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INTRODUCTION

This thesis is focused on reading skills testingsécond language learning). It
is divided in two main parts: theoretical and picadt The theoretical part is further lie
out into three main chapters. They are: testingdirey and testing reading. The
practical part is devoted to a research focusetkeonniques used for testing reading
from the pupils” point of view. The objective ofetlpaper is to try to evaluate the
difficulties with reading skills testing techniguasd compare them with pupils” test
results. The issue was chosen on the basis ofrdittle or bad experience with
teaching and testing reading in English lessordembentary schools. (It is discussed in
more details at the very beginning of the practpzat.)

In the first chapter of the theoretical part adlleestingthe relationship between
teaching or learning and testing is emphasized.ifipertance of testing reading skills
in teaching English as a second language is alsoght up. Moreover, the issue of
backwash, the effect of testing on teaching andnieg, is discussed here. Test
characteristics (such as validity, reliability aeéficiency), types of tests, types of
testing and stages of test construction are inttedinere as well.

The following chapter is devoted to reading. Vasalefinitions are used to get
an insight into this skill and questions like “Wiad we read?, Why do we read? and
“How do we read” are noted at this point. Differéyppes of skills involved in reading
are stated here together with an explanation ebuarreading techniques.

The final chapter of the theoretical part focusesgwo main issues: the text as
such (and the factors affecting the reading teststand test texts) and different testing
techniques that can be used when checking readingprehension. It states both
advantages and disadvantages of each technique.

The practical part involves three chapters: Iniaithn, Stages of our test
construction (including setting the purpose, wgtigpecifications, writing the test,
marking and pre-testing), Test analysis and fintily Conclusion. In the first chapter
the focus of the research and the reason for chgofie topic for the thesis is
explained. In the second chapter individual stagdle test construction are described.
At this place testing techniques that were chosewdir research are presented in a very

detailed way. The reasons for that choice are lgissated.



In the third chapter the three tests are introdweed than their results analysed. We
assessed the readers’ success to deal with diffezentexts and test formats. Their
successfulness is summed up in the last chaptBegdractical part of the thesis.

At the very end of the work information gained froine theoretical part is then

compared to the results of our research.

1. TESTING

1.1Testing and teaching

As Madsen states at the very beginning of his bttekting is an important part
of every teaching and learning experience” (Madk@83:3). However, a large number
of examinations in the past have encouraged a meyde separate testing and teaching
(Heaton 1988:5). Heaton argues that both testidgeaching are so closely interrelated
that it is virtually impossible to work in eitheeld without being constantly concerned
with the other.

“The effect of testing on teaching and learningcaédled backwash.” (Hughes
1989:1) It can be harmful or beneficial. He addst tve cannot expect testing only to
follow teaching; what we should demand of it istthashould be supportive of good
teaching and, where necessary, exert a correatiigence on bad teaching (Hughes
1989:2).

1.2 Reasons for testing

According to Madsen, testing helps not only thelstis but also to teachers. He
mentions two ways how the well-made tests can leelmers. First, he says, such tests
can help create positive attitudes in terms of wabion and efficient instruction. This
means that a sense of accomplishment should ba tate account. Madsen believes
that tests of appropriate difficulty, announced Iwel advance and covering skills
scheduled to be evaluated, can also contributepms#ive tone by demonstrating your
spirit of fair play and consistency with courseeastjves (Madsen 1983:4). The second
way that students can benefit from tests is byihglthem to master the language. They

can confirm what each person has mastered andpthieyup those language items that



need to be studied further. It can help learneradjust their own personal goals
(Madsen 1983:4).

As mentioned earlier in the text, testing alsqphdkachers. Due to testing they
can be able to answer the important questions, asich

- Have | been effective in my teaching?
- Are my lessons on the right level?
- Am | aiming my instruction too low or too high?
- Am | teaching some skills effectively but othersdeffectively,
- What areas need more work?
- Which points need reviewing?
- Should I spend more (or less) time on this matevidl next year’'s students?
- Were the test instructions clear?
- Was everyone able to finish in the allotted time?
- Did the test results reflect accurately how my stud have been responding
in class and in their assigned work?
(Madsen 1983:5)

In other words, testing can be used to diagnosk teschers’ and students’
effort. It can confirm progress that has been make show how to redirect our future
efforts. Madsen adds that good tests can sustaianbance class morale and aid
learning (Madsen 1983:5).

Heaton presents reasons for testing as follows:

- finding out about progress

- encouraging students

- finding out about learning difficulties

- finding out about achievement

- placing students

- selecting students

- finding out about proficiency

(Heaton 1990:9-18)

1.3 Test characteristics

1.3.1 Validity

As Heaton states, “the validity of a test is theeakto which it measures what it
is supposed to measure and nothing else” (Heat8®:199). In other words, a test is
said to be valid if it measures accurately whad intended to measure. The concept of
validity can be approached from a number of petspgess The relationship between
these is interpreted in a number of ways in litmatWeir 1990:22). Hughes and Weir



agree on content validity, criterion-related vdlidiconstruct validity and face validity;
Weir adds washback validity. What he means byt#ri® is the washback of the test on
teaching and learning, which was already discusselier in this paper, and that is why
we do not dwell on it again in this section. Hughksms “a test is said to have content
validity if its content constitutes a representatisample of the language skills,
structures, etc. with which is meant to be conadrn@iughes 2002:22). He also
explains that another approach to test validitp isee how far results on test agree with
those provided by some independent and highly digi#e assessment of the
candidate’s ability. He says that such independmsiessment is then the criterion
measure against which the test is validated (Hu@®$2:23). Hughes presents two
kinds of criterion-related validity: concurrent amdedictive. Concurrent validity is
when the test scores are correlated with anothersune of performance; usually an
older established test, taken at the same time r(\W@90:27). Predictive validity
concerns the degree to which a test can prediendidates’ future performance. “If a
test has a construct validity, it is capable of suesg certain specific characteristics in
accordance with a theory of language behaviourlaaching” (Heaton 1991:161). In
Hughes’ words, the test has construct validityt ineasures just the ability which it is
supposed to measure (Hughes 2002:26).

Hughes claims “a test is said to have face validity looks as if it measures
what it is supposed to measure (Hughes 2002:27)givs an example of a test that
pretends to measure pronunciation ability but daegequire the testee to speak.

1.3.2 Reliability

As Heaton states, “reliability is a necessary attarsstic of any good test: for it
to be valid at all, a test must first be reliable a measuring instrument” (Heaton
1991:162). Weir describes the concept of religb#is a fundamental criterion against
which any language test has to be judged (Anastasfeir 1990: 31). He explains that
the concern is “how far can we depend on the reghHt a test produces or, in other
words, could the results be produced consistegir 1990:31).

Three aspects of reliability are usually taken iatcount. As Weir presents, the
first aspect of reliability concerns the consisient scoring among different markers.
The second aspect refers to how to enhance thesragrg between markers by

establishing and maintaining adherence to, explgitdelines for the conduct of



marking. The third aspect of reliability is “of dliel-forms reliability, the requirements
of which have to be borne in mind when future aliive forms of a test have to be
devised” (Weir 1990:32).

Hughes suggests ways how to make tests more eligbéy are:

- take enough samples of behavior

- do not allow candidates too much freedom

- write unambiguous items

- provide clear and explicit instructions

- ensure that tests are well laid out and perfeetyble

- candidates should be familiar with format and testechniques

- provide uniform and non-distracting conditions dfranistration

- use items that permit scoring which is as objectivg@ossible

- make comparisons between candidates as directsaghfm

- provide a detailed scoring key

- train scorers

- agree acceptable responses and appropriate stangset of scoring

- identify candidates by number, not name

- employ multiple, independent scoring

(Hughes 2002:36-42)

1.3.3 Reliability versus validity

Hughes claims that there will always be some ten&ietween reliability and
validity (Hughes 2002:42). Valid test must provnsistently accurate measurements;
it must therefore be reliable. A reliable test, leoar, may not be valid at all. Hughes
shows that on an example:

As writing test we might require candidates to evdbwn the translation
equivalents of 500 words in their own language.sTénuld well be a
reliable test; but it is unlikely to be a validtte$ writing.

(Hughes 2002:42)

Hughes concludes that we should be careful withugieg) test validity in our
efforts to make tests more reliable (Hughes 2002M2ir explains that this “inevitable
tension exists in the sense that it is sometimeentsl to sacrifice a degree of
reliability in order to enhance validity” (Weir 1083). He claims “the two concepts



are, in certain circumstances, mutually excludog,if a choice has to be made, validity
after all, is the more important* (Weir 1990:33).

1.3.4 Test efficiency

Even valid and reliable test can be of little udeewit is not a practical one. The
term practicality here involves question of econpragse of administration, scoring,
and interpretation of results. Weir points out the longer it takes to construct,
administer and score a test, and the more skikkeslogmnel and equipment are involved,
the higher the costs are likely to be” (Weir 1990:3he duration of the test has to also
be taken into consideration. Weir concludes, “thsrelearly an imperative need to try
and develop test formats and their evaluation reaitéhat provide the best overall
balance among reliability, validity and efficienoy the assessment of communicative
skills” (Weir 1990:34).

1.4Types of tests

Madsen presents following test classification:

CONTRASTING CATEGORIES OF ESL TESTS

Knowledge tests...............................Rerformance (or Skills) tests
Subjective testS.......ccooviiiiiiii Objective tests

Productive tests.........ccoviiiiiii i, Receptive tests

Language subskill tests......................... Communication skiésts
Norm-referenced tests...........................Criterion-referentests
Discrete-point tests...............................Integrative tests
Proficiency tests.........coveviii i, Achievement tests

(Madsen 1983:8)
Hughes, however, notes a difference between kihtissts and kinds of testing.
He distinguishes four types of tests (accordintheouse of the test results): proficiency
tests, achievement tests, diagnostic tests ancempkaat tests. To the contrary he
describes distinctions between direct and inditesting, between discrete point and
integrative testing, between norm-referenced aitdrion-referenced testing and finally
between objective and subjective testing. We wolloiv his categorization in this
paper.
Proficiency tests can according to Madsen measugeath mastery of language
(Madsen 1983:9). In other words they show how #&ee is prepared to use the



language. Hughes states, “proficiency tests ariged to measure people’s ability in a
language regardless of any training they may haa@ in the language” (Hughes

2002:9). He further explains that the content gifraficiency test is not based on the
content or objectives of language courses whichpleetaking the test may have

followed; rather it is based on a specificationadfat candidates must be able to do in
the language to be considered proficient (Hugh@€2 ).

Achievement tests, on the other hand, measure ggegor development in
mastering particular skills. In contrast to prafiecy tests, achievement tests are linked
directly to particular courses and to the achievanoé their objectives. There are two
kinds of achievement tests: final and progressalFachievement tests are administered
at the end of a course of study by ministries afoadion, official examining boards, or
by members of teaching institutions. Progress aement tests are intended to measure
the progress that students are making. (Hughes.20{42)

Diagnostic tests are constructed to show studesitehgths and weaknesses.
Hughes adds that diagnostic tests are intendedapghymto ascertain what further
teaching is necessary (Hughes 2002:12).

As the name suggests, placement tests providemiatowzn which will help to
place students at the stage or in the part ofdhehing programme most appropriate to
their abilities (Hughes 2002: 14). Most often tlagg used to rank students to classes or
courses at different levels. Hughes remarks thest ossible to buy placements tests,
however he does not recommend it:

The placement tests that are most successful ase ttonstructed for particular

situations. They depend on the identification of #ey features at different

levels of teaching in the institution. They ardamamade rather than bought of

the peg. This usually means that they have beeaupea “in house”. The work

that goes into their construction is rewarded by $laving in time and effort

through accurate placement.

(Hughes 2002: 14)

1.5Types of testing

Distinguishing types of testing means distinguighetween two approaches to
test construction. They are: Direct versus indireesting, Discrete point versus
integrative testing, Norm-referenced versus coterneferenced testing and Objective

testing versus subjective testing.



“Testing is said to be direct when it requires taaedidate to perform precisely
the skill which we wish to measure” (Hughes 2002:18ughes gives following
examples:

If we want to know how well candidates can writenpmsitions, we get them
to write compositions. If we want to know how wehey pronounce a
language, we get them to speak.

(Hughes 2002:15)

Even though the test situation does not allow #skd to be really authentic,
teachers should try to find and use tests thaaarm@uthentic as possible. Hughes points
out the problem of direct testing of receptive Iskduch as reading and listening. He
comments on it: “with listening and reading, iniscessary to get candidates not only to
listen or read but also to demonstrate that these ltbone this successfully” (Hughes
2002:15). We will look closer at this problem iretpart called Testing Reading.

While direct testing intends the candidate to penfrecisely the skill, which
we wish to measure, indirect testing attempts tasuee the abilities that underlie the
skills, in which we are interested (Hughes 2002:15)

As Hughes claims, discrete point testing refertheotesting of one element at a
time, item by item (Hughes 1989:16). That couldabseries of items each testing a
particular grammatical structure. Integrative t&gti by comparison, requires the
candidate to combine many language elements. Thald cbe used in writing a
composition, making notes while listening to a leef taking a dictation, or completing
a cloze passage. Hughes also points out the nehaitbin direct and indirect testing; he
says that discrete point tests will almost alwagsdirect, while integrative testing
methods, such as the cloze procedure, are inqifeghes 2002:17).

Concerning validity and reliability, Harris assettisit discrete item tests support
high reliability (Harris et al. 1994:34). Such faata include short answers only, so
there can be more of them and that is why relighisi increased. Nonetheless, there are
certain disadvantages too, for instance multipletahtests cannot be considered as real
communication tests, so the validity is quite lotafris et al. 1994:34). Harris
concludes that both discrete item and integratee formats have their advantages and
disadvantages and suggests to mix them both andhteggative tasks especially for
testing productive skills and discrete item taskstésting receptive skills (Harris et al.
1994:35).



Another set of contrasting tests is that of norfemenced and criterion-
referenced exams. Madsen explains these two typdesting as follows: “Norm-
referenced tests compare each student with hismk#gs, but criterion-referenced
exams rate students against certain standardstdtegm of how other students do”
(Madsen 1983:9).

Hughes adds that in the case of norm-referenced v&s cannot say directly
what the student is able to do in the languagdefion-referenced tests are designed to
do so; they provide the information about what #tedent can actually do in the
language (Hughes 2002: 18). Hughes sums up thation-referenced tests have two
positive merits:

1) they set standards meaningful in terms of what j[geogn do, which

do not change with different groups of candidates

2) they motivate students to attain those standards

(Hughes 2002:18)

A final classification of types of testing is objee and subjective testing.
According to Madsen’s opinion, subjective testke ltranslation or essay, have the
advantage of measuring language skill naturalipost the way English is used in real
life (Madsen 1983:8). Many English teachers, howewannot score such tests quickly
and consistently. On the other hand, objectivestean be scored very quickly and
consistently. Hughes claims that the only distmttbetween these two methods is in
scoring and nothing else (Hughes 2002:19). He explhat if no judgement is required
on the part of scorer, the scoring is objectivejlevif judgement is called for, the
scoring is said to be subjective. Hughes remarks there are different degrees of
subjectivity in testing: “The impressionistic seayiof a composition may be considered
more subjective than the scoring of short answergsponse to questions on a reading
passage” (Hughes 2002:19). To conclude Hughesssthtg many testers seek after
objectivity in scoring for it brings greater reliaty.

Heaton looks at the problem from a different pahtview; he points out that
objective tests are often criticized because theysaid to be simpler to answer than
subjective tests. However, he claims, items in [@eative test can be made just as easy
or difficult as the test constructor wishes (Heal®@91:26). Heaton disputes the fact

that objective testsire easier only because they may gener@ilyk easier. Hughes



suggests a way in which the test constructor céoulede the approximate degree of
difficulty of the test:

Objective tests can be pre-tested before beingrasi@ied on a wider basis ...
Standards may then be compared not only betwederssifrom different areas
of schools but also between students taking thertekfferent years.

