilimi bizim i¢in 6nemli.

Goniilli katilim formunu dagitin. Okunup imzalandiktan sonra formlari
toplayin.

Bu sinavi gercek bir sinav alir gibi, yapabilecekleri en iyi sekilde yapmalarini
istediginizi séyleyin. Ogrencileri sinav oturusuna gegcirin.

Anket formunu dagitin. On kismm (kisisel bilgiler) doldurmalarini isteyin.
Daha sonra formun arka kismindaki ti¢ ayr1 boliimi ayr1 ayr1 agiklayin.

Sinav kagitlarini dagitip saati Test Administration Report kagidinda Exam
Start alanina kaydedin.

Ortalama 20-25 dakika i¢inde bitmesini bekliyoruz ama daha ¢ok zamana ihtiyag
duyan olursa bekleyin.

[lk bitiren 6grencinin sinav kagidi iizerine saati kaydedin.

Son bitiren 6grencinin sinav kagidi iizerine saati kaydedin.

Cogunluk 6grencinin sinavi bitirdigi siireyi Test Administration Report
kagidinda Exam End alanina kaydedin.

Sinav sirasinda gelen, uygulama sekliyle ilgili tiim sorular1 yanitlayin ve arka
sayfadaki tutanaga kaydedin.

Ders cikis zili ¢alana kadar bekleyin.

Sinava ve arastirmaya ait (bos ve dolu) tiim kagitlar1 zarfa koyup kapatin.
Ogrencilerin bu siav sorularini cep telefonu vb yontemle almamalari i¢in 6zen
gostermek gerekir.

Bu uygulama ile ilgili 6grencilere not bildirimi yapilmayacak. Ancak ka¢ soruyu
dogru yaptigini 6grenmek isteyen olursa, 23 Mayis'tan itibaren Zeynep Aksit’i
araylip (3952) veya ofisine giderek 6grenebilir.
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APPENDIX C: READING TEST V1 PILOT ADMINISTRATION REPORT

Class:

Proctor:

End:

Exam start:

Questions / Comments
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APPENDIX D: THINK ALOUD TRAINIG

Think Aloud Training

The brain is very active when taking a test. That is the reason you feel tired after a
reading test: it is a difficult work because you try to make sense of what you read and decide
how to answer the questions. Normally, you do not talk during reading exams. That’s why no

one knows what you think or do to answer the questions.

In this study, [ want to learn what you think and do to find the answers to the reading
questions. So, when you are answering the questions [ want you to think aloud and talk out loud
every thought and tell me everything you do. What [ mean is, when you mark an option from
among multiple options in a question, [ want to understand the processes you go through: how
you decide to chose that option, and/or how you eliminate the other options. Similarly, when
answering short answer questions, talk out loud all the processes that you go through while
trying to figure out what you think is the correct answer. At first, you may feel odd talking to
yourself but it would be easier if you imagine yourself alone in the room. Once you start, you

will feel more comfortable in thinking aloud.

[t is important that you talk as much as possible. The aim here is to understand all the
processes you go through while answering the questions. I can only do that if you say them out
loud. If you remain silent for more than a few seconds, I will interrupt and ask you what you are
thinking. Your thoughts may be in Turkish or in English. You can talk in whichever language you

think. If you think in English, talk in English; if you think in Turkish, talk in Turkish.

While taking the test, | want to understand not only what you do but also why you do
that. If, during test taking, you do not explain the reason for doing something, [ may ask you to
explain. For example, if you look at a question and options, and say, ‘a’ is the correct answer, [
may ask you how you decide on that option. After a short trial, you will understand what [ mean.
Before [ demonstrate how to think aloud while answering a reading question, I will repeat

important points:

e read the question aloud and think aloud while trying to find the answer
e if your thoughts are in English, talk in English; if your thoughts are in Turkish,
talk in Turkish
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if you keep silent for a few seconds, [ will interrupt and ask you what you are
thinking,

I may ask you questions if [ need more information on your thoughts

[ cannot help you answer the questions

while you try this procedure with the sample question, I will start the recorder

so you'll get used to its presence.
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Sesli Diisiinme Egitimi

Bir okuma sinavi yaparken beyin ¢ok aktiftir. Bu ylizden sinavlar sirasinda yoruluruz,
zor bir calismadir: Okudugunu anlaman, ve sorulara nasil cevap verecegine karar vermen
gerekir. Okuma sinavlarinda genellikle konusmayiz, o ylizden bir soruya cevap verirken ne

diistindugiinii veya yaptigini kimse bilmez.

Bu ¢alismada her bir okuma sinav sorusu tizerinde c¢alisirken ne diisiindiiglinii ve ne
yaptiginl 6grenmek istiyorum. Senden sesli diisiinmeni ve sorulara cevap verirken diisiindiigiin
ve yaptigin her seyi tarif etmeni istiyorum. Yani, ¢coktan se¢meli sorularda bir sikki dogru
oldugunu diisiinerek isaretlediginde nasil akil yiiriittiiglinti ve/veya diger siklar1 nasil eledigini
bilmek istiyorum. Ayni sekilde, agik ug¢lu sorulara cevap verirken, dogru oldugunu diisiindiigiin
cevabi bulmak icin gectigin tiim asamalar sesli konugmani istiyorum. ilk basta kendi kendine
konusmak sana garip gelebilir ama odada yalniz oldugunu hayal edersen daha kolay olur.

Basladiktan sonra diisiindiiglinii sesli konusmay1 daha rahat yapacaksin.

Miimkiin oldugunca ¢ok konusman ¢ok 6nemli. Bu ¢alismay1 her soruya cevap bulurken
ne diisiiniip yaptigini anlamak i¢in yiriitityoruz. Bunu da ancak sen her diisiindiigiini sesli
soylersen yapabiliriz. Eger birkag¢ saniyeden fazla sessiz kalirsan, konusman gerektigini
hatirlatmak i¢in sana “ne diisiiniiyorsun” diye soracagim. Diisiincelerin hem Tiirkce hem
Ingilizce olabilir. Hangi dilde diisiiniiyorsun o dilde konus. Eger Ingilizce diisiiniiyorsan

diisiincelerini Ingilizce soyle; Tiirkce diisiiniiyorsan Tiirkce soyle.

Sinavi alirken sadece ne yaptigini degil, neden 6yle yaptigini da anlamak istiyoruz. Sen
sesli diistiniirken, yaptigin seyi neden yaptigini anlayamazsam agiklamani isteyebilirim.
Ornegin, bir sinav sorusuna bakip dogru cevap A dersen, neden béyle karar verdin diye
sorabilirim. Biraz deneme yapinca senden yapmani istedigim seyi daha iyi anlayacaksin. Ben
senin i¢in sesli diislinerek bir sinav sorusu okuma ve cevaplamay1 érnek olarak yapacagim.

Onemli noktalar kisaca tekrarlyorum:

soruyu okurken ve cevabi bulurken diisiindiigiin her seyi sesli diisiin
diisiincelerin ingilizce ise Ingilizce, Tiirkge ise Tiirkce konus,

birkag saniye sessiz kalirsan sana “ne diisiiniiyorsun” diye soracagim
diistiincelerin hakkinda daha ¢ok bilgi almak istersem sana soru sorabilirim
sorular1 ¢6zmende yardimci olamam

sen deneme yaparken ben de kayit cihazin1 deneyecegim, boylece buna da
alisabilirsin.
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APPENDIX E: READING TEST SPECIFICATIONS

READING TEST SPECIFICATIONS

To evaluate English reading ability of non-native students in order to
decide whether it is at a satisfactory level to carry out reading
requirements in academic programs.

General purpose of
the test

Background reading to prepare for class

Reading to extract important information to prepare for exams,
projects

Reading to understand instructions

Related TLU task

The test takers are students who have finished their secondary
education and newly registered to an academic degree program at a
university. Their average age is 19. They are mostly Turkish
nationals.

Test taker profile

Test level The difficulty level of the test is set to B25 in the Common European
Framework of Reference (Council of Europe, 2009).

The test is designed for selection purposes. The abilities measured in
Test construct this test are given in ‘Careful Reading Skills Operations’ and
‘Expeditious Reading Skills Operations’ tables below.

The test has two parts and a total of 30 items.
Test format Part 1 is Careful Reading with three tasks and 22 items.
Part 2 is Expeditious Reading with one task and 8 items.

Test duration is 70 minutes.
The test is administered in two stages.

Length and First, booklets with careful reading tasks are distributed. After 45

administration minutes, careful reading booklets are collected and without any
break, expeditious reading task is distributed, to be completed in 25
minutes.

Careful Reading task items are all in the selected response format:
Characteristics of Multiple choice with 3-options and matching.
expected response  Expeditious Reading task items are in the constructed response
format: Short answer.

5 Although the test was aimed at this level, whether the items do represent the B2 level has not
yet been researched; hence, it is hypothesized at this time that the test is at B2 level.
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CAREFUL READING TASK SPECIFICATIONS

Reading texts carefully to
- understand the main ideas and important details
Skill - follow the development of arguments
- make inferences and draw conclusions
- understand the writer’s organization of the text.

Time given 45 minutes for 3 texts

Reading texts and choosing the best option that answers the

Task type
P questions about the texts.

There are three texts below. Each text is followed by questions
about it. For each multiple choice question, choose the best answer

Instructions for the . .
from among the given options, and mark your answer on the

test takers
answer sheet. For each matching question, match the options with
names.

Expected response Selected response: 3-option multiple choice and matching

Items per part 6 or 7 discrete items per text
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Continued CAREFUL READING TASK SPECIFICATIONS

Input text:
Contextual

parameters

Nature of texts

Contemporary texts written for a non-
specialist audience

Background
knowledge

Test takers should not be able to answer the
questions with background knowledge
without recourse to the text.

Source of texts

Journal/newspaper articles, book sections,
abstracts, text books, blogs, reports, narratives

Text purpose

Referential, conative

Discourse mode

Expository, argumentative, narrative

Rhetorical Explicit and implicit

organization

Nature of Concrete and abstract information at varying

information ratios. Pure concrete/abstract texts are not
suggested

Channel of Verbal and non-verbal (images related to the

presentation text, or graphs supporting verbal information)

Size of input

Three texts: each text has approximately 900
words divided into paragraphs

Input text: Level

CEFR level

B1to B2

Lexical range

No technical jargon, approximately 6000
words cover 95% of the texts

Words/sentence | 15-25
Flesch Kincaid 45-65

Speed of processing 50-70 wpm

Task level B1 to B2

Topic A broad range of topics will be selected from areas relevant to first
year undergraduate students. Topics that are advised to avoid are:
war, sex, religion, and fatal health issues.

Assessment Correct answers are scored out of 21 points.

Weighting All items are equally weighted.

Marking All items are objectively marked.
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EXPEDITIOUS READING TASK SPECIFICATIONS

Quickly reading extended texts to
- establish the gist or macrostructure of a text

Skill
! - find the location of a predetermined topic
- find words/figures/dates
Time given 25 minutes for one text
Task type Quickly reading texts and writing a response to a short answer

question

Instructions for the
test takers

There a text below. It is followed by questions about it. Write a
short answer that responds each question.

Expected response

Constructed response: short answer

Items per part

9 discrete items

Input text:
Contextual

parameters

Nature of texts

Contemporary texts written for a non-
specialist audience

Background
knowledge

Test takers should not be able to answer the
questions with background knowledge
without recourse to the text.

Source of texts

Journal/newspaper articles, book sections,
abstracts, text books, blogs, reports,
narratives

Text purpose

Referential, conative

Discourse mode

Expository, argumentative, narrative

Rhetorical Explicit and implicit

organization

Nature of Concrete and abstract information at varying

information ratios. Pure concrete/abstract texts are not
suggested

Channel of Verbal and non-verbal (images related to the

presentation text, or graphs supporting verbal

information)

Size of input

One text with approximately 2500 words
divided into paragraphs
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Continued EXPEDITIOUS READING TASK SPECIFICATIONS

Input text: Level CEFR level B1 to B2

Lexical range No technical jargon, approximately 6000
words cover 905 of the texts

Words per 15-25
sentence

Flesch Kincaid 45-65
level

Speed of processing 80 -100 wpm

Task level B1to B2

Topic A broad range of topics will be selected from areas relevant to first
year undergraduate students.
Topics that are advised to avoid are: war, sex, religion, and fatal
health issues.

Assessment Correct answers are scored out of 9 points.
Weighting All items are equally weighted.
Marking All items are clerically marked according to the answer key and

revised after an overview of about 10-15% of test takers’
responses. In principle, grammar, punctuation, and capitalization
mistakes are not penalized as long as they do not lead to a
misrepresentation of the answer/mislead the reader. No partial
marking.
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APPENDIX F: TEXT MAPPING FORM

Text Mapping

Date:

Text:

Mapping: Main idea, important information
EXP-M: Understand explicitly stated ideas

IMP-M: Understand implicitly stated ideas

# ‘TYPE ‘POINT AGREEMENT
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APPENDIX G: STRATEGY RUBRIC

1) Reading Strategies

A) Approaches to reading the text

RS1

RS2

RS3

RS4

RS5

RS6

RS7

RS8

RS9

RS10

RS11

RSNEW1

RSNEWZ

Plans a goal for the text.

