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Abstract

Language assessment has long become an independent academic discipline, producing and contributing to a
large body of literature. However, key considerations in testing and assessment in the context of Teaching Turkish as
a Foreign Language (TTFL) has been often neglected so far, leading to exams that lack evidence for validation. The
present study aims to address this shortcoming by offering a standardized validation approach for assessing reading
skills in Turkish proficiency exams, using several theoretically robust validity frameworks and cognitive models. The
study particularly focussed on the development and validation of B2-C1 reading proficiency descriptors using a
mixed-methods approach with the participation of 8 field experts. The findings from the study can provide guidance
to item writers in the design and development of standardized test specifications and test items compatible with the
levels intended to be assessed.
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Yabanci Dil Olarak Tiirkce Okuma Becerisinin Olciilmesi: Gegerlik,
Kazanim ve Standartlastirma Calismasi
Oz

Dil dgretiminde dlgme ve degerlendirme uzunca bir siiredir literatiir olugturan ve onun gelisimine katkida
bulunan bagimsiz bir akademik disiplin haline gelmistir. Ancak Yabanci Dil Olarak Tiirkge Ogretimi (YDTO)
baglaminda dlgme ve degerlendirme disiplinindeki pek ¢ok konu ihmal edilmistir ve bu durum Tiirkce 6grenen
bireylerin yeterliliklerini dlgmek i¢in kullanilan smavlarin gecerlik kanitlarinin bulunmamasma ya da yetersiz
olmasina yol agmaktadir. Bu ¢aligma, kuramsal olarak gii¢lii gecerlik ve biligsel modeller kullanarak Tiirk¢e yeterlik
smavlarindaki okuma becerisinin degerlendirilebilmesi i¢in standart bir 6lgme yaklagimi olusturarak bu eksiklikleri
gidermeyi amaglamaktadir. Caligma ¢ergevesinde okuma becerilerini degerlendirmek i¢in kazanimlar gelistirilmistir.
Karma arastirma modeli kullanilan bu ¢alisgmada B2-Cl1 diizeylerinde okudugunu anlama becerilerine ydnelik
kazanimlarin 8 alan uzmanmim katihmiyla gelistirilmesi ve gegerliliginin saglanmast iizerinde durulmustur.
Calismada elde edilen sonuglar hem sinav zelliklerinin belirlenmesi ve gelistirilmesi hem de madde yazarlarina
ol¢iilmek istenen dil diizeylerine uyumlu sinav maddeleri olugturma konusunda rehberlik saglayacaktir.

Anahtar Sozciikler: yabanci dil olarak Tiirk¢e 6gretimi, yabanci dilde 6l¢gme, okuma becerileri, on gegerlik.
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INTRODUCTION

Reading skill, which is one of the receptive skills, has both direct and indirect effects on the productive skills
of language users. Although there are various studies in the literature on reading skills in teaching Turkish (Altunkaya,
2016; Ulper, 2021 Ulper & et all, 2017), there is no standard model on how to assess these skills. In Turkey, Turkish
language teaching centers affiliated to universities that carry out the processes of teaching Turkish as a foreign
language apply their own course and proficiency exams. The sections where reading skills are measured in these
exams vary from institution to institution. Institutions do not share the content they have designed to measure the
reading skills, the method they use in the development of the items, and the studies showing the reliability and validity
of the measurement such as item analysis. As a matter of fact, in various studies conducted in the field, there are many
studies underlining that standardization is the biggest problem in Turkish as foreign language exams (Gedik, 2017;
Boylu, 2019, 2021; Duru, 2014; Durmus, 2013) and that the content and items in the exams are not suitable for the
levels and basic principles of assessment (Isikoglu, 2015; Boylu, 2019; Kolcuoglu, 2022).

The assessment process in a foreign language should be planned theoretically and in a needs-oriented manner.
Turkish Language Teaching Centers in Turkey provide education based on the Common European Framework of
Reference for Languages (CEFR) and provide language certificates according to the levels in the framework.
Therefore, the assessment and evaluation process should be organized based on the descriptors in the CEFR. In order
to develop a test based on the descriptors, each item must be associated with the descriptor at that level. Each item
should be prepared to measure the performance indicator of the descriptors in the CEFR. No data on this association
has been shared for the exams prepared by Turkish Language Teaching Centers.

Studies that examine the practices designed on the basis of CEFR and explore the validity of the assessment
process through psychometric analyses can be accepted as more reliable and valid. The literature offers several well-
established validity frameworks, and one such example is Weir's validity model, which is frequently used in language
testing. Khalifa and Weir's (2009) model for measuring reading comprehension skills, is one of the well-known models
for measuring reading skills in a foreign language. This study, proposes and performs a model of an a priori validity
analysis based on Weir's (2005) validity model.

Following Weir's (2005) sociocognitive validity approach, the primary focus was on evaluating cognitive
competencies to assess reading skills. Khalifa and Weir's (2009) reading model was utilized to establish the scope of
theory-based validity and context validity.

One of the important steps in the development cycle for assessing reading is the determination of the construct
definition, or what Weir (2005) calls theory-based validity. It is recommended in the literature to use theoretical
frameworks that provide evidence-based and reliable data and are based on communicative competence (Fulcher,
Practical Language Testing). Thus, the study was based on the competencies in the CEFR and the ALTE Can Do
Project (ALTECDP). Indeed, validity studies were conducted with large groups of participants in order to provide
evidence-based and reliable data for the development of descriptors using both frameworks. ALTECDP, which is a
language proficiency and level descriptor, developed in alignment with the CEFR by the Association of Language
Testers in Europe (ALTE), is a popular framework. As far as the authors are aware, ALTECDP has not be frequently
used as a framework in the literature on teaching Turkish as a foreign language and exam practices. In some areas,
ALTECDP competencies are complementary to the CEFR and may have more specific performance indicators. Thus,
it could serve as a useful tool for the exploration of context validity in language assessment. This study presents the
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translation of ALTECDP B2 and C1 level reading competencies' to test developers in the field of teaching Turkish as
a foreign language by using them to develop context validity in the assessment process.

Validity Approaches in Language Assessment

Weir proposes two primary types of validity in language tests: a priori and a posteriori validity. A priori validity
comprises Theory-based validity and context validity, while a posteriori validity encompasses scoring validity,
criterion-related validity, and consequential validity. Given that this study's scope does not encompass the analysis of
exam results, the focus will be solely on the a priori validity model. The details are provided on the methodologies of
a priori validity studies for assessing reading skills in teaching Turkish as a foreign language in the following sections.

Weir (2005, p. 15) asserts that the validity of an exam is not established and interpreted solely based on
arguments developed by the test developer, but rather by the evidence they gather to support those arguments. This
evidence should be gathered during the test design process, where theory-based validity plays a crucial role. When
creating an exam for specific skill(s), it is imperative to first determine "what and whom to assess." This entails
defining the purpose and target population of the exam. This study focuses on the a priori validity process for Turkish
language proficiency exams, as issues identified in the literature often highlight concerns about standardization
(Fulcher, 2010) in proficiency exams. Given that candidates taking Turkish proficiency exams are typically
international students, it can be inferred that the exam's target audience comprises language users who will pursue
higher education.

In designing an exam to assess reading skills for this target group, it is essential to question the purpose. For
instance, there would be a distinction in content between an exam designed to evaluate the academic reading
proficiency of postgraduate candidates and one aimed at assessing general reading-comprehension proficiency. In the
former case, various texts on a similar subject might be used as input, and candidates could be tasked with composing
a text. However, in this scenario, it is not just a single skill, but multiple skills (reading and writing) that are being
assessed. Incorporating different language skills into the assessment process will impact the context validity of the
assessment.

Furthermore, considering the target group participating in proficiency exams and the expected reading
competencies, it will be imperative to assess both general reading comprehension skills and reading skills exclusively.

Theory-based validity prompts new questions at this juncture: How can reading skills be effectively assessed?
What are the processes through which a language user comprehends a text, and how can we observe these processes?
These inquiries can only be addressed by identifying the cognitive processes involved in reading comprehension.
Context validity, in turn, can only be achieved by identifying and linking these cognitive processes with the anticipated
competencies.