(Heaton 1991:26)

Another criticism Heaton discusses is that objectests of the multiple-choice
type encourage guessing. However, he says, ifdofive alternatives for each item are
offered, it sufficiently reduces the possibilitygidiessing (Heaton 1991:26).

In despite of earlier mentioned disadvantages ofeablve tests, Heaton
concludes that good objective tests may be uséfalovided that such tests are never
regarded as measures of the students’ ability tonwanicate in the language (Heaton
1991:27). Heaton describes a very poor objectigsede a test where items are poorly
written, where irrelevant areas and skills are emsped in the test simply because they
are “testable” and when it is confined to languagsed usage and neglects the
communicative skills involved (Heaton 1991:27).

To sum up, Heaton declares:

It should never be claimed that objective testsamithose tasks which they are
not intended to do... They can never test the alititpommunicate in the target
language, nor can they evaluate actual performakgmod classroom test will
usually contain both subjective and objective iteshs.

(Heaton 1991:27)
1.6 Stages of test construction

Weir presents four stages in the development oésa which are presently
accepted as the “best practice”. They are: tesguetest development, operation and
monitoring (Weir 1990:36-41). To the contrary, Heghdistinguishes the stages of test
construction as follows:

1.6.1 Setting the purpose

Hughes believes that the essential first stepsting is to make perfectly clear
what a teacher wants to find out and for what psepéie points out that it is necessary
to answer the following questions:

= What kind of test is it to be? Achievement (final progress),
proficiency, diagnostic, or placement?

= What is its precise purpose?

= What abilities are to be tested?

= How detailed must the results be?

= How accurate must the results be?



= How important is backwash?
= What constraints are set by unavailability of etiper facilities, time
(for construction, administration and scoring)?
(Hughes 2002:48)

1.6.2 Writing specifications

When the first step is done, then next steps cldowio Hughes recommends
starting with writing a set of specifications fdrettest. That includes information on
content, format and timing, criterial levels of fmemance, and scoring procedures
(Hughes 2002:48).

1.6.2.1Content

Firstly, as Hughes states, the content of a temtildhinclude samples for not a
single version of a test but for more versions. @amof such potential content will
then appear in individual versions of the test. kg believes that: "the fuller the
information on content, the less arbitrary shoudle subsequent decisions as to what
to include in the writing of any version of thette@dughes 2002:49). He warns that in
the desire to be highly specific, one may go beytedcurrent understanding of what
the components of language ability are and what te&tionship is to each other. He
assumes that the best choice would be to inclutigeicontent specifications only those
elements whose contribution is well establishedgiités 2002:49).

1.6.2.2Format and timing

Secondly, format and timing should specify testictire and item types or
elicitation procedures, with examples. It also dl@ay how each component would be
evaluated; in case of reading how many passagébeviresented and how many items
there will be in each component (Hughes 2002:5@)eison states that some items of a
test may be more important than others. Such itehmild, therefore, carry more
weight. This process is called weighting. The esisieethod of weighting is, however,
to give the same “weigh” to each item (Aldersora&t1995:149).

1.6.2.3Criterial levels of performance

Thirdly, the required level of performance for sess should be defined. It is
necessary to determine what performance is sdisfa@and what is not. Alderson

believes that it is appropriate to set a pass nmarkixed percentage (Alderson et



al.1995:155). Hughes states that this could invala@mple statement (for instance: to
mastery, 80 per cent of the items must be respotaledrrectly) or it could be more

complex. He gives an example of a test evaluativegy students’ performance from
different points of view; the test assesses acguigmpropriacy, range, flexibility, and

size (Hughes 2002:50-51).

1.6.2.4Scoring procedures

Finally, Hughes notes that the test constructoailshknow precisely how high
scorer reliability could be achieved (Hughes 2002:9he question of reliability was
discussed earlier.

1.6.3 Writing the test

Writing the test includes three areas: samplirgnitvriting and moderation, and
writing and moderation of scoring key.

First area is to sample. Making choices of samesevitable at this point.
“For content validity and beneficial backwash, thmportant thing is to choose widely
from the whole area of content” (Hughes 2002:51¢ S$tould avoid choosing those
elements that are only easy to test. In other wdids test should sample widely and
unpredictably.

As for the item writing and moderation, “the wrgiof successful items (in the
broadest sense, including, for example, the setthgvriting tasks) is extremely
difficult” (Hughes 2002:51). Therefore, it is highadvisable to cooperate with other
colleagues. Hughes claims that teamwork is esdexttihis stage.

Colleagues must really try to find fault; and déspghe seemingly inevitable
emotional attachment that item writers developtémns that they have created,
they must be open to, and ready to accept, theisnits that are offered to them.
Good personal relations are a desirable qualiBnyntest writing team.

(Hughes 2002:51)

Here are some critical questions Hughes believesldibe asked:

= Is the task perfectly clear?

= |s there more than one possible correct response?

= Can candidates show the desired behavior (or amiveéhe correct
response) without having the skill supposedly béasged?

= Do candidates have enough time to perform the $33k(

(Hughes 2002:51-52)



The described process is called moderation. Intiatdio that it is appropriate to
try to administer the test to native speakers. T$teyuld score 100 percent, or close to
it. Otherwise the items that proved to be too diffi should be revised or replaced.

The next step, after choosing the right items, aswrite the scoring key.
Sometimes only one correct response is possiblewver in some cases there may
appear some alternative acceptable responseschicasge it is necessary to decide how
these would be awarded. Again, help of colleags@selicomed here (Hughes 2002:52).

1.6.4 Pretesting

To complete test construction pretesting shoulddoee. Even though it has
proved to be very helpful, it may not be possildetactise it every time. The aim of
pretesting is to identify possible problems of tiest. (Some may occur even after
careful moderation.) That is why the test shoulditst tested on a different but similar
group of those testees for whom the test is inténbtespite of indisputable advantages
of pretesting, it is not always feasible. For ins& a suitable group for pretesting may
not be available, or the security of the test mighput at risk (Hughes 2002:52).

1.6.5 Marking

As Harris claims, it is essential to think of manggiat the very beginning of our
test construction. We should have already madecsida about marking when we are
choosing the most suitable test technique. Othervas Harris adds, it can be the most
time-consuming stage of our test construction. €hje tests are usually marked very
quickly and easily. Marking subjective tests, hoamr\can be much more difficult and
can take a longer time. That is why Harris suggestsg rating scales where scoring is
precisely described.

Alderson agrees with Harris’s differentiation ofawypes of marking: objective
and subjective marking. Objective marking is usdtemvthere is a clear difference
between right or wrong response. As an example avergention testing formats as
multiple-choice items or true / false statementsother words, an examiner compares
the test-taker's answers to answers kegor mark schemeés Alderson explains, the
term keyis used when there is only one correct answeeémh item, while the term
mark scheme is used when there is more than onsibpsesponse for an item
(Alderson et al. in Patkova 2003:41).



To mark tests of speaking and writing subjectiverkimg is usually used.
Examiners evaluate the student’s performance agcwptd a rating scale. As Alderson
et al. states, there are two types of these ratates: a holistic scale and analytic scale.
The holistic scale, which is sometimes called apression scale, is implied when we
want to judge a student’s performance as a whdle.ahalytic scale, on the contrary, is
used when more components are taken into accodnassessed separately (Alderson
in Potickova 2003:41).

A last note on scoring that is worth pointing oeters to scoring reading tests.
Hughes believes that:

... errors of grammar, spelling or punctuation shawtl be penalized, provided
that it is clear that the candidate has succegshéiformed the reading task
which the item set. The function of a reading iesto test reading ability. To
test productive skills at the same time simply nsatkee measurement of reading
ability less accurate.

(Hughes 2002:131)



2. READING

Reading is a constant process of guessing andawmealbrings to the text is often
more important than what one finds in it. This isywfrom the very beginning,
the students should be taught to use what they kimowunderstand unknown
elements, whether these are ideas or simple wohds.is best achieved through
a global approach to the text.

(Grellet 1991:7)
Grellet sums up this kind of approach in the follogwvay:

Study of the layout: - Making hypotheses + anticipation of where
title, length, pictures, about contents to lémkconfirmation
typeface of the text and function of these higpees

according to what one
knows of such text types

l

Second reading~ Further prediction ~ Confirmation ~ Skimming
for more detalil of revision of through the
one’s guesses passage

(Grellet 1991: 7)
Wallace explains what reading means as follows:

The most important resource that any potential gegubssesses, whether
reading in a first or any other language, is anramess of the way in which we
use language. For reading is above all to do aitigliage.

(Wallace 1992:3)

Smith and Barrett discuss different definitionsr@hding and their implications
for instruction as follows:

First, differing definitions of reading have diffieg implications for instruction;
second, the question provides an avenue for piegemt definition which
recognizes the importance of affective behavionrthe reading act and finally,
the discussion will hopefully cause the readeit@tan accounting of his or her
definition of reading and its implications for insttion.

(Smith and Barrett 1976:96)

They assume that the latter reason is the mosiriat one, for the definition of
reading a teacher maintains determines the goaltheofreading program he or she
carries out. Smith and Barrett conclude that theee differing definitions of reading
which have differing implications for instructio8fith and Barrett 1976:96).

Here are some of the definitions of reading adogrtb Smith and Barrett:

- Reading is decoding



- Reading involves word identification and comprelhems
- Reading involves interactions between thought anduage
- Reading involves perceptual, cognitive, and affectesponses

Regarding the first definition, Smith and Barrettgent decoding as the ability
to produce the phonemes or sounds represented dphemnes or written letters in
English (Smith and Barrett 1976:96). They quotedBifield who put it in the following
manner: "The letters in a piece of English writidg not represent things, or even
words, but sounds. The task of the reader is téhgesounds from the written or printed
page” (Bloomfield in Smith and Barrett 1976:96).lo@8nfield also clearly states the
place of comprehension in his definition:

A person who can read aloud in a text that is leefois eyes, but cannot
reproduce the content or otherwise show his grésp lmcks something other
than reading power, and needs to be taught theeprepponse to language, be it
presented in writing or in actual speech. The marksthe page offer only
sounds of speech and words, not things or ideas.

(Bloomfield in Smith and Barrett 1976: 32)

Obviously, comprehension is not involved in thidimigon. Bloomfield claims
that comprehension is not uniquely inherent to iregut diffuses all use of language.
It is argued that the decoding definition is apgie only to the beginning stages of
reading (Smith and Barrett 1976:97).

Another definition of reading has over the yeameryed as the most widely
accepted one. It says that reading involves woshtification and comprehension.
Smith and Barrett present a representative oftyiuis of definition offered by DeBoer
and Dallman:

In reading we employ visual symbols to represemwlitaty symbols. The basic
task in reading is therefore to establish in thednof the reader automatic
connections between specific sights and the sotimels represent. Since the
sounds themselves are symbols of meanings, thegsgaaf reading involves a
hierarchy of skills ranging from auditory and vikudiscrimination to such
higher-order mental activities as organizing ideaaking generalizations, and
drawing inferences.

(DeBoer and Dallman in Smith and Barrett 1976:9Y-98

This definition includes word identification andraprehension as integral parts
of reading. DeBoer and Dallman suggest that thdetearings meaning to the printed
page and that his or her intent and his or her drackd of information permit the

reader to develop new understandings and modifycotttepts as a result of what an



author writes (Smith and Barrett 1976:98). In tAproach emphasis is put on such
things as:
a) the use of context clues as an aid in the ideatific of words
b) silent reading for a purpose
c) efforts by the teacher to stimulate students toktlabout and react to what they
read in a variety of ways
d) prepared oral reading by students to inform or réaite classmates in an
audience setting
(Smith and Barrett 1976:98)
The third type of definition of reading claims thr@&ading involves interaction
between thought and language. Goodman believes rédating includes not only
perception but also the use of syntactic and semixfibrmation:

Reading is a selective process. It involves panis¢ of available minimal
language cues selected from perceptual input onbtms of the reader’s
expectation. As the partial information is procesgentative decisions are made
to be confirmed, rejected, or refined as readirag@sses... More simply stated,
reading is a psycholinguistic guessing game. lolves an interaction between
thought and language. Efficient reading does nstiltdrom precise perception
and identification of all elements, but from skill selecting the fewest, most
productive cues necessary to produce guesses ataaight the first time.
(Goodman in Smith and Barrett 1976:98)

There would be emphasis on meaningful silent repdwith students being
encouraged to predict outcomes ahead of readingh &md Barrett add that the use of
context clues, both semantic and syntactic, woel@&imphasized as the basic approach
to world identification (Smith and Barrett 1976:9%ey created their own definition:

Reading involves the visual perception of writterymbols and the
transformation of these symbols into their auddoiéenaudible oral counterparts.
The audible or inaudible oral responses act asufitior thoughtful reactions on
the part of the reader. The types or levels of ghdunduced by the stimuli are
determined, in part, by the syntactic and semaatcuracy of the audible or
inaudible oral responses; the general language isagtion, intent, and
background of the reader; and the nature of mdderia addition, the effort
expended in the perceptual and intellectual actgaisially controlled by the
reader’s interest in a specific selection and by dttitude toward reading in
general.

(Smith and Barrett 1976:99-100)

They explain that this definition is three-dimemsb in nature. It recognizes

word identification and comprehension as integiaatg of the reading act and in this



respect, is similar in intent to the two previowfinitions. What makes this definition
different is the underlined portion which clearBcognizes that affective responses are
involved in reading (Smith and Barrett 1976:100).

They give reasons for including affect in the deion. These reasons come
from two sources. First one comes from the teachwrs observed the influence of
interests and attitudes on students’ reading padaoces; second, from researchers.
They studied the relationships between readingesteand reading comprehension in
sixth graders and concluded that reading interemy enable most students to read
beyond their measured reading ability.

Smith and Barrett sum up that a reading prograngded to the specifications
of the three-dimensional definition would resemlilee programs based on the
previously cited definitions. However, they adde thost striking feature one would see
in such a program would be the attention givenh® development of interests in,
attitudes toward, and valuing of reading (Smith Badrett 1976:100).

Reading is an active skill. As mentioned earliecanstantly involves guessing,
predicting, checking and asking oneself questiddellet supposes this should be
considered when constructing reading exercises.

The second aspect of reading as an active skikll€&rbrings about, is its
communicative function. Exercises should be medolngnd should correspond as
often as possible to what one is expected to db wie text. “We rarely answer
questions after reading a text, but we may have to:

- write an answer to a letter
- use the text to do something (e.g. follow direcsiomake a choice, solve a problem)
- compare the information given to some previous Kadge” (Grellet 1991:9)

The students must be taught how to approach ansidmnthe text in order to
become independent and efficient readers. It © iatportant to remember that
meaning is not inherent in the text, that each ee&dings his own meaning to
what he reads based on what he expects from theat@ his previous
knowledge. This shows how difficult it is to tesbngpetence in reading
comprehension and how great the temptation is t@osa one’s own
interpretation on the learners.

(Grellet 1991: 9).
2.1. Reading and reading comprehension

Grellet points out that reading comprehension isoemmmunication skill and
should not be separated from the other skills. Asdes it, there are not any situations



in real life when we do not talk or write about whie have read or when we do not
relate what we have read to something we might In@eaed. It is therefore important,
he emphasizes, to link the different skills throughding activities chosen: reading and
writing; reading and listening; reading and spegKi@rellet 1991:8).

“Understanding a written text means extractingréguired information from it
as efficiently as possible” (Grellet 1991: 3) Imet words, according to the purpose of
our reading we use different reading strategies. therefore very important to consider
following elements: What, why and how do we read?