Makes a mental note of what is learned from the pre reading.
Considers prior knowledge of the topic.

Reads the whole text carefully.

Reads the whole text rapidly.

Reads a portion of the text carefully.

Reads a portion of the text rapidly looking for specific information.

Looks for markers of meaning in the text (e.g., definitions, examples,
indicators of key ideas, and guides to paragraph development).

Repeats, paraphrases, or translates words, phrases, or sentences—or
summarizes paragraphs/whole text—to aid or improve understanding.

Identifies an unknown word or phrase.

Identifies unknown sentence meaning.

Skims text (reads titles, subtitles, first and last sentences of each paragraph, first
and last paragraphs, takes a quick look at the text randomly reading a few words
and phrases in each paragraph)

Reads the whole text/paragraph one more time carefully

B) Uses of the text and the main ideas to help in understanding

RS12

RS13

RS14

RS15

RS16

RS17

During reading rereads to clarify the idea.

During reading asks self about the overall meaning of the whole text/portion.

During reading monitors understanding of the whole text/portion’s discourse
structure

Adjusts comprehension of the passage as more is read: Asks if previous
understanding is still accurate given new information.

Adjusts comprehension of the text as more is read: Identifies the specific new
information that does or does not support previous understanding.

Confirms final understanding of the text based on the content and/or the
discourse structure.
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C) Identification of important information and the discourse structure of the passage

RS18 Uses terms already known in building an understanding of new terms.
RS19 Identifies and learns the key words of the text.
RS20 Looks for sentences that convey the main ideas.

Uses knowledge of the whole text/portion: Notes the discourse structure of the

RS21 whole text / portion (cause / effect, compare / contrast, etc.).
RS22 Uses knowledge of the whole text/portion: Notes the different parts of the text
(introduction, examples, transitions, etc.) and how they interrelate.
RS23 Uses knowledge of the whole text/portion: Uses logical connectors to clarify
content and passage organization.
Uses other parts of the text to help in understanding a given portion: Reads
RS24 ahead to look for information that will help in understanding what has already
been read.
Uses other parts of the text to help in understanding a given portion: Goes back
RS25 in the text to review/understand information that may be important to the
remaining text.

D) Inferences

RS26 Verifies the referent of a pronoun.

RS27 Infers the meanings of new words by using work attack skills: Internal (root
words, prefixes, etc.)

RS28 Infers the meanings of new words by using work attack skills: External context

(neighboring words/sentences/overall passage).

2) Test-Management Strategies

TM1 Goes back to the question for clarification: Rereads the question.

Goes back to the question for clarification: Paraphrases (or confirms) the

TM?2 )
question or task.

TM3 Goes back to the question for clarification: Wrestles with the question intent.

TM4 Reads the question and considers the options before going back to the
passage/portion.

TMS Reads the question and then reads the passage/portion to look for clues to the
answer, either before or while considering options.

™6 Predicts or produces own answer after reading the portion of the text referred

to by the question.

Predicts or produces own answer after reading the question and then looks at
T™M7 the
options (before returning to text).
Predicts or produces own answer after reading questions that require text

TMS8 . .
insertion
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T™M9

TM10

T™11

T™12

TM13

T™M14

TM15

TM16

T™17

TM18

T™M19

TM20

T™21

T™22

T™M23

TM24

TM25

T™M26

T™27

T™M28
TMNEW

TMNEW

TMNEW

Considers the options and identifies an option with an unknown vocabulary.
Considers the options and checks the vocabulary option in context.

Considers the options and focuses on a familiar option.

Considers the options and selects preliminary option(s) (lack of certainty
indicated).

Considers the options and defines the vocabulary option.

Considers the options and paraphrases the meaning.

Considers the options and drags and considers the new sentence in context (I-
it).

Considers the options and postpones consideration of the option.

Considers the options and wrestles with the option meaning.

Makes an educated guess (e.g., using background knowledge or extra-textual
knowledge).

Reconsiders or double-checks the response.
Looks at the vocabulary item and locates the item in context.

Selects options through background knowledge.

Selects options through vocabulary, sentence, paragraph, or passage overall
meaning

Selects options through elimination of other option(s) as unreasonable based on
background knowledge.

Selects options through elimination of other option(s) as unreasonable based on
paragraph/overall passage meaning.

Selects options through elimination of other option(s)has similar or overlapping
and not as comprehensive.

Selects options through their discourse structure.

Discards option(s) based on background knowledge.

Discards option(s) based on vocabulary, sentence, paragraph, or passage overall
meaning as well as discourse structure.

Identifies answer through keywords

Identifies answer through vocabulary, sentence, paragraph, or a number of
paragraphs’ overall meaning

Identifies section relevant to the question based on content
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TMNEW

TMNEW

TMNEW

TMNEW

TMNEW
8

Identifies section relevant to the question: uses keywords
Identifies section relevant to the question: uses discourse structure
Identifies section relevant to the question: uses subtitles

Identifies keywords in the question

Identifies unknown vocabulary in the question

3) Test-Wiseness Strategies

TW1

TW2

TW3

TWNEW

Uses the process of elimination (i.e., selecting an option even though it is not
understood, out of a vague sense that the other options couldn’t be correct).

Uses clues in other items to answer an item under consideration.

Selects the option because it appears to have a word or phrase from the text in
it—possibly a key word.
Uses item sequence/location information as an aid to eliminate parts of text as

non-relevant or to decide where to read
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APPENDIX H: READING TASK PROTOTYPES

Careful Reading Task Prototype 1

A

“Fail at life. Go bomb yourself.” Comments like this one, found on a CNN article about
how women perceive themselves, are prevalent today across the internet, whether
it's Facebook, Reddit, or a news website. Such behavior can range from profanity and
name-calling to personal attacks, sexual harassment, or hate speech. A recent Pew
Internet Survey found that four out of 10 people online have been harassed online,
with far more having witnessed such behavior. Trolling has become so rampant that
several websites have even resorted to completely removing comments.

Many believe that trolling is done by a small, vocal minority of sociopathic
individuals. This belief has been reinforced not only in the media, but also in past
research on trolling, which focused on interviewing these individuals. Some studies
even showed that trolls have predisposing personal and biological traits, such as
sadism and a propensity to seek excessive stimulation.

But what if all trolls aren’t born trolls? What if they are ordinary people like you and
me? In our research, we found that people can be influenced to troll others under
the right circumstances in an online community. By analyzing 16 million comments
made on CNN.com and conducting an online controlled experiment, we identified
two key factors that can lead ordinary people to troll.

We recruited 667 participants through an online crowdsourcing platform and asked
them to first take a quiz, then read an article and engage in discussion. Every
participant saw the same article, but some were given a discussion that had started
with comments by trolls, whereas others saw neutral comments instead. Here,
trolling was defined using standard community guidelines—for example, name-
calling, profanity, racism, or harassment. The quiz given beforehand was also varied,
to be either easy or difficult.

Our analysis of comments on CNN.com helped to verify and extend these
experimental observations. The first factor that seems to influence trolling is a
person’s mood. In our experiment, people put into negative moods were much more
likely to start trolling. We also discovered that trolling ebbs and flows with the time
of day and day of the week, in sync with natural human mood patterns. Trolling is
most frequent late at night, and least frequent in the morning. Trolling also peaks on
Monday, at the beginning of the workweek. Moreover, we discovered that a negative
mood can persist beyond the events that brought about those feelings. Suppose that
a person participates in a discussion where other people wrote troll comments. If
that person goes on to participate in an unrelated discussion, he or she is more likely
to troll in that discussion too.

The second factor is the context of a discussion. If a discussion begins with a “troll
comment”, then it is twice as likely to be trolled by other participants later on,
compared to a discussion that does not start with a troll comment. In fact, these troll
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comments can add up. The more troll comments in a discussion, the more likely that
future participants will also troll the discussion. Altogether, these results show how
the initial comments in a discussion set a strong, lasting precedent for later trolling.

We wondered if, by using these two factors, we could predict when trolling would
occur. Using machine-learning algorithms, we were able to forecast about 80 percent
of the time whether a person was going to troll or not. Interestingly, mood and
discussion context were together a much stronger indicator of trolling than
identifying specific individuals as trolls. In other words, trolling is caused more by
the person’s environment than any inherent trait. Since trolling is situational, and
ordinary people can be influenced to troll, such behavior can end up spreading from
person to person. A single troll comment in a discussion—perhaps written by a
person who woke up on the wrong side of the bed—can lead to worse moods among
other participants, and even more troll comments elsewhere. As this negative
behavior continues to propagate, trolling can end up becoming the norm in
communities if left unchecked.

Despite these sobering results, there are several ways this research can help us
create better online spaces for public discussion. By understanding what leads to
trolling, we can now better predict when trolling is likely to happen. This can let us
identify potentially provocative discussions ahead of time and preemptively alert
moderators, who can then intervene in these aggressive situations.

Social interventions can reduce trolling. a) Bl If we allow people to remove recently
posted comments, then we may be able to minimize regret from posting in the heat
of the moment. Altering the context of a discussion, by prioritizing constructive
comments, can increase the perception of civility. b) B Nonetheless, there is lots
more work to be done to address trolling. c) B It is also important to differentiate
the impact of a troll comment from the author’s intent: Did the troll mean to hurt
others, or was he or she just trying to express a different viewpoint? This can help
separate undesirable individuals from those who just need help communicating their
ideas.

When online discussions break down, it is not just sociopaths who are to blame. We
are also at fault. Many “trolls” are just people like ourselves who are having a bad
day. Understanding that we are responsible for both the inspiring and depressing
conversations we have online is key to having more productive online discussions.
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Questions

1. How does the information in paragraph B relate to paragraph C?

a) Paragraph B defines trolls, and paragraph C provides evidence that is found
through text analysis on CNN.com.

b) Paragraph B presents how trolls are generally characterized, and paragraph C
opposes that view.

c) Paragraph B presents research evidence on individual troll characteristics, and
paragraph C supports it by presenting experiment results.

2. According to the author, which factors are believed to affect trolling behavior?

a) Time and day, and the number of participants in a discussion
b) People’s feelings and familiarity with others they communicate with
c) People’s state of mind and interaction behavior

3. Which of the following cannot be concluded from paragraph G?

a) Online discussion boards need to be moderated.
b) Specific conditions accelerate trolling behavior.
c) Computed algorithms reveal best who will troll.

4. Choose the best summary for paragraph H.

a) This research is useful in revealing the reasons for trolling and preparing to take
action before trolling happens.

b) The results of the research are disheartening; however, through open discussions,
we may be able to prevent trolling in online spaces such as discussion boards.

c) The research reveals that we should be more careful in online platforms and help
moderators isolate those people who troll.

5. Where in paragraph I does the following sentence belong?

Even just pinning a post about a community’s rules to the top of discussion pages
helps, as a recent experiment conducted on Reddit showed.

a) a
b) b
c) c

6. What is the best title for this text?

a) Trolls redefined
b) Trolling on the rise
c) Atroll by nature
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Careful Reading Task Prototype 2

A

In the 1950s, the Finnish biologist Bjorn Kurtén noticed something unusual in the
fossilized horses he was studying. When he compared the shapes of the bones of
species separated by only a few generations, he could detect lots of small but
significant changes. Horse species separated by millions of years, however, showed
far fewer differences in their bone structure. Subsequent studies over the next half
century found similar effects—organisms appeared to evolve more quickly when
biologists tracked them over shorter timescales. Then, in the mid-2000s, Simon Ho, an
evolutionary biologist at the University of Sydney, encountered a similar phenomenon
in the genomes he was analyzing. When he calculated how quickly DNA mutations
accumulated in birds over just a few thousand years, Ho found the genomes full of
small mutations. This indicated a rapidly ticking evolutionary clock. But when he
zoomed out and compared DNA sequences separated by millions of years, he found
something very different. The evolutionary clock had slowed to a crawl.

Baffled by his results, Ho set to work trying to figure out what was going on. He
stumbled upon Kurtén’s 1959 work and realized that the differences in rates of
physical change Kurtén saw also appeared in genetic sequences. His instincts as an
evolutionary biologist told him that the mutation rates he was seeing in the short term
were the correct ones. The genomes varied at only a few locations, and each change
was as obvious as a splash of paint on a white wall. But if more splashes of paint appear
on a wall, they will gradually conceal some of the original color beneath new layers.
Similarly, evolution and natural selection write over the initial mutations that appear
over short timescales. Over millions of years, an A in the DNA may become a T, but in
the intervening time it may be a C or a G for a while. Ho believes that this mutational
saturation is a major cause of what he calls the time-dependent rate phenomenon.

“Think of it like the stock market,” he said. “Look at the hourly or daily fluctuations of
Standard & Poor’s 500 index, and it will appear wildly unstable, swinging this way and
that. Zoom out, however, and the market appears much more stable as the daily shifts
start to average out. In the same way, the forces of natural selection weed out the less
advantageous and more deleterious mutations over time.”

