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ABSTRACT 

Evaluation of the Bogazi~i University English Proficiency Test 

by 
(:iler Hatipoglu 

The present study concerns itself with the predictive and face validities of the 

Bogazi9i University English Proficiency Test (BUEPT), designed to screen students 

entering Bogazi9i University (BU) for deficiencies in English language skills, which 

might impede their progress in undergraduate studies. More specifically, the study 

investigates the following research questions: 

1. Is there a relationship between the time students spend in Y ADYOK and their 

success on BUEPT? 

2. Is BUEPT a valid predictor of the first semester, second semester and overall 

freshman year academic success of BU students in Foreign Language Education 

(FLED), Western Languages and Literatures (LL) and Translation and 

Interpretation (TRANS) Departments? Why or why not? . 

3. How do the students in FLED, LL and TRANS Departments, evaluate BUEPT as 

a valid reflector of their level of academic English proficiency and as a predictor 

of their future academic success? 
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A total number of 422 (332 female and 89 male) BU students from FLED (207), LL 

(114) and TRANS (l 01) Departments, who were admitted to the university between 

1992 and 1997, participated in this study. 

A quantitative set of data comprised of the BUEPT scores and the first semester, 

second semester and overall freshman year GP As of all the subjects in the study was 

obtained from the BU Registrar's Office. A questionnaire administered to all of the 

422 subjects supplied the qualitative data of the study. Descriptive statistics, 

correlational and key-word analyses were used to analyze the available data. 

The results indicated that there was a positive relationship betweell th~~...s..~IJ.js 

spent in Y ADYOK and their exam grades. That is, the longer the students attended 
-,--,~"", ............... ~"".,.,.....,.."--""~.,,,,,,,,",,~-= .. -,,,,,,".,,, ... ,",,--,,-=~-,,,.........~.--., ... ~--.,,,.,,..-~,,,,,,, .... - .. --~ 

prep classes, the more successful they were on BUEPT. However, the BUEPT score 

was not found to be an effective predictor of the first semester, second semester and 

overall freshman year academic success, as measured by GP As, for this group of 

students. Moreover, the questionnaire data revealed that the majority of the students 

(78%) perceived the exam neither as a valid reflector of their level of academic 

English proficiency nor as a good predictor of their future academic performance. 
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KISA DZET 

Bu ara~tIrmanm amaCl, ingilizce seviyelerinde - universite egitimlerinin ilk Yllmdaki 

akademik ba~anlanm engelleyebilecek derecede - eksiklikleri olan ogrencileri 

elemek iyin duzenlenen Bogaziyi Dniversitesi ingilizce Yeterlilik Smavmm 

(BUEPT) ondeyici ve yUzeysel geyerliliklerini degerlendirmektir. C;ah~ma ~u 

sorulara cevap aramaktadIr: 1) Ogrencilerin Y ADYOK'taki ogrenim sureleri ile 

BUEPT'teki ba~anlan arasmda bir ili~ki var mIdlr? 2) BUEPT, Bogazi9i 

Dniversitesinin Yabanci Diller Egitimi (FLED), Batl Dilleri ve Edebiyatl (LL) ve 

Mutercim Tercumanhk (TRANS) Bolumlerinde ogrenim goren ogrencilerin birinci 

somestr, ikinci somestr ve birinci yIllanndaki akademik ba~anlanm belirleyen 

geyerli bir ondeyici midir? 3) Bogazi<;i Oniversitesinin, FLED, LL ve TRANS 

bolumlerinde okuyan ogrenciler, akademik ingilizce seviyelerinin yeterliligini 

olymede geyerli bir yansitIcl ve gelecekteki akademik ba~anlannm bir ondeyicisi 

olarak BUEPT'i nasil degerlendiriyorlar? 

Bu yah~maya 1992-1997 yilian arasmda Bogaziyi Oniversitesine kabul edilen toplam 

422 ogrenci kattlmI~tIr. Orneklemin 332'si kIZ, 89'u erkek ogrencidir. Vine bu 

ogrencilerin 207'si FLED, 114'u LL ve 111'i de TRANS bolumlerinde ogrenimlerini 

surdurmektedirler. 

<;ah~mada kullamlan ve ogrencilerin BUEPT skorlan, birinci ve ikinci somestr ile 

birinci smlf genel not ortalamalanndan olu~an nicel veri grubu, Bogazic;i Oniversitesi 

Kay!t i$leri'nden temin edilmi~tir. Orneklemdeki 422 ki$iye doldurtulan bir anket 
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yah~rnanm kalitatif veri grubunu rneydana getirrni~tir. Betirnleyici' istatistik ile 

koreIasyonei ve anahtar-kelirne rnetotian rnevcut verilerin analizi iyin kullamlrnl~tlr. 

Eide edilen bulgular, ogrencilerin Y ADYOK'taki ogrenirn sureleri ile BUEPT 

skorlan arasmdaki baglantmm dogru oranhh oldugunu gosterrni~tir. Diger bir 

deyi~le, hazlrlIk smItlannda daha uzun sure ogrenirn goren ogrenciler, BUEPT'te 

daha ba~anh olrnu~lardlr. Ancak, genel not ortalarnalan incelendiginde, BUEPT'in 

FLED, LL ve TRANS ogrencilerinin birinci sornestr, ikinci sornestr ve birinci 

Yillanndaki akadernik ba~anlanm belirleyen gec;:erli bir ondeyici olrnadlgl 

gozlernlenrni~tir. Aynca, bu bolurnlerde ogrenirn goren ogrencilerin yogu (78%), 

gOrU~lerini BUEPT'in akadernik ingilizce seviyelerinin yeterliligini olyen gec;:erli bir 

yansltlcl oirnadlgi ve gelecekteki akadernik ba~anIannm bir on deyicisi olrnadlgl 

yonunde belirtrni~lerdir. 
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CHAPTER 1 

INTRODUCTION AND LITERATURE REVIEW 

1.1 In trod uction 

1 

Causes of the academic failure of nonnative English speakers in English-medium 

universities have long concerned researchers in education. This is due to the fact that 

detailed knowledge of the important determinants of performance can aid in 

developing remedial tools that lead to educational improvement. Studies done since 

the 1960s, have supplied plenty of evidence for one of the most important variables 

affecting academic attainment of those students, i.e., their level of language 

proficiency (Sharon, 1972; Mosti9yan, 1979; Douglas, 1986; Heikinheimo & Shute, 

1986; Barber et al., 1987; Kinnell, 1990; Vinke & Jochems, 1993; Hawkey, 1982 

cited in Tonkyn (1995); Tonkyn, 1995). That is why the questions of "What is 

language proficiency?" and "How is it measured?" will be posed and dealt with 

before going on to the rest of the study. 

The examination of the recent literature in the field reveals that the nature and 

specification of the elements of language proficiency have not been determined and 

there continues to be a debate among academicians and practitioners about its 

definition (Oller & Damico, 1991). Hernandez-Chavez et al. (1978) argue that 

language proficiency consists of 64 separate language components, each of which is 

independently measurable. Oller (1978: 143), on the other hand, claims that "there 

exists a globallanguage proficiency factor which accounts for the bulk of the reliable 
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vanance in a wide variety of language proficiency measures" (also see Oller & 

Perkins, 1978 and Oller, 1979). Clark (1972:5), however, looks at language 

proficiency from a different perspective. He defines it as the language learner's 

ability " ... to use language for real-life purposes without regard to the manner in 

which that competence was acquired." 

Considering the difficulty of defining language proficiency, it is conceivable that the 

development and use of proficiency tests would involve more complex steps than 

other types of language exams (Farhady, 1982). The difficulty stems from the fact 

that each language proficiency test should be based on a defensible model or 

definition of language proficiency (Bachman, 1990). That is why in their attempt to 

define and identify the ways of measuring language ability language testers devote 

much time and effort to define and identify the construct of language proficiency as 

well. According to S polsky (1968: 79), "fundamental to the preparation of valid tests 

of language proficiency is the theoretical question: What does it mean to know a 

language?" He argues that the answer to this interrogation is important since "which 

answer we accept has fundamental consequences for language testing, for how we go 

about measuring something is dependent on what it is that we think we are 

measuring" (Spolsky, 1985:181). 

Hinofotis (1981), Spolsky (1989), and Brown (1996) have pointed out that language 

testing can be broken into periods, or trends, of development. Spolsky (1976) 

labeled them - 1) the Psychometric-Structuralist Approach; 2) the Psycholinguistic­

Sociolinguistic Approach; 3) the Communicative Approach and 4) the General 

Proficiency Approach. Brown (1996:23), however, points out that he prefers to call 
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these trends "movements" because "they overlap chronologically and can be said to 

co-exist today in different parts of the world". 

The following section will examine the theoretical backgrounds of the language 

testing approaches and the types of tests which were developed as a result of these 

approaches. 

1.1.1 The Psychometric-Structuralist Approach 

The psychometric-structuralist approach assumes that the "knowledge of a language 

is best described, as the language itself, by describing its structures" (Spolsky, 

1985: 181). Proponents of this model see the language as "the sum of a variety of 

relatively characterizable parts or features that can be sampled, tabulated, and stated 

in some set of terms that correspond to greater or lesser proficiency in' a language" 

(Gradman & Reed, 1997: 199). According to Spolsky (1985: 182), the structuralist 

approach is "most likely to be a competence model" since it prefers to deal with 

underlying knowledge, instead of attempting to show how the organization of the 

knowledge has direct results in performance. 

The bridge between the structuralist language description and language testing was 

established by Lado's (1961) theory of linguistic analysis. In his classical book on 

language testing Lado (1961) showed that the linguistic skills could be broken down, 

in accordance with contemporary structural linguistic theory, into their smallest 

components, permitting the tester to focus on precise areas of difficulty. 
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Language tests based on this approach are what Carroll (1961) has called "discrete 

point tests", since they test knowledge of individual or discrete items selected from 

the structural description of the language (Spolsky, 1989). In this model the ideal 

assessment involves the evaluation of each of the domains of the structure and each 

of the skills of interest separately. Then, all the results are combined to form a total 

picture of language proficiency (Oller & Damico, 1991). Stated differently, an 

individual's measure of language proficiency becomes a count of the number of 

items answered correctly. According to the proponents of this (psychometric­

structuralist) approach, a test could not be valid if it attempted to measure more than 

one skill or domain at the same time (Lado, 1961). 

Clear advantages of testing 'discrete' linguistic points are that they yield data which 

are easily quantifiable, as well as allowing a wide coverage. Discrete-point language 

tests typically use "objective" test formats. In other words, the examinees are 

required to select the appropriate option from a set of fixed choices. That is why 

these exams are efficient and have the usual reliability of marking associated with 

objectively scored tests (Weir, 1990). 

According to Hinofotis (1981) and Brown (1996), the psychometric-structuralist 

approach is an important step in the history of language testing since for the first time 

language test development started using scientific principles. In addition, 

structuralist tests are still very much in evidence around the world. This approach 

led to the development of standardized tests like the Test of English as a Foreign 

Language (TOEFL - first introduced in 1963), the Michigan Test of English 

Language Proficiency: Form A (MTELP - University of Michigan, 1961), the 
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Modern Language Association Foreign Language Proficiency Tests for Teachers and 

Advanced Students (Educational Testing Service, 1968) and the Comprehensive 

English Language Test for Speakers of English as a Second language (Harris & 

Palmer, 1970). 

However, structuralist tests have been harshly criticized due to their three important 

features (Oller and Damico, 1991). Firstly, they try to limit language testing to a 

single skill without involving or including another (e.g., intend to measure writing 

without reading). Chaplen (1970:27)* criticized isolated skill tests arguing that: "It 

seems unlikely that measurement of the component skills most commonly isolated 

can provide either singly or in aggregate, a satisfactory measure of the gestalt." This 

view was backed up by Savignon (1972), who found that grammatical competence 

was not by itself a good predictor of communicative skills. 

Secondly, discrete point tests intend to limit language testing to a single domain 

without including other domains (e.g., try to measure vocabulary without including 

phonology). However, Spolsky (1968) argued that perhaps instead of attempting to 

establish a person's knowledge of language in terms of percentage of mastery of 

morphology and lexicon, it would be better to try to test that person's ability to 

perform in a specific socio-linguistic setting. 

Finally, discrete point language tests try to measure language in isolation. That is, 

they do not take into consideration such factors like social context or human 

expenence. 
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Oller (1979:212) expressed his criticism in relation to this feature of discrete point 

language tests in the following way: 

Discrete point analysis necessarily breaks the elements of language apart 

and tries to teach them (or test) them separately with little or no attention 

to the way those elements interact in a large context of communication. 

What makes it ineffective as a basis for teaching or testing languages is 

that crucial properties of language are lost when its elements are separated. 

The fact is timt in any system where the parts interact to produce properties 

and qualities timt do not exist in the part separately, the whole is greater 

than the sum of its parts .... organizational constraints themselves become 

crucial properties of the system which simply cannot be found in the 

parts separately. 

The difficulty of limiting language testing to a single skill and domain, or the 

impossibility to extract the language from its natural social context led testing 

I 

experts to look for other ways to measure the complex variable named "language". 

In response to the feeling that discrete point tests were not sufficient ihd~cators of 

language proficiency, the testing pendulum on the whole swung in favor of global , . 

tests in the 1970s. Spolsky (1978) termed this new approach to. language testing "the 

psycho linguistic-sociolinguistic approach". According to Weir (1990:3) this vyas "an 

approach to measure that was in many ways contrary to the allegedly atomistic 

assum ptions of the discrete point tests" (also see Davies, 1978a and 1978b) . 

• Cited in Weir (1990). 
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1.1.2 The Psycholinguistic-Sociolinguistic Approach 

The psycholinguistic-sociolinguistic approach has its roots in the argument that 

language is creative. More precisely, language professionals began to believe that 

language is more than the sum of the discrete parts being tested during the 

psychometric-structuralist movement (Brown, 1996). In its current form, this 

approach is embodied variously in the notional-functional curriculum, the 

communicative competence model, and the interest in teaching and testing 

pragmatics. 