2.1.1. What do we read?
Here are the main text-types we usually come acmsswill talk about the text types in
more details later in the thesis):

= Novels, short stories, tales; other literary textsl passages (e.g. essays,
diaries, anecdotes, biographies

= Plays

= Poems, limericks, nursery rhymes

= Letters, postcards, telegrams, notes

= Newspapers and magazines (headlines, articlesriadst letters to the
editor, stop press, classified ads, weather foteaaslio/TV/theatre
programmes)

= Specialized articles, reports, reviews, essaysnbss letters, summaries,
précis, accounts, pamphlets (political and other)

= Handbooks, textbooks, guidebooks

= Recipes

= Advertisements, travel brochures, catalogues

= Puzzles, problems, rules for games

= |nstructions, directions, notices, rules and retyuts, posters, signs,
forms, graffiti, menus, price lists, tickets

= Comic strips, cartoons and caricatures, legends&pfs, pictures)

= Statistics, diagrams, flow / pie charts, time-tablaaps

= Telephone directories, dictionaries, phrasebooks

(Grellet 1991:3-4)

Grellet believes that it is very important to useth&ntic texts whenever
possible. He gives three reasons for it:
= simplifying a text often results in increased diffity
» the difficulty of a reading exercise depends onabtvity which is required of

the students rather than on the text itself



= authenticity means that nothing of the originalttessxchanged and also that its
presentation and lay out are retained (pictures’spaper headlines, etc. - using
these non-linguistic clues help the readers a lot)
(Grellet 1991:7)

2.1.2 Why do we read?

Grellet presents two main reasons for reading:ingafbr pleasure and reading
for information. By reading for information it iseant to read in order to find out
something or in order to do something with the iinfation we get (Grellet 1991:4).
Unlike Grellet, Wallace distinguishes three reastmisreading: reading for survival,
reading for learning and reading for pleasure (Wl 1992:6-7). She explains that:
“some reading is almost literally a matter of kfied death, for example a ‘stop’ sign for
a motorist. Survival reading serves immediate needsvishes, such as ‘ladies’,
‘gentlemen’ or “exit” (Wallace 1992:6). Moreoveshe adds that it has been found that
children from all social backgrounds willingly acoian understanding of print, related
to the ways they perceive their day-to-day needs iaterests. They get these from
sources like TV, advertising or street signs. Tikisometimes called “environmental
print” (Wallace 1992:6-7)

2.1.3 How do we read?

The main ways of reading according to Grellet akanming, scanning,
extensive and intensive reading. To briefly expliie terms (they will be explained in
more details in the next chapter): skimming meamsing over a text to get the gist of
it; scanning refers to going quickly through a textfind a particular information; by
extensive reading we understand reading longess,taxdually for pleasure (it is a
fluency activity involving mainly global understand); finally, the term intensive
reading is used for reading shorter texts to ektspecific information (it is more an
accuracy activity involving reading for detail) @let 1991:4).

Grellet explains that these different ways of ragdare not mutually exclusive.
He uses the example of when we first want to skientext to see whether it is worth
scanning a particular part for the information we laoking for.

Our reading purposes change very often and thathad we should bare in mind
when preparing reading tests. We should give audlestts the opportunity to answer



different questions, try different activities acdimg to the type of text and the purpose
in reading it.

2.2 Sensitizing

The way the text is perceived by readers is caBedsitizing. It has the
following phases: inference, understanding relatianthin the sentence and linking
sentences and ideas.

“Inferring means making use of syntactic, logicatlaultural clues to discover
the meaning of unknown elements” (Grellet 1991:Tkellet believes that it is better
not to explain difficult words from a new text be¢band. They could be then used to
such help and would not try to cope with a hardspge on their own. The students
should be, instead of that, encouraged to firsteamalguess what the unknown word
could mean. It is better than looking the word apai dictionary immediately. It is
therefore significant to develop the skill of irdace from the very beginning (Grellet
1991:14)

As inability to infer the meaning of unknown elerteenmakes readers
discouraged, a similar problem arises when readersiot understand the sentence
structures. It is, therefore, very important toegithe students enough opportunity to
practise looking for the “core” of the sentencebfsat and verb).

Another area Grellet believes it is essential teppre our students in is
recognizing different ways that are used to forriual cohesion, particularly the use of
reference and link-words (Grellet 1991:15). By refiee they mean all the devices
allowing lexical relationship within a text. (Fonstance, reference to an element
previously mentioned — anaphora, reference to tleenent mentioned below —
cataphora, use of synonymy, hyponymy, comparisomimalization, etc.)

It is important for the students to realize thattext is not made up of
independent sentences or clauses, but that itwskaof related ideas that are
announced, introduced and taken up again lateuginaut the passage with the
help of references.
(Grellet: 1991:15)
Grellet points out that if the reader does not usta®d some words of the
passage, some of the facts and ideas will probabtyape him. Though if the reader
does not understand inter-or intra-sentential cotang, he or she may fail to recognize

the communicative value of the passage since thosds are like signals indicating the



function of what follows, for example announcingcanclusion, supposition, etc.
(Grellet 1991:16). On that account students sha@daught not only to know what
these connectors mean but also to look for thema taxt, which will they need and
appreciate especially when skimming.

2.3 Reading techniques

According to Grellet one of the most important gsrto bear in mind when we
are teaching reading comprehension is that thenetigust one type of reading. There
are several types of reading and they differ irsoea or purposes for which the texts
are read. To read efficiently students must learradapt their reading speed and
technique to their aim when reading. If they reldexts in the same way, they would
waste their time and not remember what is imporfianthem because they would have
to absorb too much information that is irrelevamtthem at the time (Grellet 1991:17).
Grellet suggests a few techniques that could buluie readers who want to become
really effective in their reading: predicting, prewing, anticipation, skimming and
scanning.

Predicting is rather a skill than a technique ané ibasic to the process of
reading generally. A reader can use grammaticgicéb and cultural hints to predict or
guess what will come next. We can train our stuslentt by, for example, giving them
unfinished passages to complete or by going thr@utgxt little by little, stopping after
each sentence in order to predict what is likelgdme next (Grellet 1991:17).

Previewing is, unlike predicting, a very specifieading technique which
involves using the table of contents, the appentire preface, the chapter and
paragraph headings in order to find out where #agiired information is likely to be.
Grellet adds that previewing is particularly usefilien skimming and scanning and as
a study skill (Grellet 1991:18).

When we are motivated to read a text it meanswieadre also expecting to find
answers to many questions and specific informatioidleas we are interested in. “This
‘expectation’ is inherent in the process of readiigch is a permanent interrelationship
between the reader and the text.” (Grellet 1991Wrdprtunately, this cannot always be
guaranteed in the classroom; students are ofteengavtext with a topic they do not
know much about, they cannot put the text situaiioa more general cultural context

and what is most important, they have no particdésire to read. In such situations it



Is almost impossible to expect that the students imiprove their reading. Grellet
suggests letting students choose the topic theyldvba interested in as often as
possible. However, this is not always possible. T@@her then can try to introduce a
new topic and hope it will catch his or her stugeattention (Grellet 1991:18).

As Grellet claims: “Both skimming and scanning specific reading techniques
necessary for quick and efficient reading” (Grell691:19). By the term skimming we
mean going through the reading material quicklyider to get the gist of it, to know
how it is organized, or to get an idea of the t@mehe intention of the writer. In
scanning, on the other hand, we try to locate §peaformation and often we do not
even follow the linearity of the passage to do Geellet describes the process as
follows: “We simply let our eyes wander over thettentil we find what we are looking
for, whether it be a name, a date, or a less spegiéce of information” (Grellet
1991:19). Skimming is therefore more thorougheguires an overall view of the text
and signifies definite reading. On the contrargmseng only picks what information is
relevant to our reading purpose.

Moreover, we can apply both techniques togetheririatance, we can first only
skim through the article to get to know whethes wvorth reading or not. When we find
the text interesting, then we can read it morefadye It is also possible to scan the text
after careful reading in order to note particulaformation we want to remember
(Grellet 1991:20).

2.4  Skills involved in reading

As Grellet states, reading involves a variety oliskHe offers a list of the main
ones (the list was taken from John Munb§@mmunicative Syllabus Desijgn

= Recognizing the script of language

= Deducing the meaning and use of unfamiliar lexiteaths

= Understanding explicitly stated information

= Understanding information when not explicitly sthte

= Understanding conceptual meaning

= Understanding the communicative value (function) sehtences and
utterances

= Understanding relations within the sentence

= Understanding relations between parts of a textutlin lexical cohesion
devices

= Understanding cohesion between parts of a textugirogrammatical
cohesion devices

= Interpreting text by going outside it

= Recognizing indicators in discourse



= Identifying the main point or important informatioim a piece of
discourse
= Distinguishing the main idea from supporting detail
= Extracting salient points to summarize (the terticea etc.)
= Selective extraction of relevant points from a text
= Basic reference skills
=  Skimming
= Scanning to locate specifically required informatio
= Transcoding information to diagrammatic display
(Grellet 1991:4-5)

Heaton tried to identify these specific skills itwexd in reading as follows:

recognize words and word groups, associating sowttistheir corresponding

graphic symbols

deduce the meaning of words by

a)
b)

a)
b)

d)

understanding word formation
contextual clues
o understand explicitly stated information
o understand relations within the sentence, espgciall
elements of sentence structure
negation
fronting and theme
complex embedding
o understand relations between parts of a text thrduagh lexical and
grammatical cohesive devices, especially anaphamit cataphoric
reference and connectives
o perceive temporal and spatial relationship, aned @squences of
ideas
o understand conceptual meaning, especially:
guantity and amount
definiteness and indefiniteness
comparison and degree
means and instrument
cause, result, purpose, reason, condition, additiantrast, concession
o anticipate and predict what will come next in taett

o identify the main idea and other salient featunes text



o generalize and draw conclusions
o understand information not explicitly stated by
a) making inferences (i.e. reading between lines)
b) understanding figurative language
o skim and scan
o read critically
o adopt a flexible approach and vary reading strategccording to the
type of material being read and the purpose foctvitiis being read
(Heaton 1991:105-106)

Heaton emphasizes the fact that reading aloudtisnctuded in these specific
reading skills. He argues that it is because repdloud is considered to be a unique
skill since it involves different skills from sileneading (Heaton 1991:106).

According to Heaton, there are two different kirmflscomplementary reading
activities to which students are usually asked ¢al dvith; that are intensive and
extensive reading. Short extracts which containufes requiring detailed study form
basis for intensive reading practice. On the otiend, whole articles, chapters and
books are used for extensive reading practice. Aatdh claims, most reading tests,
unfortunately, concentrate on intensive readingpkesumes that the reason for that is
probably: “because it is more economical to havarge number of items based on a
short reading extract than a few items based onahronger one” (Heaton 1991:106).

As regards reading tests, Heaton suggests simitaBrellet to include a variety
of text types for reading comprehension; for insenewspaper articles, instructions for
using appliances and machinery, directory extrgutblic notices, timetables and maps,
advertisements, etc. He states that:

The inclusion of such text types will not only prd® a more realistic and
reliable means of assessment but will also helpmitivate students by
demonstrating how the target language is usedaidife situations.

(Heaton 1991:107)



3. TESTING READING

Heaton introduces testing reading comprehensidollasvs:

Until recently the many and diverse reading skilsd strategies for use in

everyday situations have been largely subordirat marrower range of skills

required for dealing with simplified readers, espliy at the elementary levels.
(Heaton 1991:105)

Moreover, first efforts to deal with complex reagliskills often come too late,
not earlier than at the tertiary level. This is whihe students have to cope with
professional and technical literature in the fond@mnguage.

Next, Heaton points out that before constructirgdneg tests in the second or
foreign language, we must be aware of the studdm®’ language reading skills.
“Clearly, there is often little purpose in testing the second language those basic
reading skills which the students have not yet tigel in their own language” (Heaton
1991:105). He adds, that despite this fact, masjesome reading skill in the first
language does not necessarily mean that the stigdahble to use those skills in reading
another language.

Alderson claims that a reading score may be higHoar because of item
difficulty rather than text difficulty and vice v&a. He distinguishes between item
effects and passage effects (Alderson 2001:86).

3.1. Factors affecting the difficulty of readiregt items

3.1.1 Language and types of questions

First of all, it is a language of questions.Hétlanguage of questions is harder
than the language used in a text, we cannot tedtidr the reader’s low score is due to
his not understanding the text or the questions.dtdvisable to use simple language for
the questions, easier than it is in the text. Addarposes a question concerning second-
language reading: “Should the question be in thgetaanguage, the language of the
passage, or in the first language of the readéf@lefson 2001:86).

The next factor affecting the difficulty of readitgst items Alderson brings up
is the issue of types of questions. Pearson amdsdm identify three different types of
questions and point out that they may vary in thigficulty (Pearson and Johnson in
Alderson 2001:87). They are: textually explicit gtiens, textually implicit questions
and script-based (scriptally implicit) questions.



Textually explicit questions are those where thesgjon information and the
correct answer can be found in the same sentemsgudlly implicit questions, on the
contrary, demand to combine information betweenesem®es. Script-based questions
require readers “to integrate text information wikieir background knowledge since
correct responses to the questions cannot be famnthe text itself” (Alderson
2001:87). This is not, however, the only categogzof types of questions; Bensoussan
et al distinguish local and global questions (fooren information see Alderson
2001:88).

3.1.2 Role of grammar and vocabulary in readirgige

As for the role of grammar in reading tests, Alderstates:

An issue for many developers of second-languagdingaests is whether their
test linguistic competence, and particularly gramcahcompetence as well as,
or indeed more than, reading comprehension.

(Alderson 2001:98)

Alderson believes that: "Tests of vocabulary arghly predictive of
performance on tests of reading comprehension”dsion 2001:99). In other words, he
assumes that vocabulary plays a very important riolereading tests; “Clearly
vocabulary is important to text comprehension, s to test performance” (Alderson
2001:99).

3.1.3 Use of dictionaries in reading tests

To reduce the effect of vocabulary knowledge on suezs of reading
comprehension, Alderson suggests allowing studeotscompensate for lack of
vocabulary by consulting dictionaries. Some teststwictors, however, do not agree
with this idea for, as they claim, it “invalidatéise test since the dictionaries provide
some of what is being tested” (Alderson 2001:99}180%hat is more, students would
waste time looking up words that would be bettemsmn reading the text. Bensoussan
et al. investigated the effect of dictionary usage EFL test performance and
concluded, “the use of dictionaries had no effecstudents’ test scores, regardless of
whether the dictionary was bilingual or monolingugBensoussan in Alderson
2001:100). Nesi and Maera confirmed the fact tisgidictionaries does not have a
significant effect on test scores, but they fouhdt tstudents using dictionaries spent
much more time to complete the reading tests (BHediMaera in Alderson 2001:100).



So, to conclude, using dictionaries during readiesjs is still an open question. (For
more information see Alderson 100-101)

3.2Factors affecting the difficulty of reading testte

Many aspects of text that could influence the negglirocess have been studied.
Although linguistic is the major source of undensliag the language of the text the
concern for the reader should be considered as Wekts analysts from different
backgrounds have contributed to better insight théofactors that influence the reading
process. These variables concern text content,typels or genres, text organisation,
sentence structure, lexis, text typography, layth#, relationship between verbal and
non-verbal text, and the medium in which the textresented (Alderson 2001:61).

3.2.1 Text and discourse

Wallace points out two facts about language: figdie states, we use the
language for a purpose; second, the language ocakgssense in context.

Wallace distinguishes two ways how we can look atten language. She uses
two different terms text anddiscourse According to her, text is an output of a writer
which can be recorded and studied, while a diseoapproach to reading focuses less
on the text as product and more on the readersegroof constructing meaning from it
(Wallace 1992:8). At this point Wallace mentiormme difficulties of the English
writing system. She states that correspondence&gebatsound and written symbol are
less consistent than in languages such as Spaddislu, Hindi or Arabic (Wallace
1992:9). Another facet she mentions in connectomnetding and text are features of
connected text. She looks at texts in three diffieveys:

1) in terms of formal features (at ways features @hgnatical system are used to
link sentences or paragraphs)

2) interms of their prepositional meaning (how ideasoncepts are expressed and
related to each other)

3) in terms of their communicative function (the wagswhich sections of a text
can be interpreted in relation to other sectiorts@frthe function of any text as a
whole)

(Wallace 1992: 11)

Wallace concludes that readers are helped in thiirpretation of texts both by
their knowledge of the principles of word formatiand cohesion, and by their ability to
attribute an appropriate communicative functiontdwts and parts of texts (Wallace
1992: 14).