Ho’s discovery of the time-dependent rate phenomenon in the genome had major
implications for biologists. It meant that many of the dates they used as bookmarks
when reading life’s saga—everything from the first split between eukaryotes and
prokaryotes billions of years ago to the re-emergence of the Ebola virus in 2014—
could be wrong. “When this work came out, everyone went ‘Oh. Oh, dear,” said Rob
Lanfear, an evolutionary biologist at the Australian National University in Canberra.
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The time-dependent rate phenomenon wasn'’t fully appreciated at first. For one
thing, it is such a large and consequential concept that biologists needed time to
wrap their heads around it. But there’s a bigger block: The concept has been all but
impossible to use. Biologists have not been able to quantify exactly how much they
should change their estimates of when things happened over the course of
evolutionary history. Without a concrete way to calculate the shifts in evolutionary
rates over time, scientists couldn’t compare dates.

Recently, Aris Katzourakis, a paleovirologist at the University of Oxford, has taken
the time-dependent rate phenomenon and applied it to the evolution of viruses. In
doing so, he has not only pushed back the origin of certain classes of retroviruses
to around half a billion years ago—long before the first animals moved from the
seas to terra firma—he has also developed a mathematical model that can be used
to account for the time-dependent rate phenomenon, providing biologists with
much more accurate dates for evolutionary events.

Other scientists are excited by the prospect. “It’s like Einstein’s theory of relativity,
but for viruses,” said Sebastidn Duchéne, a computational evolutionary biologist at
the University of Melbourne. The time-dependent rate phenomenon says that the
speed of an organism’s evolution will depend on the time frame over which the
observer is looking at it. And as with relativity, researchers can now calculate by
how much.

290



Questions

1. What is the function of paragraph A?

a) Itexplains unexpected findings regarding the development of a rare animal
species.

b) Itintroduces similar research findings by two biologists from different
countries.

c) It shows how the understanding of evolutionary process varied in two decades.

2. Why does the writer use the phrase “a splash of paint on a white wall” in
paragraph B?

a) To help the reader recognize the significance of short-term mutation rates
b) To help the reader see the similarity between mutation and natural selection
c) To help the reader understand the causes of different mutation rates

3. According to paragraph E, what is true about biologists’ reactions to the time-
dependent rate phenomenon?

a) They did not think it was such a significant find.
b) They tried to challenge the idea with further research.
c) They felt they needed a method to put it into practice.

4. Which of the following could be the best title for this text?

a) Evolution and time: New evolutionary evidence creates a conflict
b) DNA mutations may have been overrated, new research finds
c) Evolution is slower than it looks, faster than you think

Match statements (11-13) with a scientist (a-e). There are more names than

you need.

. Aris Katzourakis
5. He introduced a new concept that greatly altered tﬁe

existing literature of evolution.
b. Bjorn Kurtén

6. His work enabled the putting of time-dependent rate
phenomenon to practical use. C. Rob Lanfear

7.  His work focused on the physical make-up of fossild. ~ Sebastian Duchéne

belonging to an animal species.

e. Simon Ho
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Search Reading Task Prototype 1

SVALBARD SEED VAULT
I Introduction
Mission

Though the general public is well aware of the threat of extinction to animal species, far
fewer are aware of the risk of crop extinction. With whales or tigers or polar bears, you
can look at them in the eye and you can be very empathetic. But you can't do that with a
wheat variety or carrot variety. Preserving seed from food plants is an absolutely
essential part of the work of preserving the world’s biodiversity, adapting to climate
change and global warming, with an eventual goal to ensure food for the world’s
population. The foundation of a global central seed bank for the world’s seeds
(primarily of food plants) has therefore long been an issue, and Svalbard Global Seed
Vault was a step in this direction.

Funding and Construction of the Vault

The history of Svalbard seed vault starts as early as 1983. Like other big projects, it’s
been a long and not very easy journey. In 1989, the International Board for Plant Genetic
Resources (IBPGR) started surveying the relevant alternative sites in Svalbard. Norway
offered to take care of the actual construction of the vault, while the Food and Agriculture
Organization (FAO) and IBPGR would take care of the administrative operational
expenses through the creation of a fund based on capital from external donors.

I1. Description of the facility

Location

This Seed Vault lies about 1 kilometer from Longyearbyen Airport, at about 130 meters
above sea level and consists entirely of an underground facility, blasted out of the
permafrost (at about minus 3-4 degrees Celsius). The facility is designed to have an
almost “endless” lifetime. The location takes into account all known scenarios for rising
sea level caused by global climate changes. The facility has also been located so deep
inside the mountain that any possible changes to Svalbard’s climate, which we know
about today, will not affect the efficacy of the permafrost.
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Inside the Facility

The facility consists of three separate underground chambers. The layout of these
chambers is purposeful. None of them are in a direct line. Instead, the workers have
carved out a concave indentation in the rock. This serves as a security measure against
an explosion. The chambers, each of which with a capacity to store 1,5 million different
seed samples, have storage shelving for pre-packed examples of food seeds from the
depositors.

A tunnel, which is about 100 meters long, is used to access the chambers. It has an
entrance portal which is the only visible part of the facility. It is in the form of a long,
narrow concrete “fin”, with an entrance of brushed steel. An artistic decoration on the
outer roof surface and on the upper part of the front partly reflects the polar light and
partly gives off a muted, glowing light. The outer half of the entrance tunnel is
constructed as a steel pipe with a diameter of about 5 meters. This passes through the
layer of snow and ice and the loose rocks, into solid mountain. The innermost part and
the storage chambers were blasted out of the mountain using tunnel drilling and rock
blasting techniques. The mountain is secured with bolts and spray concrete. The
permafrost also contributes to stability. The interior floor is of asphalt. There is electric
lighting throughout and the facility is secured against forced entry and has TV
surveillance. Areas for filing and other administrative work of a temporary nature are
located beside the entrance tunnel. The total floor area of the facility is just less than
1,000 square meters.

I11. Administration

Early Conflicts

In the early 90s, there was heated debate between the various member countries of the
FAO about patenting and access to genetic resources. Developing countries wished to
receive part of the proceeds from the commercial seed industry, since the diversity
mainly came from their areas, whilst the commercial seed industry wanted free access
to such resources and the opportunity to patent the seeds. This led to a polarized
atmosphere with little mutual trust regarding the administration of seed. The lack of
international agreement to regulate this area eventually became an obstacle to realizing
the plans for an international safety deposit for seeds in Svalbard, and the construction
of the vault had to be delayed.

Who Owns the World’s Heritage?

The turning point came when FAQ’s International Treaty for Plant Genetic Resources for
Food and Agriculture came into force in 2004. This created a new basis for taking the
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plans up again. The Norwegian Ministry of Foreign Affairs and the Ministry of
Agriculture and Food took up the challenge. A group of Nordic and international experts
under the direction of Noragric at the Norwegian University of Life Scientists (UMB)
were appointed to carry out a preliminary study. In September 2004, the group put
forward an unambiguously positive report, which concluded that suitable locations were
to be found in Svalbard. The report recommended that a chamber should be built inside
the mountain.

In November 2004, the report was presented at FAO’s Commission for Genetic
Resources for Food and Agriculture. The Norwegian idea received a positive response
and was perceived by many countries as a most welcome contribution to the
international work of preserving the world’s plant genetic resources. Some developing
countries also pointed to the earlier positive experience of development collaborations
with Nordic countries and the Nordic Genetic Resource Centre in Svalbard. Following
the FAO meeting Norway began work on financing the construction project. Since the
purpose of the seed vault was multilateral, it was natural to pave the way for making this
ajointinitiative between three ministries, the Ministries of Foreign Affairs, Environment
and Agriculture and Food. The government backed the initiative and in 2005 an
interdepartmental steering group was set up for the project. Under the chairmanship of
the Ministry of Agriculture and Food, the steering group discussed various alternatives
for the location, organization, agreement format and operation of the seed vault, as well
as working in close cooperation with international experts in relevant fields. It was also
stressed that the storage of seeds should be done in accordance with international gene
bank standards, at minus 18 degrees, and that the seeds should be stored by the black
box method, which means that only the institution which deposits seeds has right of
ownership and disposition over them. That is, even though the facility is owned by
Norway, it is important to underline that the seed samples which are stored in the vault
are indisputably the property of the depositor.

IV. Why Svalbard?

1) Svalbard, as Norwegian territory, enjoys security and political and social stability.
Norway understands the importance of preserving Svalbard as an area of undisturbed
nature, which is now an important research and reference area. The seed vault fits
ideally into this concept.

2) Svalbard has an isolated position far out in the ocean, between 74° and 81° N and only
1000 kilometers from the North Pole. This archipelago has an undisturbed nature.
Permafrost, which is characteristic of this area, provides stable storage conditions for
seeds, even when there is a power cut or a technical problem with cooling systems.

294



3) The seed vault, which consists of three chambers, is located right outside
Longyearbyen and directly opposite Longyear Airport. The facility is about 130 meters
above sea level and has been tunneled 120 meters into the mountain, in a stable
sandstone situation. Each of the three underground chambers is about 1,200 cubic
meters (20 meters deep, 10 meters wide and 6 meters high). The location so far below
ground guarantees stable permafrost for the foreseeable future and is high enough
above sea level to secure the facility against any rise in sea level as a result of global
warming.

4) The facility’s open location near the town makes monitoring and security easier.
Security is the responsibility of the Governor of Svalbard in cooperation with the
University of Svalbard (UNIS).

International Significance

The international seed vault is a unique contribution to the preservation of the planet’s
most important biodiversity. This has been a priority issue for Norway for many years
as well as the principal objective of the Biodiversity Convention and the FAO treaty. The
seed vault could come to have a special significance for a number of regions in
developing countries where the storage conditions in regular gene banks are a constant
challenge. For many years it has been Norway’s aim to play a bridge-building role in the
north-south debate about genetic resources and biological diversity. Svalbard Global
Seed Vault can be a unifying initiative, which offers much to countries both north and
south and which will hopefully also promote global collaboration in taking care of our
most important genetic resources. Securing food supplies is one of the most basic issues
in any strategy for eliminating poverty. In a time of climate change, this is an equally
global issue. The establishment of a global seed vault is therefore very much in line with
the principle of informed self-interest.

V. Seed Storage

The Svalbard Global Seed Vault provides facilities free of cost for safety deposits under
“black box conditions” on request from public or private holders of seeds of distinct
genetic resources that are important to humanity. Priority is given to the safety deposit
of plant genetic resources of importance for food security and sustainable agriculture.

Costs pertaining to the packaging and shipping of the deposited seeds are borne by the
depositors. However, in the case of developing countries and international gene banks,
the Global Crop Diversity Trust is funding the costs of preparing, packing and shipping
their seeds to Svalbard.
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The Seed Vault does not have the opportunity to test the viability of the seeds, but
accepts new shipments of seeds when the duplicate samples at the depositor’s
possession have lost fertility. Import and storage of GMO (Genetically-modified) seeds
according to Norwegian legislation require advance approval. Certain other criteria
apply to "sealed internal use" for research purposes and indoor storage of GMO, for
example with regard to the risk of spreading GMO. Norwegian gene technology
legislation was formulated before the Svalbard Global Seed Vault (SGSV) was set up, and
therefore fails to take into account the vault's special status, or the low risk related to
handling seeds in sealed packaging. Until changes can be made to the rules, long-term
storage of GMO seeds in the SGSV will not be approved.

VI. Conclusion

Svalbard Global Seed Vaultis nota gene bank, it is a facility for maintaining crop diversity
in the form of seeds, stored and conserved in a frozen state. The ideal temperature is
between minus 10 and minus 20 degrees Celsius. Gene banks may also contain living
plants and parts of plants in those cases where it is difficult to store the crop in the form
of seeds. The Seeds in the Seed Vault shall only be accessed when the original seed
collections have been lost for any reason.

The Seed Vault has the capacity to store 4,5 million different seed samples. Each sample
contains on average 500 seeds, so a maximum of 2,25 billion seeds may be stored in the
Seed Vault. The Seed Vault, therefore, has the capacity to hold all the unique seed
samples that are conserved today by all the gene banks in more than 100 countries all
over the world. In addition, the Seed Vault has the capacity to also store many new seed
samples that may be collected in the future. When in full use, the Svalbard Global Seed
Vault will represent the world’s largest collection of seeds. Priority is given to crops that
are important for food production and sustainable agriculture, which is of utmost
importance for developing countries where food security is a challenge.

Different crop varieties have different characteristics and not all the differences may be
visible to the eye. Genetic traits may provide differences in disease resistance,
adaptability to various soils and climates, different tastes and nutritional qualities. If we
ever need to use the potentially unique and sometimes hidden traits found in a particular
crop variety, then we must ensure that the variety is available. Unfortunately, much
diversity has already been lost. The number of plant varieties used during the last 30
years of intensification of agriculture has been dramatically reduced. If we do not take
action immediately, different varieties of wheat and potato can disappear as
permanently as dinosaurs.
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Search Reading Questions

Complete the statements below using information from the text. Keep your
answers as short as possible.