Read (1981 :x) succinctly described the psycholinguistic-sociolinguistic era: 

From a psycholinguistic perspective, laIlguage came to be seen as 

less of a well-defined taxonomic structure and more of a dynamic, 

creative, functional system. It was recognized that natural language 

contains a considerable amount of redundancy, so that it is difficult 

to show that any single linguistic unit is indispensable for 

cOUlmunication... . The sociolinguistic contribution centers on the 

concept of cOlmnunicative competence, which represents a broadening 

of Chomsky's notion of competence to cover not only knowledge 

of rules for fomung graImnatical sentences but also rules for 

using those sentences appropriately with different context.... 

Beginning with the work of sociolinguists like Hymes (1967), it was felt that the 

development of communicative competence depended on more than a simple 

grammatical control of the language. Hymes (1972) proposed a two-dimensional 

communicative competence model, comprising of "linguistic" and "sociolinguistic" 

elements. That is, communicative competence, according to Hymes (1972), included 
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the ability to use the language appropriate for different situations, as well as having 

the knowledge, which underlies this usage. 

Depending on Hymes's (1972) and other current linguists' works, testing experts 

started to scrutinize the language from another perspective. They identified and 

listed the various possible functions of language, including all the notions that could 

be expressed in it depending on the social context. This angle gave testers an 

opportunity to handle with variability more easily than structuralists did. Actually, 

the functional movement was the approach to language that led to the notion of 

teaching language for specific purposes, i.e., to teaching selected register. 

As it was mentioned previously, according to the proponents of the psycholinguistic­

sociolinguistic approach "language processing or use entails the simultaneous 

engagement of more than one language component (e.g., vocabulary, grammar, 

gesture) and skill (e.g., listening, speaking)" at a time (Del Vecchio & Guerrero, 

1995:6). Moreover, according to them language proficiency should be assessed in a 

fairly rich context of discourse since it was inappropriate to think of language in 

isolation (Carroll, 1961; Oller, 1979). Due to these concerns, language testing 

experts designed and started to employ the so called "integrative tests". Tests that 

integrate a large number of different discrete items by calling on the subject to 

perform some function or task using the target language. For example, an integrative 

task may ask the test-taker to listen to a poem, then to read a second poem, and then 

to write a story on the topics of those two poems, and at the end to retell his/her 

story. Examples of such tests are the BUEPT (Bogazic;:i University, 1983), the 

Certificate of Proficiency in English (ePE) and the writing part of the TOEFL. 
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Typical test formats of this movement are the cloze test and dictation. Brindley 

(1986) argues that through these tests examinees have to mobilize their linguistic and 

extra-linguistic knowledge to reconstitute the meaning of a text. Oller (1976), on the 

other hand, maintains that tests such as c!oze and dictation require 'performance' 

under real life constraints, i.e., they guide to aptitude and potential for 

communication, even if they do not test communication itself. Moreover, according 

to Oller (1979), they are practicable to administer, economical to set and mark, and 

have respectable reliability figures associated with them. 

Oller (1979) also stated that his integrative tests were representing total language 

proficiency better than any other single test or combination of tests. There were 

empirical and theoretical arguments presented for this claim. Oller and his 

colleagues, for example, used factor analyses to uncover the relation between the 

doze tests and dictations, and other types of tests. Researchers were struck by the 

power and importance of a common, first factor that Oller labeled "unitary language 

competence" . 

Studies conducted by a number of testing experts, however, revealed that there were 

some serious problems related with cloze tests and dictation, arid that these problems 

were affecting both the validity and the reliability of these integrative exams 

(Alderson, 1978; Morrow, 1979; Carroll, 1980; Hughes & Porter; 1983; Weir, 1990). 

Work by Alderson (1978) raised serious questions about validity and reliability of 

cloze tests as testing devices. Experiments demonstrated that the scores taken on 

these tests were affected by altering the point where the deletions were started from, 
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or by using the different nJth rate deletion (even when the same passage was used). 

Depending on these results, Alderson concluded that there was no such a thing as 

"the cloze test". 

Hughes and Porter (1983) criticized the statistical analysis approach employed by 

Oller and his colleagues. They (Hughes & Porter, 1983) emphasized that the factor 

analysis tends to exaggerate the size of the first factor when another hypothetical 

model is lacking. Oller (1984) has acknowledged this criticism and is now much 

more hesitant in his claims. 

Another piece of evidence against the cloze tests comes from Morrow (1979). He 

states that they are tests of underlying ability (competence) and they do not give 

examineesan opportunity to show their actual performance. Carroll (1980:9) backs 

up Morrow's conclusion. He argues that doze test "is still essentially usage based. 

The task does not represent genuine interactive communication and, is therefore, 

only an indirect index of potential efficiency in coping with day-to-day 

communicative tasks." 

The artificiality of the type of information supplied by the "discrete point" and 

"integrative" tests resulted in a demand for tests which would require tests takers to 

produce 'real' language. Hinofotis (1981) in her discussion of the trends of 1980s, 

suggests that the influence of the communicative revolution has added new elements 

to language testing. She points out that the new models of communicative 

competence as Canale and Swain (1980), Canale (1983), and Bachman's (1990) gave 

rise to a new trend named "the communicative movement". 



II 

1.1.3 The Communicative Approach 

During the communicative teaching era of the 1970s, which was critical of traditional 

non-communicative tests, a number of language testers called for the development of 

tests that would provide a better reflection of the real-life language use (Clark, 1976; 

Jones, 1977; Morrow, 1977). The claim that the language produced on non­

communicative tests was artificial gave rise to a third trend in language testing, i.e., 

the pragmatic or task-based tests. That is, tests that require the students to use the 

language to perform a task. Clark (1976), for example, referred to task-based tests as 

those in which real-life tasks with real constraints, inputs and outputs were replicated 

as far as possible. His example of a task-based test of oral language was one 

involving a test setting where both the examinee and the testers were engaged in a 

communicative dialogue and performed in actual communicative situations. Morrow 

(1977), on the other hand, proposed offering tests takers the opportunity for 

spontaneous operation of the language in authentic settings and activities that 

simulated performances they would have to engage in outside the test situation. 

Testers operating within the communicative paradigm soon realized that it was naive 

to assume that one could develop valid tests of communicative language ability 

without reference to the construct which one was attempting to measure (Weir, 

1990). 

The first theoretical model intending to define the construct named "communicative 

competence" was that of Canale and Swain (1980). However, it is really important 
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to place their framework within the time that it was introduced before explaining the 

model itself. 

The development of the theory of communicative competence was an indirect result 

of the Chomkyan revolution in linguistics, which as Spolsky (1989) notes, had an 

indirect effect on theories of second language learning. In mid 1960s, Chomsky 

(1965) distinguished between linguistic "competence" and "performance". He 

pointed out that there was a fundamental difference between "the speaker/hearer's 

knowledge of his/her language" (competence) and his/her actual use of language in 

concrete situations (performance). Taylor (1988) argued that by the term 

"competence" Chomsky referred exclusively to knowledge, not including the notion 

of capacity or ability. Thus, the Chomskyan notion of linguistic competence refers to 

"the underlying knowledge of an idealized native speaker of a language that enables 

such person to distinguish grammatical from ungrammatical sentences of the 

language" (Spolsky, 1989:51). Spolsky (1989) notes that all Chomsky's examples 

make it clear that he is using the term "competence" quite differently from its normal 

use, and that it is a mistake to confuse the Chomskyan notion of competence with the 

general notion of ability. In his theoretical work, Chomsky chose to limit his 

attention to the rules of language needed for generative grammar, restricted to 

sentence-length utterances and exclusive variation. 

In the term "performance", Chomsky referred to a large array of factors such as 

limitation of memory, which explains the constraint on the length of sentences that 

are grammatically infinite. For Chomsky performance implies actual, real-life 
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performance. Schachter (1990) points out that it should not be mixed with the 

realization of ability or potential. 

Chomsky's somewhat limiting definition of the scope of linguistic theory left the 

way open for Hymes (1972) to propose the complementary notion of communicative 

competence, in which the focus is not on a well formed sentence but on one which is 

appropriately used in a specific context. Hymes (1972) differentiated between 

linguistic and communicative competence, and between linguistic and 

communicative performance. Thus the term "performance", according to Hymes 

refers to actual use and actual events and ability for use. 

Discussion presented above reveals that an agreement on what components should be 

included in a model of communicative language ability is by no means unanimous 

(Courchene & de Bagheera, 1985:49). Canale and Swain (1980), and Canale's 

(1983) model is even more elaborated than the prevlOus ones. It involves 

recognizing four distinct but related competencies: 

l. Grammatical Competence: mastery of language code (e.g., vocabulary and 

rules formation, sentence formation, literal meaning, pronunciation, and 

spelling). 

2. Discourse Competence: mastery of how to combine meanings and forms to 

achieve unified text in different genres (e.g., causal conversation, an 

argumentative essay, or a business letter) by using both cohesion devices to 

relate forms and coherence principles to organize meanings. 
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3. Sociolinguistic Competence: mastery of appropriate use (production and 

comprehension) of language in different sociolinguistic contexts, with 

emphasis on appropriateness of meaning (e.g., topics, attitudes, functions), 

and form (register, formulaic expressions). 

4. Strategic Competence: mastery of verbal and nonverbal strategies both to 

compensate for breakdowns in communication due to insufficient competence 

or to performance limitations, and to enhance the rhetorical effect of language 

(Duran et at., 1987:9). 

The examination of the model proposed by Canale and Swain reveals how complex 

is the construct (i.e., language proficiency) that is tried to be measured. The model 

shows that besides the linguistic competence emphasized by structuralist description 

there are three other full sets of rule-governed language systems that should be taken 

into consideration while preparing a language test. 

The unique appeal of the Canale and Swain's (1980) framework was that it did not 

adopt Chomsky's (1965) distinction between competence and performance, but 

rather related more to Hymes's (1972) notion of communicative competence. Their 

argument was that linguistic competence should be viewed as part of communicative 

competence since rules of grammar are meaningless without roles of use. 

Recently, another theory of communicative competence was developed by Bachman 

(1990). He named his model "Communicative Language Ability Model". The 

framework proposed by Bachman (1990) gathers language ability around 

organizational and pragmatic competencies. Organizational competence consists of 
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grammatical and textual competencies, while pragmatic competence consists of 

illocutionary and sociolinguistic competencies. According to Bachman (1990), the 

model consists of both knowledge (what he also calls competence) and the capacity 

for implementing, or executing that competence, in appropriate contextualized, 

communicative, language. 

Weir (1990) states that language models as the ones presented above provide a 

potentially useful framework for the design of language tests. 

Morrow (1979) and Canale and Swain (1980) argue that the aim of pragmatic 

language testing is three focal. That is, those tests besides being interested in what 

the learner knows about the form of the language, about how to use it appropriately 
" 

in context of use, must also deal with the extent to which the learner is actually able 

to demonstrate this knowledge in a meaningful communicative situation 

(performance), i.e., what he can do with the language. 

Rea (1978:4), however, argues that the main goal of pragmatic tests is to measure the 

tester's "ability to communicate with ease and effect in specified sociolinguistic 

setting." According to Oller (1979) this is the most striking difference between 

integrative and pragmatic tests, He (1979:38) points out that "pragmatic tests are 

always integrative", but they differ from integrative tests in that they require the test-

takers to engage in different tasks only if the contextual and temporal conditions that 

generally characterize this activity are fulfilled, For example, in pragmatic listening 

tests lectures are usually delivered "live", instead of using a tape-recorder. This is 

due to the fact that in real life lectures are nearly almost delivered 'live', 
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The capacity to use language communicatively thus involves both competence and 

demonstration of the ability to use this competence (Widdowson, 1983; Bachman, 

1990). It is believed that the performance tasks candidates are faced with in 

communicative tests should be "representative of the types of tasks they might 

encounter in their own real-life situation' and should correspond to normal language 

use where an integration of communicative skills is required with little time to reflect 

on, or monitor language input and output" (Weir, 1990:9). There is a clear shift in 

emphasis from the linguistic to communicative dimension. Stated differently, now 

the sociolinguistic and strategic competencies in the Canale and Swain's model are 

emphasized. 

The emphasis is no longer on linguistic accuracy but on the ability to function 

effectively through language in particular context of situation. It is therefore 

essential to be as precise as possible about the skills and performance conditions for 

any tests which claim to assess communicative language ability. Skehan (1988) 

argues that test constructors must closely identify those skills and performance 

conditions that are the most important components of language use in particular 

context. This, however, raises the problem of generalizability. Morrow (1977:53) 

was aware of this problem related with pragmatic tests. He set it 9ut like this: 

The very essence of a communicative approach is to establish particular 

situation with particular features of context, etc., in order to test the 

candidate's ability to use language appropriate in terms of a particular 

specification. While it is hoped that the procedures discussed will 

indeed be revealing in those tenns, they cannot strictly speaking reveal 

anything of the candidate's ability to produce language which is appropriate 

to a situation different in even one respect from that established. 
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Alderson (Alderson & Hughes, 1981) also accepted that in order to design a 

pragmatic test one needed to define what was that learners were expected to do with 

language in a specific situation. Nevertheless, he recognized that by specifying 

performance in this way "one might end up describing an impossible variety of 

situations, which one can encompass for testing purposes" (ibid., 59). 

As seen from the reviews above each of the test movements emphasizes a different 

part of the construct called "language proficiency". While discrete point tests have 

been interested only in measuring language knowledge, integrative tests widened 

this scope and included discourse competence besides language knowledge. Task­

based (pragmatic) tests, however, emphasize the role of sociolinguistic and strategic 

competencies, as defined by Canale and Swain (1980). However, none of these 

approaches answers the crucial question of how the parts of the communicative 

competence are related to each other. 

Recently, the legitimacy of separate skills testing is being questioned and indeed the 

more innovatory testing of skills through an integrated story-line of procedure (see 

Low, 1986) is gaining favor. Spolsky (1985) states that he.is willing to treat 

language ability as a General Proficiency. He argues that showing that "linguistic 

and communicative competence are divisible does not necessarily rule out the claim 

that there is a core of common knowledge of language underlying the specific 

abilities of the speaker" (ibid., 185). 
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1.1.4 The General Proficiency Approach 

The general proficiency claim, also referred to as the unitary competence 

hypothesis, was originally derived from Carroll's (1961) idea of integrative 

language tests. The argument was presented by Carroll as follows: 

The high correlation obtained between various sections of TOEFL and 

other general test of English suggests that in face we might be dealing 

with a single factor, English proficiency ... 