Concerning the terrdiscourse Wallace uses this term to describe the meaning
which the reader constructs from the text during ribading process. She adds that it
has been argued that there is not just a singtulise but a number of them. These
discourses are rather social than personal for tbkaye to social practices and beliefs.
However, they are not just socially determinedythkso are culture specific (Wallace
1992: 14-17).

3.2.2 Function of the text

As regards function of the text; understandingfthretion of a passage is crucial
to its comprehension. That is why we should train pupils to find out the aim of the
text. As Grellet explains, the very form of the g&ge, the way it is printed, laid out, or
the place where it was found, helps us to recogmiedunction. (Grellet 1991:20). For
that reason teachers should lead their studemgsttosed to looking at the text from this
point of view at the very first moment they see it.

3.2.3 Organization of the text

The way the text is organized is one of the thitigg distinguish various text
types or genres. Text organization, the way papdggare related to each other and the
relationships between ideas are signaled or ndt, deen studied for a long time.
Alderson adds that even within one genre diffecgganizations might lead to different
outcomes or processes (Alderson 2001: 67).

As Alderson states, Urquhart proved the effectxhobnological and spatial
ordering in text. He showed that for both nativel amon-native readers of English,
“texts organized according to the sequence of sveatlld be read faster and were
easier to understand than texts whose temporaleseug was disturbed” (Alderson
2001:67). Urquahart also pointed out that textd Witonsistent spatial organization”,
such as following a clear logical sequence, frortside in, or left to right, were easier
to understand and more memorable.

According to Meyer we can distinguish five diffetéypes of expository text; in
other words five different ways in which topics che organized: “collection (lists,
causation (cause and effect), response (probleolutian), comparison (compare and
contrast) and description (attribution).” (MeyerAiderson 2001:67)

Concerning the effects of cohesion on understandimgj recalling, Alderson

states that cohesion is not a key variable in fdgiita however, “conjunctions do



facilitate discourse processing for average-abiligaders when the topic is less
familiar” (Alderson 2001:68). He adds that the meafor the weak effects of cohesion
can be caused by the readers’ ability to make gdijpferences.

As Grellet describes, “the organization of a passagot always determined by
its contents and by the nature of the informatiorbé conveyed” (Grellet 1991:20).
Very often the writer chooses the thematic pattdnd when the students recognize the
pattern it helps them to guess what will probabdloin. They use their reading
strategies to predict what can come next. For mtgta if the text looks as an
argumentative one, the reader expects to findhgurin the text) arguments, counter-
arguments and finally some conclusion drawn froeséharguments (Grellet 1991:20).

One of the kinds of organization of the text islthnig around a main idea,
which is further developed throughout the text. @ém find it in newspaper articles,
where the first paragraph very often sums up thim ml@a and then the rest of the text
is analyzed.

3.2.4 Understanding the meaning of the text

Though understanding the function and organizat@dnthe text is very
important, understanding the content is vital. Adaag to Grellet, the comprehension
is usually checked through different types of guest for example open questions,
right or wrong, multiple-choice questions. They ¢awolve the students actively into
reading. Other activities to help or check readeocshprehension suggested by Grellet
are divided into two categories:

= To make the students active in the reading probggsresenting them
with decision-making activities (e.g. drawing a gi@m with the
information given in the text, solving the probleogmpleting a table
which reorganizes the information).

= To devise activities which are as natural as péssike. as close as
possible to what one would naturally do with thet {@.g. completing a
document, comparing several texts, etc.)

(Grellet 1991:22)

The above suggested activities Grellet divides i categories: non-linguistic
response to the text and linguistic response toetkie
Regarding non-linguistic response to the text, I@relstates several

comprehension activities that do not require anpaex verbal response on the part of



the learners (Grellet 1991:22). In such exerciagslp are asked to relate the text to
what is added (a document, a diagram, a picture)cdv divide these tasks as follows:

- a comparison (e.g. comparing texts and pictureschimeg passages of the text and
diagrams)

- a transposition of the information (transcoding th®rmation into the form of
diagram, completing or labelling a document)

- using the information in the passage to find solytimake a decision or solve a
problem

(Grellet 1991: 22)
The last type of exercise proved to be one of tlestraseful ones because it reflects

situations, the purpose of reading from real [ifee fact that the student is able to make
a decision is a proof that he or she thought alloeittext and understood it (Grellet
1991:22).

To practise linguistic response to the text we cas,Grellet presents, use
exercises suggested in the following categoriergamnizing the information,
comparing several texts, completing a documentstundly skills.

Reorganizing the information is in other words présig the information in a
different way or according to a different pattefifhe students can be asked to, for
instance, complete a table or draw a chronolodistbf the events mentioned in the
passage. The good point of this kind of exercisehat it underlines the fact that one
piece of information can be presented in more fhaihone way.

Comparing several texts is very natural activitg. @rellet claims, we are used
to compare different versions of the same eveninodent in every day situations
(Grellet 1991:23). We compare, for example the fexin a guidebook to what our
friends tell us about a country they visited.

As for completing a document, students are requioedor instance, answer a
letter, fill in the evaluation card, an applicatitorm or leave a note. We can use this
category for simulations or role-play. A studenih,ctor example, identify with one of
the characters from the text and then react iidifit new situations.

Study skills include tasks like use of a dictionamgte-taking, summarizing or
others. Grellet presents note-taking as a basit tskiremember what one reads or
listens to; moreover, he points out that: “whenrtgknotes, it is necessary to establish
the structure of the text and its key ideas andetorn to leave out unessential
information” (Grellet 1991:23). In addition, it &difficult activity which sums up most

of the reading strategies mentioned earlier inwosk.



To compare it to writing a summary, it is necesgdargee both the same as well
as different characteristics. What is in commomate-taking and summarizing is the
need of refusing secondary details. However, th&rsome dissimilarity, as Grellet
states:

* asummary is usually written in one’s own words
» it does not necessarily imply outlining the struetwf the passage, as note-
taking usually does
»= it should be an accurate and objective accountheftext, leaving out our
reactions to t (whereas note-taking can be suppitedeby note-taking, i.e.
briefly jotting down one’s reactions and ideas alibe passage)
(Grellet 1991:24)

3.2.5 Text topic and content

It is commonly assumed that text content will afffeow readers process text.
Abstract texts will be harder to understand thascdbking real objects, events or
activities. The more concrete, imaginable and egting, the more readable the text will
be. Alderson adds that texts located in familidtirsgs, on everyday topics, are likely to
be easier to process than those that are not @deR001:62). The quantity of
information and the density of propositions in attaffect understanding and recall.
Non-specialist texts in the arts and humanitie$ gl easier to process for more people
of equivalent educational background than scientékts. As Alderson presumes this is
because more people will have read fiction, popjdarnalism, advertisements and
simple expository texts, than will have read techhior scientific texts. It is part of
most people’s education to read the literature emwtemporary journalism of their
tongue. Alderson speculates that future generatidog to growing emphasis on
science education and the increasing role of tdolggan society, however, may be
more familiar with broadly scientific texts.

Test designers have drawn to a conclusion that ihaore appropriate to take
texts from popular fiction and non-fiction on theognds that they are likely to be less
biased in terms of difficulty, and therefore mov&able for tests of reading.

To conclude, it is advisable to be aware that warain the text content may
lead to different test results. Therefore, the eeadhould be assessed for their ability to
understand texts in a range of topics. BachmanPatther argue that the approach one
takes must take into consideration the presuppase#ground knowledge (topical
knowledge) of the test-takers (Bachman and Palmatderson 2001:63). They suggest



three ways how to decide on the approach thateigrtbst appropriate to a particular
testing situation: excluding background knowledgenf the construct; including both
background knowledge and language ability in thestroict; and defining background
knowledge and language ability as separate construc

3.2.6 Texttype and genre

Certain topics are associated with certain typeextt What causes difficulty in
texts, according to Alderson, is less the actuaktexat than the way the text is written:
“Its style of the text or the features make ond théterent from another ...” (Alderson
2001:64). That leads to different classificatiorfstext type; Alderson explains the
differences between expository and narrative téixésary and non-literary texts.

Expository texts are generally assumed to be miffieudt to process. Alderson
sees the reason for that in “the greater varietglaftionships among text units, possibly
due to greater variety of content” (Alderson 20@).6I'o the narrative texts he points
out that they appear to induce visualisation; resadeport seeing scenes in their head
when reading such texts. The interesting factas thfferent people visualise different
scenes (this probably depends on their prior egpee as well as on their expectations.
The visualisation, however, becomes an important p& readers” understanding.
Alderson concludes that text variables only haverwcial role when materials are
conceptually more difficult or unfamiliar and wheaaders are relatively less able
(Alderson 2001:65).

Concerning literary and non-literary texts; litgraexts are assumed to be more
difficult to process. Alderson gives two reasonstfat: first, there are multiple layers
of meaning; second, the range of language whighdsr and more complex. However,
significant differences between literary and nderliry texts are disputable. We cannot
think of literary texts as of a homogeneous whatees there is a number of genres
(including, for example, fiction as well as nontion). “Rather there might be a cline of
“literariness” on which texts might be placed, armobse features might be identifiable
empirically.” (Alderson 2001:66)

3.2.7 Text readability and text simplification

Researches have been concerned with features #kat text readable for a long
time. It has been important especially in educatidimks. Many attempts have been

made to come up with pattern (based on empiricaaneh into difficulty) that could be



used to estimate text readability. The lexical load be judged by checking how many
words of the text appear in a word frequency listEnglish word frequency is very
roughly related to word length — more frequent vgotdnd to be shorter. One way
reflects the number of syllables, another way Ikeda-lesch and this formula provides
a reading-ease score:

RE = 206.835 — (0.846 x NSYLL) — (1.015 x W/S)
where NSYLL is the average number of syllables]i$r words and W/S is the average
number of words per sentence (Davies in Aldersddil2dl). The number of words on
average per sentence can also be counted as armeaseadability. As Alderson states
short sentences are syntactically simpler than Bargences, although some researches
points out the fact that adding (not deletion) @frels to sentences make them easier to
comprehend (Alderson 2001:72).

To measure text readability cloze techniques wekeldped. Many studies have
shown high correlation between readability measimeformulae and cloze. Although
Taylor argues that cloze could provide a more ateuestimate of readability since it
involves real readers processing texts, Aldersod Barrison warn of uncritical
acceptance of cloze test results. They suggestambination of expert judgement and
readability formula (Alderson 2001:72).

Research into text readability has been accompahiedesearch into text
simplification. When the text had been consideaddifficult for the intended readers
the question how to simplify it arose. Differenttineds have been studied. Davies and
Widdowson, for example, distinguish between ‘siriiqdition’ and ‘simple’: “a simple
account is an authentic piece of discourse, a fisghlaccount may or may not be
authentic, and is usually pedagogic in intent. &ymmhowever, not be simple.” (Davies
and Widdowson in Alderson 2001:72) Strother andnUtiiscovered that simplifying
texts syntactically but not lexically does not resaily make the texts more readable.
They therefore suggest using a conceptual rathem #h syntactic strategy since it
involves processing content words and hence regjlgrdcal and content knowledge.
Alderson concludes that it has long been known tleabulary load is the most
significant predictor of text difficulty and addsuatation from Chall: “Once a
vocabulary measure is included in a prediction fdensentence structure does not add

very much to the prediction.” (Chall in Alderson(073)



To conclude, the testers should be aware of diftetemponents that affect text
difficulty, such as topic, syntactic complexity, h@sion, coherence, vocabulary and
readability. All these should be taken into accowdften selecting texts. We can
simplify the texts, however, we should be carefat to actually make them harder
(Alderson 2001:74).

3.2.8 Typographical features

Researches are still interested in what featurgsiof, fonts and layout might be
important in causing reading ease or difficultydéison mentions her for example the
fact that the top half of normally mixed-case pisitmore informative than the bottom
half or that the first half of English words is mreoinformative than the second part.
Although the effect of such variables in readingdisputable, testers are advised to
make sure the texts are suitably presented anbléedi is not desirable to penalize the
reader due to bad layout or copy (Alderson 2001:76)

3.2.9 Verbal and non-verbal information

Concerning the use of non-verbal or graphic infdromain text, Alderson
indicates that text that contains only verbal infation will be “not only intimidating
but also more dense and therefore much more diffioiprocess” (Alderson 2001:77).
Research into the relationship between verbal and-verbal information has
specifically concentrated on advertisements. Thera disjunction between text and
illustration in many advertisements, “such that awethe other appears surprising,
contradictory or humorous, thereby attracting #eders’ attention and becoming more
memorable” (Alderson 2001:77). Tables, diagramther forms of presentation of
data are used in many genres in order to offedtamative and complementary way of
processing information. The information presentedables, diagrams or other forms,
however, very often provides support of the veripdbrmation. In other words, to
understand the text completely, readers need tal taath. Alderson therefore
recommends maintaining the relationship betweenvr®al and non-verbal in test
texts. He also sums up that “testers should consadsessing a reader’s ability to
understand that relationship, as well as theiritghib use the graphic information to

understand the verbal, and vice versa.” (Alderda®il277)



3.2.10 The medium of text presentation

Discussing the effect of text variables on readirgmedium by which the text
is presented should also not be forgotten. Infoionatan be presented on overhead
slides or on TV or computer screens. Even thoudh thie development of the Internet
and the World Wide Web more and more informationa processed on screen, many
readers prefer to print out texts. They can protde=ms at leisure. Alderson mentions
one significant limitation of this medium and tl&treaders can only process one
screen at a time and scrolling forward and backe/aanore time-consuming and less
efficient than turning pages” (Alderson 2001:78).

3.2.11 Presence of text while answering questions

Similarly to the question of using dictionaries tipgestion of presence of text
while answering questions has been discussed wiSalyuld we allow students to look
back at the passage when answering questions atdshe@ remove the text before
allowing the students to respond? Alderson presuimgsremoving the text increases
the role of memory in the responding, although imothe comprehending process
(Alderson 2001:106). Davey and Lasasso found asrantion between question type
and the removal of text. Alderson describes whay found:

When subjects were allowed to look back at the, tixetly performed better than

when not allowed, but also there was an interactath item type. When

subjects were allowed to look back at the text éherere no significant

differences between selected response and coretriggponse items. However,

when subjects were not allowed to look back atég selected response items

were easier than constructed response items.

(Alderson 2001:106-107)

Alderson further delineates the Johnston study evto this issue. He sums up that we

can find advantages and disadvantages in bothnigyieentral questions are, according
to him, easier to answer without the presenceteki(probably because main ideas are
incorporated into schemata and reinterpreted orevel), whereas peripheral questions
are easier to answer in the presence of the tes¢ seaders can use matching or search-
and-retrieval strategies (Alderson 2001:109).

3.2.12 Text length

A question all reading-test constructors thinkohow long the text should be.
Alderson points out that: “Text length is a surimgty underresearched area” (Alderson
2001:108). After discussing Engineer’'s researclo ithiis area and some others, he

concludes:



This points up the sort of compromise one is ofiegsented with in testing, in
this case between maximizing authenticity by ugimg sort of long texts that
students might have to read in their studies, enahe hand, and minimizing
content bias by using several shorter passagdabeasther hand.

(Alderson 2001:109)

3.3 Test techniques

Alderson gives reasons why he uses the terms fiteshod”, “test technique”
and “test format” more or less synonymously: “Tlesting literature in general is
unclear as to any possible difference between th{@alerson 2001:202).