Sample item:

0. The ultimate purpose of founding a global central seed bank is to ensure food for

the world’s population

1. The FAO and IBPGR agreed to cover the operation costs of the vault with the money

collected from

2. The specific layout of the chambers functions as

3. In the 1990s, there was no consensus among nations on seed administration. This

led to the postponement of

4. According to the black box method, the seed samples stored in the vault belong to

5. The advantage of Svalbard’s location in providing an appropriate setting for seed

storage is

6. is the main aim of the

Biodiversity Convention and the FAO treaty.

7. According to the laws in Norway, it will not be possible to import and store GMO

seeds in Svalbard without

8. will benefit most from the

Vault’s preference for specific seed samples because their food production in the

long-term is at risk.
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APPENDIX K: TURKISH SUMMARY / TURKCE OZET

GIRIS

Yiiksek egitim kurumlarinda gesitli sebeplerle dil becerilerini 6lcme sinavlari
uygulanir. Bu sinavlarin bir amaci sinavi alan adaylarin akademik ¢alisma yapabilecek
diizeyde dil becerisine sahip olup olmadigini 6lgmektir. Bu sebeple kullanilan dil
yeterlilik sinavlari uluslararasi kurumlar tarafindan hazirlanan sinavlar olabilecegi gibi
(6rnegin, ETS kurumu tarafindan hazirlanan TOEFL veya British Council - IDP
Education isbirligi ile hazirlanan IELTS), liniversitelerin kendi biinyelerinde de
hazirlanabilir. Bu sinavlarin sonuglari sinanan kisiler ve sinavi veren kurumlar
acisindan 6nemli sonuglar dogurdugundan, érnegin, bir programa kabul veya red
karari, “yiiksek etkili sinav” (high stakes test) olarak adlandirilirlar. Yiiksek etkili
sinavlarda kullanilan degerlendirme aracinin adil ve dogru sekilde 6l¢mesini saglamak
sinav gelistiricilerinin sorumlulugundadir. Bu agidan ytiiksek etkili sinavlarin tasarimi,

gelistirmesi ve uygulanmasinda temel unsurlardan biri gecerlik kavramidir.

Gegerlik bir sinavin anlaml, yararh ve adil olmasiyla ilgilidir (Messick, 1989b).
Glntimiizde gegerlik, sinav notuna dayanarak verilen kararlarin ne derecede
gerekcelendirilebildigiyle olciiliir (Chapelle, 1998; Council of Europe, 2009; Cronbac,
1988; Fulcher & Davidson, 2007Kane, 2016; Mcnamara, 2006; Messick, 1995; Sireci,
2009). Yabanci dil sinav puanina dayanarak verilen bir akademik programa kabul veya
red kararinin aragtirmalarla desteklenerek gecerligi gosterilmelidir. Olgiinlestirilmis dil
sinavlari iireten pek ¢cok kurum sinavlarinin anlamli, yararl ve adil oldugunu
gostermek lizere genis kapsaml arastirmalar yaparlar (Ornegin, ETS, Cambridge ESOL,
British Council - IDP Education). Bu arastirmalar sinav kurgusu, icerik gecerligi,
kestirim gecerligi, veya kriter gecerligi gibi konularda olabilir. Bu ¢alismada, bir okuma
sinavinin baglamsal, bilissel ve notlama gecerligini gosteren kanitlar olusturmayi

hedeflenmistir.

Orta Dogu Teknik Universitesi'nde (ODTU) egitim dili Ingilizce’dir. Bu sebeple bu

liniversitede okumak isteyen tiim adaylarin belli bir ingilizce dil seviyesine sahip
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olmalari istenir. Adaylar yeterli seviyede Ingilizce dil becerisine sahip olduklarin
kanitlamak icin iniversite yonetimince kabul edilen bir dil yeterlilik sitnav sonucunu
gosterirler. Bu sinav ODTU Yabana Diller Yiiksek Okulu (YDYO) tarafindan hazirlanan
Ingilizce Yeterlilik Stnavi (ODTU-IYS) olabilecegi gibi, baz1 uluslararasi kurumlarin
hazirladiklari sinavlar da olabilir; 6rnegin, TOEFL veya IELTS. Yeterli dil becerisine
sahip olmayan adaylar iiniversitenin dil okulu olan Temel ingilizce Béliimiinde (TiB)

bir y1l egitim aldiktan sonra tekrar Ingilizce yeterlilik snavina girerler.

Adaylar i¢cin ODTU-1YS hakkinda iiniversitenin sitesinde sinavin icerigi, yapihs sekli ve
puanlamasi hakkinda bilgi bulunmaktadir. Ayrica, ODTU Kitap Satis Miidiirliigii'nde
(Bookstore) METU-EPE Booklet adinda bir kitap¢ik bulunmaktadir. Kitapgikta sinavin
bicimi, uygulanma sekli ve 6rnek sorular vardir. Bunlarin disinda, sinav notlar1 baz
alinarak yapilan bazi istatistik analizlerinin sonuclar1 dénem dénem TiB’de calisan
Ogretim elemanlarina gonderilmektedir. Ayrica, bazi 6gretim elemanlarinin zaman
zaman ODTU-IYS iizerinde kiiciik capli aragtirmalar yaptig1 bilinmektedir. ODTU-
IYS’nin gegerligini inceleyen bir master tezi de bulunmustur (Ataman, 1999). Ancak,
bunlar disinda sinav hazirlama komitesi veya yoneticilerin kullanimi i¢in baska bir
belge mevcut degildir. Bu durum, sinavin gecerligine golge diisiirmektedir. Bu yiizden
sinavin teorik altyapisinin, iceriginin, ve diger 6nemli kriterlerinin sistemli bir

arastirma ile incelenmesi gerektigini gostermektedir.

Yiiksek etkili sinavlarda adaylarin notu lizerinden yapilan ¢cikarimlar 6nemli sonuglara
yol acar. ODTU-IYS yiiksek etkili bir sinav oldugundan sonug bazh verilen kararlar da
énemlidir. ODTU’ye yeni kaydolan 6grenciler ODTU-IYS’de gecerli not almalari
durumunda kazandiklari programin birinci sinifina devam etme hakki kazanirlar; aksi
durumunda, bir sene Ingilizce egitim almalar1 gerekir. Benzer sekilde, ODTU’de yiiksek
lisans yapmak isteyen adaylarin ODTU-1YS’den veya gecerli kabul edilen yabanci
sinavlardan birinden (TOEFL veya IELTS) basvurmak istedikleri programin belirledigi
aralikta puan aldiklarini géstermeleri gerekir. Yeterli puani alamayan adaylar, yiiksek
lisans basvurusu yapamazlar. Bunlar énemli sonuglardir, bu yiizden ODTU-IYS'nin

sonuglari esas alinarak verilen kararlarin gegerlemesinin yapilmasi gerekir.
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Gecgerleme ¢alismasi gecerlilik kavraminin islevsellestirilmesidir. Gegerlik kavrami
1940’larda korelasyon ve faktor analizi lizerine temellenmisti.1955’te Cronbach ve
Meehl’in (1955) yaklasimi gecerlik kavramini radikal bir sekilde degistirdi. Yeni
tanimda gecerlik, sinava ait bir 6zellik degil sinavi meydana getiren bilesenlerin
arasindaki ickin iliskiyi gdsteren birimsel bir kavram olarak ortaya kondu. Bu yeni
yaklasim, sinav sorulari (veya gorevleri) ile sinavi alanlar arasindaki etkilesim gibi
degisik boyutlarinin analizini gerektiriyordu. Bu yaklasim, ayrica, sinavin gecerligini
arastirmak icin de bir ¢cerceve sundu (Sireci, 2009). 1989’da yayinlanan ikinci bir
makale bu konuda yeni ufuklar acti: bu makalede Messick (1989b) gecerlik savlarinin
sinavla ilgili degil sinav sonuglarinin degerlendirilmesi ile ilgili oldugunu ortaya atti.
Buna gore, bir sinavin gecgerligini savlamak i¢in sinav sonuglar1 baz alinarak yapilan
cikarimlarin uygunlugu ve yeterligi icin hem kuramsal hem de gorgtl kanitlara

gereksinim vardir.

Messick’in (1989) gecerlik kavramina yaklasimi temel alindiginda, ODTU-1YS yiiksek
etkili bir sinav oldugundan sinav notlarinin 6l¢iilen becerilen gegerli ve glivenilir bir
gostergesi olduguna dair kanit toplamak ve bunlar1 sunmak sinav gelistiricilerinin
sorumlulugundadir. ODTU-IYS'nin kuramsal altyapisi veya sinav notlariin
degerlendirme kriterleri bilinmemektedir. Ayrica sinavin hedeflerini veya sinav
yazarlarinin / gelistiricilerinin uyguladiklari ilkeleri belirleyen bir belge
bulunamamistir. ODTU-1YS'nin sonuglar sadece sinavi alan adaylan degil, TIB ve
Modern Diller Boliimii (MDB) gibi Ingilizce egitimi veren béliimleri, fakiilteleri, ve diger
ogretim elemanlarini da etkilemektedir. Bu yiizden, ODTU-IYS'nin gecerlemesini
yapmak iizere sistemli arastirma gerektigi ortaya ¢cikmistir. Bu amagla, Weir'in (2005)
sosyal-bilissel gecerleme cercevesi kullanilarak ODTU-1YS’nin okuma béliimiiniin

baglamsal, biligsel ve notlama gecerligi arastirilmistir.

Bu arastirmada kullanilan sosyal-bilissel gecerleme cercevesi sinav gelistirmede
uygulanmasi gereken adimlar1 zamansal bir ¢erceve icinde sunmaktadir. Bun gore,
sinav gelistirme adimlari sinav dncesi islemler ve sinav sonrasi islemler olarak ikiye
ayrilmistir. Bu arastirmanin birinci ve ikinci sorulari sinav 6ncesi islemleri irdelerken,
ticlinct soru da sinav sonrasi notlama gecerligini sorgulamistir. Buna gore, arastirma

sorulari sunlardir:

307



1. Akademik okuma becerisinin bir sinav kurgusu olarak kavramsal ve islevsel
tanimi nedir?

2. Okuma siav kurgusunun temelindeki bilissel siirecler a) gegcmise doniik
animsama ve b) sinav aninda i¢cebakis yontemleri ile nelerdir?

3. Sinav madde parametreleri ne 6l¢clide sinavin gecerlik savlarini

desteklemektedir?

Bu calisma sinav gelistirmede daha sistemli bir yaklagim icin érnek olacaktir. Ol¢cme bir
calisma alani olarak heniiz ¢ok popiiler degildir ciinkii iniversitelerde 6l¢gme tlizerine
verilen ders sayilari ve ders icerikleri yetersizdir (Hatipoglu, 2015). Sinav gelistirme
konusunda sinav yazarlari genellikle deneyimli 6gretim elemanlar1 arasindan segilir.
Ogretme deneyimi sinav gelistirmede 6nemli bir kaynak olmasina ragmen yeterli
degildir. Olgme okur yazarhginda, sinav gelistirme ve gecerleme calismasi bilgisi icerik
bilgisi kadar 6nemlidir. Bu anlamda, bu ¢alisma dil 6gretimi alaninda 6l¢gmenin 6nemini
ortaya koyacak ve sinav gelistirmede degisik yaklasim islemler hakkinda farkindalik

yaratacaktir.

Kiiresel anlamda bu ¢alisma gecerli mi amaciyla bir cerceve kullanimi konusunda var
olan bilgi birikimine katki saglayacaktir. Bir gecerleme / sinav gelistirme ¢ercevesi
kullanmak bir 6l¢iim aracinin gelistirilmesinde saglam bir temel sunar. Ayrica bir
cercevenin farkli baglamlarda kullanilmasi bu ¢ercevenin tiim yonleriyle baska
ortamlarda da gegerli olup olmadigini géstermistir. Bu sebeple, bu calisma ingilizcenin
anadil oldugunu bir ortamda gelistirilen bir sinav gelistirme ve gecerleme aracinin,
Ingilizcenin yabanci dil oldugu bir ortamda kullanilmasiyla okuma becerisinin

kavramsal olarak tanimlanmasina katkida bulunmustur.
Kaynak taramasi

Modern anlamda gegerlik kavramu ilk olarak psikometri yazininda 1920 lerde ortaya
cikt1 ve temel olarak herhangi bir korelasyonu gecerlilik gostergesi olarak kabul eden
pragmatik bir yaklasima sahipti (Sireci, 2009). 20. yiizyilin ortalarina dogru test
gecerlemesinin sadece istatistiksel yontemlerle yapilmasindan duyulan rahatsizlik
baska bakis agilar ortaya ¢ikardi. Rulon (1946) bir sinavin gegerli olup olmadigini

soyleyebilmek i¢in 6nce sinavin amacini belirlenmesi ve gecerleme kanitlarinin
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tanimlanmasi gerektigini sdyledi. Kisa bir zaman sonra, Amerikan Psikoloji Birligi
(APA) sinav standartlarina tanimlamak i¢in bir komite kurdu. Bu komite gecerligi ii¢
kategoride tanimladi: icerik, olciitsel ve yapisal gecerlik. Bu komiteden iki iye
(Cronbach ve Meehl) bir kac y1l sonra yapisal gecerlik kavramini gelistirdiler (1955).
Onlara gore, yapisal gecerlik kavrami islevsel olarak tanimlanamayan niteliklerin
Olciilmesinde kullanilmaliydi. Ancak, yapisal gecerligin egitim alanindaki tiim

sinavlarda uygulanabilecegi kabul edildi (Loevinger, 1957; Messick, 1989b).