A decade later the theoretical argument for the unity of the language proficiency 

was presented by Spolsky (1971). He focused attention on the link between the 

creative aspect of language knowledge and the ability to operate in conditions of 

reduced redundancy (see Miller and Isard (1963) work in information theory). 

As a result of these Oller (1976, 1979, 1981) promoted his notion oflanguage as a 

unitary factor rather than as a divisible construct. He claimed that the learner in the 

course of language acquisition was developing a central, comprehensive and 

integrative linguistic competence which was going to serve all forms of language 

use. Later, however, Oller (1983:36) accepted that the strong form of his hypothesis 

was wrong and he explained his current position with the following words: 

... the holistic, global aspects of hmguage use, or other cognitive 

performances, do not exclude particulate, analytic and discrete elements. 

Indeed it seems that in an adequate theory the holistic elements must 

depend on the interaction of the relatively analytic components. Hence 

the idea that global and particulate models were incompatible must 

have been wrong .. .It would seem that both views are needed and 

Ihat they can complement each other rather tlUUl contradict one another. 
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The general proficiency claim, IS based on the notion that "there is some 

fundamentally indivisible (even is technically analyzable) body of knowledge 

varying in size from individual to individual such that you can rank individuals on 

the extent of their knowledge" (Spolsky, 1989:71). Spolsky (1989:72) cliams that 

even if it is not possible to specify a minimum of structural knowledge or 

communicative competence of a particular individual, some general claims about 

the ranking of this individual relative to him or herself at other times or relative to 

other people can be made. Statements like "X knows more of this language now 

than last month" or "X knows more than Y" can be uttered in order to express the 

subject's control of the language on a single gradient. The choice of the term 

"proficiency", the emphasis on discovering it through test performance and the 

requirements of naturalness imply that this is a model of performance rather than 

competence (Spolsky, 1985). 

In testing, the claim for general proficiency underlies the discussion of the scores 

taken either on batteries of tests of various kinds or on the privileged test methods 

like cloze and dictation. 

The discussion so far has shown that there are both in general theory and III 

language testing theory four interrelated but not overlapping approaches to 

describing and measuring knowledge of second language: the one structural, the 

second functional, the third communicative and the fourth general. Spolsky (1985) 

argues that anybody who knows a second language may be assumed to have all four 

kinds of knowledge. According to Spolsky (1989), the relations between the kinds 

of language knowledge are hierarchical. That is, the more structural items the 
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learners control, the more functional ability they have; the more functional ability 

they possess, the better they use the language in real-life; and the better they use the 

language in real-life, the greater the level of their general proficiency is (Spolsky, 

1989:79). 

However, the problem of testing language proficiency does not end after designing 

" 
the test. As Tonkyn (1995:39) points out "whatever the nature of the test, it might be 

said that the proof of the pudding should be in the eating". There is a need to 

periodically evaluate tests that are already operational. For example, initial validity 

study may not be sufficient to guarantee the validity of a test throughout its life time 

(Frisbie, 1982). 

Besides that, as Fredericksen and Collins (1989) pointed out since the "educational 

system adjusts its curricular and instructional practices and students adjust their 

learning strategies and goals to maximize the score on the test", the validation of the 

test employed in the educational system becomes imperative. Then it is necessary to 

search for answers to the following questions: 1) What is validity? 2) Why should a 

language proficiency test be valid? 

In the following section the term validity will be presented and discussed. 
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1.2 Validity 

Test experts have always been interested in "test validity" (Gray, 1997:1). It is "the 

most important consideration in test evaluation" (American Educational Research 

Association, American Psychological Association, and National Council on 

Measurement and Education, 1985:9). According to Hubley and Zumbo (1996:207) 

"of all the concepts in testing and measurement validity is the most basic and far-
i 

reaching; for without validity, a test, measure or observation and any inferences 

made from it are meaningless". Thus it is important to give the definition of validity 

before going on to the discussion of its different types (e.g., construct, content, 

predictive). 

One of the earliest definitions of validity comes from Cronbach (1949:48) in his 

classical book named Essentials of Psychological Testing. He points out that "a test 

is valid to the degree that we know what it measures or predicts". A more widely 

cited definition is composed by Anastasi (1954: 120): "Validity is what the test 

measures and how well it does so". However, the definition that is considered in the 

current study is the one by Messick (1995:741), which states that "Validity is an 

overall evaluative judgement of the degree to which empirical evidence and 

theoretical rationales support the adequacy and appropriateness of interpretations and 

actions on the basis of test scores or other models of assessment." According to 

Messick (1995), validity is not a property of the test but rather of the meaning of the 

test scores. In addition, these scores are functions not only of the test items and test 

conditions, but also of the persons responding and the context of the assessment. 
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Stated differently, what needs to be valid is the meaning of the scores; as well as any 

implications for action that this meaning entails (Cronbach, 1971). 

In the early 1950s, there was a proliferation of different concepts and delineation of 

validity. Some of the validity types proposed include Guilford's (1946) factorial and 

practical validities; Mosier's (1947) face validity, Gulliksen's (1950) intrinsic 

validity, Anastasi's (1954) face, content, factorial, and empirical validities and 

American Psychological Association's (APA) (1954) content, predictive, concurrent 

and construct validities. However, for the purpose of this study only predictive and 

face validities will be presented and discussed in detail'. 

1.2.1 Predictive Validity 

Predictive validity that was defined as parallelism between the test scores and the 

criterion performance (Angoff, 1988) was often considered to be the most valuable 

type of validity (Hubley & Zumbo, 1996). Bachman (1990:253) also pointed out that 

prediction is an important and justifiable use of language tests. According to him, 

the evidence that indicates a relationship between test performance and the behavior 

that is to be predicted provides support for the validity of this use of test results. 

Predictive validity of various language proficiency tests is of particular interest to the 

institution, as results received in the exams are important part of the criter~a drawn on 

to assess students' suitability for admission to its various academic programs 

• For the detailed description of the other types of validity, see Cronbach (1984), Heaton (1988), 
Hughes (1989), Messick (1989), Bachman (1990), <md Hubley and Zumbo (1996), 
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(Paltridge, 1992:261). Predictive validity becomes even more important when 

language proficiency tests are evaluated, since they are expected to "look forwards 

rather than backwards" (Alderson, 1984:33). 

In the following section studies which have been conducted to explore the predictive 

validity of different English proficiency tests will be discussed. Since studies on the 

relationship between English proficiency tests and academic achievement have 

indicated a wide range of findings and implications, they are not discussed according 

to such criteria as correlation coefficients, but according to the conclusions reached 

by researchers, in the following categories: 1) positive, 2) negative, or 3) mixed. 

1.2.1.1 Positive Conclusions 

A number of studies evaluating the relationship between the scores of English 

language proficiency tests and academic success found a positive relation between 

these two criteria (Burges & Greis, 1970; Reil & Aleamoni, 1974; Ayers & Peters, 

1977; Baldauf & Dawson, 1980; Freidenberg & Curry, 1981; Rea, 1984; Ro & 

Spinks, 1985; Douglas, 1986; Dedo, 1990; Paltridge, 1992; Wen & Johnson, 1997). 

Some of the studies that ended up with positive conclusions investigated the 

relationship between the English proficiency test scores and the freshman year 

academic success ofEFLIESL students. 
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Heil and Aleamoni (1974) conducted a study aiming to evaluate the predictive 

validity of TOEFL. In the study, TOEFL scores of foreign language students in 

American Universities were correlated separately with their first and second semester 

freshman year GP As. Results indicated that TOEFL predicts second semester GP As 

(GPA r = .336) better than first semester GPAs (GPA r = .270). Considering the 

results Heil and Aleamoni (1974) concluded that TOEFL was a useful predictor of 

the academic success of nonnative English speakers in American Universities. 

Two other important studies were those of Ho and Spinks (1985), and Dedo (1990). 

Methodologies used there were different from the one employed in the study 

discussed above. Instead of correlating GPAs only with the scores of proficiency 

tests, researchers set to determine which one among different factors (such as 

educational, social and writing background, English language proficiency tests 

scores, learning strategies, and motivation) best predict the freshman year academic 

performance of university students. Multiple regression analysis revealed that the 

scores on the English tests had the most predictive value. Considering the results, 

Ho and Spinks (1985:258) concluded as follows: "it is quite certain that students who 

are deficient in English would be handicapped in their learning at the University". 

Dedo's (1990) conclusions were not different. 

Wen and Johnson (1997) also found that the level of English proficiency, as 

measured by the English matriculation examination in China, was one of the best 

predictors of the freshman year academic achievement of 242 English major 

university students in Nanjing and Shangai. 



Douglas (1986) carried out an interesting research with 75 Sudan students at the 

University of Khartoum. The aim of the study was to investigate whether or not 

English proficiency tests employed by the university successfully predict the overall 

freshman year academic attainment of ESL subjects who had graduated from 

vernacular secondary schools. The results revealed that all three of the English 

proficiency measures significantly correlated with students' freshman year 

cumulative GP As. 

The second group of studies set out to investigate whether the different English 

language proficiency tests (e.g., MTELP, TOEFL) were valid predictors of the 

general academic attainment in an ESLIEFL tertiary educational setting or not. 

(Burges & Greis, 1970; Baldauf & Dawson, 1980; Freidenberg & Curry, 1981). 

Burges and Greis (1970) carried out a study with the aim of correlating the TOEFL 

scores and the overall college GP As of 17 ESL students. To attain valid results, 

researchers conducted a two-step statistical analysis. TOEFL scores were first 

correlated with the overall GP As of students, and then with their weighted GP As 

(i.e., the grades in such courses, as music, art and maths that require little English, 

were deleted). The findings of the study indicated that TOEFL scores did predict the 

future academic success of subjects. Both of the correlations were significant, with 

the one between the TOEFL scores and the weighted GP A being slightly higher than 

the one between the TOEFL scores and the overall GP A (TOEFL with overall GP A r 

= .53; TOEFL with weighted GPA r = .56). 
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Another research aiming to evaluate the relationship between the scores of English 

language proficiency tests and the overall academic success was conducted by 

Baldauf & Dawson (1980). The survey took place in a teacher-training college in 

Papua New Guinea. The subjects were students who entered the university between 

1978 and 1980. The correlations between the MTELP results and the overall GPAs 

of the subjects varied from .33 to .74. for the different groups of students. 

A year later a study intended as a replication of the research by Baldauf and Dawson 

(1980), was carried out with forty~two Cuban American students enrolled in a 

bilingual teacher education program at Florida International University (Freidenberg 

& Curry, 1981). Here again a significant relationship was found between the scores 

of MTELP and the overall college GPAs of subjects (r = .41). The common 

conclusion drawn was that the MTELP had a significant predictive validity as a 

measure of the overall academic achievement of university students. The researchers 

also pointed out that their studies proved that English language competence was 

important for "ESL student teachers regardless of their intended teaching specialty 

when English is the language of instruction" (Baldauf & Dawson, 1980: 1204). 

One of the recent studies in the area was conducted by Patridge (1992). He 

developed an English for Academic Purposes (EAP) placement test, which was 

aimed to reflect the integrated approach of language use. Paltridge reported that the 

test that was administered both in Japan and New Zealand appeared to be successful 

in distinguishing between undergraduate students who were proficient and those who 

needed remedial language work. Patridge (1992:243) argues that there is a need for 

the development of proficiency tests reflecting an integrated approach. He states that 
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although the "practices in areas of second and foreign language teaching and learning 

have changed dramatically and have become communication-based and learner-

centered", language testing is still structure-based. 

Differently from the studies discussed above, Ayers and Peters (1977) were the two 

experts who investigated the relationship between the English proficiency test scores 

and the academic performance of graduate EFL students. The subjects of the study 
, 

were 50 Asian students who were completing masters programs in engineering, 

chemistry, or mathematics. Their overall GPAs were first correlated with their 

TOEFL scores, next, with the scores obtained on the Verbal Ability section of the 

Graduate Record Examination (GRE-V), and finally with the average of scores 

obtained on TOEFL and GRE-V. It was reported that the TOEFL was a better 

predictor in determining the success of the Asian students in the study than GRE-V 

(GPA with TOEFL r = .40; GPA with GRE-V r = .22). However, the highest 

correlation found was between GP As and the combination of scores from TOEFL 

and GRE-V (r = .55). 

1.2.1.2 Negative Conclusions 

A large number of studies on the relationship between English language proficiency 

tests and academic success have led researchers to negative conclusions (Mulligan, 

1966; Sugimoto, 1966; Hwang & Dizney, 1970; Sharon, 1972; Gue &'Holdaway, 

1973; Andalib, 1975; Shay, 1975; Wilcox, 1975; Odunze, 1980; Light et aI., 1987; 

Vinke & Jochems, 1993; Morrison & Morrison, 1995; Yan, 1995). Moreover, 
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Tonkyn (1995) concluded that none of the major standardized language tests used in 

various British universities to predict the future success of students - e.g., Davies 

English Proficiency Test Battery (DEPTB), English Proficiency Test Battery 

(EPTB), English Language Battery (ELBA), International English Language Testing 

Service Test (IELTS) - performed particularly well. 

Hwang and Dizney (1970) in their study of 63 Chinese university students at the 

University of Oregon found no significant correlation between TOEFL scores and 

the freshman year first-term GP As (r = .19). The results of the study were very 

important for learners were majoring in subject areas like education, social sciences, 

and architecture that require a high level of English proficiency. 

Research aiming to evaluate the predictive validity of TOEFL was conducted by Gue 

and Holdaway (1973). In this study, however, TOEFL scores were correlated with 

the overall freshman year GP As of 123 Thai education majors at the University of 

Alberta. Scores on TOEFL sub-tests (i.e., listening, reading, vocabulary, English 

structure, and writing), total summer and fall TOEFL scores, and final GP As were 

intercorrelated. The results indicated that neither the total TOEFL scores nor the 

sub-test scores were good predictors of the freshman year academic achievement as 

measured by GP As. The authors argued that a possible reason for the low correlation 

between the overall TOEFL scores and GP As might be due to a mismatch between 

the testing methods. It was reported that in contrast to TOEFL, which is a multiple 

choice test, a considerable weight was apparently placed upon SUbjective written 

examinations at the University of Alberta. Another conclusion reached by the 

researchers concerned the administration of the listening comprehension sub-test. 
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Gue and Holdaway (1973: 101) claimed that the "thorny problem of the accent of the 

reader of the lecture" and the nature of the simulated talk were factors that reduced 

the reliability and validity of the listening comprehension part of the test. According 

to them, a different factor that affected the strength of the predictive validity of the 

test was the organizational climate in a test situation. 