Weir explains that test methods are used to cartstests but are not tests in
themselves. Unlike tests we cannot evaluate teshads as good or bad, valid or
invalid. A multiple-choice procedure, for instaneeight produce a valid test in one
case but not in another. And this is the samelfonethods (Weir: 1990:42).

Alderson claims that different testing techniqudéleva the measurement of
different aspects of the construct to be asses3berefore”, Alderson stresses, “it is
important to consider what techniques are capablessessing, as well as what they
might typically assess” (Alderson 2001:202).

Weir remarks that there is some evidence thatftestat might affect student
performance. We would like to introduce main kirafstest formats and stress their
potential advantages as well as disadvantages. flW#ier mentions the main condition
for testing within a communicative framework: “thest task should as far as possible
reflect realistic discourse processing and coverémge of contributory enabling skills”
(Weir 1990:42). What is more, it is also very imjoit that tests developed according
to this model should have a strong washback eftectpractice in the language
classroom.

Alderson discusses what many books on languagéitgpassert; that is that
there is a significant difference between teachmghniques and testing techniques.
However, he believes that this distinction is otatexd, and that the design of a teaching
exercise is in principle similar to the design edttitem. Moreover, he adds:

The primary purpose of a teaching / learning tastoipromote learning, while
the primary purpose of an assessment task is tectoklevant information for
purposes of making inferences or decisions abadaiivioluals — which is not to
say that assessment tasks have no potential fongtieg learning, but simply
that this is not their primary purpose.



(Alderson 2001:203)
Before we start describing individual test techesut is important to say that

there is no one “best method” for testing readiiNp single test method can fulfill all
the varied purposes for which we might test” (Akier 2001:203). However, as
Alderson wants to emphasize, certain methods amenmmm solely for reasons of
convenience and efficiency, often at the expenseldity. “And it would be naive to
assume that because a method is widely used ihasefore ‘valid” (Alderson
2001:204).

To conclude this passage we can use Alderson’ words

It is now generally accepted that it is inadequateeasure the understanding of
text by only one method, and that objective methads usefully be
supplemented by more subjectively evaluated teclmsigGood reading tests are
likely to employ a number of different techniquesssibly even on the same
text, but certainly across the range of texts testdis makes good sense, since
in real-life reading, readers typically respondtéats in a variety of different
ways.

(Alderson 2001:206)

After a thorough consideration of all related aspethe following test
techniques were chosen for our research: seledigletion gap filling, short answer
questions, dichotomous items and information trem&fherefore they will be described
in more details in the practical part. At this goimowever, we will introduce them — but
only very briefly.

We talk aboutselective deletion gap fillingvhen the test constructor chooses
items for deletion. Alderson describes this testimgthod as an alternative technique to
cloze (Alderson 2001:209). In the cloze exercismaeswords are deleted from a text.
Candidates are to fill in the missing words. Thedgoare deleted regularly; the deletion
rate, as Weir refers to it, is every fifth to eletleword. (Weir 1990:46).

Short answer questions requicandidates to write down specific answers in
spaces provided on the question paper.

In regards tadichotomous itemghis testing technique is very popular, mainly
because the construction is not very difficult. detts are to decide whether the
statement related to the text is “true” or “fals&h obvious disadvantage of this test
format is the 50 per cent chance of getting thevansight by guessing alone.

In an attempt to avoid the problem of involving tmg in the testing of reading

comprehension, several Examination Boards in Britsime up with tasks where the



information transmitted verbally is transferred aonon-verbal form, for instance by
labeling a diagram, completing a chart or numbermngequence of events (Weir

1990:50). This technique is calledormation transfer

3.3.1 Multiple-choice questions

Multiple-choice test items are usually set up iway that requires a candidate to
choose a correct answer from a number of options.

This testing technique or method has many advastd&est, marking cannot be
affected by personal judgement. It means that thekimg is reliable. It is also very
simple and therefore quick and effective. It iajsite easy to pre-test multiple-choice
tests. Potential ambiguities or mistakes can bealed and then corrected. Another
benefit is that the format of the multiple-choiesttitem and its intentions are very clear
and obvious. Therefore, candidates know precisélgtuwhey are asked to do. The final
positive point of multiple-choice questions, acdogdto Weir, is that unlike in more
open-ended formats, such as short answer questitiese the testee has to use the skill
of writing as well. Alderson adds that this testteghnique allows testers to control the
range of possible answers to comprehension questidnto some extent, to control the
students’ thinking when responding (Alderson 20@1)2

On the other hand, we should also mention somieeoflisadvantages of this test
method. One of them is that we do not know whesheaindidate’s failure is due to lack
of comprehension of the text or of the question.dehe can also identify the right
answer by eliminating wrong answers, which, as Vgates, is a different skill from
being able to find the right answer in the firsiq@ (Weir 1990:44). Alderson comments
on this as follows:

Thus it is possible to get an item correct for thveong” reason — i.e. without
displaying the ability being tested — or to get it@m wrong (choosing a
distractor) for the “right” reason — i.e. despiteving the ability being tested.
(Alderson 2001:212)
We also have to admit that in both multiple-chotests and in true-false
statements tests there is quite a high chance edsing the right answer (instead of
finding it). Another fact we have to bare in mineftre choosing a suitable test format

is that preparing multiple-choice tests takes a hmianger time, is much more



expensive and difficult than more open-ended examsh as compositions. Alderson
assumes that: “By virtue of the distractors, theymresent students with possibilities
they may not otherwise thought of” (Alderson 20A1LR This can lead to tricking the
students and consequently to false measure of timelerstanding. Some researches
argue that the ability to answer multiple-choicesfions is a separate ability:

Students can learn how to answer multiple-choicestjons, by eliminating
improbable distractors, or by various forms of tagianalysis of the structure of
the question.

(Alderson 2001:211)

Multiple-choice tests are written by specially tredl item writers and pre-tested
before use in a formal examination. Each itemasdhghly edited to ensure that:

= There is no superfluous information in the stem.

= The spelling, grammar and punctuation are correct.

= The language is concise and at an appropriate fevehndidates.

= Enough information has been given to answer thstoure

= There is only one unequivocally correct answer.

= The distractors are wrong but plausible and disoate at the right
level.

= The responses are homogenous, of equal length atgaly exclusive
and the item is appropriate for the test.

(Weir 1991:44)

Weir notes that it is extremely time-consuming at@imanding to get the
requisite number of satisfactory items for a passagpecially for testing skills such as
skimming (Weir 1990:44). He also points out thelpean of coming up with suitable
distractors for items testing the more extensiveepéive skills. Therefore Heaton
suggests setting simple open-ended questions rdemultiple-choice items for these
activities. “Multiple-choice items are for studemsich easier for they do not have to
keep in mind four or five options while going thgbuthe text” (Heaton in Weir
1990:44).

Alderson agrees with Weir's opinion that constroietiof multiple-choice
questions is a very skilled and time-consuming wét& adds: “To write plausible but
incorrect options that will attract the weaker refadut not the better reader is far from
easy” (Alderson 2001:212).



Another problem with multiple-choice items Weir mniens: "A further
objection to the use of multiple-choice format e tdanger of the format having an
undue effect on measurement of the trait” (Weir(99). The last mentioned weak
point of the discussed test format is, accordingMeir, the question of validity. He
supposes that:

There is considerable doubt about their validityresasures of language ability.
Answering multiple-choice items is an unreal taak,in real life one is rarely
presented with four alternatives from which to makechoice to signal
understanding. Normally, when required, an undeditegy of what has been
read or heard can be communicated through speeubritomg. In a multiple-
choice test distractors present choices that ofkerwnight not have been
thought of.

(Weir 1990:44)

Alderson presents an interesting alternative orntipherchoice. He gives an
example where the testee has to read the informatiout Lancaster University (ten
numbered paragraphs) and then find the paragraplesewthe answers to ten given
questions can be found (for the test, see Alde?8®1:213-214). What Alderson points
out is the fact that the test-taker has the sarmefseptions to choose from for each
item. (There is a note in the assignment that sparagraphs contain the answer to
more than one question.) What is more, Aldersoimsa

Since the response is not a short-answer queghenteader has to read and
understand the relevant paragraphs and cannot hgetitém correct from
background knowledge alone. In addition, the qoestthat are asked are of the
sort that a reader reading a text like this migatipibly ask himself about such a
text, thereby enhancing at least face validityhef test.

(Alderson 2001:212).

3.3.2 C-tests

C-test is an alternative to cloze as well as tectwe deletion gap filling. It
intends to test comprehension of the more spetifitaguistic elements in a text. This
adaptation of the cloze has been developed in Geriog Klein-Braley in 1981. In the
C-test every second word in a text is partiallyetlsli. To make it easier for the students
the first half of the deleted word can be given.

A variety of texts are recommended for this teghei “Large number of items
that can be generated on small texts further edsatiee representative nature of the

language being sampled” (Weir 1990:49).



Another favorable thing about C-tests is objectigering. It is not very probable
that there could be more than one correct answerfp of the gaps. Beside that, the C-
test technique is economical and the results disble and valid. As Weir presumes, it
could represent a viable alternative to cloze ptaoe and selective deletion gap filling
(Weir 1990:49).

Unfortunately, there is only a little empirical idence of the value of this
technique since it appeared relatively recently. ddenot know yet if the public will
accept it as a measure of language proficiency.edar, students find this technique
irritating for they have to process heavily mugldttexts and therefore and the face
validity is not very high then (Weir 1990:49).

3.3.3 Cloze elide

On the contrary to the three preceding testingrigpies, where candidates were
to fill in deleted words, in cloze elide candidaées required to find the words which do
not belong to the text. In other words, words tdhatot belong to the text are inserted
into it and the testees have to indicate them. ustmbe said, that this is not a new
technique; Davies was using it much earlier onlwas known as the intrusive word
technique (Weir 1990:50).

When we compare it to multiple-choice or shortvesrstesting technique, we

realize that the reader does not have the problgimumderstanding the question here.
It certainly is an advantage. On the other hanetetltan be a problem in scoring for the
reader may delete items that are correct but reahtn(@Veir 1990:50).
; they helped each other to be understood. Nowemtig®less, in a testing situation, the
original text can become much harder if not imgassio understand for the reader
since the information from the graphic test is migsin such a case the test constructor
should consider adding some information to the ioailgtext to make sure the

information necessary for completion are clearited therein (Alderson 2001:248).

In conclusion Weir recommends using short answerstions together with
selective deletion gap filling for testing readicmmprehension. He explains:

The C-test is an interesting alternative to théetatnd its acceptability to
students and validity are worthy of further invgation. If we are to develop the



communicative nature of our tests it is perhaps oirigmt to focus on
performance tasks in reading tests, and the usgasmation transfer techniques
and other restricted response formats is advocated.

3.2.8 Multiple matching

One of the objective techniques testing readingais;ording to Alderson,
multiple matching. Two sets of stimulation are lgematched against each other, for
instance headings for paragraphs to their correipgnparagraphs, titles of books,
extracts from each book or others. However, itlmamrgued that in matching as well as
in multiple-choice exercises, candidates may b&atited by choices they would not
otherwise have considered (Alderson 2001:219).

3.3.4 Ordering tasks

As for the ordering tasks, testees are given andoled set of word, sentences,
paragraphs or texts and have to put them in the agder (Alderson 2001:219). Even
though such tasks look temptingly and seem to dffferpossibility to test the ability to
detect cohesion, overall text organization or ca@wpyjrammar, they are eminently
difficult to prepare. Alderson shows it on an exé&mwhere ordering though different
from the original text can be acceptable (Alder&@®1:221). He also brings up a
guestion of partially correct answers and diffiguitf evaluating them and concludes
that the effort made in constructing as well asmswering the item may not be worth
it, especially if only one mark is given for thenext version (Alderson 2001:221).

3.3.5 Free-recall tests

In free-recall tests candidates are asked to readtathen put it aside and then
write down everything they remember from the t&itiese tests are sometimes called
immediate-recall tests and are examples of whahiBaa and Palmer call an extended
production response type (Alderson 2001:230). Tiheamtage of this technique, as
Alderson explains, is primarily that it providegpare measurement of comprehension.
No questions intervene between the reader ancettieAlderson presents Bernhardt’s
opinion that this technique provides a picture @drher processes: “Recalls reveal
information about how information is stored andamged, about retrieval strategies
and about how readers reconstruct the text” (Bedtha Alderson 2001:230). At this



point, however, it is essential to say that thealleweeds to be in the first language;
otherwise it becomes a test of writing as wellessling.

A more familiar alternative of the free-recall téstthe summary. Students are
asked to read the text first and then to sum umthim ideas. As Alderson states, it is
believed that students need to understand the ieas of the text and to distinguish
between important and less important ideas to e @bsummarize it. As Alderson
states the problem with summary tests is that stsdeay understand the text, but may
not be unable to express their ideas in writinggadéeely, especially within the time
available for the task (Alderson 2001:236). In othdrds, “summary writing risks
testing writing skills as well as reading skillsAlderson 2001:236). One solution,
Alderson suggests, could be allowing test-takersvtite the summary in their first
language rather than the target language or to oftdtiple-choice summaries, where
the reader chooses the best summary of the gives: on

Clearly, scoring the summary test is problematit. sbome cases marking
includes a scheme where main ideas get two pomdssabordinary ideas one point.
Another way of making the scoring more objectiveadet the test constructors write
their own summaries and then accept as the maas idely those written by an agreed
proportion of respondents. “Experience suggestsajelier, that this often results in a
lowest common denominator summary which may begnezd by some to be less than
adequate” (Alderson 2001:233).

Alderson claims that: “One way of overcoming bdtiese objections to
summary writing is the gapped summary” (Alderso02@40). Students read the text,
then a summary of the same text but with deletedvkerds. They are to fill in the
missing words. The condition is that the missingrdgocannot be restored without
reading the text and without understanding the riteas of the original text. As for the
scoring, Alderson remarks that it is relativelyagghtforward and the risk of testing
readers’ writing as well is unlike with short-answeestions out of question here.

Alderson concludes that such tests are difficolt wirite and need much
pretesting, but can eventually work well and argiezao mark (Alderson 2001:242).

3.3.6 “Real-life” methods (the relationship betweext types and test tasks)

The disadvantage of all the methods discussedrss fhat they bear little or no

relation to the text whose comprehension is beexjetd nor to the ways in which



people read texts in normal life. Indeed, the psepfor which a student is reading the

test text is simply to respond to the test quest®nce most of these test methods are
unusual in “real-life reading”, the purpose for wthireaders on tests are reading, and
possibly the manner in which they are reading, matycorrespond to the way they

normally read such texts. The danger is that thenay not reflect how students would

understand the texts in the real world (Alderso@12R48-249).

We have already discussed the importance of parposdetermining the
outcome of reading. Yet but still very often thdyopurpose our students see in reading,
is to answer our questions to show they either tgtded the text or not. Therefore, the
test constructors should be challenged to differdeg's purposes by creating test
methods that would be more realistic than clozéstesd multiple-choice formats
(Alderson 2001:249). Short answer gquestion areecltisour lives, although we usually
do not answer someone else’s question about odinggave do make and answer our
own guestions. That is why Alderson suggests @bdenstructors before deciding what
method to use) asking: “What might a normal reattewith a text like this? What sort
of self-generated questions might the reader transwer?” (Alderson 2001:249) He
gives an example when the reader is given a coytefevision guide and is asked to
answer “real-life” short answer questions, for amgte: You like folk songs. Which
program will you probably watch? or give the nanfeone program which will be
televised as it happens and not recorded before{gndlderson 2001:250). Alderson
claims that we should try to match test tasks #d tgpe in an attempt to measure
“normal” comprehension; in other words to devissktawhich more closely mirror
“real-life” uses of texts (Alderson 2001:250).