Reading in a Foreign Language and Cognitive Processes Involved in Reading

Reading comprehension is a complex and multifaceted process that involves the synchronization of various
integrated processes (Keenan et al., 2008; Perfetti and Adlof, 2012). This high level of complexity poses numerous
challenges for the design of the assessment. Designers are usually tasked with making crucial decisions regarding the
purpose and administration of the assessment. They must also determine which aspects of the underlying latent traits
they wish to evaluate, including the types of texts, tasks, and items used to measure the targeted skill. These decisions
often necessitate trade-offs with less critical or less feasible test spesifications due to practical and technical
constraints, such as time limitations, administration methods, scoring techniques, and the cost of test development.
Consequently, the content of an assessment activity comprises a sample group that represents a vast array of texts,
items, and skills required to perform a range of real-world tasks (Mislevy and Haertel, 2006; Mislevy and Sabatini,

! Appendix 2 and Appendix 4
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2012). The choices made in this process and the subsequent design of the scale play a pivotal role in determining what
the test scores signify and what inferences can be drawn from them (Kane, 2006).

Assessing reading skills in a foreign language entails ascertaining the levels of comprehension and identifying
the items to be prepared for each level in the measurement process. Within the framework of the socio-cognitive
model, we can also delineate the cognitive competencies that language users may exhibit at each level, thus enabling
the development of items appropriate for the desired language proficiency level.

Extensive research has been conducted, and continues to be carried out, on reading comprehension within the
realms of cognitive psychology, linguistics, and language teaching (Kintsch and Van Dijk, 1978; Kintsch, 2005;
Kintsch and Welsch, 2013; Day and Park, 2005; Khalifa and Weir, 2009; among others). Although various approaches
expound upon these processes differently, it has been widely acknowledged by many researchers that both top-down
and bottom-up models operate concurrently (Khalifa and Weir, 2009, pp. 41-42). Cognitive processes can be broadly
categorized into surface comprehension (recognizing letters, words, syntax, and language structures), deep
comprehension (recognizing propositions in the text and their interconnections), and the level of comprehension where
the reader amalgamates their own knowledge with the information in the text to draw inferences.

In their model of reading comprehension, Khalifa and Weir (2009,p. 43) draw attention to the distinction
between reading comprehension in a foreign language and establish a comprehension model based on Field's (2004)
model (Psycholinguistics: the Key Concepts):
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Figure 1. Khalifa and Weir (2009, p. 43) Reading Model Schema
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The model consists of simultaneous processes that are interconnected. The reader determines the appropriate
reading type (careful global reading, careful local reading, expeditious global reading, expeditious local reading) by
determining the purpose of reading the text with the "goal setter". In the assessment of reading skills in a foreign
language, the type of reading will change depending on the candidate, according to the content of the items and the
goal setter gains importance. The instructions in the item (e.g., What is the main idea of the text?) allow the test-taker
to decide which of the reading types "expeditious reading (skimming, scanning, search reading) or careful reading
(global or local)" to apply. Simultaneously, a "monitoring" process in the reader's mind checks the appropriateness of
the goal set during the reading process and allows the goal to be renewed or changed if necessary.

Reading strategies and monitoring are metacognitive skills and are not cognitive competencies that we can
directly observe in the assessment of reading skills. However, competencies such as "being able to determine reading
purpose" and "being able to use expeditious reading strategies" can be used to determine the duration, number of items
and item types of the test. As a matter of fact, Weir (18) states that measuring only careful reading and not speed
reading cannot measure a holistic reading proficiency and he emphasizes that exams assessing reading skills should
cover all reading strategies.

In language tests, test takers will determine which reading strategy to use based on the instructions. In language
tests, the instructions should be written clearly and simply and the framework expected from the test taker should be
drawn in a way that leaves no room for ambiguity. The instructions should be presented to test taker before the reading
texts and test taker should read the text according to the instructions.

Within the scope of the model, another and the most important stage that will guide the test designers and item
writers in the assessment of reading skills is the interpretation process that starts with the visual input within the scope
of cognitive competence. In the inference and building a mental model stages of the interpretation process, the reader's
"general knowledge of the world ", "topic knowledge" and "meaning representation of text(s) so far" are involved in
the process. At the text level and intertextual representation creating stage, "text structure knowledge" including "genre
and rhetorical task" comes into play. At this stage, topic knowledge and general knowledge of the world are related
to the content of the text. Readers who cannot access topic knowledge and general knowledge of the world in the
mental model cannot go beyond the "inference" stage in the comprehension process. In order to conduct a fair and
equal assessment process, the inputs used in language tests should be directed toward the common mental schemas of
all candidates.

Word recognition, lexical access and syntactic parsing are the basic stages in the model and are suitable for
the items prepared for basic (Al and A2) levels and for grammar or vocabulary skills in the assessment of reading
comprehension skills. However, this explanation does not mean that these stages are not used at higher levels.
Especially in foreign language reading processes, these cognitive processes are used much more actively. Since we
think that direct assessment of these cognitive processes is not necessary for language users at higher levels, these
cognitive stages were excluded from the study. In order to plan an assessment process at higher levels, items should
be prepared for establishing propositional meaning and the cognitive competencies above.

Establishing propositional meaning is the literal interpretation of the propositions and phrases in the text,
independent of the reader's associations and his/her own interpretations; it is the mental record of the basic meaning
of the phrase (Khalifa and Weir 50). Items related to the cognitive process of the basic meaning and literal
interpretation of sentences can be measured by asking for the meaning and restatement of phrases, idioms, and
metaphors in the text. In addition, items about information explicitly given in the text (dates, places, etc.) are also
related to this cognitive process.

Since a text cannot contain all the information needed to be meaningful, readers need to add their own
information. The reader accesses the meaning of the text through a creative cognitive process by inferring information
that is not explicitly included in the text (Khalifa and Weir 50-51). Inference also takes place at the lexical level.
Readers can reach the meanings of unfamiliar words based on the context. Therefore, items related to lexical
knowledge are also related to the inference process.

Another inference process is related to the analysis of implicit referents. Analyzing what is marked by pronouns
or other referential elements based on the text is also an inference process. Asking the person, place, or object to which
the pronouns in the text refer by underlining them (such as "What is marked by 'this, that, here, etc. ?") are the items
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within the scope of this cognitive process. In addition, multiple-choice items such as with a "Which of the following
interpretation can / cannot be reached based on the text?" instructions can also be applied for cognitive competencies
at the inference level. The most important point to be considered in inference questions is that the inference to be
expected from test takers does not require content knowledge or background knowledge. Inference should only be
made by using the information in the text. Therefore, in order to reach the inference in question, there should be
enough information in the text to support a clear inference. (Green, 2014, p. 112)

In the stage of building a mental model that follows inference, the information is added together to reach the
general meaning of the text. The information in each sentence is added and harmonized by using the inference process
if necessary. This process requires the reader to recognize the main idea of the text, to associate new ideas with
previous ones, and to distinguish between macro and micro propositions. (Field, 2004, p. 241 as cited in Khalifa and
Weir, 2009, pp.51-52)

Khalifa and Weir (2009) state that a process of "selection" is also involved in this process, which determines
which information is relevant or important. At this point, similar to the process in Kintsch and Dijk's (1978) reading
model, micro-structures are perceived and transformed into meaningful propositions and stored in working memory
to establish coherence between them. As the process continues, the macro-structure is created. The reader's prior
knowledge is also used in the reading process to create a suitable schema for the macro-structure and to determine the
coherence between the micro-structures. A hierarchical structure emerges when perceiving new information. Through
a process of selection, readers place important and basic information at the top of the hierarchy and detailed
information at the bottom.

This hierarchical structure in the measurement of reading skills can be associated with item difficulty. Asking
for detailed information that seems less important than the information in the text will increase item difficulty as it
will require more processing in the reader's mind. Since the reader stores detailed information lower in the hierarchical
structure, he/she has to do more mental processing to highlight, process and interpret this information. Therefore, item
difficulties should be diversified by asking questions related to micro-structure as well as macro-structure questions
about the text.