Odunze (1982) carried out a similar study with 118 Nigerian students in four 

Missouri universities. He also did not find a significant correlation (r = .259) 

between TOEFL scores and "the first year school work" of his subjects. However, 

he proposed an explanation different from Gue and Holdaway's (1973) for the lack 

of the relationship between the two variables. Odunze argued that TOEFL is not an 

appropriate tool to measure the level of English language proficiency of Nigerian 

students. He concluded that using the TOEFL as a major determinant of 

international students' admission to various academic programs in colleges and 

universities, and as a predictor of international students' subsequent academic 

success should be reconsidered. Trainor (1985) backed up Odunze's 

recommendation in his study. After examining the structure and the content of 

TOEFL, he concluded that the exam "appears to suffer some very serious defects" 

such as, encouraging guessing, being culture biased, failing to test what it purports to 

test, and not measuring all four skills. 

Later studies carried out by Light et al. (1987), and Yan (1995) had two goals: (1) to 

find the extent to which TOEFL scores predict the freshman year first semester 

academic success for international graduate students at the State University of New 

York at Albany (SUNY A) and Mississipi University (MSU) respectively; and (2) to 



30 

determine the relationship between the institutional admissions criterion of a TOEFL 

score of 550 and students' GPAs. The correlations between the TOEFL scores and 

the freshman year first semester GP As of subjects from different departments were 

calculated. However, all of the obtained correlations were too low to have any 

practical significance. Conclusions drawn by researchers (Light et aI., 1987; Yan, 

1995) can be summarized with Light et al.'s (1987:255) sentence that "knowing how 

a student scored on TOEFL will tell us practically nothing we need to know to 

predict the student's academic performance." 

As an answer to the second research question, researchers stated that the study did 

not provide empirical rationale for the TOEFL cut off point. Yan (1995) pointed out 

that no significant difference was found between the freshman year first semester 

GPAs of the international students whose TOEFL scores were at or above 550 and 

those whose scores were below 550. Light et al. (1987), on the other hand, reported 

that students with lower TOEFL scores (between 400 and 549) performed 

academically better (i.e., had higher GPAs) than those with higher TOEFL scores 

(between 550-569). Another salient finding of Light et aI.' s (1987) study was that 

the relationship between TOEFL scores and GPAs of the social science group was 

significantly higher than the relationship between TOEFL ;;cores and GPAs of 

science group students. 

Another important study examining the predictive validity and the cut off score of 

TOEFL was conducted by Vinke and Jochems (1993). The subjects of the study 

were 90 Indonesian engineering students. This time, TOEFL scores were correlated 

with the average of the passing grades of seven written examinations. The TOEFL 
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cut off score was set as 420. The study ended up with a correlation coefficient of .51 

between the two TOEFL scores and academic attainment. Nevertheless, Vinke and 

10chems concluded that not the statistical, but the real significance of the test is 

important, i.e., percentage of variance (26%). According to them, the low percentage 

of variance is an indication of the fact that "language tests such as TOEFL do not 

measure the language skills that foreign students need in order to be academically 

successful at an English-medium university or college" (Vinke & Jochems, 

1993 :282). Another finding of the study concerned the TOEFL cut off points. 

Researchers reported that it did not seem to "make a difference whether students 

have TOEFL scores of, for example 460 or 520". No significant difference was 

found in, the academic performance of students at both ends of the continuum (460 

vs. 520). These results led to the formulation of the following hypothesis: 

There is a range of TOEFL scores within which a better command 
of English increases the chance of academic success to a certain extent 
and within which a limited lack of English proficiency can be off set by 
greater student effort or greater academic abilities. The limits of this 
nmge still need to be established (Vinke & Jochems, 1993:282). 

Another group of studies aimed to examine whether GRE-V, either in combination 

with TOEFL or alone, was a valid predictor of the overall graduate GP A of EFL 

students or not. 

Sharon (1972) attempted to investigate whether the TOEFL added to the predictive 

value of GRE-V. He scrutinized the relationship between the overall graduate GPAs 

of 975 foreign graduate students from 24 schools in the USA, and their TOEFL and 

GRE-V scores. The research manifested that not only TOEFL failed to predict (r "" 
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.26) the future academic success of subjects but also it added nearly nothing to the 

predictive feature of GRE-V (r = .27 when TOEFL and GRE-Vscores were 

combined). 

A study done by Shay in 1975 also aimed to examine how TOEFL and GRE-V's 

results correlate with the graduate academic success. Here again none of the 

correlations obtained were statistically significant (rs varied from .08 to .12 between 

TOEFL and freshman year GPAs; and rs varied from .06 to .09 between GRE-V and 

freshman year GPAs). Similarly to Sharon (1972), Shay also reported that these two 

tests fail to predict academic performance of graduate EFL students. 

Recently, Morrison and Morrison (1995) did an analytical review of 22 studies 

examining the relationship between the performance on the GRE-V and the graduate 

GPAs of foreign university students conducted between 1955 and 1992. They 

pointed out that the inability of GRE-V to predict the academic success of foreign 

university students was the most striking finding of their study. 

1.2.1.3 Mixed Conclusions 

Another group of studies of the relationship between English language proficiency 

and academic success led the researchers to mixed conclusions (Abadzi, 1975; 

Bostic, 1981; Mestre, 1981; Slark & Bateman, 1982; Stover, 1982; Zeidner, 1986, 

1987; Robinson & Ross, 1996). 
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Abadzi (1975) carried out a study with the aim of correlating the TOEFL scores with 

the first and second semester freshman year GP As of 70 foreign students who 

entered the University of Alabama in 1974-75. A strong relationship was found 

between the TOEFL scores and the first semester GPAs of students (r = .43), 

however, no correlation was found between the second semester GP As and the 

English knowledge as measured by TOEFL. 

A later study was carried out by Stover (1982). Here TOEFL scores and 

preuniversity English program (prep) grades were correlated with the first semester 

GP As of 159 undergraduate and graduate students at the University of Arizona. 

TOEFL appeared to be a good predictor of the first semester academic attainment of 

both graduate and undergraduate subjects. All subjects in the study who scored 500 

and above on TOEFL reached "an acceptable level" of achievement at the end of the 

first semester. Neverthelss, prep grades could only predict the freshman year first 

semester GP As of undergraduate students (r = .21). They were not found to be 

significantly related to the success of graduate students. 

Bostic (1981) conducted a study intending to correlate the overall freshman year 

GP As of 154 foreign students at Oklahoma College, attending both "language 

oriented fields" and "scientifically oriented fields", with their TOEFL scores. The 

study showed that there was a significant, but not strong, positive relationship 

between the overall freshman year GPAs and TOEFL results (r = .169). The salient 

finding of this study was the fact that TOEFL scores significantly correlated with the 

overall freshman year GPAs of the students who studied in "scientifically-oriented 

fields" as compared to the ones who studied in "language oriented fields". 
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Two studies carried out by Zeidner (1986, 1987) explored the predictive validity of 

College Admission English Language Aptitude Test (ELAT). The researcher 

correlated first year cumulative GPAs of Jewish and Arab students at the university 

in Northern Israel with ELAT test scores. The relationship between the associated 

criteria was found to be significant. However, the exam seemed to mispredict the 

success of both groups. That is, it overestimated the academic attainment of Arab 

students and underestimated the success of Jews. In spite of this finding, Zeidner 

suggested that in principle, ELAT might be used fairly for predicting the academic 

achievement of varying cultural groups, especially Arabs. 

In another study, Mestre (1981) intended to examine the relationship between the 

results of English language proficiency tests and the overall college GP As of 

bilingual Hispanic and monolingual American students. The level of English 

language proficiency of students was measured by Manuel's Reading Test (1962) 

and the Verbal Ability Section of the Scholastic Aptitude Test (SAT-V). Results of 

the study revealed that Manuel's Reading Test successfully predicted the future 

academic achievement of both groups of students. However, SAT-V results were 

significantly related only with the monolingual group's GP As. This finding led 

Metsre to question whether or not it is appropriate to use SAT -Vas a basis for 

admission decisions for bilingual students. 

Finally, Robinson and Ross (1996) conducted a study comparing the predictive 

validity of two English for Academic Purposes tests. The first of the tests was a 

Task-based Performance Test (TPT) designed by researchers. The second test was a 

traditional skill-focused English Language Institutional Placement Test (BLAT). 
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Academic success was defined as a pass/fail mark on the direct performance­

reference task. The TPT was found to predict subjects' success better than the 

ELAT. According to Robinson and Ross (1996:467) this was due to the fact that 

skill focused tests did not provide sufficient grounds for predicting the actual 

academic skills of students. According to them, these kinds of tests only provide an 

indication of the current knowledge of English language. 

1.2.2 Face Validity 

Face validity pertains to whether or not the test "looks valid" to the examinees who 

take it. Although some measurement professionals have never seriously considered 

"face validity" (Mosier, 1947; Cattell, 1964; Davies, 1977; Stevenson, 1981, 1982, 

1985; Cronbach, 1984; Bachman, 1990), others have claimed and empirically proved 

that it is an important feature of tests (Frisbie, 1982; Low, 1982, 1985; Shohamy, 

1985; Mendelsohn, 1989; Anastatsi & Urbina, 1997; Fulcher, 1997). Another 

research that provided a piece of crucial evidence for the importance of face validity 

was conducted by Jonson and Plake (1998). Researchers (Johnson & Plake, 

1998) examined the preview descriptions of validity expressed in the Mental 

Measurement Yearbook Test Reviews for the last 50 years. They reported that the 

requirement of "face validity" appeared in every test review that was examined. 

Low (1985: 156) argues that testees are the group from whom data related with the 

face validity of a test should be gathered. He states that the test-taker is the only 
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person with any direct knowledge of "whether the form of presentation in which the 

test content is couched is such that the desired linguistic behavior is not produced" 

(ibid., 156). Low also adds that testees can often feel that this is "not how they read 

articles in real life" (ibid., 1596). Moreover they are also in a position to state 

whether they feel that their performance on the test constitutes a highly 

unrepresentative sample of their "actual" ability or not. 

Low's VIeWS are supported by Frisbie's (1982:136) statement that "unsolicited 

comments and open-ended responses of students to questionnaires can provide a 

unique set of information to supplement other qualitative data which are used to 

judge the adequacy of a placement test". Wall et al. (1994) go further by stating that 

the question "Do the students who take the test feel that their language has been 

accurately measured?" should always be asked in a study intending to measure the 

validity of an English language proficiency placement test. 

Fulcher (1997) looks at the problem from another perspective. He states that: "If the 

test is not perceived to be fair by test-takers and score users, the role of the placement 

test within the institution is compromised" (ibid., 118). A qualitative study of this 

nature therefore relates not to the technical qualities of a testing instrument but to the 

aspects of the social consequences of the testing for the institution (Messick, 1989). 

Nevertheless, although institutions and teachers are aware of the fact that their 

students have very clearly defined opinions about the tests that they are given they 

often disregard these opinions. According to Mendelsohn (1989:96), the main reason 

behind this policy is the fact that "we [institutions and teachers] don't really know 
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how to change and improve the things that they are critical of." A number of recent 

studies that have examined students' reactions to various language proficiency tests 

(Low, 1982; Shohamy, 1985; Scott, 1986; Wall et aI., 1994; Fulcher, 1997) provided 

empirical evidence for the theoretical statements presented above. 

Low (1982) carried out a preliminary study on 365 first-year Arts students at the 

University of Hong Kong. He found that the majority of the testees were really able 

to state opinions in relation to test validity that were parallel to ones reached through 

statistical analysis. In addition, the subjects clearly stated their opinions on the 

content bias of the test, the tasks they were asked to perform and their own 

performance. 

The study at Lancaster University (Wall et aI., 1994) conducted on 57 foreign 

students revealed that subjects properly evaluated the problematic parts of the 

English placement test employed there. Subjects were asked to evaluate an English 

language placement test for academic purposes consisting of reading, writing and 

listening parts. Informants graded reading and writing parts as satisfactory while 

they said that they had doubts about the listening part. Re-examination of the test by 

the research team (Wall et aI., 1994) illustrated that there was a real mismatch 

between the type of the listening sub-test and the aim of the placement test. They 

concluded that the instructions in the listening part should be changed. 

A second pair of studies (Shohamy, 1985; Fulcher, 1997) discussed why students 

thought that the English language proficiency test could not measure their level of 

language proficiency. 
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In Shohamy's research (1985) carried in Israel with learners of English as a second 

language, 90% of the students stated that they did not feel that the language test 

administered in their university reflected "their language". When students were 

asked to explain "Why?", the majority of the informants stated that they did not see a 

connection between the things done on the test and their real language knowledge. 

Fulcher (1997) also asked foreign students at the University of Surrey whether or not 

the proficiency exam employed by the institution properly measured their level of 

English language proficiency. Most of the students did perceive the test to be fair. 

On the other hand, those informants who found the test unfair mostly complained 

about the administration of the test. They stated that either the time was not enough 

or the testing environment was poor. These were the factors which effected the test 

scores negatively (Asher, 1990). These findings led Fulcher (1997:135) to conclude 

that "Within any large institution there will be logistic and administrational 

constraints. What is not often recognized, however, is that these constrains lead to 

limitations on testing, which have direct impact on the reliability of score 

interpretation. " 
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CHAPTER 2 

BOGAZi(i UNIVERSITY ENGLISH PROFICIENCY TEST (BUEPT) 

In this chapter, first, the format and contents of the English proficiency tests (i.e., 

previous and current), used by the Bogazic;:i University English Preparatory Division 

will be presented and discussed. Secondly, the results of a number of studies that 

have been conducted to evaluate BUEPT and education in Y ADYOK will be 

presented. 