Alderson believes that thinking about the relatlup between texts and
potential tasks is useful discipline for test comstiors. It also presents possibilities for
innovation in test design and measurement of rgadionsequently Alderson suggests
that: “giving thought to the relationship betweerttand task is one way of arriving at a
decision as to whether a reader has read adequatett” (Alderson 2001:255). Earlier
approaches to the assessment of reading did nompali attention to the relationship
between text and test question. “Most test devetopmbably examined a text for the

‘ideas’ it contained ... and then used text contentttee focus for test questions”



(Alderson 2001:255). A more recent alternative apph is, as Alderson presents, to
decide what skills one wishes to test, selecteveglt text, and then intuit which bits of
the text require use of the target skills to belrea

| suggest that a ‘communicative’ alternative isstfi to select texts that target
readers would be plausibly read, and then to censidch texts and ask oneself:
what would a normal reader of a text like this dithwt? Why would they be
reading it, in what circumstances might they belireathe text, how would they
approach such a text, and what might they be eggdot get out of the text, or
to be able to do after having read it?

(Alderson 2001:256)

Such an approach has become increasingly comnests &lso include graphic
texts — tables, graphs, photographs or drawings.té@xits are taken from authentic, non-
literary sources and are presented in their origevayth and format. As Alderson notes,
“they often include texts of a social survival rmatunewspapers, advertisements,
shopping lists, timetables, public notices, legattd, letters and so on” (Alderson
2001:256).

3.3.7 Informal methods of assessment

Until now we have discussed techniques that canuged in the formal
assessment of reading. There are, however, ottlenitpies that are frequently used in
more informal assessment of a reader. These aebkuin the first place for those who
are learning to read, those with particular readirgabilities or for students in adult
literacy programmes. An extensive discussion o$¢haformal methods of assessment
is unfortunately beyond the scope of this work.r(Rwre information see Alderson
2001:257-270)

All three completed out chapters: testing, regdand testing reading provide a

theoretical base for the research which is desdribeletail in the following part.



4. RESEARCH

4.1 INTRODUCTION TO THE RESEARCH

| have been interested in the topic of readingesinhave experienced very little
of both teaching and testing reading comprehengising my own learning as well as
during my whole clinical year experience. If a teaicwanted to give a mark from
reading pupils were asked to read text (that theyldc prepare at home) aloud.
Therefore, however, their ability to pronounce agrtwords was assessed. As Grellet
states, he too, unfortunately came across teachleosthought that the way to test
reading ability of their pupils is to let the pupdad aloud. He assumes that reading
aloud is an extremely difficult exercise, highlyesmlized and it tends to give the
impression that all texts are to be read at theesgpeed (Grellet 1991:10). He tries to
explain that when we read, our eyes do not follasheword of the text one after the
other — at least in the case of efficient read{@g.the contrary, we skip a lot of words
or expressions; we go back to check somethingoawdrd to confirm some of our
hypotheses. Such tactics become impossible whedingealoud, and this reading
activity therefore tends to prevent the studentsmfrdeveloping efficient reading
strategies (Grellet 1991:10).

As it was stated in the theoretical part, firsoef$ to deal with complex reading
skills often come not earlier than at the tertilayel (Heaton 1991:105) That is when
the students have to cope with professional antinteal literature in the foreign
language. As | was given the opportunity to teacttsikth, seventh, eighth and ninth
grades, | tried to evaluate my pupils’ reading iib8. For this purpose we often used
the magazine Rainbow that children like a lot.

The research focused on the pupils at ninth godddementary school.
The group was chosen since it was the most suitaigle for our research. There was
a variety of learners’ levels of English with diféat reading experience and also a good
atmosphere within the class. These children ama fimurteen to fifteen years old, they
attend a class specialized in sport, they have l@ening English for almost six years
(three 45 minute-lessons per week) and | have besghing them since the last year.
(They had three different English teachers befoee) Mmhere are thirteen of them, five
girls and eight boys, and we meet on Wednesdays;s@iays and Fridays the second or

third lesson in the morning in their classroom, abhgives my students the opportunity



to sit at one desk each (in test situations). Tasscoom is quite nice, roomy and light,
with flowers and pleasing decoration; some of onglish project posters are displayed
there too.

The aim of the research was to find out and themluate how the pupils
perceive some of the techniques testing their nepdkills. (The criteria for choosing
the particular testing techniques will also be désd later in this part.) The pupils
were asked to fill in three tests; each test caethiof five testing techniques. The tests
were based on three different texts; the first amterview with a famous Czech actor
Jiti Mach&ek, the second was a story from war called “Howmet” and the last one
was an article about koalas. When choosing thes takt the factors stated in the
theoretical part were thoroughly considered as fitirther explained.

As it was said many times before in the theoretpaat, reading is a complex
skill and reveals general knowledge of language. fEst was announced to the students
but in order to prepare themselves for the tesgtingation not to learn or revise specific
part of grammar, for example. | believe that ieiss stressful for the students when they
expect the test, when it is not new, very oftenckimg, unpleasant news for them. They
can then do much better in the test.

The tests were administered within three weeks ay.M assume it is important
to add that at that time the pupils had alreadysggheir entrance examinations at
secondary schools. This fact could and very prabdiol influence their motivation. We
wrote the tests on Wednesdays, discussed them orsddys and the Friday after the
last test we had a discussion over all the testshs time focusing on the reading
techniques. The students had the opportunity tollest their tests for ten minutes and
then we started the discussion.

Before distributing the test | tried to motivateemh, announced the time,
summed up what they were going to do in the tests suggested some ways to
proceed. Maximum afford to create a positive atrhesp was made; we cleaned and
aired the room, the pupils were asked about listed music during the test. After
distributing the tests to all students we went tigiothe test together. | made sure they
understood what they were supposed to do, chedked them separately and helped

with understanding the instructions to weaker sttgleThe time was announced as



usually; that means when they were in half and tinanminutes before the time was
up.

After finishing each test pupils were to fill snquestionnaire, after finishing all
three tests we had a short discussion about tie tagestionnaires and other aspects.
With respect to the pupils’ level of English theegtionnaire was written and also the
discussion lead in Czech language.

Although many interesting conclusions could be drawt of our research, we
will focus on the testing techniques — specificalpw the pupils perceive them. We
will also compare the pupils’ opinions to theirttessults.

The findings of the research will be used in my ang colleagues’ further
teaching.

4.2  Stages of our test construction

4.2.1 Setting the purpose

According to Hughes the essential first step itirigss to make perfectly clear
what a teacher wants to find out and for what psepdhe questions he points out are
stated earlier at this work, the chapBages of test constructioflhey were taken as a
hint before our tests were being constructed. Al tests were final achievement tests.
As it is stated earlier, achievement tests meadavelopment in mastering particular
skills. They are administered at the end of a ewifsstudy. In our case they revealed
how students master reading at the end of the eliameschool. Concerning types of
testing; As Hughes states, while direct testingnds the candidate to perform precisely
the skill we wish to measure, indirect testing ragés to measure abilities that underlie
the skills (Hughes 2002:15). Integrative testinquiees the testee to combine many
language elements. While norm-referenced testingpame each student with his
classmates, criterion-referenced testing rate stsdegainst certain standards (Hughes
2002:18). The testing is objective when no scorprdgment is required. Our testing
was indirect, integrative and criterion-reference@oncerning subjectivity and
objectivity, there were parts in the tests thatldobe assessed objectively (T/F
statements, for example) as well parts that neadsdbjective judgment (short answer

questions, for example).



4.2.2 WRITING SPECIFICATIONS

After the first step is done (setting the purppied next step should follow. As
Hughes recommends, at that moment testers shoitkl avset of specifications for the
test; that means information relevant to contemtmft and timing, criterial levels of
performance and scoring procedures (Hughes 2002248&he objective of our research
Is to assess the difficulty of particular testiegtniques, we will start this chapter by a
closer look at those.

4.2.2.1 Testing techniques

Before we start describing individual test techesut is important to say that
there is no one “best method” for testing readiingp single test method can fulfill all
the varied purposes for which we might test” (Akier 2001:203). However, as
Alderson wants to emphasize, certain methods amenmm solely for reasons of
convenience and efficiency, often at the expensabdity. “And it would be naive to
assume that because a method is widely used ihasefore ‘valid” (Alderson
2001:204).

It is now generally accepted that it is inadequateeasure the understanding of
text by only one method, and that objective methads usefully be
supplemented by more subjectively evaluated teclmsigGood reading tests are
likely to employ a number of different techniquesssibly even on the same
text, but certainly across the range of texts testdis makes good sense, since
in real-life reading, readers typically respondtéats in a variety of different
ways.

(Alderson 2001:206)

When considering what techniques should be involwgd our research, the
survey of test formats displayed in thesessmertty Harris and McCann, 1994, was
very helpful to me. Pros and cons of different festats are compared there (p.36). It
is a very well arranged table. However, more infation was needed to decide what the
most suitable test formats for our purpose wouldTdee most consulted sources were
Alderson, 2001 and Weir, 1990.

42211 Cloze

To understand the technique caltsdlective deletion gajit is necessary to first
learn about technique calletbze

In the cloze exercises some words are deleted faotext. Usually a few
sentences in the beginning of the text are witmoigsing words to enable the reader to

get involved into the text. Candidates are toifillthe missing words. The words are



deleted regularly; the deletion rate, as Weir =eferit, is every fifth to eleventh word.

According to Alderson it is every n-th word, whems usually a number between 5 and
12 (Alderson 2001:207). In other words, the deletiate is mechanically set (Weir
1990:46).

Engineer compares cloze and multiple-choice tedwofnique and concludes
that they are measuring different aspects of tlaeling activity (Engineer in Weir
1990:46). While a timed cloze measures the prooessading (the ability to understand
the text while reading it), a multiple-choice me@suthe product, “namely the reader’s
ability to interpret the abstracted information ft& meaning value” (Engineer in Weir
1990:46).

Weir uses a few authors and their quotations t@aeudphe idea of using cloze
test procedures:

Up to now, in the main, the results of researchhvaloze tests have been
extremely encouraging. They have shown high validiigh reliability,
objectivity, discrimination and so on.

(Klein-Braley in Weir 1990:46)

As demonstrated in this and other studies, it cama lvalid and reliable test of
overall second language proficiency.
(J.D.Brown in Weir 1990:46)

The last decade, in particular, has seen a grows®yof the cloze procedure
with non-native speakers of English to measure aply their reading
comprehension abilities but also their generaldistc proficiency in English as
Foreign Language. ... The general consensus of studie and with cloze
procedure for the last twenty years has been th& a reliable and valid
measure of readability and reading comprehension, nftive speakers of
English. ... As a measure of the comprehension df tdoze has been shown to
correlate well with other types of test on the sategt and also with
standardized testing of reading comprehension.

(Alderson in Weir 1990:46)



W.L.Taylor first introduced the terrdlozein 1953. He took it from the gestalt
concept ofclosure which refers to the tendency of individuals to pbete a pattern
once they have grasped its overall significancei(\/290:46). Taylor describes it as
follows:

A cloze unit may be defined as: any single occureenf a successful attempt to

reproduce accurately a part deleted from a “mesgagg language product), by

deciding from the context that remains, what thesmig part should be.

(Taylor in Weir 1990: 46)

According to Alderson the reader comprehends thetilated sentence as a
whole and completes the pattern. He adds: “the elgrocedure becomes a measure of
the similarity between the patterns that the decodeanticipating and those that the
encoder had used” (Alderson in Weir 1990:46).

Taylor first applied the cloze procedure to astskeeseadability of a text. Later,

however, it became a measure of testing readingreimension and even a measure of
overall language proficiency. Heaton thought thimize tests measure the reader’s
ability to “decode interrupted or mutilated messag making the most acceptable
substitution from all context clues available” (lt@wain Weir 1990:47).
Weir points out following advantages of clozeitggtechnique:
- Cloze tests are easy to construct and score.
- They are claimed to be valid indicators of olldeanguage proficiency.
- With a fifth word deletion a large number ofrnite can be set on a relatively
short text.

- Cloze tests are often considered to be valid amétbrm measures of reading
comprehension.
(Weir 1990:47)

Despite the arguments adduced in favour of clegeng technique, a number of
doubts have been expressed. Weir mentions thenioiipones:
- The students find cloze tests irritating andacegptable.
- The specialists doubt the underlying assumptian it randomly samples the
elements in a text.
- Concerning construct validity, it was found tkhkize tests fail to ensure random

deletion of elements in a text.

Cloze procedure, according to Alderson, is notitatyprocedure:



since there is a marked lack of comparability amthregtests it may be used to
produce. The fact emerges clearly that differemizel tests, produced by
variations in certain of the variables, give unpectbly different measures,
particularly of proficiency in English as a foreigmguage.

Weir adds that if one changes the text, the delette, begins at a
different place or modifies the scoring, then orts@ different test in terms of
reliability, validity and overall test difficulty.

- The evidence about the differing scoring methedsntradictory.

- Cloze procedure may seem to produce more suctéssts of syntax and lexis
at sentence level than of reading comprehensigemeral or of inferential or deductive
abilities, what Darnell calls higher order abilgieAlderson describes his findings
concerning that as follows:

cloze is essentially sentence bound. ... Clearlyféoe that cloze procedure
deletes words rather than phrases or clauses nmit its ability to test
comprehension of more than the immediate enviromnsémce individual words
do not usually carry textual cohesion and discoumeerence (with the obvious
exception of cohesive devices like anaphora, Iéxrepetition and logical
connectors).
- According to Weir, the most crucial qualificaticagainst cloze tests is the
question of what performance really tells us almuandidate’s language ability. “It is
difficult to translate scores on a cloze test tdeacription of what a candidate can or
cannot do in real life.”
(Weir 1990:47-48)

42212 Selective deletion gap filling
When the test constructor chooses items for deletiwe then talk about

selective deletion gap filling. Alderson descrilibs testing method as an alternative
technique (to cloze) for those who wish to know twh#ey are testing (Alderson
2001:209). Linguistic reasoning is used to decid@ctv items should be deleted.
Therefore, it is easier to state what is the aireauth test; in other words, what the test
is intended to measure. Support for this techniguacreasing especially after recent

negative findings on mechanical deletion cloze (V#6P0: 48).

As it was previously mentioned, one of the advaegagf selective deletion gap
filling is that it enables the test constructoiditermine where deletions are to be made

and to focus on those items which have been sdlectariori as being important to a



particular target audience (Weir 1990:48). Anothenefit of this testing technique is
relative simplicity for the writer to alter the tegems after analyzing them.

Weir stresses that this technique restricts ongatopling a much more limited
range of enabling skills than do the short answet multiple-choice formats. “If the
purpose of a test is to sample the range of ergBhills including the more extensive
skills such as skimming, then an additional formassential” (Weir 1990:48).

A problem with this test format Alderson points asitthat the test constructor
knows which words have been deleted and so maytteadsume that those words are
essential to meaning. Therefore, as he believesgsting followed by careful analysis
of responses is necessary (Alderson 2001:210).

Concerning scoring which was said to be very claad easy to prepare,
Alderson adds that in some scoring proceduresjtared/ also be given for providing a
word that makes sense in the gap, even if it ighmtvord which was originally deleted
(Alderson 2001:207).

Alderson offers a variant on both cloze and gadplprocedures by supplying
multiple choices for the students to select frowoTversions, as Alderson states, are
common: one, when the options (usually three or)ffmar each blank are inserted in the
gap and the students are to choose from thesethanather version, when the choices
are placed after the text (either all togetherne blank or separately grouped into fours
and identified against each numbered blank by éneesnumber). This cloze procedure
is called “banked cloze” or “matching cloze” andqgsite difficult to construct, since
one has to make sure that a word which is intetol®e a distractor for one blank is not
a possible correct word for another blank. Thair@bably, as Alderson claims, one of
the reasons why many test designers prefer theantarnentioned earlier in this
paragraph where the options are presented withldaoR. (Alderson 2001:210).

For our purpose we used gapped summary to avoighdksibility that pupils
would remember the certain words after readingctirapleted text first. (They had to

have the completed text for they needed it for otésting techniques.)