Creating a text level representation is concerned with making sense of the text as a whole. The structure of the
text appears to the reader as a collection of micro-propositions under the macro-propositions, sorted and ordered
according to their importance. (Field "Psycholinguistics" 225 as cited in Khalifa and Weir 52) According to Khalifa
and Weir (52), at the end of the reading process, a discourse-level structure is created for the whole text. A good reader
can distinguish which information is central to the text, how different parts of the text fit together, which part of the
text is important to the author. Understanding the relationship of ideas at the higher level of discourse structure (related
to the whole text), understanding which propositions are central to the purpose of the text and which ideas are of
secondary importance are essential requirements for making sense of reading. In addition, at this level, the reader can
comprehend the discourse structure of the text as a whole. Accordingly, reader can make determinations about
discourse type and text type and recognize genres.

At the level of "creating a text level representation

"

, items such as the finding main idea of the text or
supporting ideas, determining what is important according to the author, determining the purpose of the text, inferring
the main message in the text, finding propositions that are appropriate to the author's attitude, finding the links between
paragraphs, ordering paragraphs and matching paragraphs with proposition can be created.

Creating an Intertextual representation, which is the last stage of the comprehension model, is about reading
different texts related to a specific topic and creating a "discourse synthesis". Synthesizing from different texts is
cognitively different from reaching a representation from a single text and requires a higher level of cognitive
processing. Khalifa and Weir (2009, p. 53) cite Stromso and Braten's (2002, p. 211) definition of "composing a new
text by selecting, organizing and connecting content from more than one source texts" for this cognitive level.

The level of creating an Intertextual representation can generally be observed by transferring knowledge from
reading to writing skills. It is very difficult to assess this cognitive level in a single-session exam. This stage of the
model can be used in a process-based assessment, especially for academic reading and writing skills. Since the
objectives and items in this study were prepared for proficiency exams in which reading skills are assessed in a single
session, this cognitive competency was considered out of scope in this study.
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METHOD

The study employed an exploratory mixed-methods research approach (Creswell & Clark, 2017), due to the
nature of the research and the sequential interplay between qualitative and quantitative methods. The initial qualitative
phase, employing content analysis, was essential for developing a comprehensive theoretical framework and
identifying subskills. This approach allowed for a deep, nuanced understanding of the theories and frameworks, which
is a strength of qualitative methods. By extensively reviewing literature and frameworks, the study was able to ground
its exploration in a solid theoretical base. This phase was not only foundational in shaping the research but also crucial
for ensuring theory-based validity, a key aspect in studies dealing with conceptual frameworks and theoretical
constructs. The subsequent quantitative phase, involving the use of Fleiss’s kappa statistics to analyze expert
evaluations, provided a robust method for validating the descriptors identified in the qualitative phase. This
quantitative analysis allowed for the empirical testing of the qualitative insights, adding a layer of rigor and objectivity
to the study. The use of Fleiss’s kappa offered a reliable measure of agreement among experts, thereby strengthening
the validity of the findings. Overall, the exploratory mixed methods design enabled a holistic approach: beginning
with a broad, theory-driven exploration and then moving towards a more focused, empirical validation. This design
effectively harnessed the strengths of both qualitative and quantitative methods, ensuring a comprehensive and
credible exploration of the study's objectives.

Research Design

Recent studies in language assessment have placed significant emphasis on conducting validity studies right
from the moment the decision to administer the exam is made. Within this context, considerations include identifying
the target test-takers, defining the scope and sections of the exam, and specifying the content's nature. Weir's (2005)
validity model also advocates for determining cognitive competencies related to skills using the sociocognitive validity
approach. In alignment with this approach, the initial stage of this study involved a thorough review of CEFR
descriptors and ALTECDP competencies. This review was conducted taking into consideration the cognitive stages
outlined in Khalifa and Weir's (2009) reading model. Subsequently, the skills required for the assessment process for
each descriptor/competency were delineated.

Relating Cognitive Processes to CEFR Descriptors and ALTECDP “Can Do Statements”

In order to develop a test that aims to assess reading comprehension, it is necessary to identify the target group
and the purpose, followed by the performance indicators expected from the test-takers. Weir (2005, p. 88) underlines
the importance of defining the skills expected for reading comprehension by stating that "If we can identify the skills
and strategies that appear to make an important contribution to the reading process, it should be possible to test these
and use the composite results for reporting on reading proficiency."

Although the descriptors in the CEFR provide some guidance, they generally include the phrase "can
understand" a text, its content, attitudes, textual features, etc. "Comprehension" is a cognitively complex process and
is too broad a definition to determine whether a language user "understands" a text. At this point, it is necessary to
define "can understand", which has a very broad meaning, more clearly and in detail and to determine the appropriate
sub-skills for the assessment process.

In this study, based on the above-mentioned findings, the sub-skill lists for the assessment were prepared based
on the literature, Khalifa and Weir's reading comprehension model, CEFR descriptors and ALTECDP “can do”
statements. Since the sub-skills were prepared for proficiency exams, the skills were developed in accordance with
the item types (true/false, multiple-choice, yes/no, short-answer questions, etc.) that are generally used in these exams
to assess a single skill.

As CEFR and ALTECDP set different descriptors and competences, the different sub-skill lists for both
frameworks are shown in different tables for levels B2 and C1. Depending on the content of the descriptors, the same
sub-skill may match different descriptors and therefore a sub-skill appears more than once in the same table.

The sub-skills were developed by taking Khalifa and Weir's (2009) cognitive model into consideration and
each sub-skill corresponded to a cognitive stage. Table 1 shows the association of the sub-skills with cognitive
processes.
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Table 1. Association of Cognitive Processes with Sub-skill Types

Cognitive Competence Stage

Examples of sub-skills grouped according to competency
types

Goal Setting

Identifying reading purpose and strategy
Utilizing reading techniques such as skimming, scanning, etc.
to access information in the text

Establishing propositional meaning

Understanding the information and propositions in the
surface structure of the text

Locating information in the text

Understanding the expressions in texts produced in colloquial
language

Identify instructions, requests, tasks in the text

Inference

Accessing implicit knowledge by inference

Determining the meaning of words based on context
Determining the wishes, expectations, etc. in the text based
on the context

Building a mental model

Determining the main idea and supporting ideas of the text
Finding information and propositions in the deep structure of
the text

Associating information and propositions with each other,
sorting and classifying them according to their importance
Identifying comparisons, opposing views, cause-effect and
justification relationships, etc. in the text

Understanding culture-specific references

Creating a text level representation

Determining the subject of the text

Determining text type and discourse type

Determining the purpose of the text and attitude in the text
Determining the main idea of the text

Determining the temporal sequence of events in the text
Analyzing the relationships between the events in the text by
justifying them

Determining the coherence of the text

Making inferences about the text by using the information
and propositions in the text

To be able to understand textual elements other than written
discourse and interpret them together with the propositions in
the text

The general skills associated with the cognitive processes based on the competency types in Table 1 were
divided and organized in such a way that each of them contained a single cognitive load, and the list of sub-skills in
Appendix 1,2,3 and 4 was prepared.?

2 Since the aim of the study is to take a step towards standardizing assessment in Turkish as a foreign language, the lists at the Appendix 1 were
prepared in Turkish, taking into account that not all of the lecturers and/or item writers working in this field may read in English. In addition,
ALTECDP competencies were translated from English to Turkish by the researchers in the study so that everyone who has a role in the field can

benefit from them.
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Data Collection

The theory-based validity study was conducted on the developed subskills with 8 academic experts who are
experienced in Turkish language teaching and teaching Turkish as a foreign language. The experts consisted of 6
faculty members (5 professors and 1 associate professor) from Turkish language education and linguistics departments
of various universities, and lecturers who have been teaching Turkish as a foreign language for at least 10 years in the
Turkish language teaching center of two different universities and who have completed or are currently completing
their doctorate in this field. We also sought evaluations from a professor of educational sciences specializing in the
field of educational measurement and evaluation.