2.1 Bogazh;i University English Proficiency Test (BUEPT) 

BUEPT is a test constructed to be used only by BU and it is based on a needs 

analysis of the BU university students. 

All BU entrants take the BUEPT before being allowed to start their undergraduate 

studies. If students are successful in the BUEPT they are permitted to continue their 

studies in the University. If they fail they are required to spend at least one semester 

but normally one year in the English Preparatory Division (Y ADYOK) of the 

University, where they receive a full-time English language course. At the end of the 

first semester, Y ADYOK students take parallel forms of the BUEPT again. Those 

prep students who obtain a grade below 60 (out of 100) attend English courses for 

another semester or a year. Y ADYOK students who are unable to pass the 

proficiency exam at the end of the academic year are not allowed to register the 

university and their rights to follow the preparatory classes are also sustained. 



40 

However, they can take the exams offered by BU for another academic year. Those 

students who are still unsuccessful at the end of the second year, are expelled from 

BD. 

2.1.1 Background 

The Bogazic;i University English Proficiency Test (BUEPT) was developed by 

Arthur Hughes and the English Preparatory Division (Y ADYOK). of Bogaziyi 

University (BU) within the 1982-83 academic year (see Appendix A). Hughes 

(1988: 134) defines the BUEPT as "an English language proficiency test for academic 

purposes at the university level." He also points out that the aim of the test is to 

"distinguish those students whose English is adequate for study at the University 

through the medium of English from those whose English is not" (Hughes, 

1984: 137). 

Before Hughes developed BUEPT, that is, until the beginning of the academic year 

1983-84, all students registered in Y ADYOK were allowed to go on to their 

university studies if the grade derived from their achievement tests (i.e., progress 

tests given throughout the year), teacher ratings and the "final proficiency test" was 

over 60. T~e progress tests and the teacher ratings contributed 70% and the final test 

contributed only 30% to the final passing grade. 

Achievement tests were mostly prepared by prep class teachers and they differed 

from class to class (Hughes, 1988). On the other hand, the "final proficiency test", 
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constructed by Y ADYOK teachers, included solely multiple choice questions which 

were "apparently modeled on those in the Michigan Test of English Language 

Proficiency and TOEFL" (Hughes, 1988: 135). Besides that, some of the students 

who were failing on the final proficiency tests were 'jumping' to undergraduate 

studies if their progress tests grades were high. Actually, under the testing system 

described above, 99%' of Y ADYOK students were permitted to continue their 

undergraduate studies (Hughes, 1988: 136). 

However, when the students who completed their time in Y ADYOK were taking the 

Michigan Test of English Language Proficiency, as one of the requirements for 

completing the preparatory course, more than half of them could not reach even the 

"minimum score for their subject area, as indicated in the test manual" (Hughes, 

1988: 136). That is, if they had been in another English medium university they 

would have been allowed to take at most one-third of the term courses, while in BD 

they were taking a full load. Freshman year instructors were also complaining that 

incoming students' English was not good enough to follow the lectures. That is why 

"a great deal of the teaching in this English medium university was in fact conducted 

in Turkish" (Hughes, 1988: 135). Instructors were. either lecturing only in Turkish or 

after giving their lectures in English they were breaking off from time to time to 

provide summaries in Turkish (Hughes, 1988). 

The situation described above became worse at the beginning of 1980s, and the 

Senate of BD was forced to choose between either becoming a Turkish medium 

institution or changing the English proficiency testing system. The Turkish 

* During the last two years (1998 and 1999) only 53% of the students who entered BUEPT passed it 
(Y ADYOK Testing Office, 1999). 
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Government and the semor members of the University decided that BU should 

remain an English medium university. As a first step in attempting to ensure that this 

happened, the Senate of the University decided that entry to undergraduate studies 

should depend entirely on a student's proficiency test performance. In October 1982, 

Arthur Hughes, a Key English Language Teaching (KELT) officer on a two-year 

British Council contract founded by the Overseas Development Administration came 

and started the development of a new English language proficiency test. 

According to Hughes (1988: 13 8) freshman year was "the critical year: if students 

could cope with this first year in English, they could presumably cope with the 

following three". That is why the new English proficiency test project started by 

establishing the English language needs of freshman year students. Their written 

work was collected and scrutinized. Academic staff teaching first year 

undergraduates was interviewed and administered a questionnaire. Two objectives 

were behind these inquiries: to discover which language skills were important for 

freshman year students and to detect the skills in which majority of the students had 

serious problems. 

Results of the questionnaire revealed that listening was considered to be the most 

needed skill for freshman year students. It was followed respectively by reading, 

writing and speaking skills. Instructors indicated that there should be a level of 

English proficiency below which none of the students should be allowed to go on to 

undergraduate studies. Moreover, it was pointed out that the content of the test 

should be based on the 'specific language requirements' (Valette, 1977) of freshman 

year students at BU. 
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After collecting all these data, Hughes and the Y ADYOK team tried to prepare a test 

that would: 

1) distinguish those students whose English was adequate for study at the university 

through the medium of English from those whose English was not (Hughes, 

1984: 137). 

That is, the new test would be criterion-referenced. Moreover, the test would have a 

high enough cut off point so that those students who passed the exam would be able 

to follow the courses taught in English. 

2) encourage and support the kind of teaching, particularly within Y ADYOK, best 

suited to the development of the English skills necessary for study at BU In 

other words, the test should actually require the students to perform just the kind 

of tasks that they would meet in their first year as undergraduates (Hughes, 

1988: 137). 

3) have high face validity (Hughes, 1988: 137). Stated differently, the test should be 

seen by students and teachers as appropriate and fair. 

From the academic year 1983-84 on, the new proficiency test was the only 

determiner of whether a Y ADYOK student could remain at the University or not. 
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2.1.2 The New Bogazici University English Proficiency Test (BUEPT) 

As indicated in the BUEPT handbook, the test consists of three main sections -

listening, reading and writing - which are further divided into two subsections within 

themselves (see Appendix A). The exam lasts for three and a half hours. Candidates 

have an hour for listening, an hour for reading and 80 minutes for writing sections. 

Those who get A (over 70), B (from 65 to 69), or C (from 60 to 64) pass the exam 

and all others who get lower marks fail (Dolta~ and Sevgen, 1995). The weights of 

the different parts of the examination are as follows: listening 30%, reading 40%, and 

writing 30%. Six different scorers evaluate the listening and the reading parts of the 

test while four different scorers evaluate the writing part. None of the evaluators can 

see the marks given to the particular paper by his/her colleagues. 

The listening component consists of two listening comprehension sections: while 

listening and note taking. 

In the while listening part the candidates, in advance, see and have the opportunity to 

study the questions (from 12 to 17) for five minutes (see Appendix B). Then they 

listen to a talk, which is usually ten minutes long, and answer the questions while 

listening to it. The answers required in this part are brief; often one to two- to five­

word statements. 

In the note taking part, testees hear another ten-minute lecture and take notes while 

listening to it (see Appendix C). Students do not see the questions until the talk is 

ended. They are warned by administrators to try to catch and note only the main 
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points and the important examples instead of attempting to write down everything 
~ 

they hear (Hughes, 1984). After taking notes, the candidates are faced with 

questions. Students have 15 minutes to reply the questions. It is not necessary to 

answer in complete sentences, or write the exact words used in the lecture. 

Hughes (1984) states that topics for the lectures used in the listening section are 

drawn from disciplines such as business administration, psychology and sociology. 

These areas are chosen chiefly because they are the common courses taken by most 

of the freshman year students at the university. 

Due to the inadequacies of the available equipment and the acoustics problems of 

rooms where the exam is administered the lectures are delivered 'live' instead of 

using recordings. Hughes (1984) writes that in this way, the test becomes more 

authentic and closer to its purpose because nearly always in universities lectures are 

delivered 'live'. He claims that it is hardly possible that university instructors use 

recordings to present the material. 

The reading component also has two parts: scanning and detailed reading. In 

order for a student to be considered successful on this part he/she has to do two-

thirds of the questions correctly. 

In the scanning part students are expected to scan a text up to 3,000 words as 

quickly as possible, searching for main or easily noticeable information. The 

questions (about 15 in number) in this section are typically related to important ideas 
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and basic facts in the passage. Students do not need to comprehend the whole text. 

They do not have to worry about parts of the text they have difficulty with. The 

important skill for this section is to find the data that the questions demand as quickly 

as possible (see Appendix D). 

In the second, detailed reading section, students read a passage that is about 1500 

words long (see Appendix E). Here they have to answer up to fifteen questions 

which are assumed to require a deeper comprehension of the passage. Questions 

related to the text are grouped under three headings: 

1. Comprehension questions: Candidates are supposed to read carefully written 

English for understanding of main ideas and important details of an argument in a 

text (see Appendix E, Comprehension Section). 

2. Reference questions: Candidates are asked to recognize the relationships in the 

text (e.g., "Identify the antecedent referent of pronoun", Hughes, 1984:140). The 

idea is to see whether students can recognize the way in which such pronominal 

devices refer to information elsewhere in the text (see Appendix E, Referrals). 

3. Vocabu!alY: Candidates are given four to six words and they are asked to find a 

single word in the passage between the pointed out lines, which has the same 

meaning. Candidates are warned that "the word in the passage may have different 

endings e.g., -ing, -ed, etc." (BUEPT Manual 1997:4). The aim is to check 

whether examinees can derive the meaning of unfamiliar vocabulary from the 

context (Hughes, 1984) (see Appendix E, Vocabulary). 
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The passages used in the reading component of BUEPT are taken from the university 

textbooks, the subject areas being similar to those chosen for the listening component 

texts. 

The writing component: Here students have to write two one-page compositions 

usually about pros and cons of a particular topic (see Appendix F, The 

Argumentative Essay) or they have to compare and contrast two things (e.g., 

Compare and contrast life in big cities and villages). The students are reminded that 

they should demonstrate that their level of English is enough for university studies 

and because of this, they should not, for instance, use only short and simple 

sentences. 

Hughes (1984: 140) states that some guiding points are presented to students since 

more than assessing creativity, the intent of each task is to measure whether 

candidates' writing abilities are adequate for study at BU He gives the following 

writing component example: 

'Discuss the following proposed measures intended to increase the number of 

foreign tourists coming to Turkey. 

(1) Morel better advertising and/ or ififormation (where? what form should it 

lake?) 

(2) Improvedfacilities (holels, transportation, communication etc.) 

(3) ll-aining of personnel (guides, hotel managers etc.) 
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Hughes (1984: 142) presents the following scoring system for the writing component 

ofBUEPT: 

'NS 
NS­
MA 
MA? 

: Educated Native Speaker Standard 
: Very Close to Native Speaker Standard 
: Clearly More Than Adequate 
: Probably More Than Adequate 

: Adequate for Study at BU 

: Doubts about Adequacy 
: Not Adequate 
: Far below Adequacy' 

Those students whose compositions fall in the first five groups get passing marks on 

the writing part of the exam while the compositions in following three groups fail 

(see Appendix G for samples of, essays graded differently, Hughes, 1984:145-147). 

Hughes (1984) pointed out that two sources were used to establish the standards for 

composition evaluation: 

(1) The written work of undergraduate students: Some university instructors supplied 

a sample of learners' papers with their notices about the adequacy of the 

students' English for university study. 

(2) Ideas, thoughts, and experiences of the teachers in Y ADYOK, who themselves 

had graduated from BU 
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2.1.3 Comments on the Components of BUEPT 

Hughes's (1984, 1988) description of the components ofBUEPT may rise a number 

of concerns with regard to the validity and reliability of the test. 

First of all, the fact that the texts used in both the reading and the listening sections 

of BUEPT are drawn from only three disciplines (i.e., business administration, 

psychology and sociology) may raise the problem of content validity. Restricting the 

test topics to those three areas may lead to the following questions: "To what extent 

is BDEPT really able to reflect the representative language that all examinees might 

encounter in the criterion (i.e., BU) academic setting?", "Does BUEPT overlook the 

performance of engineering, science and philology students?" and "Is BUEPT biased 

towards the students in Business Administration, Psychology and Sociology 

Departments?" 

In order to answer the questions posed above empirical studies companng the 

academic performance of the students in Business Administration, Psychology and 

Sociology Departments with the academic attainment of the students in other 

departments need to be carried out. 

A second issue concerns the construct validity of the listening, reading and writing 

components of BUEPT. Bachman (1990) points out that before trying to measure 

something it has to be properly and fully identified and defined. Harmer (1993: 183) 

in his discussion of reading and listening skills states that these skills have at least six 

basic dimensions, i.e., predictive skills, skills for extracting specific and detailed 
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information, skills for getting the general picture, skills needed for recogmzmg 

function and discourse patterns, and skills for deducing meaning from the context. 

All these have to be possessed by readers/listeners in order for them to be able to 

understand the content of what they see/hear. However, in BUEPT's case the 

constructs of reading and listening for academic purposes are limited to only two 

dimensions - scanning and detailed reading, and while listening and note taking 

respectively. Brown (1996:251) points out that in cases such these, the mismatch 

between the test scores and the criterion behavior comes not from measuring 

different abilities, but from measuring only limited aspects of the criterion ability. 

Hughes (1984, 1988) consistently states that BUEPT was prepared to measure 

whether or not students possess the skills required to cope in an academic setting. 

Nevertheless, in the writing part (similar to the skills requirements in the reading and 

listening parts) examinees are always asked to write the same types of essays - the 

argumentative and the comparison..:contrast essays. Since it is commonly accepted 

that academic writing is not limited to only these two types of writings, there may be 

a concern about the construct validity of the writing section ofBUEPT as well. 

In addition, nothing is said about the importance of style, structure and/or the usage 

of graphic symbols (e.g., punctuation symbols, capitalization, indentation, italics, 

underlining) in the marking scheme presented by Hughes (1984 :42, see p. 48). As it 

is well known, academic writing has its strict rules that are expected to be followed 

by academicians and students. 
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A third issue concerns the listening component of BUEPT. The fact that the "talks" 

in listening sections are delivered 'live' may have implications for the reliability of 

the test. As Cronbach (1971 :449) states "every aspect of the setting in which the test 

is given and every detail of the procedure may have an influence on performance and 

hence on what is measured." The 'thorny problem of the accent' (Gue & Holdaway, 

1973) and the speed of reading of the lecturer (Wall et al., 1994), for instance, may 

be factors affecting both the success of examinees and the reliability of the exam. 