Gegerlik teorisine 6nemli katkilar yapmis olan Messick (1989) icerik, kriter ve sonu¢
faktorlerini barindiran bir kapsamli bir ¢erceve tamimladi ve bir gecerlik tanimi 6nerdi.
Bu tanima gore gecerlik gorgiil kanitlarin ve kuramsal gerekeelerin sinav notlari
uizerinden yapilan ¢ikarimlarin yeterlilik ve uygunlugunu ne derecede destekledigini
gosteren biitiinciil degerlendirme yargisidir (p.13). Bu goriiste, gecerlik sinavin bir

ozelligi degil sinav sonuclarinin dogrulanabilme derecesi olarak ele aliniyor.

Messick’in (1989b) gecerleme tanimi sinav gelistirme islemlerini biiyiik 6lciide etkiledi
(Chapelle, 1999). Ancak Messick’in (1989b) olduke¢a karmasik bir kavramsal tanima
sahip gecerleme cercevesi daha sonra pratik ve daha kolay uygulanabilir ¢ercevelerin
ortaya cikmasina yol acti. Bu cerceveleden biri de Weir (2005) tarafindan tanimlanan
sosyal-bilissel cercevedir. Bu cerceve dort beceri icin (okuma, dinleme, yazma, ve
konusma) kriter bazl bir model sunar. Her bir beceri modelinde bes alan
tanimlanmistir: baglam, bilissel, notlama, sonugsal ve kriter bazli gecerlik. Bu
cercevede sinav oncesi ve sinav sonrasi olmak iizere yapilmasi gereken islemler ikiye
ayrilmistir. Baglam ve bilissel gecerlilik sinav 6ncesi islemlerle, notlama, sonugsal ve

kriter bazh gegerlik sinav sonrasi yapilan islemlerle belirlenmektedir.

Bu calismada, sinav 6ncesi baglam ve bilissel gecerlik ve sinav sonrasi notlama
gecerligi arastirilmistir. Weir (2005) bu tg¢ gecerlik kavraminin, gegerlik teorisinin tepe

noktasinda yer alan yapisal gecerligi olusturdugunu iddia eder.
YONTEM

Bu ¢alisma tamamlayici, karma yontemli bir calismadir. Bu ¢alismada ti¢ arastirma

sorusu vardir. Birinci arastirma sorusu, “Akademik okuma becerisi kavramsal ve
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islevsel olarak nasil tanimlanir?” kavramsal bir sorudur. Bu soruya cevap vermek icin
kaynak taramasi yapilmis ve 2013-2015 yillarinda YDYO bilinyesinde yapilmis olan
ihtiyag analizi calismasinin sonuglari incelenerek okuma becerisinin parametreleri
belirlenmis ve sinav tanimlamalari dosyasina yazilmistir. ikinci arastirma sorusu,
“Okuma smav kurgusunun temelindeki bilissel siirecler a) gecmise doniik animsama
ve b) sinav aninda icebakis yontemleri ile nelerdir?” kesif¢i bir sorudur ve gegmise
doniik ve ice bakis yontemleri ile sinavi alanlarin bilissel siireclerini incelemeyi
hedeflemistir. Ugiincii aragtirma sorusu, “Sinav madde parametreleri ne élgiide sinavin
gecerlik savlarini desteklemektedir?”, yine kesifci bir sorudur ve okuma sinavini
alanlarin her bir soruya verdikleri cevabi ve sinavdan aldiklar1 notlari istatistiksel

olarak incelemeyi hedeflemistir.

Calisma li¢ asamadan olusmustur. Birinci asamada birinci arastirma sorusunun
cevabini vermek iizere akademik okuma tizerine kaynak taramasi ve ihtiya¢ analizi
incelemesi yapilmis ve ardindan sinav komitesi ile birlikte yeni hazirlanacak okuma
sinavinda kullanilacak kriterler belirlenmistir. Bu kriterler daha sonra sinav
tanimlamalari dosyasina yazilmistir. Bu sinav tanimlamasi sinav komitesi tarafindan
yeni okuma sinavinin hazirlanmasinda kullanilmistir. Calismanin ikinci asamasinda,
hazirlanmis olan okuma sinawvi birinci siiriimiiniin dért ayr1 béliimii TIB 6grencisi olan
100’er katilimciya birer kiigtik test olarak uygulanmis ve uygulama asamasinda
katilimcilarin geriye doniik inceleme protokol formu doldurmalari istenmistir.
Toplanan veri, sinav sonuglari ve geriye doniik inceleme protokol formu nicelik olarak
incelenmistir. Elde edilen sonuclar sinav komitesi ile tartisilmis, ve gerekli
degisikliklere karar verdikten sonra okuma sinavi ikinci siirtimii tiretilmistir.
Calismanin iigiincii ve son asamasinda, okuma sinawi ikinci siiriimii, gene TIB’den 26
katilimciya bir biitiin olarak uygulanmis, ve uygulama sirasinda sesli diistinme teknigi
uygulamalari istenmistir. Katilimcilarin diistinceleri kaydedilmis ve daha sonra yaziya
cevrilmistir. Sinav sorularina verilen cevaplar ve sinav notlari iiciincii arastirma
sorusuna cevap vermek tizere sayisal olarak incelenirken, sesli diistinme teknigi ile
elde edilen veri hem nicelik hem de nitelik olarak incelenmistir. Sonuclar okuma sinavi
ikinci siirtimiinde yapilmasi gereken degisikliklere 1s1k tutmus ve her bir asamada elde
edilen veriler okuma sinavinin baglam, bilissel ve notlama gecerliligi i¢cin kanit

saglamistir.
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Ornekleme ve kullanilan araclar

Bu ¢alismanin her iki asamasimin katithmcilar1 TiB 6grencileri arasindan secilmistir.
Okuma sinavinin birinci siirtimiiniin her bir gorevi (alt sinavlari) bes ayr1 gruptan (Pre-
intermediate, Intermediate, Upper-intermediate, Advanced ve Repeat) yaklasik 100’er
ogrenciye uygulanmistir. Ornekleme yontemi kademeli gelisigiizel 6rneklemedir. Bu
asamadaki toplam katilimci sayis1 400’diir. Bu asamada kullanilan araglar, Okuma
Sinavi V1 (birinci versiyon) ve geriye doniik inceleme formudur. Okuma Sinavi V1
sinav komitesi tarafindan hazirlanmistir. Geriye doniik inceleme formu Weir, Hawkey,

Green ve Devi (2009) ¢alismasindan uyarlanmistir.

Calismanin tigiincii agsamasinda verilen Okuma Sinavi V2 yine TiB égrencilerine
uygulanmistir. Bu sliriim, secilen metodoloji sebebiyle - sesli diistinme - 26 katilimciya
uygulanmistir. Katilimcilar kota 6rnekleme yontemiyle secilmistir. Bu asamada
kullanilan araglar, Okuma Sinavi V2 ve ice doniik inceleme formudur. Okuma Sinavi V2
siav komitesi tarafindan hazirlanmistir. ice déniik inceleme stratejileri Cohen ve

Upton (2006) calismasindan uyarlanmistir.
Veri Analizi

Okuma Sinawv1 V1 sayisal veri sagladigindan sinav sorularina verilen cevaplar ve sinav
notlar1 tizerinde klasik sinav teorisi analizi uygulanmistir. Okuma sinavi sirasinda
doldurulan geriye doniik inceleme formu da sayisal veri saglamistir. Bu verilere
betimsel ve ¢ikarimsal istatistik analizleri Microsoft Excel (2016) ve IBM SPSS (V24)

kullanilarak yapilmistir.

Okuma Sinav1 V2 sayisal veri saglamis, ve sinav sorularina verilen cevaplar ve sinav
notlari Gizerinde klasik sinav teorisi analizi uygulanmistir. Okuma sinavi sirasinda sesli
diisiinme teknigi ile s6zel veri toplanmistir. Bu veri 6nce yaziya doniistiiriilmiis, daha
sonra bilgisayar ortamina aktarilarak MaxQDA (V.16) programinda Cohen ve Upton'in
(2006) ice doniik inceleme stratejileri, ve benim ekledigim 11 yeni strateji ile
kodlanarak kategorize edilmistir. Esasta niteliksel veri olmasina ragmen kullanilan
stratejilerin siklik derecelerinin anlasilmasinin ¢alismay1 anlamlandiracag diisiincesi

ile bu veri de nicelik olarak incelenmis ve sonuclar sayisal olarak verilmistir.
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BULGULAR

Arastirma sorusu 1: Akademik okuma becerisinin bir sinav kurgusu olarak

kavramsal ve islevsel tanimi nedir?

Kaynak yazin tarama sonuglari

Kaynak yazin okuma becerisinin tanimlanmasinda pek ¢ok degisik yaklasimin
oldugunu gostermektedir. Bu yaklasimlar temel olarak iki grup altinda toplanabilir:
Siire¢ ve bilesen modelleri. Siire¢c modelleri asagidan yukari, yukaridan asagi ve
etkilesimli olmak tizere {i¢ tanedir. Asagidan yukar1 siire¢ modelinde okuma 6nce
harflerin, sonra hecelerin ve kelimelerin desifre edilmesiyle list kademelere dogru
anlamlandirmaya baslayarak okuma siirecine verilen isimdir. Diistik yeterlik
seviyesine sahip okuyucularin daha ¢ok asagidan yukari siire¢ modelini kullandig:
savlanmistir (Treiman, 2017). Yukaridan asagi siirecte okuma tiim metinden
baslayarak asagi dogru iner. Baglam ve konuya 6zel bilgi metnin anlasilmasina ve
anlamlandirilmasina yardimeci olur. Bu gruptaki sonunda model etkilesimli modeldir.
Yapilan arastirmalar asagidan yukari ve yukaridan asagl modellerin okuma siirecini
tam olarak agiklayamadigini ortaya koymus ve bu iki model arasinda bir etkilesim
oldugunu gostermistir. Gliniimiizde okumanin hem asagidan yukari gorsel bilginin
islenmesi hem de diinya bilgisi kullanarak yukaridan asagiya metnin anlamlandirilmasi

islemlerinin ayni ayna yiriitiildiigii diisiinilmektedir (Faerch ve Kasper, 1986).

Bilesen modelleri okumanin bilesenlere ayrilarak 6gretilebilecegine ve sinanabilecegini
ongoriir. Okuma becerisini alt siireclerine ayirmak sinav performansinin faktor
analizine tabi tutulmasina dayanir (Johnston, 1981). Bu yontem, farkli okuma gorevleri
veya sinav maddelerinin okumay1 olusturan bir kag faktore ytliklenmesi ile agiklanir.
Kaynak yazinda okuma becerisinin boliinebilecegi goriisii ¢esitli arastirmalarala hem

desteklenmis hem de giiriitilmiistiir.

Bu ¢alismada okuma bilissel bir siire¢ olarak kabul edilmistir. Bunun i¢in, okumay1
tanimlarken Khalifa ve Weir (2009) tarafindan 6nerilen okumada bilissel siire¢ modeli
kullanilmistir. Bu modelde amag belirleyici olan tstbilissel etkinlik b6limii, bu

boéliimde belirlenen amaclara uygun olarak etkinlesen bilissel siire¢lerin oldugu ana
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islem merkezi ve gereksinim duyuldugunda kullanilan bilgi merkezi bulunmaktadir.
Ustbilissel etkinlik alanindaki amag belirleyicinin altinda okuma tipleri iki boyutlu
olarak belirlenmistir. Bunlar dikkatli - hizli okuma ve yerel - kiiresel okuma olarak
adlandirilmistir. Urquhart ve Weir’'in (1998) tanimladigi bu iki boyutlu okuma tipi
tanimi okuma sinavinin gelistirilmesinde baz alinmistir. Buna gore yerel dikkatli
okuma climle bazinda okudugunu anlamayy, kiiresel dikkatli okuma metin bazinda
okudugunu anlamayy, yerel hizli okuma belirli bir kelime, 6zel isim, say1 veya tarihi
bulmak i¢in tarama yapmay1 ve kiiresel hizli okuma metnin konusunu ve belki de ana

fikirlerini genel olarak anlamak icin metne hizlica géz gezdirmeyi tanimlar.
Intiyac analizi sonuclari

Ihtiyac analizi calismas1 2013 - 2015 yillar1 arasinda ODTU’deki bes fakiiltenin 6gretim
elemalari, TiB ve MDB’den Ogretim elemanlar, TiB ogrencileri ve fakiltelerdeki
6grencilerden alinan nitel ve nicel verilerin incelenmesi ile yapilmistir. Bunlarin
yanisira okuma kriterlerinin belirlenebilmesi icin b6liimlerde okutulan kitaplar, verilen
sinavlarin 6rnekleri, ders izlenceleri ve 68rencilere verilen 6devler incelenerek okuma
kriterleri olusturulmustur. Buna gore, okuma becerisi ti¢ ana baslik altinda

aciklanmistir.