Prior to the validity study, the experts were briefed on the reading model utilized in the study. They were
informed of the association between CEFR descriptors and ALTECDP competencies with the model, and clarified
that the subskill lists were exclusively created for assessment purposes.

The validity study involved the experts assessing the sub-skills designated for each descriptor and competency,
categorizing them as either "Appropriate” or "Not Appropriate". Additionally, experts were asked to provide
justifications and suggestions for any sub-skill marked as "Not Appropriate". The results of the validity study were
scrutinized, and the outcomes were adjusted in line with the feedback provided by the experts.

Data Analysis and Results

Tables 1 and 2 present the number of sub-skills established for the CEFR descriptors within the study's scope,
along with the changes made based on expert evaluations.
Table 2. Number of Sub-skills at Level C1 Before and After the Validity Study

CI1 Level

CEFR Reception Activities Number of sub-skills before Number of sub-skills after
validity study validity study

Overall Reading Comprehension 11 11

Reading correspondence 10 9

Reading for orientation 8 7

Reading for information and argument 8 8

Reading instructions 2 2

Reading as a leisure activity 13 13

CEFR Reception Strategies Number of sub-skills before Number of sub-skills after
validity study validity study

Identifying cues and inferring 5 6

ALTECDP Reading ‘can do’ statements Number of sub-skills before Number of sub-skills after
validity study validity study

Social and Tourist 8 9

Work 16 16

Study 5 4
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Table 3. Number of Sub-skills at Level B2 Before and After the Validity Study

B2 Level

CEFR Reception Activities Number of sub-skills before validity Number of sub-skills after validity
study study

Overall Reading Comprehension 10 9

Reading correspondence 6 6

Reading for orientation 10 9

Reading for information and argument 14 14

Reading instructions 3 3

Reading as a leisure activity 11 10

CEFR Reception Strategies Number of sub-skills before validity Number of sub-skills after validity
study study

Identifing cues and inferring 1 1

ALTECDP Reading ‘can do’ Number of sub-skills before validity Number of sub-skills after validity

statements study study
Social and Tourist 22 26
Work 11 10
Study 5 5

After determining the expert evaluation scores, the sub-skills underwent a revision process. For each level and
framework, experts were tasked with evaluating the appropriateness of these objectives by selecting one of the options:
"appropriate," "

The assessments provided by the eight experts were analyzed for reliability using Fleiss's kappa method, as
there were more than two evaluators (Kilig, 2015). Fleiss's kappa statistic is a measure that assesses the reliability
coefficient of agreement among evaluators, taking into consideration the agreement scores assigned by the evaluators.
The results of Fleiss's kappa statistic indicated a high level of agreement among the assessors for all descriptors, with
a mean value of 0.90. Notably, no descriptor had a kappa value below 0.70.

The results of the analysis demonstrated that the developed sub-skills exhibited high validity values. Despite
the already high validity values for each sub-skill, recommendations for alterations were carefully considered, and
adjustments were made in accordance with the experts' guidance. Table 3 provides an example of some of the
implemented changes.

not appropriate," or "needs revision."
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Table 4. Examples of Changes of Sub-skills After the Validity Study

Activities and levels

Before

After

CEFR C1

Reading for orientation
CEFR B2

Reading for orientation
ALTECDP Cl1
ALTECDP B2

Social and Tourist

Can use
strategies.

expedious  reading

Taken Out from the lists

CEFR C1/B2

Overall  Reading  Comprehension,
Reading for information and argument,
Reading as a leisure activity

ALTECDP C1

Social and Tourist, Work, Study
ALTECDP B2

Can determine the main idea and
supporting ideas in the text.

Splited in two:

Can determine the main idea of the text.
Can determine the supporting ideas in the
text.

CEFR Cl1

Overall  Reading  Comprehension,
Reading for information and argument,
Reading as a leisure activity

CEFR B2 Can determine the function and the  Simplified:

Reading correspondence purpose of the text. Can determine the purpose of the text.
ALTECDP C1

Social and Tourist, Work

ALTECDP B2

Social and Tourist, Work

CEFR Cl

Overall  Reading = Comprehension,

Reading correspondence, Reading as a
leisure activity

CEFR B2

Overall  Reading  Comprehension,
Reading for information and argument,
Reading as a leisure activity

ALTECDP C1/B2

Can determine the

discourse.

type of

Expanded:
Can determine the type of discourse
(explanatory, informative, narrative,

descriptive, etc.).

Research Ethics

This study was prepared in parallel with the studies carried out within the scope of the Development of 4 Skill-
Based Turkish Examination Project conducted by OSYM. The authors of the study are also the coordinators and
researchers of the project. Supporting academic studies and contributing to the literature is one of the aims of the
project. In this context, data were collected and analyzed for the study in the project activities. The researchers
involved in the project received permission from the institution to conduct the study. Since the participants were
assigned within the scope of the project and only expert opinion study was conducted, ethics committee permission

was not needed.
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FINDINGS

This study aimed to develop a detailed set of sub-skills for the CEFR B2 and C1 Reception (reading
comprehension) and for each of the ALTECDP Reading Skills at B2 and C1 levels. The development process
described in the study was firmly grounded in a specifically chosen cognitive model, ensuring that the methods were
deeply rooted in a priori validity principles (Weir, 2005). A posteriori validation of the development process was
conducted using an expert judgment analysis.

The theoretical validity analyses conducted within our research pointed to a notable gap in the literature
focusing on assessment and evaluation in teaching Turkish as a foreign language (Kirkgoz, 2008). This gap highlights
the innovative nature of our sub-skills lists, which not only address this scarcity but also represent a pivotal completion
of the initial phase in the validity study for assessment designing process.

Many international examinations leverage the strategy of localizing and adapting CEFR and ALTECDP
outcomes to enhance their relevance and effectiveness in assessment and evaluation processes (North, 2007). This
practice, endorsed and recommended by the CEFR (Council of Europe, 2018), was affirmed by the expert opinions
we gathered during our research.

Our validity study, although conducted with a limited number of experts, confidently demonstrated that the
sub-skills developed are valid. This validation is a significant endorsement for their use in subsequent stages of test
development.

Looking ahead, research focusing on item development using the sub-skills crafted within the framework of
this study is poised to be a subject of independent investigation (Alderson, Clapham, & Wall, 1995). Such research is
anticipated to yield further data, reinforcing the validity of these sub-skills. In light of this, we extend an invitation to
educational institutions and researchers involved in exam preparation and implementation. We encourage them to
apply the results and sub-skills from our study in their work and to contribute to the field by conducting new validity
studies and sharing their findings.

By embracing this collaborative approach, we believe that there will be substantial theoretical and practical
advancements in the assessment and evaluation methodologies in teaching Turkish as a foreign language. The active
use and validation of these sub-skills in various educational contexts will not only confirm their efficacy but will also
enrich the academic discourse (Bachman & Palmer, 1996).

DISCUSSION AND CONCLUSION

To ensure standardization in the assessment of Turkish as a foreign language, it is imperative to establish
common theoretical frameworks for assessing each skill and sub-skill. These frameworks will serve as guiding
principles for institutions in determining the sections, characteristics, and item development for their exams. While
these theoretical frameworks will offer a standardized assessment for language proficiency levels, they should also
allow institutions the flexibility to employ their preferred methods and techniques. The standardization process should
not only aim for accurate assessment but should also accommodate diverse practices by the language assessment
professionals.

For a precise and standardized assessment of reading skills, it is essential to first identify the cognitive skills
involved in the reading-comprehension process and establish methods for observing these skills. In this context, the
reading model and the frameworks describing language levels (CEFR, ALTECDP) should be chosen and integrated
to define the skills expected from test takers. In this study, Khalifa and Weir's (2009, p. 43) reading-comprehension
model is recommended for assessing reading skills in Turkish as a foreign language. Implementing the reading model
and the skill lists outlined in the study by Turkish Language Teaching Centers would represent a crucial step towards
standardization. It is also advised that these centers conduct validity studies and share their findings, adhering to the
principle of transparency in assessment. This practice will significantly contribute to long-term standardization efforts.
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Implications

When designing and developing their exams, Turkish Language Teaching Centers should definitively outline
the characteristics of the assessment. Organizing meetings and workshops with specific groups within the institution
can aid in this process. Ensuring theory-based validity is of utmost importance when defining these characteristics.
Therefore, it is imperative that language testers and item writers possess a solid understanding of language assessment
theories. Institutions can facilitate the professional development of language teachers and item writers in language
assessment through in-service training programs.