42.2.1.3 Short answer questions



Short answer questions require candidates to wioign specific answers in

spaces provided on the question paper. The techngwery useful especially for

testing reading and listening comprehension.

Here are some advantages of this testing method:

in comparison with multiple-choice questions, arnswee
correctly shows that the reader really understainelg¢ext; he or
she cannot use their guessing skills

if the question is formulated carefully, candidateésponse can
be brief and so more questions can be asked ardidraiew
covered

if the number of acceptable answers is explicithtesd, it is then
possible to give the examiners quite precise iogbas how to
mark the test

the right answer must be sought in the text; nst lpeing one of
those provided like in activities such as inferemeeognition of

a sequence or comparison

However, there also are certain disadvantagesast sinswer questions format.

Probably the main one is that it requires the adetei not only to read but also to write.

So it can happen that the student understandseitiebtit is not able to answer the

question, to construct a sentence. Weir discussesriportance of limiting the possible

acceptable responses together with the extentitihgirequired. At that point he also

remarks that the number of correct answers cantteadreliability of those who score

the tests.
42214

Dichotomous items

In regards to dichotomous items, this testing tepanis very popular, mainly
because the construction is not very difficult. Qar case, however, only pre-testing
revealed that one of the T/F statements was nqieprsince the wanted information
was not explicitly stated in the text.) Studente & decide whether the statement

related to the text is “true” or “false”. An obvisuwlisadvantage of this test format is the

50 per cent chance of getting the answer right lgsging alone. To counterbalance

this, it is necessary to have a large number oh stens. Sometimes, to reduce the

possibility of guessing, an option “not statedfot given” or “the text does not say” is



added. Though these extra options, especially wised with items intended to test the
ability to deduce meaning, may lead to significeamifusion (Alderson 2001:222).

4.2.2.1.5 Information transfer
The problem of involving writing in the testing ofading comprehension has

been discussed earlier. Weir describes that in taampt to avoid this, several
Examination Boards in Britain came up with tasksemehthe information transmitted
verbally is transferred to a non-verbal form, foistance by labeling a diagram,
completing a chart or numbering a sequence of sv@iteir 1990:50). Alderson
expounds this testing procedure as follows:

The student’s task is to identify in the targetttdhe required information and
then to transfer it, often in some transposed faimto a table, map or whatever.
Sometimes the answers consist of names and nunalperscan be marked
objectively; other times they require phrases artsbkentences and need to be
marked subjectively.

(Alderson 2001:242)

The information transfer technique is particulaguitable for testing an
understanding of process, classification or nareasequence. (That also was the reason
why this technique was chosen; it suited to outstgxt is a realistic task for different
situations so its interest and authenticity givtesigh face validity. For some students,
however, non-verbal tasks can be difficult and etleyugh they understand the text
they do not have to be able to understand whaxpsaed from them in the transfer
stage. Also, there is a danger of cultural and atimtal prejudices, so some students
may have a disadvantage (Weir 1990: 50). Aldersghaens this problem by giving an
example, where a candidate may be asked to readtaaf text and then to identify
relevant statistics missing from a table and to thédh to that table. However, when the
student is not familiar with this kind of preseraat of statistical data, the task is
extremely difficult for him or her to do. “This mde more an affective response than a
reflection of the true cognitive difficulty of thask” (Alderson 2001:248). On the other
hand, it can be claimed, that since we all havdeal with such tasks in real life they
should not be excluded from testing experiencetheamore, such tasks indicate the
validity of the test.

A possibly related problem, Alderson gives, id tlagks can be too complicated.
The reader then has to spend a lot of time andtefio comprehension of what is

required from him or what should go where in thkeldaIn other words, Alderson



remarks, “the information transfer technique add®l@ment of difficulty that is not in
the text” (Alderson 2001:248).

Test constructors very often take graphic textsaaly associated with a text (for
instance: a table of data, a chart or illustrat@m)l then delete information from
the graphic text. These two texts (the original atm& graphic) were

complementary at the beginning
(Weir 1990:51)

At this phase of the test construction the andwegrwas prepared. We did our
best to state as many acceptable responses asilggluok of.

4.2.3 WRITING THE TEST AND MARKING

Writing the test includes three areas: 1) sampliy, item writing and
moderation and 3) writing and moderation of scoikeg. All these aspects were born
in mind when preparing the test. Also some of thacal questions Hughes (2002)
suggests were considered (see our chapter 1.6.3).

Even though marking has been introduced as the dtep of the test
construction in the theoretical part of this wonke will insert information concerning
marking of our tests at this place. The reasohasthe marking was considered in such
order in our test construction; it was due to Haraidvice to think of it already at the
initial phases for otherwise, it can be the maseticonsuming part of the construction.

Last year during my clinical experience | did dlditresearch into marking
system of my colleagues. As | had no experiencgké@ them how they evaluate their
pupils performance. Obviously each test requiregifipp marking scheme, however, for
some language tests assessment expressed in pgecean be applied. Unfortunately,
| did not find their marking scheme suitable for mig is too strict and it can discourage
the students, in my opinion. That is why | adjusteé scheme according to my
experience and needs and used it during the segmardof my teaching. The reading
tests presented in this paper were marked accotditigs scheme as well.

My colleagues” scoring My scoring

100% -91% 1 100% - 90% 1

90% - 78% 2 89% - 75% 2

77% -65% 3 74% -55% 3
4 4

5 5

64% - 50% 54% - 35%
49% - 0% 34% - 0%



4.2.4 Pre-testing
As it was stated in the theoretical part pretesting very important and useful

stage of test construction. The aim of pre-tesisniy identify possible problems of the
test. As Hughes remarks, even after careful moderaome problems might appear.
Therefore, if it is possible, the test should lsted first on a different but similar group.
That is why our test was pre-tested on one of niigague’s group before using them
with my target group. They were pupils from ninttade as well, they were eleven of
them, they wrote the tests on Tuesday, the thisdoe in the morning in an English
classroom where they spend most of their Englisedies. Each student chose one of
the three tests and had 45 minutes to work on fierAinishing the test they were
answering the questions from the questionnaire. questionnaire was constructed in
Czech with respect to their knowledge of langudd&ring their work | checked their
understanding of instructions and helped to weakadents. They also chose to work
while listening to music they agreed on. | belienaximum effort has been invested to
motivate the students to do their best and to pewoth pleasant and working
atmosphere in the class.

The pre-testing revealed several facts:
a guestionnaire was too long; two questions were nuststood; a sign that it is

double-sided needed to be added; there was nogkrsmace for response

a completion of the information in the table was amplicitly instructed
a one T/F statement was tricky (the information was stated explicitly in the
text)
a drawing in the test about koalas was too time-comsg and for some students
too difficult
a two items that were to fill in the gapped summapould be done without

understanding the text
As it is seen pre-testing had revealed some vempoitant facts. Therefore
necessary changes were made and the tests weregberfor the target group of our

research (see appendices).



4.3 Test analysis

Concerning the texts, they were chosen after thgiroconsideration of all
related aspects that were mentioned in the theafgpiart, in the chapter 3. Testing
Reading. There we mentioned factors that affecttfiieulty of reading tests items and
reading test texts. At the first place we trieddok for the tests whose theme would
interest my students. Then the role of vocabulaiy grammar, the genre together with
the text length was considered. In case of the fest, however, the text had to be
shortened. As we learned in the chapter 3.2.7 (fleadability and text simplification),
it could be taken as a kind of simplification oetkext since the more difficult parts
were skipped. Even though we were aware of thedfiskverse effect, the risk that the
test will be made even less readable, yet we dedimshorten the text. High attention
was paid not to disrupt important relationshipgha text; moreover a native speaker
agreed on the shortened version also in terms leésson and coherence. All the three
texts that were chosen in the end were alreadynaganied by one or two pictures,
which appeared to be very useful in terms of savimg for other stages of the tests
construction. The need for both verbal and nonaleds graphic information in text
was discussed as one of the factors affecting mgadifficulties (for more detailed
information see 3.2.9 Verbal and non-verbal infarorg.

Recalling Alderson’s warning concerning typographiteatures we tried to
prepare the layouts nice and legible (see 3.2.&dwgphical features).

To the question of presence of the text duringtés¢ situation, we decided to
allow the presence of the text while working thst teut. As Alderson states removing
the text increases the role of memory in the readesponses although not in the
comprehending process (Alderson 2001:106). He déurdldmits that both variants have
their advantages and disadvantages and gives adviseanswer the central questions
without the presence of a text while peripheralsjoas should be answered in the
presence of the text (Alderson 2001:109).

Aspects of text type and genre, organization oftéxt as well as the issue of
weighing difficulty of the text and test items wile discussed in the specific analysis of

each test.



The tests were administered in the following order:

1. Interview with Jii Mach&ek

2. How we met

3. Koalas

The reason for that order was the assumption tietstudents will enjoy the
text, an interview with their favourite actofiJMach&ek, and therefore they will be
motivated to read it in order to get new or funnfprmation. Also a pleasant experience
with the first test would be important for anothesting situations.
INTERVIEW WITH JIRi MACHA CEK

The text was taken from an English magazine Rainf®&R), number 2 from
October 2003. Originally, the interview was longfar, our purpose, however, it was
shortened as it was explained earlier in the rebepart of the thesis. | chose it for |
thought the pupils would like to get to know mordormation about their favourite
actor; also the text type, interview, should beiwating for the students since it is close
to real life. Other aspects (like role of vocabylagrammar, etc.) were considered as
well, of course, as it is mentioned earlier in {hast.

To reduce the effect of vocabulary knowledge on suezs of reading
comprehension, Alderson suggests allowing studens® dictionaries. Other
constructors of the test, however, claim that vialidates the test since the dictionaries
provide some of what is being tested (Alderson 28®100). Moreover, as | can also
add from my own teaching experience, most of thedesits would waste time looking
up words that should be rather spent on readingetkie Therefore my students were
not allowed to use dictionaries. They could, howguse a box with some words they
might not know and would need them for better usi@derding. This, in my opinion,
could solve the problem of using dictionaries imsameasure at least.

Although the results of the pre-tested group weng/ yood, my students found
this test very difficult. They stated it in the gtiennaire, confirmed it in the discussion
and the results showed it too (see p.93 and 94).sfidents claimed that even though
the text was interesting for them they lost theatiration since there were too many
unknown words for them and they got easily lostother thing some of them agreed
on was not a very clear distinction between thestioe of the interviewer and Jirka’'s
answer. | should have added, for example: |. fa ititerviewer’'s part and JM for



Jirka’s part. The worse results from the thregstesuld also be caused by not knowing
such a testing situation — having one text andtigting techniques to do. It took a long
time to get to understand what they were suppased.t However, the main reason for
my students” failure, in my opinion, was that asythad two substituted lessons before
our lesson (they watched video with the first temclwvent out with the second teacher)
they were not in the mood to write a test with rhalk The average successfulness was
only 40%. Therefore the results from this test waoe inserted into our little research
of testing techniques since | believe the outcoroalevnot be objective.
HOW WE MET
This text was taken from an English textbook (Heagw elementary,

workbook). The story is touching and the pupileliio read people’s life stories. As
questionnaires, discussion and the results shdweestory about two young people who
fell in love during the war took my pupils’ intetesHowever, | did not expect them to
find this text the most interesting of all the #r@ hey stated that it was quite simple,
not too long and the words they did not undersiaack either easy to guess or deduce
from the context or not essential for general usi@erding of the text.

All this is reflected in the results; they were rhuetter than the results from the
first test. While the average successfulness infiteetest was only 40%, now it was
83%. | suppose that another component affected goold results; the pupils knew
already what the test would look like, what theyr@vgoing to do; they had experience
from the previous test and could become more famikith the test format. As they
stated in the discussion, the second test wasrdasitem also for they knew what was
expected from them, they could better lay out thiene and had no trouble with the
instructions. What is important to emphasize ig thproved the necessity of not only
interest and motivation to obtain good results frantest but also knowing the test
format. It can significantly impact the pupils” ués.

CONCERNING INDIVIDUAL TESTING TECHNIQUES, THE
RESULTS SHOWED THAT THE PUPILS WERE MOST
SUCCESSFUL IN TABLE COMPLETION AND IN GRAPHIC
INFORMATION TRANSFER. GAPPED SUMMARY AND
QUESTIONS, ON THE OTHER HAND, WERE THE MOST
DIFFICULT FOR THEM. NOT ONLY THE RESULTS SHOW IT BU



ALSO THE PUPILS CONFIRMED THIS FACT BOTH IN THEIR
QUESTIONNAIRES AND DURING THE DISCUSSION. THEY
WERE ALSO VERY GOOD AT SELF EVALUATION; THERE WAS
A QUESTION IN THE QUESTIONNAIRE ASKING FOR THEIR
GUESS ABOUT THEIR SUCCESS IN PARTICULAR TEST
FORMATS. THEY WERE TO ASSESS WHICH TEST FORMAT
SUITED THEM BEST AND IN WHICH THEY EXPECT THE BEST
RESULTS. THEY WERE ALSO ASKED TO EVALUATE WHAT
TEST FORMAT WAS THE MOST DIFFICULT FOR THEM. AS IT
WAS SUPPOSED THE TEST FORMAT THAT THEY WERE GOOD
AT WAS ALSO THE ONE THEY MOST ENJOYED DOING.

KOALAS

This text was also taken from the magazing@ RR(March 2004, number 7,
sectionUnique animals of Austral)aWe have been working with this magazine for the
second year and the students like the animal seegoy much. To compare it with the
two previous tests; the pupils enjoyed reading akoalas, the text was longer than the
war love story but shorter than the interview wiiti Mach&ek. There were some
unknown difficult words but not as many as in theeiview. Since the students knew
the lay out of the test perfectly they went througlguite easily and quickly. The
average successfulness of this test was 78%.

This time there was a slight difference in the HssuGraphic information
transfer, table completion and questions were tlostrsuccessful test formats. The
pupils scored 90%. Gapped summary, however, waseped as the most difficult

again.

4.4 Conclusion of the research

The pupils” individual results from the three tesise compiled in the tables attached in
the appendices (see p.93). Even though there anggan pupils in my class one was
absent for two lessons so | did not include himarthis short research.

The purpose of each test was to find out aboulingacomprehension of pupils

leaving elementary school after five years of Bsfglessons three times a week.
The research aimed at comparing successfulneds;ullif (viewed by the

pupils) and popularity of the tested techniquese phpils viewed the gapped summary



as the most difficult technique and they also Hesllowest score in it. No one stated
this technique as the one he or she enjoyed do®y.the other hand the information
transfer in form of graphic representation was rtiest successful and popular testing
technique (for both reasons — the pupils enjoyadgdit and they found it quite easy).
The tableTesting techniques — pupils’ result® p.95 reveals not only the most and
least successful testing technique but also thaltsesf other testing formats. We can
see that completing a table was the second mosessitll technique and based on
pupils’ opinions it was also the second easiestthadecond most popular. A relatively
high number of students see T/F statements asrratdsy to answer since, as they
expressed in the discussion, they do not have toecop with words or formulate
phrases; they just need to recognize the right anawd then circle it. As mentioned in
the theoretical part, there is also a high chariaguessing instead of finding the right
item (and my pupils used this strategy quite a detthey confirmed during the
discussion).

The tableTesting techniques — students successfuloegs95 also reveals that
the individual student’ results from a particulasttformat do not differ significantly; in
other words, the results of certain testing techesgfrom both tests are very similar
(60% in gapped summary and over 90% in informatiiansfer, for example).

| believe that the results would be very similatesting reading comprehension
in students’ mother tongue. In the cloze or defe@gercises students have to more than
understand the text, they also have to come up méthh words. Concerning questions
they sometimes can be not very clear to the stadémey might not understand what
they are asked about. T/F statements can be meky aand than it is hard to decide if
we have only too options. Completing a table @wding a picture after reading the text
can also remind the testees more of a play thamtekting situation. They might feel
less stressed and that can have a positive impatietr results.