The final concern with regard to BUEPT is the present populations of the test-takers. 

As explained previously, the content and the skills that are assessed on,the exam are 

arranged according to the requirements of the freshman year courses taught at BU 

However, BUEPT is also given to "would be" BU graduate students and outsiders 

(e.g., members of the staff of different banks). An obvious question that has to be 

answered then is: "Can BUEPT measure the level of English proficiency of those 

examinees since this was not the original intention?" 

Anastasi and Urbina (1997: 138) point out that it is essential to specify the features of 

the group for whom a test is prepared. They claim that the same test may measure 

different functions when given to individuals who differ in age, sex, educational 

level, and any other relevant characteristic. Persons with different experiential 

backgrounds, for example, may utilize different work methods to solve the same test 

problem. Consequently, a test could have validity in predicting a particular criterion 

in one population and little or no validity in another. That is why, a test designed for 

use with a particular population should cite appropriate data on population 

generalizability in its technical manuals, 
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2.2 Review of BUEPT and YADYOK Studies 

To the knowledge of the researcher, there are only three studies that have been 

carried out to evaluate the BUEPT or English education in Y ADYOK. 

The first known study was conducted by Hughes in 1983. The BUEPT scores of 190 

advanced BD students were correlated with their scores on the Michigan Test of 

English Language Proficiency (MTELP). The calculations ended up with a strong 

relationship between the two sets of data (r varied from .70 to .84). Depending on 

this high correlation, Hughes (1988) concluded that the two tests measured the same 

construct - the level of English language proficiency of university students, though in 

different ways (i.e., MTELP is a multiple choice or "objective" test while BUEPT is 

a "subjective" exam as defined by Pilliner, 1968). 

The second survey was carried out by Dolta$ and Sevgen (1995). The aim of the 

study was to examine whether or not there was a correlation between BUEPT and 1-

TOEFL scores. The participants in the study were 64 freshman year undergraduate 

and 66 graduate and transfer BD students, who took both tests within the same 

semester. The analysis of undergraduate students' data revealed that in contrast to 

the researchers' expectations, a high score on I-TOEFL (e.g., 600-677) did not 

guarantee an "A" on BUEPT. Among the six students who had both high I-TOEFL 

scores (between 600-660) and passed the BUEPT at first try, only two got "A" on the 

latter test. On the other hand, all of the ten subjects who attended prep classes for 

one semester, and had TOEFL scores ranging between 500 and 573, also passed the 
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BUEPT with "A". These findings led Dolta~ and Sevgen (1995) to argue that the 

determining factor which indicated the students' success on BUEPT was not their 

level of English proficiency but their knowledge of test techniques. 

When the graduate and transfer students' data were examined it was detected that 

among the 66 candidates who had an I-TOEFL score of 550 or above, only one 

passed the BUEPT with "B". The rest of the students, except for two who failed, 

passed the exam with "C". The TOEFL scores of those who got the same grade on 

BUEPT (i.e., "C") ranged from 550 to 677. Considering these data, researchers 

concluded that A, B, C ranges of BUEPT were not sensitive to the different levels of 

English language proficiency of subjects in the study. 

The BU Alumni Association (BUJ\I.I£:D) conducted a widescope study trying to 

measure the "performance of BU". One of the aims of this survey was to discover 

how prep class students evaluate the education given in Y ADYOK. When asked 

whether or not their expectations related to the teaching in Y ADYOK were fulfilled, 

83,2% of prep students said that their expectations were either only partially fulfilled 

or not fulfilled at all. When asked "Why?" more than half of those informants 

(55.4%) stated that they were dissatisfied by the way English is taught in Y ADYOK. 

Another group of subjects (8%) noted that they were disappointed by the low level of 

English proficiency, both of Y ADYOK teachers (2.9%) and incoming students 

(5.4%). 
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Considering the conflicts between the BUEPT designer's aims and the results of the 
~ 

last two studies discussed above, it is believed that the BUEPT may need closer 

examination. The way the test is employed (i.e., a screening tool for detecting 

students with deficient English language skills, which might block students' success 

in undergraduate studies) and the population affected the most by it (i.e., the 

students) makes this inquiry of the predictive and face validity ofBUEPT reasonable. 



3.1 Purpose Of The Study 

CHAPTER 3 

METHODOLOGY 

The purpose of the current study was to answer the following research questions: 
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1. Is there a relationship between the time students spend in Y ADYOK and their 

success on BUEPT? 

2. Is the Bogaziyi University English Proficiency Test (BUEPT) a valid predictor of 

the first semester, second semester and overall freshman year academic success 

of Bogazi<;i University (BU) students in Foreign Language Education (FLED), 

Western Languages and Literatures (LL) and Translation and Interpretation 

(TRANS) Departments? Why or why not? 

3. How do the students in FLED, LL, and TRANS Departments evaluate the 

BUEPT as a valid reflector of their level of academic English proficiency and as 

a predictor of their future academic success? 

It was expected that in answer to the first research question, a positive relationship 

would be found between the time students spent in Y ADYOK and their success on 
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BUEPT, since courses in Y ADYOK are designed to prepare students specifically for 

the BUEPT (Hughes, 1988; Onat, 1997). 

As explained previously, BUEPT is intended to determine whether the level of 

English proficiency of incoming BU students is sufficient to follow university 

courses or not (Hughes, 1988). Furthermore, Weir (1988:45) claims that a student's 

proficiency in English determines to "what degree he or she will benefit from, and 

contribute to, the course of study". Moreover, the available empirical evidence cited 

earlier suggested that academic achievement in social sciences is affected more by 

the level of English language proficiency, than is the academic achievement in other 

fields of study (Light et aI., 1987). 

Considering the points mentioned above and the facts that the present study was 

carried out in an English-medium university and all the subjects were from 

departments closely related with the English language, it was expected that in answer 

to the second research question a positive relationship would be found between the 

BUEPT results and the first semester, second semester and overall freshman year 

academic success of the subjects in the research. 

The GP A was chosen as a criterion for academic achievement due to two reasons. 

First, it was in line with most of the studies reviewed in Chapter 1. Second, the GP A 

is the most important factor determining the future academic life of students at BD. 

According to the 1998 BU Student Booklet: "All students in any undergraduate 

program at BU should have a GPA which is at least 2.00. If within two successive 

semesters a student's GPA is below 2.00, helshe is considered to be a "repeating" 
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student. "Repeating" students cannot take new courses in the following terms. 

Beginning with courses in which they failed (received F), they have to repeat courses 

which they passed with DD and DC until their GPAs become at least 2.00" (Bogazivi 

Oniversitesi El Kitabl, 1998:31). 

It was decided to correlate BUEPT results particularly with the fist semester, second 

semester and overall freshman year GP As of the students, because the content of the 

test was based on the "specific language requirements" of the freshman year students 

(Hughes, 1988). Furthermore, as Hughes (1988) and Enginarlar (1984:119) pointed 

out it is the most important year at the university education, failure at the end of 

which "may very well be, among other things, causally related to language 

proficiency" . 

Although it was less easy to predict the answer to the third research question, it was 

expected that the exam would be "seen by students as appropriate and fair" (Hughes, 

1988: 137). It was hoped that the results obtained from this part of the study would 

lead to actionable administrative and pedagogical recommendations. That is why, 

the data collection procedures were designed such that detailed information could be 

obtained about the attitudes and thoughts of subj ects towards the BUEPT. 

3.2 Subjects 

A total number of 422 (332 female and 89 male) BU students from Foreign 

Language Education (FLED) (207), Western Languages and Literatures (LL) (114) 
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and Translation and Interpretation (TRANS) (101) Departments, who were admitted 
'c 

to the university between 1992 and 1997, participated in this study. The students' 

ages ranged from 20 to 35. 

A background survey indicated that the target population was rather homogeneous. 

Nearly all students (409 out of 422) had had instruction in English in junior and 

senior high school for five to seven years (see Appendix H). They were either 

private high school (e.g., Robert College and UskUdar American College) or 

Anatolian public high school (e.g., Edirne Anadolu Ogretmen Lisesi and Bahkesir 

Anadolu Lisesi) graduates, where the medium of instruction is English. The English 

curriculum for these institutions is designed by the Ministry of Education to bring 

students who graduate from high school, to an advanced level of English proficiency. 

The other thirteen students were public high school graduates but they explained that 

they had taken private lessons and attended private university preparatory courses, 

which helped them to improve their level of English proficiency. 

As it is known, there is a central matriculation system in Turkey. That is, all 

university candidates have to take the University Entrance Exam prepared and 

administered by the Student Selection and Placement Center (OSYM) set in Ankara. 

In order to be able to enter FLED, LL and TRANS Departments of BU, candidates 

have to pass the English Test of the University Placement Test COYS). The OYS 

English Test consists of 75 multiple choice questions, usually based on the topics 

included in the curriculum of Anatolian and Private High Schools. The fact that all 

subjects took and did at least 70 out of 75 questions on the English Test of the OYS 
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(between 1992 and 1997) was accepted as further evidence that all subjects were 

more or less at the same level of language proficiency. 

Thus, it can be said that factors that might have affected the results of the current 

study such as the subjects' pre-entry level and previous educational background were 

controlled in this study as much as possible. 

3.3 Data Collection 

The following data collection procedures were used in the study: A) Obtaining 

statistical data from the BU Registrar's Office; B) Student Questionnaire. 

A) Statistical Data 

The statistical data obtained from the BU Registrar's Office included the BUEPT 

passing grades and the GPAs of 422 students in FLED, LL and TRANS 

Departments. The available data also allowed the identification of: (1) The academic 

major of the subjects; 2) The number of subjects who passed the BUEPT at first try; 

3) How many semesters each of the subjects spent in preparatory classes; 4) The 

subjects' GPAs throughout the different semesters in the freshman year. 
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B) Questionnaire 

A questionnaire used by Wall, Clapham and Alderson (1994) in their study for 

evaluating the English Proficiency Test at Lancaster University formed the basis of 

much of the questionnaire employed in the current research (see Appendix H). 

However, some items were rewritten, and others were replaced by new ones in order 

to make the questionnaire more suitable for its particular context. 

The questionnaire was chosen as a data collection instrument in this study because, 

as Harris (1983) stated, the only way to find out about face validity that is concerned 

with what students think of the test is by means of a questionnaire. In addition, Low 

(1985) expressed that the best way to collect a laIge amount of data quickly was a 

standardized questionnaire. Furthermore, as Nunan (1992:143) pointed out, data 

from a standardized questionnaire is more "amenable to quantification". According 

to him, these data can be readily quantified and analyzed, particularly if there is 

access to computer statistical packages. The types of questions were designed in 

accordance with Low's suggestions (Low, 1985: 165). He indicates that if the data 

are going to be collected from a large population, the questionnaires should mostly 

comprise close-ended responses followed by places for open-ended responses In 

order to elicit data with respect to the actual ideas and feelings of the subjects. 

The questionnaire consisted of two parts (see Appendix H). The first part of the 

questionnaire included questions related to the background of the subjects: age, 

gender, educational background, success on the OYS. 
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The questions in the second part of the questionnaire were itemized according to the 

second foci of the study: overall perception and evaluation of the BUEPT by FLED, 

LL and TRANS students. 

While trying to make the questionnaire as detailed as possible, there was a need to 

limit the number of items to those which could be tackled by students within a 

maximum of 20 minutes. This limit was determined during a personal conversation 

with the target instructors, who told the researcher that they might allow 20 minutes 

of their lessons to be taken up by the researcher. 

3.4 Piloting 

A pilot study of the questionnaire (adapted from Wall et al., 1994) was conducted 

with 40 FLED students. Besides trying to detect the problems related to the format 

and content of the questionnaire, it was also aimed at determining how much time 

was needed to finish it. Subjects in the pilot group were asked to write their 

comments and suggestions related to each of the items while answering the 

questions. 

Students were able to complete the questionnaire within 25 minutes. This was 

considered as a good indicator of the time within which the questionnaire could be 

completed. Moreover, no significant problems were identified from the piloting 

procedure. All questions were answered fully by all students, and except for two, 

none of them wrote negative comments related to the items, This was accepted as 
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evidence that the questionnaire was not too long and that the questions were not 

boring or irrelevant to the interests of the target population. 

Later, the results of the pilot study and the finalized questionnaire form were 

examined by three instructors in the FLED Department. Since no significant 

problems were identified by them, the questionnaire was administered to the target 

population. 

3.5 Data Analysis 

Two different types of data were obtained as a result of the data collection 

procedures: A) Quantitative data of the Registrar's Office and of the close-ended 

questions of the questionnaires; B) Qualitative data of the open-ended questions of 

the questionnaires. 

A) Statistical Data 

First of all, in order to make the calculations and comparisons throughout the study 

more meaningful and reliable the BUEPT passing grades were reconciled with the 

academic grading system at BU (see Table 3.1). Reconciliation was based on the 

information presented at the 1998 BU Student's Booklet (1998:27). 



Table 3.1 
Reconciled BUEPT scores 

BUEPT I>assing",-ade Expected.>4J>A. ..• 

C 2.00-2.49 
B 2.50-2.99 
A 3.00-4.00 
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.... 

The Statistical Package for Social Sciences (SPSS) was used for the analysis of the 

reconciled quantitative data. In accordance with the objectives of the study, 

descriptive statistics, analysis of variance and Spearman Rank Order Correlation 

Coefficients between the BUEPT scores and the first semester, second semester, and 

overall freshman year GPAs of the subjects were calculated. 