The utilization of sub-skill lists developed within the scope of this study will also enable the alignment of items
created for the reading section of Turkish proficiency exams with the CEFR descriptors and ALTECDP competencies.
Matching each item in the test with the descriptors allows for the test to be calibrated in accordance with the underlying
framework. This item-descriptor mapping ensures an authentic assessment of the proficiency levels stipulated in the
CEFR. Test developers should employ this mapping method to confirm that the test accurately assesses the designated
level. The sub-skill lists, synchronized with descriptors/can do statements in the study, will prove invaluable to test
developers in this regard. Implementing these recommendations by Turkish language teaching centers during the

preparation of their proficiency exams will establish an equivalent, fair, and transparent assessment process in line
with international standards.

Limitations

Since the study included the test specifications of the exam developed within the scope of the project, the

experts involved in the study were limited. For this reason, the number of experts whose opinions were taken in the
validity study was limited to 8.

Statements of Publication Ethics

This study complied with research ethics and data protection rules within the scope of the institution. Since the

experts involved in the study also served as consultants in the project, their information was kept confidential to protect
their personal data.
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Appendix 1.

APPENDIX

Table 5. CEFR B2 Level Reception Activities and Reception Strategies Reading Comprehension Descriptors and

Sub-skills List

Alimlama Etkinlikleri

Genel okudugunu | Okuma tarzim1 ve hizini farkli metin ve a)  Okuma amacin belirleyebilir.
anlama amaglara uyarlayarak ve uygun basvuru b)  Metin tiiriinii fark edebilir.
kaynaklarin titizlikle se¢ip kullanarak biiyiik ¢)  Metnin konusunu belirleyebilir.
Ol¢lide bagimsiz bir sekilde okuyabilir. Genis d)  Metnin ana fikrini bulabilir.
bir aktif okuma sozciik birikimine sahiptir e)  Metindeki yardimei fikirleri bulabilir.
fakat diisik kullanim sikligma sahip f)  Metindeki kurucu (makro) dnermeleri bulabilir.
deyimlerde biraz zorluk yasayabilir. g)  Metindeki 6nermelerin birbiri ile iliskisini ¢ziimleyebilir.
h)  Metindeki bilgileri iliskilendirip biitiinlestirebilir.
i) Sozciiklerin, kalip ifadelerin, deyimlerin anlamini baglamdan
hareketle belirleyebilir.
Yazigmalar: okuma ilgi  alanlari  hakkindaki  yazigmalari a)  Metnin yazim amacini belirleyebilir.
okuyabilir ve temel anlamini aninda b)  Metnin konusunu belirleyebilir.
kavrayabilir. ¢)  Metnin ana fikrini belirleyebilir.
Bazi yerlerinde giindelik anlatim kullanilsa a)  Giinliik dilde ve/veya teklifsiz dilde iiretilmis metinleri, bu
bile kisisel e-posta ve ilanlarda sdyleneni metinlerdeki kalip ifadeleri anlayabilir.
anlayabilir.
Ozel yazismalardaki argo, deyimsel ifade ve a)  Hedef dildeki yerlesik kiiltiire 6zgii gondergeleri fark edebilir
sakalar1 anlayabilir. ve anlayabilir.
b)  Metnin yazarinin tutumunu fark edebilir.
Fikir sahibi olmak | Hem kendi alanindaki hem de ilgili a)  Okuma amacini belirleyebilir.
icin okuma alanlardaki  birgok  birbiriyle  paralel b)  Metnin yiizey yapisindaki bir bilgiye ulasmak i¢in goz atma,
kaynaklar1 (makaleler, raporlar, web siteleri, tarama, gézden gecirme gibi okuma tekniklerini kullanabilir.
kitaplar vb.) tarayabilir ve bu kaynaklardaki ¢) Metnin yiizey yapisindaki onermeleri, tiimceleri, bilgileri
belirli boliimlerin {izerinde ¢alistig1 gorevle anlayabilir.
ilgili ~ uygunlugunu  ve  yararhligim d)  Metnin yiizey yapisindaki bilgileri bulabilir ve bu bilgilerin
tanimlayabilir. birbiri ile iligkilerini belirleyebilir.
flgili ayrmtilar1 bularak uzun ve karmagik a)  Metnin yiizey yapisindaki bir bilgiye ulagmak i¢in goz atma,
metinleri hizla tarayabilir. tarama, gézden gecirme gibi okuma tekniklerini kullanabilir.
b) Istenilen bilgiyi metinde bularak yerini belirleyebilir.
Cok ¢esitli mesleki konularla ilgili haberlerin, a)  Okuma amacini belirleyebilir.
makalelerin  ve raporlarin  igerik ve b)  Metnin yiizey yapisindaki onermeleri ve bilgileri anlayabilir.
uygunlugunu, bu metinleri daha detaylh c¢) Metnin yiizey yapisindaki bilgilerin birbiri ile iliskilerini
okumanin faydali olup olmadigina karar belirleyebilir.
vererek belirleyebilir.
Bilgi ve sav i¢in | Alanindaki son derece uzman kaynaklardan a)  Metindeki bilgileri bulabilir.
okuma bilgi, fikir ve goriis alabilir. b)  Metinden yola ¢ikarak amacma uygun bilgileri belirleyip
onem derecesine gore siniflandirabilir.
¢)  Metnin igerigi ile konu alanlarin iligkilendirebilir.
Soylemsel metindeki farkli yapilari (karsit a)  Metindeki karsilastirmalari, karsit goriisleri, neden-sonug ve
savlar, sorun-¢éziim sunumu ve sebep-sonug gerekgelendirme iliskilerini vb. belirleyebilir.
iligkisi) taniyabilir.
Terminoloji hakkindaki tahminlerini a)  Metnin konusunu belirleyebilir.
dogrulamak igin zaman zaman sozlik b)  Metnin ana fikrini belirleyebilir.
kullanabilmesi kosuluyla alan1 disindaki bir c¢)  Metindeki yardimei fikirleri belirleyebilir.
uzmanlik alanina ait makaleleri anlayabilir. d)  Metindeki 6nermeleri bulabilir.
e) Metindeki 6nermelerin birbiri ile iliskisini ¢oziimleyebilir.
f)  Metindeki bilgileri iliskilendirip biitiinlestirebilir.
Belirli durus ve tutumun sergilendigi ¢agdas a)  Metnin yazarinin tutumunu belirleyebilir.
sorunlarla ilgili makaleleri ve raporlar b)  Metnin yiizey yapisindaki ve derin yapisindaki bilgileri ve
anlayabilir. onermeleri bulabilir.
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Bir metnin ne zaman olgusal bilgi verdigini a) Soylem tiiriinii (aciklayici, bilgilendirici, anlatisal,
ve ne zaman okuyucuyu bir seye ikna etmeye betimleyici vb.) belirleyebilir.
calistigini fark edebilir. b)  Metnin yazarinin tutumunu belirleyebilir

Yonergeleri okuma Zor boliimleri tekrar okuyabilmesi kosuluyla a)  Metindeki bilgilerin yani sira yonergeleri saptayabilir.
kosullar ve uyarilar hakkindaki ayrintilar da b) Baglamdan hareketle metindeki beklentileri, istekleri ve
dahil olmak iizere alanindaki uzun karmasik gorevleri saptayabilir.
yonergeleri anlayabilir. c¢) Metindeki Onermelerin Oneri, uyari ya da talimat icerip

icermedigini ayirt edebilir.