To conclude, although the perception of differessting techniques is very
individual, some of them can be considered to beemdnile others less difficult. In our
research most of the students found the gapped awnthe most difficult testing
technique to answer and on the other hand infoamattiansfer in form of graphic
representation was the least difficult for them.



CONCLUSION

The thesis focused on testing reading abilitiesvds divided into two main
parts: the theoretical and practical. In the thi&cak part three central chapters were
discussed: testing, reading and testing readinthdrpractical part the research aimed at
an assessment of chosen testing techniques frompapéds™ point of view was
described. The objective of this work was to asgéfisulties in testing techniques (as
the pupils see it) and compare it with the pupgst results.

In the first chapter of the theoretical part tegtin English as a second language
is emphasized. The test characteristics such agityalreliability and efficiency are
described here. Types of tests, types of testingragividual stages of test construction
are introduced in this chapter as well.

In the following part we are primarily concernedhwreading skills and with the
subskills involved in reading. Reading is introdadicey means of definitions and
answers to questions such as: What do we read?,d&/hye read? And how do we
read? This part is also devoted to reading teclasiqu

The last chapter of the theoretical part is davdtedifferent factors affecting
reading tests. Significant space is given to aspeftext as such. Issues like function,
organization, type, genre or typographical featufehe text are discussed at this point.
As the objective of the paper is to evaluate thigm testing techniques fill considerable
space in our work too.

The practical part introduces the conditions unadeich the research was done.
It closer explains the techniques that were chdseaur research. It further attempts to
analyse the output of individual tests, relatesnthie the theoretical base and makes
conclusions. The research was aimed at comparraessfulness, difficulty (viewed by
the pupils) and popularity of the tested techniquBse pupils viewed the gapped
summary as the most difficult technique and theyp alad the lowest scores in it. On the



other hand the information transfer in form of dr@prepresentation was the technique
the pupils were most successful at.

As it was stated at the very beginning of this paesting is an important part of
teaching and learning process; it cannot be segghrdt helps both students and
teachers. The washback effect should also notriegl.

Moreover, we should consider many aspects befogpaping a reading test;
they were discussed earlier in the paper. We shadatitry to make our tests as reliable,
valid and efficient as possible. If feasible we @dgoretest our tests since it has proved
to be very helpful. We should also be aware of uhdesirable psychological states
brought about by stress and seek out ways to ratluce

Concerning reading in particular the fact thasian active communication skill
which involves many specific subskills should basidered as well — both in teaching
and testing. This paper offers many techniques ¢hatbe used to test reading skills.
However, no best method can be recommended. Eaahee should choose the

technique that best suits his or her students”svaed requirements.



RESUME

Tato diplomova prace se zabyva problematikou jazykb test zamérenych na
fe¢ovou dovednositeni. Je rozélena na d¥ hlavnicésti: ¢ast teoretickou a praktickou.
Teoretickacast obsahujeritklicové kapitoly: ,Testovani, Retova dovednostteni a
»1estovanirecové dovednostiteni“. V praktickécasti je analyzovan vyzkum tykajici se
Zakn devaté tidy zakladni Skoly a jejich chapani obtiZznosti deatich technik
predstavenych vasti teoretické. Cilem fpdkladané prace je pokusit se zhodnotit
obtiZznost jednotlivych testovacich metod a poroyiratisgsnosti Zak v jejichreSeni.

V prvni kapitole teoretickéasti prace je kladenidaz gedevsSim na vymezeni
vyznamu testovandteni ve vyuce anglického jazyka. Jsou zdedptavena hodnotici
kritéria test, typy testovani, typy testa faze procesu jejich tvorby.

V néasledujici kapitole teoretick&sti prace se &nuji fecové dovednosttteni
jako takové. Redstavuji tuto dovednost pomoci definic a odfatwna otazky typu: ,Co
cteme?, ,Pr@ cteme?” a ,Jakteme?". Pozornost je zd€énovana i technikaniteni a
fecovym dovednosteniteni.

V zawrecné kapitole teoretickéasti jsou nejprve uvedeny jednotlivé faktory
ovliviiujici obtiznost testu jako takového, textu i jedimgth polozek testu. Draz je
v této kapitole kladen i naiplizeni jednotlivych testovacich techritenéi.

Cast prakticka v Gvodu seznamujgen&e s prosedim a podminkami, za
kterych byl vyzkum proveden. Dale pak analyzujelegky jednotlivych test, vztahuje
je k poznatkm z teorie a vyvozuje zé&xecna zjiseni.

Uvodni kapitola teoretickéasti, ,Testovani“ (Testing), je dale enéna do
Sesti podkapitol. Prvni z nich poukazuje na Uzkiakzprocesu deni a testovani. J.B.
Heaton jej hodnoti takto: ,testovani a&euni (vywovani) je vzajemh tak blizce
propojeno, ze je prakticky nemozné pracovat v jedlni@sti aniz bychom se neustéle

zajimali i o tu druhou” (vlastniipklad, Heaton, 1988:5). Jev nazyvany Backwash (do



cestiny se negklada) s vyse zménym vztahem velmi Gzce souvisi. Jde totiz o vliv,
ktery ma testovani naceni a vydovani. Tento vliv nize byt jak pozitivni tak i
negativni. Dale je pozornostémovana dvodam, pra@ vibec testovat. Je zde
zdiarazréno, Ze testovani pomaha nejen testovanym, ale tujidsn. Testovani
kuptikladu pomaha studaimh orientovat se v jejich silnych i slabSich stratka dale
se tak v jazyce zdokonalovatcitelé pak mohou z vysledkvhodré vytvorenych test
cerpat informace, které nasledwyuziji ve své praci.

Treti ¢ast poukazuje na zakladni vlastnosti dobrého dicladto testu. Jsou zde
vyswetleny pojmy jako validita, reliabilita a praktiost. Ve stranosti, je-li test validni,
pak testuje vyhradna pouze to, co dledpodniho zarmru n¢l. Odbornici uvadji
n¢kolik druhi validity. Tvrzeni, Ze dany test je reliabilni, mmena, Ze je nejen
spolehlivy (a to v tom smyslu, Ze byhza stejnych podminek poskytovat stejné nebo
velmi podobné vysledky), ale takéegny (i meieni vysledk by nenglo dochazet
k velkym chybam). Uitel pri vytvaieni testu zvazuje i jeho praktické vyhody, jakaljso
nag. snadné pouzitii jednoducha a rychla oprava.

Ve své dalSi fazi se tato diplomova prace zabywZktenim tesi a typi
testovani. Arthur Hughes rozliSujgyii typy tesfi, a to podle vyuZiti jejich vysledk
testy arove (proficiency tests), testy vykonové (achievemests), testy diagnostické
(diagnostic) a testy *azovaci (placement tests).cému dané testy slouzi, jéemé:
testy arove méti jazykové dovednosti nezavislé néegchozi vyuce, zatimco testy
vykonové odhaluji, jak zak zvladl konkrétni spwke probrané tivo. Délime je na
pribéZné (progress achievement test) a vystupni (fin@hce-li W&itel zjistit stav
jazykovych schopnosti Zak pouzije test diagnosticky, podl€jh pak upravuje dalsi
vyuku. Zdazovacich tefit pak vyuzivame i umise€ni studeni do nejvhodgjSi
arovre, nag. do kurzi pro z&atetniky, pro mirg pokratilé atd.

Z hlediska postupu ip tvorb¢ testu rozliSujeme testovaniiimé a nefimé,
jednotlivé a integrujici, z hlediska interpretacgsledki rozliSujici a o¥fujici a
vzhledem k nmie objektivnosti hodnoceni testy subjekéiva objektivié skérovatelné
(Potickova 2003: 67).

Poslednicast kapitoly Testing je zatfena na popis jednotlivych fazi tvorby
didaktického testu. Pidtmezi & stanoveni &elu (cile, zamdru), ugeesréni tykajici se



obsahu, formatugasového rozvrzeni, pozaddvka zmsobu hodnoceni, dale pak
sestaveni testujgdtestovani a znamkovani.

Druha kapitola teoretick&sti nazvanaCteni* nejprve vystluje, jak je tento
pojem chapan ve vztahu kcizimu (druhému) jazykoroBungét psanému textu
znamena, jak uvadi ve své definici Francoise Qrdilg schopen vybrat zp (ziskat)
pozadované (peebné) informace co nejefekti&n Dodava, Ze f ¢teni je velmi
dulezité i odvozovani neznameého, a také to¢tem& sam do textuinasi. Proto, tvrdi,
by studenti mili byt od samého z@tku vedeni k vyuzivani toho, co jiz znaji, aby
pochopili neznamé, nové. V praci je tzdzréno, Ze fetova dovednostéteni je
komunikativni dovednosti a néfa by byt oddlovana od jinych. Stefnjako jsou tyto
dovednosti propojené wbném Zzivo, n¢ly by byt spojené jakipjejich uwceni tak pi
jejich testovani. Grellet uvadiftiglady, kdy na zaklatl precteného textu ndp
odepiSeme na dopis, rozhodneme séediyne problém, postupujeme podle navodu,
fekneme o tom ¢komu dalSimu... Neodpovidame na otazky, nevolime rdemiymi
moznostmi jako P nekterych typech testovych metod. V tétasti jsouieSeny i jiné
otazky: Cocteme? Pro éteme? Jakteme?

Nasledujici kapitola popisuje techniky, které {teni pouzivAme a navrhuje
strategie, jeZz by mohly byt uzieé pro ty, kté chtji prohloubit svou schopnosetby
s plnym porozunim. Zalezi i na tom, za jakymtélem textéteme; zda se shazime
vyhledat jen ufitou informaci, nebo jde-li nam o celkové pochoptnitu. Grellet zde
zdiuraziuje, Ze pojemcteni v sok zahrnuje mnoho dovednosti, flapdvozovani
neznamych slov, chapéanétaych vztali, rozliSovani podstatnych informaci od mién
dulezitych, vnimani signél koheze, chapani komunikativni funkce textu atdachg
prostor je zde &novan i kritice pistupu rkterych pedagoigk testovantteni; Grellet je
pieswdéen, Ze hlasitynétenim nezjisujeme, zda byl text pochopefi,ne. Hlasité&teni
je velmi Uzce specifikovana dovednost, nepodavk wsbrmaci mie porozunini
textu. Dale pak uvadime dovednosti vyuzZivai&teni.

Ve treti, za¢recné kapitole teoretickétasti prace je pozornostémwovana
piedevsim problematice obtizno&teni a faktoiim, které tento jev ovliwwiji. Jednotlive
testovaci techniky, kterych vyuzivamé gjiStovani porozuréni ¢tenému textu, jsou
zde nasledhdetailré popsany.



Iv L

V této kapitoly teoretick&asti je pozornost &novana textu. Nejprve je zde
vymezen rozdil mezi pojmiext a promluva (discourse). Catherine Walace uvadi, Ze
zatimco text je vystupem, vysledkem autorova snafgomluva se tyka vicétende
(ne textu jako produktu) a soiedli se na proces rozkryvani vyznamu ze stideyde
(Wallace 1992:8). Pochopeni funkce a organizagéu tpovaZzuje Grellet za velmi
dulezité a domniva se, Ze by studentlinbyt vedeni k jejich rozpoznavani od samého
zatatku. Mize jim to velice pomociipporozungni textu jako celku. Zatimco
pochopeni funkce a organizace textu jdedité, pochopeni obsahu je zcela zasadni.
Grellet navrhuje roztiné aktivity, jak Zakm pomoci natit se ¢ist s porozurnim, a
déli je do dvou kategorii: 1) aktivity, ktekden&e ,vtahnou“ do proceséteni, &ini ho
aktivnim (kugikladu ¢ten& bude musetesit réjaky problém, rozhodnout se atd.), 2)
aktivity, které se co nejvice podobafZbym gFirozenym situacim.V samém zfiu této
kapitoly se pak zniujeme o moznostechriptupu k textu. Grellet rozliSujefigtup
lingvisticky a ,nelingvisticky” (nelingvistické aktity nevyZaduji ucelenou slovni
odpowd, dophovani diagram, tabulek, porovnavani afipazovani obrazk atd.,
zatimco lingvistické ano, pracuje se zd&stmi textu, se slovy, frazemi apod., které se
kuprikladu dophuji do textu).

Na obtiZznost testu ma vliv nejen text, ale i jetlmétpolozky testu, jako ndp
jejich jazykova obtiznost, typ otazek, svou rolezdraje i mluvnice a slovni zasoba.
Diskutujeme zde i 0 moznosti pouzivat slovnik, @jipsti ¢teni a inteligence. J.
Charles Alderson uvadi, Ze volba textu ma zcelaadisvliv na vysledky zak
Domniva se, Ze vy testovaci techniky takiteZitou roli nehraje. Na miste jist i
zamysleni nad otazkou, zda by Zakl @& nemel mit text k dispozici po jehoipcteni
(pti odpovidani, vyplovani testu) a jak rozsahly by viastext el byt.

V kapitole ,Testovaci techniky* séten& podrobg seznamuje s vyhodami i
nevyhodami jednotlivych techriikisou zde popsany nasleduijici techniky: testoviéyulo
s vykirem odpo¥di (multiple-choice questions), ofené otazky (short answer
questions), dogbvaci testy (cloze, selective deletion gap filling;test and cloze
elide), girazovaci ulohy (multiple matching), inforrd transfer (information transfer),

uspdadaci testové Ulohy (ordering tasks), dichotomitdgtové ulohy (dichotomous

! Terminytestovaci technikaestovaci metodatestovaci forméjsou v préaci pouzivany synonyin



items, T/ F statements) a testy poZadujici shrrafititcnou formulaci obsahu, vytah
z textu (free-recall tests, summary, gapped surymar

Na zaklad prostudovanych informaci tykajicich se teoreti¢&sti problematiky
fecové dovednosticteni byl uskuténén vyzkum zamifeny na vnimani obtiZnosti
jednotlivych testovacich techniétecich test z hlediska zak devaté itidy zakladni
Skoly. Praktick&ast je rozdlena doctyi kapitol.

V prvni je gedstaven cil vyzkumu, shrnutivibdi k tomuto vykru a strégny
popis jeho pib¢hu. V dalSi je pakctend& podrobg seznamen s testovou situaci;
dozvida se zde p@bné informace o testovaném vzorku resporidand jednotlivych
fazich tvorby testu. GleZitou sowésti této kapitoly je po#mné rozsihlé seznameni
ctende s tmi testovacimi technikami, které byly pro vyzkunbvgny. Je zde zména i
tvorba a uprava bodovani a znamkovani testu. Délpak pedstaven a zhodnocen
jeden z krok predchazejicich samotnému psani testuedtestovani. Veieti kapitole
jsou vyhodnoceny jednotlivé testy.

Vysledky potvrdily hypotézu, Ze to, jak zZaci vnimajptiznost jednotlivych
testovacich technik, se odrazi i v &posti jejichteSeni. Jinymi slovy, Zaci byli
nejmért Us@Esni [i testovaci technice, kterou v dotazniku a v namediskusi oznali
za nejobtizyjSi. Naopak, nejvice spravnych odgdivdoséhli Zaci v testovaci technice,
které pro & byla nejjednodussi a zaravge i nejvice bavila.

V celkovém zawru se prace pokousi komplexzhodnotit ziskané informace
z obou ¢asti. Z nich pak vyplyva, Ze neni mozn&ituidealni metodu, kterou lze
hodnotit jakykoliv test. Navrhujeme zde, abyirsi testi zvazovali vSechny pi#bné
informace na samém &itku vytvdeni tesl, aby poskytovali testovanymizné
moznosti reakci, odpedi a fidili se individualnim pistupem k Zakm. Testovaci
tloha, ktera vyhovuje jednomu z nagefia pra¥ a jenom diteli) nemusi vyhovovat
jinému. Proto bychom seadtn pokusit, tak jako v celkovémifstupu k @deni, nabidnout

-----

jeho motivaci a vyznan#ntak napomaha procesteani.