Bilgi ve diislince i¢cin okuma: Bu okumada amag a¢ik veya ortiilii olarak verilen ana
fikirleri ve diger temel bilgiyi anlamaktir. Okuyucu ayrica metindeki diisiinceleri de
ayirt etmelidir. Bu tiir okuma bir sinav veya 6dev i¢in 6grenmek amaciyla yapilan

okumadir. Bu okumada kullanilan metinler okul kitaplari, diger kitaplar, makaleler,

hocalarin notlari, sunumlar vb. olabilir.

Oryantasyon icin okuma: Bu okumada amag 6nceden belirlenmis bir konuyu uzun ve
karmasik bir metnin icinde bulma ve ilgili boltimleri dikkatli okuyarak anlamaktir.
Kullanilan metinler kitaplar, makaleler, internet ortaminda bulunabilecek alana 6zgii

metinler ve teknik raporlar olabilir.

Yonerge okuma: Burada amag okunan her bir ciimlenin detayli anlasilmasidir.

Kullanilan metinler bir ciimleden bir kag¢ climleye ¢ikabilen sinav sorulari, sinav
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yonergeleri, ve sinif icin uygulamalarda kullanilan diger yonergeler (6rnegin, rapor

hazirlama yonergesi) olabilir.

Yazin taramasi ve gereksinim analizi incelemesi sonucunda elde edilen bilgilerin
Urquhart ve Weir’in (1998) okuma modeline uyarlanmasi ile ortaya ¢ikan okuma
sinavinda agirlikli olarak kiiresel dikkatli okumanin, ayrica hizl kiiresel ve hizl yerel
okumanin sinanmasi gerektigi ortaya cikmistir. Weir’'in (2005) sosyal-bilissel
gecerleme cercevesi sinav 6ncesi islemlerde yer alan baglam gecerligi icin belirlenmesi
gereken kriterleri vermektedir. Hazirlanan okuma sinavinda yazin taramasi ve
gereksinim analizi incelemesi sonucunda belirlenen kriterler sinav tanimlama

dosyasina yazilarak sinavin birinci versiyonu hazirlanmistir.

Arastirma sorusu 2: Okuma sinav kurgusunun temelindeki bilissel siirecler a)

gecmise doniik animsama ve b) sinav aninda icebakis yontemleri ile nelerdir?

Ikinci arastirma sorusunun birinci alt sorusu ge¢mise déniik amimsama ile okuma
sinavinin etkinlestirdigi bilissel siirecleri agiga cikarmay1 hedeflemistir. Bu amagla,
uygulanan Okuma Sinavi V1 ve gegmise doniik animsama yontemi ile doldurulan

protokol formu analiz edilmis ve asagidaki sonug¢lar bulunmustur.

Protokol formunun B boéliimii katilimcilara sinava basladiklarinda sorulara bakmadan
once metin lizerinde bir dnizleme yapip yapmadiklarini soruyordu. Formlardaki bilgiye
gore alt sinavlardan alinan bilgilenin bir 6riintii gostermedigi, katihmcilarin
ortalamada her bir segecegi (yavas ve dikkatli énizleme, hizli ve segcerek dnizleme, ve

6nizleme yok) birbirine yakin oranlarda sectikleri goriilmiistiir.

Protokol formunun C béliimii, katilimcilarin her bir sinav sorusunu cevaplarken
kullandiklari sinav cevaplama stratejilerini anlamaya yonelikti. Bu bdliimden elde
edilen sonuclara gore, alt sinavlarin ii¢ tanesinde en sik kullanilan dort strateji ayniyda.
Bu stratejiler, yavas ve dikkatli okuma, bir béliimii tekrar dikkatli okuma, kelimeyi
arama ve eslestirme ve kelime bilgisi kullanma stratejileriydi. Bir alt sinavda ek olarak

metnin anahtar béltimlerini okuma stratejisi ilk dort strateji arasina girmistir.

Protokol formunun D béliimii katilimcilarin dogru oldugunu diisiindiikleri cevabi

nerede bulduklarini sorguluyordu. Bu béliimiin analizi, her doért alt sinavda
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katilimcilarin dogru oldugunu diisiindiikleri cevabi iki veya daha fazla climledeki
anlamdan ¢ikardiklarin gosterdi. ikinci sirada, cevabin tiim metinden ¢iktigy, ticiincii

sirada ise tek bir ciimleden cevabin bulundugu séylendi.

Ozet olarak gecmise déniik animsama protokol formu katilimcilarin sinav sorularina
cevap ararken en sik yavas ve dikkatli okuma stratejileri kullandigini ve sinav

sorularinin cevaplarini kiiresel okuma yaparak bulduklarim gosterdi.

Ikinci arastirma sorusunun ikinci alt sorusu ice bakis yéntemi ile okuma sinavinin
etkinlestirdigi bilissel siirecleri agiga cikarmay1 hedeflemistir. Bunu yaparken her bir
soru tipinin gerektirdigi stratejiler ayr1 incelenmistir. Buna gére sonuglar eslestirme,
kelime anlamyi, genel diizeyde anlama, arayarak okuma ve hizli okuma basliklar1 altinda

ayri1 ayr1 sunulmustur.
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Tablo 1 Tiim soru tipleri i¢cin stratejilerin kullanmim sikliklari:

Dikkatli Ggi:‘kétal' .
Yerel Oks p Arayarak
Okuma R llgna Okuma Hizli Okuma
(Coktan oxtan (Kisa (Eslestirme)
. Secmeli)
Secmeli) Cevap)
. Genel
Kelime
Anlama
Okuma Stratejilerié
RS1 Plan a goal 0,50 0,57 0,13 2,00
RS2 Make a mental note 0,50 0,71 0,13 0,50
RS4 Read text carefully - 0,14 - 0,50
RS6 Read a portion carefully 10,50 16,50 19,38 12,33
RS7 Scan 2,00 3,21 19,38 2,33
Look for markers of
RS8 meaning 0,50 0,64 1,63 0,33
RS9 Repeat, paraphrase 2,50 3,21 0,88 3,33
RS10 Identify unknown word 2,00 2,14 0,25 2,67
RS11 Identify unknown sentence 0,50 0,07 0,25 0,33
RS12 Reread 1,50 0,86 2,13 1,00
RS13 Ask overall meaning 2,50 1,36 0,75 1,67
RS14 Monitor understanding 0,50 1,64 0,88 1,83
Adjust comprehension
RS15 (previous) - 1,29 0,88 1,67
Adjust comprehension
RS16 (new) 0,50 2,64 1,63 3,83
RS17 Confirm understanding 1,50 2,57 1,38 1,67
RS19 Identify keyword - 0,86 0,50 2,33
RS20 Search main idea 0,50 0,50 0,88 1,50
RS21 Use discourse knowledge - 0,57 0,63 0,67
Use organization
RS22 knowledge - 0,71 0,75 0,33
RS23 Use logical connectors - 0,14 0,38 0,17
RS24 Read ahead - 1,00 0,75 0,33
RS25 Go back 3,50 1,50 0,90 0,17
RS26 Verify referent 0,50 0,36 0,13 -
RS27 Infer meaning (internal) - 0,50 0,13 0,17
RS28 Infer meaning (external) 3,00 0,14 0,13 0,67
RSNEW1  Skim 1,50 1,14 2,75 2,00
RSNEW?2 Read text again 9,00 7,43 4,38 3,67

6 Bu okuma stratejileri Cohen ve Upton (2006) galismasindan uyarlanmis ve yazildigi dilde (ingilizce) kullanilmistir. Stratejilerin

¢evirisinin ancak gegerligi yapildiktan sonra anlamli olacagi bilindiginden yazildig1 dilde birakilmigtir.
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Tablo 1'in devamu:

™1
TM2
TM3
TM4
TM5
TM6

™7

T™9
TM11
TM12

TM15

TM17
TM18
TM20
TM22
TM24

TM25

TM26

TMNEW1
TMNEW2
TMNEW3
TMNEW4
TMNEW5
TMNEW6
TMNEW?7
TMNEWS

TW1
TW3
TWNEW1

Soru Cevaplama Stratejileri
Reread question

Paraphrase question

Wrestle with question intent
Read the question & options
Read the question & text

Predict own answer after
reading

Predict own answer before
reading

Identify unknown vocabulary

Consider a familiar option

Select option though
uncertain

Drag the option to the
sentence

Wrestle with option meaning

Make a guess
Locate vocabulary in context
Select option (meaning)

Select option
(meaning/elimination)
Select option (elimination)

Select option (discourse)
Identify answer (keyword)
Identify answer (meaning)
Identify section (content)
Identify section (keyword)
Identify section (discourse)
Identify section (subtitles)
Identify keywords in Q
Identify unknown vocabulary
Deneyim Stratejileri
Elimination

Select by keyword

Use item sequence
information

1,00

7,50
11,00
1,00

0,50

0,50

3,00
1,50
0,50
0,50
5,50
6,50
3,50

0,50
1,50

0,50

5,64
0,43
0,36
9,71
11,93
0,43

0,43

0,14
0,29
1,14

1,07

0,79
0,71
0,21
6,00
6,64

0,50
1,00

0,93
0,71

0,57
0,29

19,38
2,38
1,75
0,13

17,38
0,13

0,25

0,13

0,13
0,88
513
3,13
2,75
2,00
3,13
8,25
1,50

0,75

0,50

0,33
2,50
1,67
0,33

0,17

0,83
1,83

0,17
0,17

4,17
0,90

1,17
0,33

1,00
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Bu sonuglara gore kelime sorularini cevaplarken en sik kullanilan ilk ii¢ okuma
stratejisi sunlardir: metni dikkatle okumak (RS6), metnin bir kismini tekrar dikkatle
okumak (RSNEW?2), ve okudugunu anlayabilmek icin metnin diger boliimlerinden
yararlanmak (RS25).

Genel anlama sorularina cevap verirken en sik kullanilan ilk i¢ okuma stratejisi
sunlardir: metni dikkatle okumak (RS6), metnin bir kismini tekrar dikkatle okumak

(RSNEW?2), ve bir bilgiyi bulmak icin metni taramak (RS7).

Baslik esleme sorularini cevaplarken en sik kullanilan ilk ti¢ okuma stratejisi sunlardir:
metni dikkatle okumak (RS6), yeni okunan bilginin daha énceden okuduklarini
destekleyip desteklemedigini anlamak (RS16) ve metnin bir kismini tekrar dikkatle
okumak (RSNEW?2).

Arayarak okuma sorularini cevaplarken en sik kullanilan ilk ti¢ okuma stratejisi
sunlardir: metni dikkatle okumak (RS6), bir bilgiyi bulmak icin metni taramak (RS7) ve
metnin bir kismini tekrar dikkatle okumak (RSNEW2).

Soru cevaplama stratejilerinde ise kelime sorularina cevap verirken en sik kullanilan
ilk li¢ soru cevaplama stratejisi sunlardir: soruyu okuduktan sonra secenekleri gézden
gecirirken metinde cevabi aramak (TM5), soruyu okuduktan sonra dnce seceneklere gz
gezdirmek (TM4) ve bir secenegi kelime, ciimle, paragraf veya metnin genel anlamindan

dolay1 secmek.

Genel anlama sorularina cevap verirken en sik kullanilan ilk {i¢ soru cevaplama
stratejisi sunlardir: soruyu okuduktan sonra secenekleri gézden gegirirken metinde
cevabi aramak (TM5), soruyu okuduktan sonra once seceneklere géz gezdirmek (TM4)

ve metnin anlamina uymayan secenekleri eleyerek cevabi segmek (TM24).

Arayarak okuma sorularina cevap verirken en sik kullanilan ilk {i¢ soru cevaplama
stratejisi sunlardir: daha iyi anlayabilmek igin soruyu tekrar okumak (TM1), soruyu
okuduktan sonra secenekleri gézden gegirirken metinde cevabi aramak (TM5), ve soruda

anahtar kelime bulmak (TMNEW?7).
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Baslik eslestirme sorularina cevap verirken en sik kullanilan ilk ii¢ soru cevaplama
stratejisi sunlardir: kelime, ciimle, paragraf veya metindeki genel anlama gdre cevabi
secmek (TM22), soruyu okuduktan sonra once segceneklere goz gezdirmek (TM4), ve

soruyu okuduktan sonra secenekleri gozden gecirirken metinde cevabi aramak (TM5).