Serbest zaman | Biiyiik ol¢iide bagimsiz olarak, okuma tarzi a)  Okuma amacini belirleyebilir.

etkinligi olarak | ve hizimi farkl metinlere (6r. dergiler, daha b)  Okuma stratejilerini belirleyebilir.

okuma karmagik olmayan romanlar, tarih kitaplari, ¢)  Metin tiiriinii belirleyebilir.
biyografiler, gezi giinliikleri, rehberler, sarki d) Metnin konusunu belirleyebilir.
sozleri, siirler) uyarlayarak ve uygun basvuru e) Metnin ana fikrini belirleyebilir.
kaynaklarin titizlikle kullanarak kendi zevki f)  Metindeki yardime fikirleri belirleyebilir.
icin okuyabilir. g)  Metindeki 6nermeleri bulabilir.

h)  Metindeki 6nermelerin birbiri ile iliskisini ¢oziimleyebilir.
Yeterli zamam  olmast ve  sozlik a) Anlatisal metinlerde olaylarin zamansal siralamasini
kullanabilmesi kosuluyla giiclii bir olay belirleyebilir.
orgiisii olan ve karmasik olmayan, agdali dil b)  Metindeki olaylari, bu olaylarin birbirleri ile iliskilerini
kullanmayan romanlar1 okuyabilir. gerekgelendirerek ¢oztiimleyebilir.
Almlama Stratejileri
Ipuglarimi belirleme | Ana noktalara dikkat etme ve baglamsal a)  Metnin tutarliligini da fark ederek metindeki bilgileri ve

ve ¢ikarim yapma

ipuglarin1  kullanarak kavramayi kontrol
etmek de dahil olmak {izere kavramay:
gerceklestirmek  igin  gesitli  stratejiler
kullanabilir.

onermeleri kullanip metne iliskin ¢ikarimlar yapabilir.
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Appendix 2.

Table 6. ALTECDP Level B2 Reading Comprehension Competencies and sub-skills List

Konu Etkinlikler ve Baglam/Cevre Yeterlilikler Kazammlar
Alam
Sosyal ve | Etkinlik: Aligveris Ornegin elektrikli tirag makinesi gibi | a) Metindeki bilgilerin yan1 sira  yonergeleri
Turistik Baglam/Cevre: Magazalar, | cihazlarin kullanim talimatlarini saptayabilir.
tezgahlar, pazarlar, aligveris | anlayabilir. b) Baglamdan hareketle metindeki beklentileri,
merkezleri istekleri ve gorevleri saptayabilir.
Sosyal ve | Etkinlik: Finans ve posta | Bir bankadan aliman ¢ogu rutin | a) Metindeki kurucu (makro) 6nermeleri bulabilir.
Turistik hizmetlerini kullanma banka literatiiriinii ve yazili iletisimi | b) Metindeki Onermelerin  birbiri ile iligkisini
Baglam/Cevre: Bankalar, | anlayabilir. ¢ozlimleyebilir.
postaneler, doviz biirolar1 c¢) Metindeki bilgilerin yan1 swra yonergeleri
saptayabilir.
d) Baglamdan hareketle metindeki beklentileri,
istekleri ve gorevleri saptayabilir.
e) Metnin yazim amacini belirleyebilir.
f) Metindeki bilgileri iliskilendirip biitiinlestirebilir.
g) Metinden hareketle metne bagli sonuglara ¢ikarim
yoluyla ulasabilir.
h) Metinden hareketle ulastig1 sonuglar1 degerlendirip
yorumlayabilir.
Sosyal ve | Etkinlik: Bir iilkeye ulasim, o | Bir ara¢ kiralama sozlesmesinin ana | a) Metindeki kurucu (makro) 6nermeleri bulabilir.
Turistik ilkede gezme, yol tarifi | noktalarini anlayabilir. b) Metindeki Onermelerin  birbiri ile iligkisini
verme/alma, araba kiralama ¢Ozlimleyebilir.
Baglam/Cevre: Havalimani, c¢) Metindeki bilgilerin yan1 swra  yonergeleri
liman, tren saptayabilir.
istasyonlari/otogarlar, caddeler, d) Baglamdan hareketle metindeki beklentileri,
garajlar vb., seyahat firmalari, istekleri ve gorevleri saptayabilir.
kiralama firmalar1 e) Metnin yazim amacini belirleyebilir.
f) Metindeki bilgileri iliskilendirip biitiinlestirebilir.
g) Metinden hareketle metne bagli sonuglara ¢ikarim
yoluyla ulasabilir.
Sosyal ve | Etkinlik: Acil durumlarla basa | Polis ifadesini okuyabilir, | a) Metindeki kurucu (makro) 6nermeleri bulabilir.
Turistik ¢ikma (kaza, hastalik, sug, araba | anlayabilir ve onaylayabilir. b) Metindeki Onermelerin  birbiri ile iligkisini
arizasi vb.) ¢Ozlimleyebilir.
Baglam/Cevre: Halka agik c) Anlatisal metinlerde olaylarin zamansal
yerler, 6zel yerler, hastane, polis siralamasini belirleyebilir.
karakolu
Sosyal ve | Etkinlik: Gazete, dergi vb. | Basitge ifade edilen goriisleri | a) Metnin yiizey yapisindaki bir bilgiye ulasmak i¢in
Turistik okumak anlayabilir. Bilgi i¢in medyay1 g0z atma, tarama, gozden gegirme gibi okuma
Baglam/Cevre:  Ev, araba, | hizlica ve iyi anlayarak okuyabilir. tekniklerini kullanabilir.
kamusal alanlar vb. b) Metnin yiizey yapisindaki bilgilerin birbiri ile
iligkilerini belirleyebilir.
Sosyal ve | Etkinlik: Mektup, kartpostal vb. | Konusma dilinin ~ kullamldig1 | a) Giinliik dilde ve/veya teklifsiz dilde fiiretilmis
Turistik okuma ve yazma durumlarda bile kisisel bir mektupta metinleri, bu metinlerdeki kalip ifadeleri
Baglam/Cevre: Ev, evden | sOylenenleri anlayabilir. anlayabilir.
uzakta b) Metnin yazim amacini belirleyebilir.
¢) Metnin konusunu belirleyebilir.
d) Metnin ana fikrini belirleyebilir.
Is Etkinlik: Fakslari, mektuplari, | (Mesleki) Rutin mektuplarla basa | a) Metnin konusunu belirleyebilir.
notlari, e-postalar1 vb. anlamak | ¢ikabilir. Rutin olmayan | b) Metnin ana fikrini belirleyebilir.
ve yazmak. mektuplarin genel anlammi | c¢) Metnin yazim amacin belirleyebilir.
Baglam/Cevre: s yeri (ofis, | anlayabilir ve igerigin ¢ogunu
fabrika vb.) anlayabilir.
is Etkinlik: Raporlar1 anlama ve | Konu tamamen tahmin edilebilir | a) Metnin konusunu belirleyebilir.
yazma olmasa bile bir raporun genel | b) Metnin ana fikrini belirleyebilir.
Baglam/Cevre: Is yeri (ofis, | anlamim anlayabilir. ¢) Metnin yiizey yapisindaki bilgileri bulabilir.
fabrika vb.)
Is Etkinlik: ~ Uriin  literatiirii, | Kendi ¢alisma alamindaki g¢ogu | a) Metnin yiizey yapisindaki bilgileri bulabilir.
mesleki ve ticari dergiler, | gergek iirlin literatiiriinii anlayabilir.
reklamlar vb. kaynaklardan
ilgili bilgilerin edinilmesi
Baglam/Cevre: I yeri (ofis,
fabrika vb.), ev
Is Etkinlik: Bildirimleri anlama | Alam1 disginda kalan ama kendi | a) Metindeki bilgilerin yan1 swa  yonergeleri
(6rn.  Giivenlik), talimatlar1 | caligma alanma yakin bir isle ilgili saptayabilir.
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anlama ve yazma (Orn. kurulum | metinlerdeki talimatlarin niyetini | b) Baglamdan hareketle metindeki beklentileri,
veya bakim kilavuzlar) anlayabilir. istekleri ve gorevleri saptayabilir.
Baglam/Cevre: I yeri (ofis, c¢) Metindeki onermelerin Oneri, uyar: ya da talimat
fabrika, vb.) icerip icermedigini ayirt edebilir.