B) Questionnaire 

In order to synthesise the qualitative data obtained from the questionnaire, a "key 

word analysis" (Nunan, 1992) was conducted. According to Nunan, with this 

procedure, the statements made by subjects can be generated into categories without 

distorting or misinterpreting the available information. As a second step, frequency 

count and percentage computation of all of the responses on the questionnaire were 

performed. 
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CHAPTER 4 

RESULTS AND INTERPRETATIONS 

The findings of the study with their interpretations are presented in this chapter. In 

Part A, the findings related to the first and second research questions "Is there a 

relationship between the time students spend in Y ADYOK and their success on 

BUEPT?" and "Is the Bogaziyi University English Proficiency Test (BUEPT) a valid 

predictor of the first semester, second semester and overall freshman year academic 

success of Bogaziyi University (BU) students in Foreign Language Teaching 

(FLED), Western Languages and Literatures (LL), and Translation and Interpretation 

(TRANS) Departments? Why or why not?" will be discussed. Then, in Part B, the 

findings related to the study's second question "How do the students in FLED, LL 

and TRANS Departments, evaluate BUEPT as a valid reflector of their level of 

English proficiency and as a predictor of their future academic success?" will be 

presented. What the subjects of the study think of the test and the preparatory classes 

will also be explained. 

PART A: The Answer To Research Questions 1 and 2 

The available data were analysed under four sets: (1) Gl - the group of students who 

passed B UEPT at first try and ended the freshman courses without any prep English 

instruction; (2) G2 - the group of students who passed BUEPT after a semester of 

preparatory school; (3) G3 - the group of students who passed BUEPT after two 
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semesters of preparatory school; (4) G - the total group of students (including all 

subjects in the study). 

To obtain a comprehensive and yet structured overview of the relationship between 

BUEPT scores and academic success, the analysis was done in three steps. Firstly, 

the distribution of BUEPT scores according to the time students spent in the English 

Preparatory Division (Y ADYOK) ofBogazic;i University was scrutinized. Secondly, 

the associations between the BUEPT scores and the first semester, second semester 

and overall freshman year GPAs of the students were examined. Finally, an in-group 

statistical analysis intending to answer the "Why or why not?" part of the second 

research question was conducted. 

4.1 Distribution Of BUEPT Scores According to the Time Students Spent in 

the English Preparatory Division (YADYOK) of Bogazic;i University 

The initial part of the analysis in this section was started by scrutinizing the 

distribution of BUEPT scores according to the time students spent in Y ADYOK. It 

was aimed at answering the following question: "Is there a relationship between the 

time spent in Y ADYOK and the success on BUEPT?" 

When the distribution of BUEPT results for the three groups was closely examined, 

it was seen that the answer to this question was "Yes". A positive relationship was 

found between the time spent in Y ADYOK and examination grades. 
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As is displayed in Figure 4.1 and Table 4.1, more than half of the students (55%) in 

G 1 passed BUEPT with the lowest possible grade "C", one-fourth passed it with "B", 

and only 20% were able to pass the exam with "A". In G2, after only one semester 

of prep classes, the number of those who passed the exam with "A" and "B" 

increased and became respectively 22% and 36%, while the number of those who 

passed with "c" decreased 13% and became 42% (from 55% to 42%). In G3, there 

were more students who passed the exam with "A" (34%) and "B" (34%) than those 

who passed it with "C" (32%). 

Figure 4.1 
Distribution of BUEPT scores according to the time students spent in Y ADYOK 
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Later, a chi-square analysis was conducted to examine whether the difference in pass 

rates among the three groups was statistically significant. The outcomes of the 

analysis showed that the students who received instruction in Y ADYOK performed 

significantly better on the exam than those who did not receive such instruction 

(X2 = 17.72; d.f. = 4; p< .01). G3, the group that spent a whole year in Y ADYOK 

performed significantly better than the other two groups (G1 and G2), and G2 

performed significantly better than G1. Thus, it can be said that YADYOK, where 

the courses are designed to "prepare students specifically for this [the BUEPT] 

exam" (Onat, 1997 :23), fulfills its requirements and prepares the students for the 

BUEPT. 

4.2 Statistical Analysis of the Relationship between the BUEPT Scores and the 

First Semester, Second Semester and Overall Freshman Year GPAs 

In this section the relations between BUEPT passing grades and the first semester, 

second semester and overall freshman year GP As of the students are presented. 

4.2.1 Descriptive Statistics/ Comparison of Means 

Considering the first finding of the study and the statement that BUEPT is a test 

requiring students to "perform just the kinds of tasks that they would meet in their 

first year as undergraduates" (Hughes, 1988: 143), it was hypothesized that there 

would be a positive relation between BUEPT results and the first semester, second 

semester and overall freshman year GPAs of the subjects. 
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Briefly, the Null Hypothesis tested was: "There is a significant correlation between 

the BUEPT results and the first semester, second semester and overall freshman year 

GPAs of English major students (i.e., students in FLED, LL and TRANS 

Departments) at Bogazi<;i University". 

To test the Null Hypothesis, descriptive statistics and One-way analysis of variance 

were used. 

Mean(l\1l 
Mode 

MecJ.lan 

Range 

SD 

Table 4. 2 
Descriptive Statistics 

FirstTry (G 1) Onc Scm .. Prep (G2) Two Sems.Prep (G3) •... ..... .Total (G)· 

1'1 Sem: 2nd Scm :Year 1st Sem: 2nd Sem : Year 1'1 Sem: 2nd Scm : Year I'· Sem: 2nd Sem: Year 
, I I I ., 'I 

2.39: 2.4 : 2.4 1.93: 2.19 : 2.06 2.04: 2.20 : 2.12 2.16: 2.28 : 2.22 --2.-5 --:- ---j ----': 2.2-5 --i:5 --: ---- i ----;- D,- --2.5-- -:-- -i ---:-- --2 --- --i-5- -:'- -- 2-- --'f -i2S-
- ______ ~ _________ ~-- __________ 1 _________ ~ _____________ I ________ ~ ______________ ~_- ______ ~ _____ _ 

2.5 : 2.46 : 2.44 1.93: 2.19 : 2.1 2.08: 2 : 2.13 2.25: 2.29 : 2.25 _______ ~ _________ J _____ _______ J _________ f _____ ________ • ________ ~ _______ _______ L ________ A _____ _ 

3.9 : 3.8 : 3.34 3.42 : 3.36 : 3.26 3.S : 3.6 : 3.33 4: 3.8 : 3.48 
-:6S1 --; --:638---: -.s:fs- -~676--:-- -.68-9"--: -.586 --.757 --:--.-640- -:--:580- - -:724--: --.-6si-: -:580-

Descriptive statistics, which were expected to give the numerical representation of 

the academic performance of students during their first year as undergraduates, were 

calculated. As can be seen in Table 4.2, GI, the group with the lowest achievement 

level on BUEPT, was the most successful group throughout the freshman year 

(MlsEMI = 2.39; MlsEM2= 2.40; MlYEAR = 2.40). G3 was the group that followed GI 

in terms of academic achievement (M3sElvll = 2.04; M3sEM2 = 2.20; M3YEAR = 2.12), 

and 02 was the group with the lowest first semester, second semester and overall 

freshman year mean (M2sEMl = 1.93; M2sEM2 = 2.19; M2YEAR= 2.06). 

Besides this general picture, Table 4.2 presents important details related to the 

academic performance of the three groups throughout the different semesters of the 
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freshman year. While first and second semester means of G 1 were almost identical 

(MlsEMI = 2.39; MlsE}.n= 2.40), the second~semester means of both G2 and G3 were 

higher than their first semester means (M2SEMl = 1.93 vs. M2SEM2 = 2.19; M3sEMl = 

2.04 vs. M3sEM2 = 2.20). Moreover, the second semester mean of G2 was 

significantly higher than its first semester mean (p< .05). 

A possible explanation for the improvement of the grades of G2 might be the fact 

that they took the freshman year courses in the "wrong" order. That is, they took 

second semester courses (and really had a hard time coping with them), before taking 

the first semester courses. 

Table 4. 3 
ANOV A - Scheffe -Comparison of Means 

,.·,FlRST. ," • ..•. f-__ -+-----'-G-'-3_+--_-'-'.3-.C.5-'-62c..."_· -----t--~-'----I-----'-'-'--'-__l 
SEMESTER G2 G3 .1073 .510 

,:::. '/}. <. .",: 
(,>.,;,;;; ..v/",.,~:J/H/.iY'.V~,'.Jy/~; . ,:4II'/.t!iI'/J;f,-..JY/JI(,-#r" ~~""/.v,, . .., .... ,:.J; ,""/'~.oI"i_~4"~4'..;r?''"K/''''''/4ti'/ ..... / ""/A'/I'/#/..¥/I?I/Jill'/JY/I'/,d/. '/'k/ ........ /.."M'/4' ..... ...::: 

;·'sicorsri·r;Jr;;:f--'G=.:l=-----+---=~=;'---+----':=~~'-=;=~-: -__l--":'::~'-'-~=-; --t--":'::~=;-=-:--l 
SEME~TER: .' G2 G3 .0012 .086 ,998 

>::.. ... ~/H/...v;:..Y.::#.:4li.P;~~N).J~I/.v..M:..f':,: .. "'/./Iiil.) yJ'"/~~~~ ...... /J......::...w.,,-...t;,.Jif/.#/#/-"#.-:..t#..!V/,Ji!'/4 '/IYK/.#:.¥/I/JIf'hllr/#/JIII'/ .... '/.#/.. ""/~K/""'/~~ 
,:s,,-,", '/' <~'\~:< 

• "-. "0. ..~ 'O~ ","' 

'.ENDQF.11:te:'·'~J-· ----'G:::.:l=----+-~G.:::.2 _l----------'.-=.;32::.:8:.::-0_· "--f----,-,,' 0,-,:,73~_-+--"",-00-::-:0=---j 
FRES~fA,.N f-__ +-_G=-:3=---+-_....:.2.c-74_'-'7_· • __ 1-_"-.0-'62'---' _-+--,-,0.:-:0-,-0--/ 
¥EAA",,::LL G2 G3 .0611 .075 .775 

*1l1e mean diHerence is signifIcant at the .05 level. 
* *1l1e mean diHerence is signifIcant at the .000 level 

One-way analysis of variance was used to check if there were any significant 

differences among the means of the three groups. As displayed in Table 4.3, G1 had 

a significantly higher mean than both G2 and G3 at the end of the first semester, 
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second semester and freshman year. However, none of the differences between the 

means of G2 and G3 were found to be significant. That is, Gl, whose achievement 

level was significantly lower than the other two groups (G2 and G3) on BUEPT, 

performed significantly better than those two groups during the whole freshman year. 

According to these findings, the hypothesis that was put forward at the beginning of 

this section was rejected. The results imply that on group bases, the success on 

BUEPT tended to accord with lower academic achievement during the freshman 

year. Moreover, attending preparatory classes resulted in better performance on 

BUEPT, but did not lead to better academic attainment. Spending one more semester 

in Y ADYOK did not help the subjects in G3 to achieve GPAs that were statistically 

higher than the first semester, second semester and overall freshman year GP As of 

subjects in G2, either. 

Descriptive statistics and the analysis of variance allowed the rejection of the Null 

Hypothesis but these results were only informative in terms of giving the strength 

and direction of the association between the BUEPT results and the freshman year 

GPAs. To get more insight into the degree and significance of the relationship 

between the criterion measures (i.e., BUEPT scores and first semester, second 

semester and overall freshman year GPAs) the Spearman rank order correlation 

coefficients were calculated. 
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4.2.2 Spearman Rank Order Correlation Coefficients 

In this section the calculated Speannan rank order correlation coefficients are 

presented and discussed. 

Table 4. 4 
Spearman Rank Order Correlation Coefficient 

Fir~t Try (Gl) OJl~ Sem. Prep (02) Two Sems.Prep (G3) ' .• ·::':J(}i<lJ (Gt;· ' 

BUEPT " " " " 
-.232* : -.110 : -.199* -.391**: -.338' : -.396" -.401": -.310" : -.452*0 -.2480*: -.161 00 : -.224 0' 

Scores " " " " 
Sig. - ~iiiii --: --.i:':''':- -.oos-- --.ooi- -: --.olio- -:- -.00'0-- - -:000 --;- -:000 --: -:iiiiii _. -~iiiio --: --.000": --.000--
I-N-'-""""'--+--iii": _. i77 --:--177' - -- 9-0 --:' --!io --:-- '90 _. -- is's' --i' --iss --:-. 'iss" --';2i -':' '42l--:- '~ii'-

" I' • I I I 

*Correlation is'significant at the .01 level (2-tailed) 
**Correlation is significant at the .000 level (2-tailed) 

As indicated in Table 4.4, all of the Spearman rank order correlation coefficients 

were negative, ranging from -.110 to -.4~2, with eight being significant at the .000 

level, and only one not reaching significance at the .01 level. 

Analysis also revealed that BUEPT predicted second semester GP As of each of the 

three groups better than their first semester and overall freshman year GP As. 

Moreover, it was found that as the period of time spent in Y ADYOK increased, the 

predictive feature of BUEPT decreased. Among the three groups, the freshman year 

academic success of Gl (i.e., the group of students who passed the BUEPT at first 

try) was predicted the best (rlOPAF -.232; rlGPA2= -.110; rlYEAR= -.199), while the 

first year performance of G3 (i.e., the group of students who spent a whole year in 

preparatory classes) was predicted the least successfully (r30PAF -. 401; r30PAF -

.310; r3YEAR= -.452). The correlation between the BUEPT scores and the first 
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semester, second semester and overall freshman year GP As of G2 were as follows: 

r2GPA1= -.396; r2GPAF -.338; r2YEAR= -.396: 

This analysis, backed up by the data in Table 4.2 and Table 4.3, would seem to 

suggest two key findings. First, BUEPT is not a valid predictor of the first semester, 

second semester and overall freshman year academic success of English majors at 

BU. Second, the longer the students attend preparatory classes, the weaker the 

relationship between BUEPT score and their future academic performance becomes. 

4.3 Within Group Analysis 

In order to find possible explanations for the negative correlation coefficients 

obtained between BUEPT scores and the freshman year GPAs, a within group 

analysis was conducted. First, three Contingency Tables showing the distribution of 

the first semester, second semester and overall freshman year GP As of students 

according to BUEPT passing grade - A, or B, or C - were compiled. After that, an 

analysis of variance, comparing the GPAs of students who passed BUEPT with 

different grades in each of the three groups - G 1, G2, G3 - was conducted. 

4.3.1 Contingency Tables 

Contingency Tables 4.5, 4.6 and 4.7 show the distribution of the GPAs of the 

students at the end of the first semester, second semester and freshman year, 
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respectively. To perceIve the similarities and/or differences in the academic 

performance of students during the different ~ semesters of the freshman year, data 

displayed in these tables will be analyzed and compared. 