Bu sonuglara gore, her dort tip okuma sorusu en ¢ok genis ¢capl dikkatli okuma,
ardindan belli bir bilgiye ulasmak i¢in metni tarama stratejilerinin kullanimina yol

acmistir.

Okuma Sinavi V2'den yiiksek ve diislik not alan katilimcilarin kullandiklar stratejiler
karsilastirildiginda ise su sonuclar bulunmustur: Yiiksek not alan katilimcilarin
kullandig1 okuma ve soru cevaplama stratejileri soru tiplerine daha uygundu.
Eslestirme sorularina cevap verirken, bu katilimcilar baz stratejileri (RS6, RS16, TM5,
TM22, RS9, RS19, RSNEW?2, RS13 VE RS10) benzer oranlarda kullandilar (kullanim
siklig1 0.33 - 1.67 arasi). Oysa diisiik not alan katilimcilar esas olarak dikkatli okuma
(RS6 kullanim s1klig1=4.83) stratejisini kullanirken, digerlerini daha diisiik oranda
kullandilar (kullanim siklig1 1.17 - 0 arasi). Eslestirme sorularinda hizli okuma
tekniklerinin kullanimi beklendiginden, diisiik not alan katilimcilarin gereken

stratejileri secmede basarili olamadiklari sdylenebilir.

Genel anlama sorularinda odak noktasi tiim metnin detayli bir sekilde okunup
anlasilmasi tizerineydi. Buna uygun olarak tiim katilimcilar dikkatli okuma stratejisi
kullandilar. Ancak diisiik not alan katilimcilar metni okurken daha kisa zaman

araliklari ile durup, soruyu tekrar okudular.

Kelime sorularinda katilimcilarin baglamdaki ipuclarini kullanarak sorulan kelimenin
anlamalari1 bekleniyordu. Bu yiizden kisa bir veya iki ciimle okumalarinin yeterli
olacag diisiiniilmustii. Yiikksek not alan katiimcilarin pek ¢ogu bu sekilde dogru cevaba
ulasirken, diistik not alan katilimcilar soru cevaplama stratejisi kullanarak dogru

oldugunu diisiindiikleri cevabi sectiler.

Arayarak okumada yliksek not alan katilimcilar metindeki baslik ve alt basliklari
kullanarak okumalari gereken bolgeyi secmede basarili oldular. Diisiik not alan

katilimcilar daha ¢ok kelime tarama stratejisi kullanarak okumalari gereken boliimii
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bulmaya calistilar. Kelime bazinda taramada basarisiz olduklarinda dikkatli okuma

stratejisi uyguladilar.

Arastirma sorusu 3: Sinav madde parametreleri ne 6lciide sinavin gecerlik

savlarini desteklemektedir?
Okuma Sinavi V1sonuc¢lari

Okuma Sinawv1 V1 katilimcilara dort ayri sinav gorevi olarak uygulandigindan sonugclar

da ayr1 ayr1 verilmistir. Buna gore sinavin betimleyici istatistik degerleri soyledir:

Tablo2 Betimleyici istatistik analizleri

Altsmnav1 Altsmnav2 Altsinav3 Altsinav4

Ortalama 3.0 3.3 5.9 4.0
(38%) (47%) (74%) (57%)
Standart Sapma 1.61 1.43 1.57 1.58
Varyans 2.6 2.0 2.5 2.50
Carpiklik 0.50 0.03 -1.19 -0.06
Basiklik -0.19 -0.16 1.97 -0.76
Alpha Katsayis1 0.43 0.25 0.51 0.38
Aralik 7 7 8 6
En az 0 0 0 1
En ¢ok 8 7 8 7

Bu sonuglara gore, en zor alt sinav 1, en kolay alt sinav 3 olmustur. Alt sinav 1’deki 8
sorunun 6 tanesi eslestirme, 2 tanesi genel anlama sorusu idi. Alt sinav 3’te 8 sorunun
6 tanesi Evet/Hayir sorusu, diger 2 tanesi genel anlama sorusu idi. Okuma Sinavi V1'in

Klasik Sinav Teorisi'ne gore madde analizleri asagida verilmistir.
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Tablo 3 Okuma Sinavi V1madde analizleri

Madde Madde A"yu‘lClllk Nokta iki Serili
4 Madde Tipi Kolaylig: Gostergesi Korrelasyon
(IF) (d) (rpbi)
Alt sinav 1
1 Eslestirme 0.82 0.41 0.36
2 Eslestirme 0.37 0.70 0.61
3 Eslestirme 0.28 0.44 0.53
4 Eslestirme 0.14 0.26 0.38
5 Eslestirme 0.27 0.41 0.53
6 Eslestirme 0.32 0.56 0.50
7 Coktan Seg. 0.44 0.56 0.34
8 Coktan Seg. 0.43 0.44 0.33
Alt sinav 2
1 Coktan Seg. 0.33 0.56 0.39
2 Coktan Seg. 0.47 0.52 0.37
3 Coktan Seg. 0.33 0.26 0.36
4 Coktan Seg. 0.75 0.30 0.42
5 Coktan Seg. 0.36 0.33 0.35
6 Coktan Seg. 0.43 0.15 0.28
7 Coktan Seg. 0.57 0.07 0.29
Alt sinav 3
1 Evet/Hayir 0.89 0.17 0.27
2 Evet/Hayir 0.76 0.62 0.55
3 Evet/Hayir 0.85 0.45 0.42
4 Evet/Hayir 0.87 0.38 0.43
5 Evet/Hayir 0.59 0.31 0.34
6 Evet/Hayir 0.92 0.21 0.27
7 Coktan Seg. 0.56 0.90 0.48
8 Coktan Seg. 0.85 0.24 0.31
Alt sinav 4
1 Coktan Seg. 0.37 0.56 0.18
2 Coktan Seg. 0.51 0.70 0.37
3 Coktan Seg. 0.66 0.44 0.16
4 Coktan Seg. 0.65 0.52 0.32
5 Coktan Seg. 0.58 0.48 0.32
6 Coktan Seg. 0.61 0.67 0.31
7 Coktan Seg. 0.59 0.48 0.26
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Tabloda goriildiigii izere, Alt Sinav 1’de eslestirme sorularinin tamami belirlenmis olan
IF aralig1 (0.40 - 0.80) disinda kalmistir. Ayiricilik gostergeleri ve korelasyon degerleri
yeterli bulunmustur. Alt Sinav 2’de 3 ¢oktan se¢meli soru beklenenden daha zor ¢cikmis,
ayrica ayiricilik gostergeleri ve nokta iki serili korelasyon degerleri de 2 soru icin
yetersiz kalmistir. Alt Sinav 3’'te Evet/Hayir sorularindan 4 tanesi beklenen
degerlerden daha kolay olmustur. Ayiricilik géstergesinde 1 soru, nokta iki serili
korelasyonda 2 soru yetersiz parametreler gostermistir. Alt Sinav 4’te yalniz bir soru
beklenen degerden (0.40) diisiik kalmis, digerleri madde kolayligi agisindan yeterli
bulunmustur. Ayiricilik géstergesi de tiim sorular icin yeterlidir. Nokta iki serili

korelasyonda 3 sorunun gostergeleri yetersiz bulunmustur.

Okuma Sinavi V2 sonuglari

Tablo 4 Okuma Sinavi V2 betimleyici istatistik analizleri

n=26
Ortalama 2(6)‘.)2
Standart Sapma 4.70
Varyans 22.10
Carpiklik -0.045
Basiklik -0.716
Aralik 11-28
En az 11.00
En ¢ok 28.00

Bu sonuglara gore, Okuma Sinavi V2’de katilimcilar 6nceki versiyona gore daha fazla

saylda soruya dogru cevap vermislerdir. Not dagilimi normaldir.
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Tablo 5 Okuma Sinavi V2’'nin Klasik Sinav Teorisine gore madde analizleri

M:gd Madde Tipi Madde(ll;())layllgl (ﬁ)ysl:(;:lgltlels(l N;Eﬁ:::;zl‘;ll
(d) (rpbi)
1 Eslestirme 0.73 0.50 0.45
2 Eslestirme 0.96 0.13 0.20
3 Eslestirme 0.73 0.63 0.54
4 Eslestirme 0.65 0.50 0.34
5 Eslestirme 0.88 0.13 0.11
6 Eslestirme 0.77 0.25 0.28
7 Coktan Seg. 0.92 0.25 0.42
8 Coktan Seg. 0.31 0.50 0.32
9 Coktan Seg. 0.58 0.13 0.29
10 Coktan Seg. 0.73 0.38 0.38
11 Coktan Seg. 0.35 0.13 0.12
12 Coktan Seg. 0.81 0.13 0.02
13 Coktan Seg. 0.85 - 0.09
14 Coktan Seg. 0.62 0.13 0.15
15 Coktan Seg. 0.62 0.13 0.21
16 Coktan Seg. 0.50 0.38 0.34
17 Coktan Seg. 0.65 0.38 0.22
18 Coktan Seg. 0.69 0.63 0.50
19 Coktan Seg. 0.96 0.13 0.37
20 Coktan Seg. 0.77 - (0.12)
21 Coktan Seg. 0.31 0.13 0.26
22 Coktan Seg. 0.85 0.25 0.25
23 Kisa cevap 0.50 1.00 0.72
24 Kisa cevap 0.69 0.63 0.61
25 Kisa cevap 0.38 0.25 0.31
26 Kisa cevap 0.46 0.63 0.60
27 Kisa cevap 0.62 0.88 0.79
28 Kisa cevap 0.73 0.63 0.58
29 Kisa cevap 0.46 0.38 0.39
30 Kisa cevap 0.69 0.63 0.48

Okuma Sinavi V2'nin analizlerine gore en basarili soru tipi kisa cevap sorulari
olmustur. Bu sorular hem kolaylik derecesi bakimindan (soru 25 haric), hem ayiricilik

hem de nokta iki serili korelasyon degerleri acisindan doyurucudur.
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Coktan secmeli sorularda, kolaylik derecesi beklenen degerlerin disinda olan maddeler
cogunlukla ayiricilik ve nokta iki serili korelasyon degerlerinde de istenen degerlerin

disinda kalmislardir.

Sinav giivenirligi 6lceginde, soru tipleri ayri ayr1 degerlendirildiginde, eslestirme
sorularinda Cronbach alpha degeri 0.67, arayarak okuma (kisa cevap) sorularinda bu
deger 0.79 cikmistir. Ancak coktan se¢meli sorular farkl tipte okuma gerektirdiginden

(ctimle bazl veya tiim metini okuma) alpha degeri diisiik cikmistir (0.27).
TARTISMA VE SONUC
Arastirma sorusu 1

Bu arastirma sorusu, okuma sinavinin baglam gecerligini gostermek tizere kanit
tiretmek amacindaydi. Khalifa ve Weir (2009) adaylarin okuma sinavi
performanslarinin sinav disinda genellestirilebilmesi i¢in gercek hayatta kullanilan
okuma parametrelerinin detayli olarak tanimlanmasi ve sinava uygulanmasi
gerektigini soyler. Aksi durumda Messick’in (1995) gecerlik teorisinde 6zellikle dikkat
cektigi iki problem siklikla yasanabilir. Bunlar icerik uygunlugu (content relevance) ve
icerigin temsil edebilirligidir (content representativeness). Bu sinavda icerik
uygunluguna bagintili alandaki okuma gereksinimleri incelenerek ve kaynak yazindaki
akademik okuma tamimlamalari arasindan ODTU baglamina uyan okumaya uygun bir
model kullanilarak ulasilmistir. Igerigin temsil edebilir olmasi ise ézellikle fakiiltelerde
gorev yapan 0gretim elemanlarinin 6nemli oldugunu belirttikleri okuma gorevlerinin

sinava dahil edilmesiyle saglanmistir.

Bu sinavin tiretilmesindeki yaklasim, bir cer¢eve kullanilarak sinav icerigi ve
parametrelerinin belirlenmesi ve sinav tanimlamalarinin bir belge olarak
yayinlanmasinin alana katkisi biiytiktiir. Kavramsal diizeyde ele alinan bir becerinin,
okuma becerisinin, bir ¢er¢eve kullanilarak 6l¢iilebilir 6zellikleri belirlenmis boylece

kuram ve veri arasindaki iliski aciklanmstir.

Ikinci olarak, bu ¢alisma sinav dizayni ve gelistirmede olmasi gereken standartlari

ortaya koymustur. Ozellikle yiiksek etkili sinavlarda sinav gelistiricilerinin
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sorumlulugunda olan yeterlik kanit1 iiretme ve sunma ¢alismasinin nasil yapilmasi

gerektigini gostermistir.

Son olarak, gecerleme calismalari dil 6gretimini de etkilemektedir. Sitnama ve 6gretme
arasinda dogrudan ve etkilesimli bir iliski vardir. Kuramsal temeli saglam, ve baglamsal
gecerligi olan sinavlar, dil 6gretiminde 6gretmenlere yol gosterirler. Sinav

parametreleri dil siniflarinda performans kriterleri olarak kullanilabilir.