Egitim Etkinlik: Bilgi edinmek Karsilasabilecegi  ¢ogu  gorseli | a) Yazili sdylem disindaki metinsel ogeleri (grafik,
Baglam/Cevre: Calisma | anlayabilir, ancak bazen metinsel tablo, ¢izelge, veri degerlendirmesi vb.)
ortamlart, kiitiiphane aciklamalarda zorluk yasayabilir. ¢Ozlimleyebilir.

Egitim Etkinlik: Bilgiye erisim (6rn. bir | ki dilli bir sézliik kullanabilir ve | b) Metnin yiizey yapisindaki bilgileri bulabilir.
bilgisayar veritabanindan, | somut kelimelerin ana dildeki | ¢) Metnin ana fikrini belirleyebilir.
kiitiiphaneden, sézliikten vb.) karsiligini bulabilir. Ozetlerdeki ana
Baglam/Cevre: Kiitiiphane, | fikirleri takip edebilir.
kaynak merkezi vb.

Egitim Etkinlik: ~ Ornegin, teslim | Ogretmenlerin veya ogretim | a) Metnin yiizey yapisindaki bilgileri bulabilir.
edilmesi gereken isler igin son | gorevlilerinin yazmasi muhtemel, | b) Baglamdan hareketle metindeki beklentileri,

tarihler konusunda finiversite

personeli ile  diizenlemeler
yapmak
Baglam/Cevre: Amfi, smuf,

¢alisma odasi1 vb.

ogretim igin pratik diizenlemelerle
ilgili tiim bilgileri okuyabilir.

istekleri ve gorevleri saptayabilir.
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Appendix 3.

Table 7. CEFR CI Level Reception Activities and Reception Strategies Reading Comprehension Descriptors and

Sub-skills List

Alimlama Etkinlikleri

Genel okudugunu | Zor boliimleri tekrar okuyabilmesi | a) Metnin ana fikrini belirleyebilir.

anlama kosuluyla kendi uzmanhk alaniyla ilgili | b) Metindeki yardimer fikirleri belirleyebilir.
veya uzmanlik alam1 disinda uzun ve | c¢) Metindeki kurucu (makro) dnermeleri bulabilir.
karmagik metinleri ayrintilh bir sekilde | d) Metindeki 6nermelerin birbiri ile iliskisini ¢6ziimleyebilir.
anlayabilir. e) Metindeki bilgileri iliskilendirip biitiinlestirebilir.

f) Sozciiklerin, kalip ifadelerin, deyimlerin anlamimi baglamdan
hareketle belirleyebilir.

Tekrar okuma firsati olmasi ve kaynak | a) Metin tiiriinii ve tiir 6zelliklerini belirleyebilir.
araglara erisebilmesi kosuluyla edebi | b) Soylem tiiriinii (agiklayici, bilgilendirici, anlatisal, betimleyici
yazilar, gazete veya dergi makaleleri ve vb.) belirleyebilir.
uzmanlik alanma ait akademik ve mesleki | ¢) Metnin konusunu belirleyebilir.
yayimlar1 da kapsayan ¢ok ¢esitli metinleri | d) Metnin yazim amacin belirleyebilir.
anlayabilir. e) Metindeki karsilagtirmalari, karsit gortisleri, neden-sonug ve
gerekeelendirme iliskilerini vb. belirleyebilir.
Yazigmalar: okuma Ara sira sozlik kullanarak herhangi bir | a) Metnin konusunu belirleyebilir.
yazigmay1 anlayabilir. b) Metnin yazim amacini belirleyebilir.
Tekrar okuma firsati olmasi ve kaynak | a) Metin tiiriini ve tiir 6zelliklerini belirleyebilir.
araglara erigebilmesi kosuluyla e-posta, | b) Sdylem tiiriinii (agiklayici, bilgilendirici, anlatisal, betimleyici
tartigma forumlari, vloglar/ bloglar vb.de vb.) belirleyebilir.
ifade edilen Ortiik ve ac¢ik tutumlar, | ¢) Metnin konusunu belirleyebilir.
duygular ve fikirleri anlayabilir. d) Metnin yazim amacini belirleyebilir.

e) Metnin yazarinin tutumunu belirleyebilir.

f) Metindeki ortiik bilgilere ¢ikarim yoluyla ulasabilir.

Ozel yazismalardaki argo, deyimsel ifade | a) Hedef dildeki yerlesik kiiltiire 6zgii gondergeleri belirleyebilir.
ve sakalar1 anlayabilir.

Fikir sahibi olmak i¢in | Tamimlayici yok; bk. B2 a) Okuma amacin belirleyebilir.

okuma B2: Hem kendi alanindaki hem de ilgili | b) Metnin ylizey yapisindaki bir bilgiye ulagsmak i¢in goz atma,
alanlardaki  bircok  birbiriyle paralel tarama, gozden gecirme gibi okuma tekniklerini kullanabilir.
kaynaklar1 (makaleler, raporlar, web | c¢) Metnin yiizey yapisindaki dnermeleri ve bilgileri anlayabilir.
siteleri, kitaplar vb.) tarayabilir ve bu | d) Metnin yiizey yapisindaki bilgilerin birbiri ile iliskilerini
kaynaklardaki belirli boliimlerin {izerinde belirleyebilir.
calistign gorevle ilgili uygunlugunu ve
yararliligini tanimlayabilir.
ilgili ayrmtilar1 bularak uzun ve karmasik | a) Metnin yiizey yapisindaki bir bilgiye ulagmak icin goz atma,
metinleri hizla tarayabilir. tarama, gozden gecirme gibi okuma tekniklerini kullanabilir.

b) Istenilen bilgiyi metinde bularak yerini belirleyebilir.

Cok ¢esitli mesleki konularla ilgili | a) Okuma amacini belirleyebilir.
haberlerin, makalelerin ve raporlarin igerik
ve uygunlugunu, bu metinleri daha detayl
okumanin faydali olup olmadigma karar
vererek belirleyebilir.
Bilgi ve sav i¢in okuma Sosyal, mesleki veya akademik hayatta | a) Metnin ana fikrini belirleyebilir.
kargilasilmas1 muhtemel ¢ok ¢esitli uzun, | b) Metindeki yardime fikirleri belirleyebilir.
karmagik metinleri, tutumlar1 ve hem ima | ¢) Metindeki kurucu (makro) 6nermeleri bulabilir.
edilen hem de agik¢a belirtilen fikirleri | d) Metindeki 6nermelerin birbiri ile iligkisini ¢oztimleyebilir.
iceren daha ince ayrintt noktalarini | e) Metindeki bilgileri iliskilendirip biitiinlestirebilir.
belirleyerek detayl olarak anlayabilir. f) Metindeki karsilastirmalari, karsit goriisleri, neden-sonug ve
gerekgelendirme iliskilerini vb. belirleyebilir.

g) Yazili soylem disindaki metinsel ogeleri (grafik, tablo, ¢izelge,
veri degerlendirmesi) ¢oziimleyerek Onermeler ile birlikte
yorumlayabilir.

h) Metindeki ortiik bilgilere ¢ikarim yoluyla ulasabilir.

i) Metnin yazarinin tutumunu belirleyebilir.
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Yonergeleri okuma Zor  bolimleri tekrar  okuyabilmesi | a) Metindeki bilgilerin yani sira yonergeleri saptayabilir.
kosuluyla, yeni bir makine veya prosediirle | b) Baglamdan hareketle metindeki beklentileri, istekleri ve gorevleri
ilgili uzun ve karmagsik yonergeleri, bu saptayabilir.
yonergelerin kendi uzmanlik alanlariyla
ilgili olup olmadigmi detayli bir sekilde
anlayabilir.

Serbest zaman etkinligi | Belli boliimleri yeniden okuyabilmesi ve | a) Metin tiirlinii ve tiir 6zelliklerini belirleyebilir.

olarak okuma dilerse kaynak araclara ulasabilmesi | b) Soylem tiiriinii (agiklayici, bilgilendirici, anlatisal, betimleyici
kosuluyla gesitli edebi metinleri okuyabilir vb.) belirleyebilir.
ve fark edip takdir edebilir. ¢) Metnin konusunu belirleyebilir.

Dilin standart bigiminde veya asina oldugu | a) Metin tiiriinii ve tiir 6zelliklerini belirleyebilir.
bir agzinda tiretilmis ¢agdas edebi ve kurgu | b) Soylem tiiriinii (agiklayici, bilgilendirici, anlatisal, betimleyici
olmayan metinleri, biraz zorluk yasayarak vb.) belirleyebilir.
ve ortiik anlam ve fikirleri fark edip takdir | ¢) Metnin konusunu belirleyebilir.
ederek okuyabilir. d) Metnin ana fikrini belirleyebilir.
e) Metindeki yardimer fikirleri belirleyebilir.
f) Metindeki kurucu (makro) dnermeleri bulabilir.
g) Metindeki 6nermelerin birbiri ile iligkisini ¢6ziimleyebilir.
h) Metindeki bilgileri 6nem derecesine gore siralayabilir.
i)  Metindeki bilgileri iliskilendirip biitiinlestirebilir.
j)  Sozciiklerin, kalip ifadelerin, deyimlerin anlamini baglamdan
hareketle belirleyebilir.
Almlama Stratejileri

Ipuglarimi  belirleme ve | Tutum, ruh hali ve amaglar konusunda | a) Metnin yazarmin tutumunu belirleyebilir.

¢ikarim yapma ¢ikarim yapmak ve daha sonra ne | b) Metindeki tutarlilik ve bagdasiklik 6gelerini saptayabilir.
gelecegini tahmin etmek igin baglamsal, dil | ¢) Metindeki 6nermelerin birbiri ile iligkisini ¢oztimleyebilir.
bilgisel ve sozciiksel ipuglarini kullanma | d) Tutarlilik, bagdasiklik ve onermeler arasi iliskilerden hareketle
konusunda beceri sahibidir. metindeki eksik bilgileri tamamlayabilir.

e) Tutarlilik, bagdasiklik ve dnermeler arasi iligkilerden hareketle
metnin devamini tahmin edebilir.
f)  Metindeki ortiik bilgilere ¢ikarim yoluyla ulasabilir.
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Appendix 4.

Table 8. ALTECDP C1 Level Reading Comprehension Competencies and Sub-skills List

Konu Etkinlikler ve Yeterlilikler Kazammlar

Alam Baglam/Cevre

Sosyal Etkinlik: Gegici konaklama | Konaklama reklamlar ile ilgilenebilir | a) Sozciiklerin, kalip ifadelerin, deyimlerin anlamini

ve i¢in kiralama eylemleri ve kullanmlan kisaltma ve terimlerin baglamdan hareketle belirleyebilir.

Turistik | Baglam/Cevre: Emlakeilar, | ¢ogunu anlayabilir. b) Metnin yiizey yapisindaki bir bilgiye ulagsmak igin goz
ev sahipleri ile goriigmeler atma, tarama, gozden gegirme gibi okuma tekniklerini

kullanabilir.

Sosyal Etkinlik: Gazete, dergi vb. | Olgiinlii dilde ve resmi bir dille yazilan | a) Metnin konusunu belirleyebilir.

ve okumak gazetelerde ifade edilen karmasik | b) Metnin ana fikrini belirleyebilir.

Turistik | Baglam/Cevre: Ev, araba, | goriisleri/argliimanlari anlayabilir. ¢) Metindeki yardimet fikirleri belirleyebilir.
kamusal alanlar vb. d) Metindeki kurucu (makro) 6nermeleri bulabilir.

e) Metindeki 6nermelerin birbiri ile iliskisini ¢oztimleyebilir.

f) Metindeki bilgileri iligkilendirip biitiinlestirebilir.

g) Metindeki karsit goriisleri saptayip kendi diinya bilgisi ile
yorumlayabilir.

Is Etkinlik: Fakslari, | Olgiinlii olmayan bir dilde ifade edilen | a) Giinliik dilde ve/veya teklifsiz dilde iiretilmis metinleri, bu
mektuplari, notlar1, e- | yazismalar anlayabilir. metinlerdeki kalip ifadeleri anlayabilir.
postalart vb. anlamak ve b) Sozciiklerin, kalip ifadelerin, deyimlerin anlamim
yazmak. baglamdan hareketle belirleyebilir.
Baglam/Cevre: s yeri
(ofis, fabrika vb.)
Is Etkinlik: Raporlar1 anlama | Karsilasabilecegi ¢ogu raporu oldukg¢a | a) Metnin konusunu belirleyebilir.
ve yazma kisa bir siire i¢inde anlayabilir. b) Metnin yazim amacini belirleyebilir.
Baglam/Cevre: syeri (ofis, ¢) Metnin ana fikrini belirleyebilir.
fabrika vb.) d) Metindeki yardimet fikirleri belirleyebilir.

e) Metindeki kurucu (makro) 6nermeleri bulabilir.

f) Metindeki 6nermelerin birbiri ile iliskisini ¢oztimleyebilir.

g) Metindeki bilgileri iliskilendirip biitlinlestirebilir.

h) Metindeki karsilastirmalari, karsit goriisleri, neden-sonug
ve gerekgelendirme iliskilerini vb. belirleyebilir.

i)  Yazili soylem digindaki metinsel ogeleri (grafik, tablo,
cizelge, veri degerlendirmesi, istatistiksel veriler)
¢ozlimleyerek  metindeki  Onermeler ile  birlikte
yorumlayabilir.

Is Etkinlik: Uriin literatiirii, | Ciddi bir yanlis anlama olmaksizin | a) Metnin konusunu belirleyebilir.
mesleki ve ticari dergiler, | karmasik makalelerin en azindan genel | b) Metnin ana fikrini belirleyebilir.
reklamlar vb. kaynaklardan | anlamini anlayabilir. ¢) Metindeki yardimet fikirleri belirleyebilir.
ilgili bilgilerin edinilmesi
Baglam/Cevre: Isyeri (ofis,
fabrika vb.), Ev
Is Etkinlik: Bildirimleri | Ayrintilh uyarilar, tavsiyeler, kosullar | a) Metindeki bilgilerin yan1 sira yonergeleri saptayabilir.
anlama (6rn. Giivenlik), | vb. veren talimatlar1 anlayabilir. b) Baglamdan hareketle metindeki beklentileri, istekleri ve
talimatlar1  anlama  ve gorevleri saptayabilir.
yazma (6rn. kurulum veya c) Metindeki 6nermelerin Oneri, uyar: ya da talimat igerip
bakim kilavuzlar) icermedigini ayirt edebilir.
Baglam/Cevre:
Isyeri (ofis, fabrika vb.)
Egitim Etkinlik: Bilgi edinmek Kendi uzmanlik alanindaki ¢ogu ders | a) Metnin konusunu belirleyebilir.
Baglam/Cevre:  Caligma | kitabi, makale vb. ile basa ¢ikabilir. | b) Metnin ana fikrini belirleyebilir.
ortamlart, kiitiiphane ilgili bilgiler icin metinleri tarayabilir | ¢) Metindeki yardimer fikirleri belirleyebilir.
ve metnin ana konusunu kavrayabilir.
Egitim Etkinlik: Bilgiye erisim | Kendi ¢alijma alanindaki ¢ogu ders | a) Metindeki bilgileri kendi diinya bilgisi ile birlestirip
(orn. bir bilgisayar | kitabi ve makalenin uygunlugunu yorumlayarak dnermelere ulasabilir.
veritabanindan, degerlendirebilir.  Kendi  ¢aligma | b) Metnin igerigi ile konu alanlarini iligkilendirebilir.
kiitiphaneden, sozlilkten | alanindaki veya ilgili  calisma
vb.) alanlarmdaki makaleleri, ders
Baglam/Cevre: Kiitiiphane, | kitaplarini vb. orta hizda tarayarak
kaynak merkezi vb. uygunluklarma / yararliliklarina iliskin
giivenilir yargilar olusturabilir.
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