Arastirma sorusu 2

Geriye doniik inceleme

Okuma Sinavi V1’de ¢ogunlukla genel, daha az siklikla yerel okuma stratejilerinin
kullanildig1 goriilmistiir. Hizli okuma stratejisi gerektirdigi diisiiniilen soru tipleri
(eslestirme) bu islevi yerine getirememistir. Bu yiizden sinavin sonraki versiyonunda

hizli okumay1 saglayacak arayarak okuma soru tipi sinava eklenmistir.

Okuma sinavinin bu versiyonunda katilimcilardan elde edilen okuma tiplerinin

kullanimlar1 okuma modeline uyarlanmistir.

Tablo 6 Okuma modeline uyarlama

Siklik

Dikkatli okuma - Genel ve yerel 9.08

Okuyucu Hizli okuma - Goz gezdirme 4.77
amacl Hizli okuma - Tarama 0.92
Hizli okuma - Arayarak okuma 2.21

N Metnin zihinde tam modelini olusturmak ~ 1.94
ilélllgrsﬂe;r Metnin temsilini olusturmak 3.79
Cimle bazinda anlamak 1.23

Metin yapisal bilgisi 0.60

Bilgi Genel bilgi / Konu bilgisi 0.79
kaynaklar  sgzdizimsel bilgi 0.63
Kelime bilgisi 1.77

Buna gore dikkatli okuma en ¢ok kullanilan okuma tipidir. Ardindan goéz gezdirme

gelmektedir. En az kullanilan okuma tipi taramadir.
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Bu sinavin ortaya ¢ikardig bilissel islemler sunlardir: sorulara cevap verirken hem
agagidan yukar1 hem de yukaridan asag1 okuma siirecleri islemistir. TiB’de tist kurlarda
(Upper-intermediate ve Advanced) egitim alan katilimcilarin yukaridan asagi okuma
stireclerini daha ¢ok kullandiklari anlasilmistir. Katilimcilar daha ¢ok metnin zihinde

temsilini olusturmaya ¢alismislardir.

Bilgi kaynaklarinda en cok kelime bilgisi kullanilmis, diger bilgi kaynaklar1 (yapisal,

genel, ve sdzdizimsel) yaklasik olarak esit diizeylerde kullanilmistir.
Ice doniik inceleme

Ice déniik incelemede soru tipleri etkinlestirdikleri okuma bicimleri ile ayr1 ayr1 ele

alinmistir.

Kelime sorulari dikkatli yerel okuma sorulari olarak dizayn edilmistir. Sonuclar bu
sorularda hem yerel hem de genel dikkatli genel okuma stratejilerinin kullanildigini
gostermistir. Bu sorular beklenildigi tizere agirlikli olarak yerel okuma ile
cevaplanmamis, cogunlukla genel dikkatli okuma stratejileri kullanilmistir. Ayni
zamanda sec¢enekleri eleme stratejisi de kullanilmistir. Bu strateji daha ¢ok diisiik puan
alan katilimcilar tarafindan kullanilmistir. Yiiksek not alan kullanicilar bu sorularda
digerlerine oranla iki kat daha fazla dogru cevap vermislerdir. Genel olarak kelime
sorular1 genel anlama sorulariyla benzer siirecleri etkinlestirmistir. Bu ylizden sinavin
revizyonunda kelime bilgisini ayr1 bir béliimde ve farkli bir sekilde 6lemeye karar

verilmistir.

Eslestirme sorulari hizli okuma - g6z gezdirme yontemi kullanarak ¢6ziilmesi beklenen
sorulardi. Bu tiir okumada okuyucu metin yapisi bilgisi ve arka plan bilgisini kullanir

(Weir ve digerleri, 2000).

Eslestirme sorularinda diisiik not alan 6grencilerin hizli okuma yerine dikkatli genel
okuma yapmalari metin yapisi bilgilerinin az olmasi veya olmamasi, veya arka plan

bilgilerini etkinlestirememelerinden dolay: olabilir.

Diisiik not alan katilimcilarla yiliksek not alan katilimcilarin kiyaslanmasi sonucu bu iki

grubun farkli stratejiler uyguladiklar1 anlasilmistir. Yiiksek not alan katilimcilar hem
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hizli hem de dikkatli okuma stratejileri uygulamislar, diisiik not alan katilimcilarsa
siklikla sorudan anahtar kelime secimi yaparak bu kelimeleri metnin icin aramay1

tercih etmislerdir.

Genel anlama sorular1 hem dikkatli genel okuma hem de dikkatli yerel okuma
stratejilerini sitnamak lizere hazirlanmistir. Bu sorulardan ii¢ tanesi yerel okumaya
odaklanmis, on tanesi bir paragraftan anlasilacak sekilde hazirlanmis, bir tanesi de

metnin biitiiniinden cevaplanacak sekilde hazirlanmistir.

Bulgular, genel anlama sorularinin gercek hayatta akademik okumayla benzer sekilde
bilissel siirecleri etkinlestirdigini gdstermistir. Katilimcilar, asagidan yukari ve
yukaridan asag1 olmak tlizere her iki tipte okuma siirecini etkilesimli olarak

kullanmistir.

Arayarak okuma sorular1 katiimcilarin uzun bir metnin icinde (2500-3000 kelime)
belli bir konunun yerini arayip bulduktan sonra o konuda derinlemesine okuma
yapmalarini saglamaya yonelik hazirlanmistir. Bu tiir sorularda, 6zellikle diisiik not
alan katilimcilarin kullandiklari temel stratejilerden biri soruyu okuma ve metni bir
siire okuduktan sonra tekrar soruya donmek idi. Weir et al. (2000) bunun Cin’de
uyguladiklar bir sinavda ayni sekilde gerceklestigini soyliiyor: Okuyucular soruyu iyice
anlamadan metinde nasil arama yapacaklarini bilmediklerinden sik sik soruya donerek

anladiklarini pekistirmeye calisiyorlar.

Bu sinavda gozlemlenen modelde, yiiksek not alan katilimcilar 6nce sorudan baslayip
birden fazla stratejiyi kullanarak dogru cevaba ulasmaya ¢alistilar. Diisiik not alan

katilimcilar daha ¢ok tarama stratejileri kullandilar.
Arastirma sorusu 3

Ugiincii arastirma sorusu madde parametrelerinin sinavin gecerlik savlarini ne derece
destekledigini gostermeyi hedeflemistir. Buna gére Okuma Sinavi V2'nin sonuglari

asagida verilmistir.

Madde kolaylig1 parametrelerine gore sorularin %63’ istenilen nitelikte zorluk

derecesine sahiptir. Bu sinav dl¢iit bagimli sinav oldugundan, zorluk derecesi 0.40 -
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0.80 arasinda kabul edilmis ve buna gore 7 soru 0.80’den biiyiik, 4 soru ise 0.40’tan

kiictik cikmistir.

Ayiricilik gostergeleri agisindan 19 maddede ayiricilik beklenen diizeyde iken 11
maddede yeterli ayiricilik gostergesi bulunamamistir. Bunun sebeplerinden biri, bu

sinavin 6l¢iit bagimli sinav olmasi olabilir (Hambleton ve Novick, 1973).

Genelde, maddelerin yaridan ¢cogunda belirlenmis kolaylik, ayiricilik ve giivenirlik
parametrelerine uygun degerler bulunmustur. Maddelerin beklenenden daha yiiksek IF
degeri olmasi ayiricilik ve giivenirlik degerlerini de etkilemektedir. Sinirlarin disinda
kalan fazla kolay veya fazla zor goriinen maddelerin zorluk dereceleri sinirlar icine

cekildiginde diger parametrelerde diizelme olacagi diistiniilmektedir.
Sonug

Okuma Sinavi V2, baglam gecerligi, bilissel gecerlik ve notlama gecerligi kriterleri
temel alindiginda basarili bir sonug gostermistir. Sinavin tanimlama dosyasi kaynak
dizin ve 6g8renci gereksinimleri temel alinarak hazirlanmistir. Bu sinav tanimlama
dosyasi kullanilarak sinav hazirlanmis, madde parametreleri ve sinavi yapanlarin
bilissel siirecleri incelenerek ikinci versiyon hazirlanmis ve tekrar madde
parametreleri ve bilissel siirecler incelenerek sinavin ikinci versiyonunun basarili bir

okuma sinavi oldugu goriilmiistiir.
Cikarimlar

Kuramsal anlamda sinavin alana ve bilgi birikimine katkisi vardir. Sinavi olustururken
kullanilan sosyal-bilissel cerceve ve okuma modeli ingilizce’nin ana dil olarak
kullanildig1 bir baglamda olusturulmustur. Bu calisma bu ¢erceve ve modelin

Ingilizce’nin yabanci dil olarak kullanildig1 bir baglamda gecerligini ispatlamistir.

Okuma modelinde geleneksel okumanin disina ¢ikarak hizli okumanin da (6zellikle
arayarak okuma) sinanmasi, sinavin baglam gecerligine katkida bulunmustur. Bu
anlamda Urquhart ve Weir (1998) tarafindan varsayilan okuma modelinin anlamli

oldugu ve akademik okumada kullanilabilecegi gosterilmistir.
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Pratik anlamda bu sinavin gelistirilme yontemi diger sinav gelistiriciler icin 6nemli
ipuclar1 barindirmaktadir. Oncelikle, sinav gelistirmede sistematik bir yontemin segilip
uygulanmasi esastir. Bu calisma Weir’'in (2005) sosyal-bilissel modelinin akademik
becerilerin sinanmasinda uygulanabilecegini gostermistir. Ikinci olarak, sinav
gelistirmede her bir adimda yapilan islemlerin uygunlugu ve dogrulugu i¢in arastirma
yapmak bir sonraki asamaya dogru bilgilerle gecilebilmesini saglamistir. Bu yontemler
hazirlanan sinav, sonuglari itibariyla kanitlar gosterilerek savunulabilecektir. Bu
sinavin sonuclarina bakarak verilen kararlar ya da ileri dontik ¢ikarimlarin gegerligi

rahatlikla ilan edilebilir.

Bir okuma sinavinin bir kuramsal model izerinden tanimlanmasi dil egitimi alaninda
da olumlu sonuglar dogurur. Okumanin ODTU égrencisi icin islevsellestirilmesi ve
Olctlebilir bir davranis bicimi haline déntismesi, okumanin 6gretiminde de
kullanilabilir. Sinav sonuglari 6grencilerin kuvvetli ve zayif olduklari okuma alanlari
hakkinda dogru bilgi verecegi gibi, bu bilgiler 68renciye doniit vermek icin
kullanilabilir. Ayrica, sinavda kullanilan kriterler egitim ve 6gretim icin de
kullanilabilir. Boylece 68renciler ihtiyaca yonelik ve eksiksiz bir egitim olanagina

kavusurlar.
Calismanin simirliliklar

Ornekleme: Okuma Sinavi V2’'nin katiimcilar rastgele érnekleme degil kota

orneklemesi yoluyla secilmistir. Bu yiizden tarafli bir 6rneklemedir.

Veri toplama: Hem geri dontik bakis hem de ice bakis yontemleri 6zbildirim
oldugundan arastirmaci katilimcilarin diiriistliigiine ve becerisine glivenmek
durumundadir. Bu ¢alismada katilimcilarin 6znel yargilarinin da veriyi etkilemis
olabilecegi dikkate alinmalidir. Ayrica 6zbildirim verisi ancak siralamaya tabii
tutulabilecek bir veri tipidir, bu ylizden de ¢ikarimsal istatistik analizlerinde

kullanilamaz.

Veri analizi: Okuma Sinavi V2 verisinin yaziya gecirilmesi ve kodlanmasi benim

tarafimdan yapilmistir. Kaynak dizin bu tarz ¢alismalarda ikinci bir arastirmacinin da
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ayni analizi yapmasini1 6nermektedir. Bu haliyle arastirmanin ikinci sorusunun

sonuglari dogrulanabilir nitelikte degildir.
Onerilen arastirmalar

Bu ¢alismada bir sosyal-bilissel ¢cerceve kullanilmis ve bu baglam icin gegerligi teyit
edilmistir. Ayni cercevenin farkli baglamlarda uygulanmasi kuramsal yapisini

giiclendirecektir.

Bu ¢alismada kullanilan Okuma Sinavi V2'nin ODTU égrencisinin akademik okuma
gereksinimlerine cevap verdigi goriilmiistir. Ancak, sinavin kriter-bazlh gecerligi
acisindan sinavi baska (gecerlik calismalar: yapilmis) baska dis sinavlarla beraber

vererek kriter bazli gecerligi saglamak gerekir.

Ayni zamanda bu sinavin Ortak Avrupa Dil Cercevesine uygunlugunu sinamak i¢in

arastirma yapilmasi 6nerilir.

ODTU-IYS’ de okuma disinda yazma ve dinleme sinavlar da verilmektedir. Benzer bir

calismanin diger iki beceri icinde yapilmasi 6nerilir.
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