4.3.1.1 First Semester Contingency Table 

Table 4. 5 Contingency Table -I<'IRST SEMESTER 

FIRST TRY (GI) ONE SEMESTER PREP (G2) TWO SEMESTER PREP (G3) 

. :.>c;l!\/~cic:· :~.~; .LfAs·~>}'9:f.4( '. ,/.P .i.:f.:~~·<~.·i· ·:!\~{;~:·h ~l2'f~~'; «r~.Q§'j;;;, .os;, ,:\l Lt. :.·:~{~l!~~i~\ fl.9r1i~~: 
N % N % N % N % N % N % N % N % N % N % N % N % 

i.Q.QO~J~9 26 27 10 23 6 17 42 24 27 71 16 50 6 30 49 54 35 68 19 36 12 23 66 42 
> .... ':..;<. .. ;; ~L.~· i<S'£{ ;;.~ . it }\.,:~ '1;~: QI0.~ :;·L.~i I.Gt,;: . i~"';1i¥1 I.i.i);:~ 
2:00,2A9': 26 27 12 27 3 8 41 23 5 13 8 25 7 35 20 23 7 14 18 35 11 21 36 23 

i.··. / . : .... ...•.. \.> d~.·;~ >;~L .... ;; 1/;< s·-; !':'.i;': I::;;'(~ tl~;~i ·;:.H.; ;'j;.{ 
2.~.O;2.9~ 34 35 13 30 14 39 61 34 4 11 6 19 6 30 16 18 5 10 13 25 17 33 35 23 

',. '. I.; r:':::Y'; ~;¥0:i!:; • .. ~·L 1·;i'!J li,:;'-{; iff~\~~: hi'~:( :f:~?;) If~~:i ;'~;A::': 
3.00-4.00 11 11 9 20 13 36 33 19 2 5 2 6 1 5 5 5 4 8 2 4 12 23 18 12 

Total 97 44 36 177 38 32 20 90 51 52 52 155 
Colwnn 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 l'umb", 

First the "Total" columns of Table 4.5 were examined. It was noticed that more than 

half (54%) of the students in G2 and 42% of the students in G3 failed (i.e., had GPAs 

below 2.00) at the end of the first semester of the freshman year. On the other hand, 

12% of G3 and only 5% of G2 students reached "honor" GPAs (i.e., GPAs above 

3.00). Compared to the other two groups, G1 had higher academic achievement 

during the first semester of the freshman year. Even though 24% of the students in 

this group failed, 53% of them had GPAs above 2.50 (19% of whom were "honor" 

students). 
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When the distribution of the first semester GPAs in relation to the BUEPT passing 

grade was analyzed, the outcome was not surprising. It was found that those students 

who passed the exam with "C" had the largest percentage of failures (55%), and 

those who passed it with "A" had the lowest percentage of failures (23%). The 

percentage of failing students among those who passed with "B" was 36%. 

The most unexpected fact exhibited in Table 4.5 was the really high percentage of 

failing "C" students in G2 (71%) and G3 (68%). That is, every third student in those 

two groups had a GPA below 2.00 at the end of the first semester. Among the "c" 

students in G 1, 27% finished the first semester of the freshman year with GP As 

between 0.00 and 1.99. 

Another salient fact displayed in Table 4.5 is the high rate of failures among those 

who passed the BUEPT with "B". It was expected that those students would mostly 

have GPAs between 2.50 and 2.99 (see Table 3.1). Nevertheless, half of the "B" 

students in G2 (50%), more than one-third of those in G3 (36%) and 23% of the "B" 

students in GI had GPAs below 2.00 at the end of the first semester. 

Among the students who passed the exam with "A", those in G2 were the least 

successful ones. While only 5% of them reached GPAs above 3.00, one-third (30%) 

failed and 35% got GPAs between 2.00 and 2.49. When the first semester GPAs of 

"A" students in G3 were scrutinized, it was noticed that while one-fourth (24%) of 

them failed, 56% got GPAs above 2.50. At the end of the first semester of the 

freshman year, the most successful of all students were those who passed the BUEPT 
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with "A" at first try. Although 17% of those students failed, 36% of them got 

"honor" GP As. 

4.3.1.2 Second Semester Contingency Table 

Table 4.6. Contingency Table- SECOND SEMESTER 

FmST TRY (GI) ONE SEMESTER PREP (G2) TWO SEMESTER PREP (G3) 

.;/~~\,: . ;~;;~;s .. ~: I?;:j~;~): .!g~1~·I·i.~t··,'::~~'ff I:I~~t·;·,; .. 'l£fB!~I+·i,,\:·~~~·2:.lJ:i:~in~i·~:·: i;.';'lf($~:('!;Iq;,~~) 
N % N % N % N % N % N % N % N % N % N % N % N % 

.(j,QO:l.99 '. 20 21 10 23 3 8 33 19 20 53 9 28 2 10 31 35 16 31 16 31 9 17 41 26 

I i" .. , ., + .... 1;",0;/ ..ii' . I>. l:;n. I:'i;;,' I~·:i,~ \i.':i<;.: mr;Yi;~ I,:;;:.;i· 
f,OQ-';f,f/9 34 35 13 30 10 28 57 32 8 21 9 28 5 25 22 24 24 47 23 44 13 25 60 39 

Y,'''''' , ;/1,;' (:0; REiJi :,'. ..•.. :.;: !:.;::;," it;i: I;r ,f::!,:' 12D!:j' f~:l:1E 

:r~0.:4,~9 29 30 16 36 14 39 59 33 8 21 11 35 10 50 29 32 8 16 10 19 18 35 36 23 

F: .... '. .'.'>' .• J;.; I·'·:.;j I::.:;> .i1(:-: ,.~) If;,;}: Ii.;;:~~; :,;1;;' I~;t'l';~ W,t%,'} It,:;,::tt 
;3..00-4.00 14 14 5 11 9 25 28 16 2 5 3 9 3 15 8 9 3 6 3 6 12 23 18 12 

Total 97 44 36 177 38 32 20 90 51 52 52 155 

COIUIlUl 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24l 
Number 

When the "Total" columns of the second semester Contingency Table were 

examined it was noticed that G2 (35%) was the group with the highest rate of 

failures, followed by G3 (26%), and G 1 (19%). However, it should also be stated 

that more students in G2 (41%) than in G3 (35%) had GPAs above 2.50 at the end of 

the second semester of the freshman year. The percentage of·students with GPAs 

higher than 2.50 in Gl was 49%. 

Besides that, at the end of the second semester the difference in academic attainment 

among the three groups decreased. While at the end of the first semester 19% of the 

students in Gland only 5% of the students in G2 had "honor" GP As, at the end of 
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the second semester the rate of "honor" students in G 1 decreased (19% at the end of 

the first semester, 16% at the end of the second semester), while in G2 increased (5% 

at the at the end of the first semester, 9% at the end of the second semester). No 

difference was found in the rate of "honor" students in G3 (12% at the end of both 

semesters). 

The examination of the distribution of GP As according to the BUEPT passing grade 

revealed that those who passed the exam with "e" or "B" failed much more often 

than those who passed the test with "A". While 35% of all "e" and 28% of all "B" 

students were failing, only 9% of those who passed the BUEPT with "A" had GP As 

below 2.00 at the end of the second semester of the freshman year. 

Among the "e" students in the three groups - G 1, G2 and G3 - those in G2 were the 

least successful ones. More than half of them (53%) had GPAs between 0.00 and 

1. 99 at the end of the second semester. One-third (31%) of the students in G3 and 

21 % of the students in G 1 had GP As within the same range. On the other hand, 

while 14% of the students in G 1 got "honor" GPAs, only 5% of G2 and 6% of G3 

students were able to reach GPAs above 3.00 at the end of the second semester. 

Table 4.6 also presented a number of noteworthy problems related with "B" and "A" 

students in G3. Those students who passed the BUEPT with "B" after two semesters 

of prep were failing more often than both the "B" students in the other two groups 

(23% in GI, 28% in G2 and 31% in G3) and the "e" students in GI (21%). Besides 

that, they were failing as often as the "e" students (31 %) in the same group. 
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Similarly, G3 students who passed the BUEPT with "A" failed more often than the 

students who passed the exam with the same grade in Gland G3 (8% in G 1, 10% in 

G2 and 17% in G3) at the end of the second semester of the freshman year. So, 

contrary to expectations, passing the BUEPT with "B" or "A" did not guarantee a 

successful academic life for students in G3. 

4.3.1.3 Freshman Year Contingency Table 

Table 4. 7: Contingency Table - FRESHMAN YEAR 

FIRST TRY (G1) ONE SEMESTER PREP (G2) TWO SEMESTER PREP (G3) 

·'c;", ~ll,· i"!'f>:<~ XrOlhL Ir:,(:~,:;,: ,i':s!>,:, ~~,'f ~~,::; ':);0164,; I%::f:i;~:: i;';:;l~~'~~(;: I':':;; i,'}>!. ,~;j;;{~ ;~;igiA,M;:~ 
N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 N 0/0 

Q,QIH.99. 27 28 10 23 3 8 40 23 23 60 11 34 4 20 38 42 31 61 21 40 9 17 61 40 
,'-; 'i( Li 1·····,/' ;OJ I";:,! !i;;·:.,I ,":{:·6 ':;;:,)1/, k')le' )juiA 

2.00-2;49 29 30 18 40 10 28 57 32 9 24 12 38 9 45 30 33 13 25 24 47 7 13 44 28 
.' i·,J,j ;\':; 1;0:;;; f: i "''e .L" I:t'~;( :1'; :::y~;;§ ,\<:x; i:«:,:! 

2.$0-2.99 31 32 10 23 12 33 53 30 -I 11 8 25 5 25 17 19 6 12 7 13 28 55 41 26 
. ,:1 "':' " 'r. ',,:,.; Xi .j '\:j'.,. i;:P;;;j !1:::;:[';(:; F\.,,:;:.: 

3.0()-4.00 10 10 6 14 11 31 27 15 2 5 1 3 2 10 5 6 1 2 0 0 8 15 9 6 

Total 97 44 36 177 38 32 20 90 51 52 52 155 

Column 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 
Number 

The "Total" columns in Table 4.7 show that at the end of the freshman year, 23% of 

the students in G 1, 42% of the students in G2 and 40% of the students in G3 had 

GPAs below 2.00, Stated differently, a pretty high number of the subjects in the 

current study became "repeating" students at the end of their first year as 

undergraduates. Those students were not allowed to take new courses in the 

following semester, and they had to repeat the courses that they had taken before 
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until their GP As became at least 2.00. On the other hand, a small percentage of 

subjects in each group reached "honor" GPAs (15% in G1, 6% in G2 and 6% in G3). 

When the distribution of GPAs in relation to the BUEPT passmg grade was 

analyzed, it was found that there was a pattern across the different semesters. That 

is, those students who passed the exam with "C" were failing the most (50%), and 

those who passed it with "A" were failing the least (15%) during the freshman year, 

independently of whether or not they attended prep classes. The percentage of 

failing students among "Bs" was 33%. 

At the end of the freshman year, two-thirds of the "C" students in G2 (60%) and G3 

(61 %) had GP As below 2.00. Compared with them, only 28% of those students who 

passed the BUEPT at first try failed. On the other hand, while 42% of the students in 

G1 got GPAs above 2.50, only 16% ofG2 and 14% ofG3 students reached the same 

GPAs. 

Another significant problem detected by the analysis and displayed in Contingency 

Table 4.7 was related to the "B" passing grade. The fact that 40% of the students in 

G3 and one-third (34%) of students in G2 had GPAs below 2.00 at the end of the 

freshman year was surprising. Those students were failing more often than even the 

"C" students in G 1. Moreover, none of the G3 and only 3% of the G2 students were 

able to get GPAs above 3.00. 

Further analysis of the freshman year GPAs revealed that the students who passed 

the BUEPT with "A" were notably more successful than "B" and "e" students. First 
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of all, the percentage of failures among" A" students was significantly lower than the 

percentage of failures among both "B" and "C" students (8% in G 1, 20% in G2 and 

17% in G3). Furthermore, 64% of Gl, 35% of G2 and 70% of G3 students had 

GP As above 2.50 at the end of the freshman year. 

Summarizing the results of the above three Contingency Tables (Tables 4.5, 4.6 and 

4.7) three important points should be mentioned. First, students in all three groups -

G 1, G2, G3 - had the highest number of failures at the end of the first semester and 

the lowest number of failures at the end of the second semester. Second, among the 

three groups G2 was the least successful and G 1 was the most successful group 

throughout the whole freshman year. Third, attending preparatory classes for a 

longer period of time did not ensure a more successful academic life for the subjects 

of the current study. 

4.3.2 Comparison of Means within Groups 

Tables 4.8,4.9 and 4.10 show the results of the One-way analysis of variance aiming 

to check whether there were any significant differences among the means of those 

students who passed the BUEPT with different grades (i.e., A, B or C). Tables 4.8 

and 4.9 show the data for the first and second semester respectively, while Table 4.10 

reveals the results for the end of the freshman year. 
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4.3.2.1 Multiple Comparison of the First Semester Means 

One-way analysis of variance of the first semester means ended up with different 

results for each of the three groups (see Table 4.8). 

In Gl, the "A" Group (MIA= 2.66) had a mean that was significantly higher than the 

means of both the "B" (MIB= 2.35) and the "C" (MIC= 2.28) Groups. However, 

there was not a significant difference between the means of those groups who passed 

the BUEPT either with "B" (MIB= 2.35) or "C" (Mlc= 2.28). 

Table 4. 8 

Multiple Comparison - ANOV A- Scheffe - FIRST SEMESTER 

COMPARED GROUPS MEAN DlFF. STD. ERROR SIG 

Means A B .3124* .117 .038 

FIRST TRY As= 2.66 A C .4174· .124 .004 

(G1) :Bs = 2.35 B C .1053 .115 .66 

Cs = 2.28 
i>' G~..v~"""--"""''''''"''''''''''''T''''''''''''M;;:;;:;/'''':-''''I='''''"'·A"'''~;~;·N'.¥'P'PB4'''''''''T·', .... /...,.3125"" ... / ... / v..,/...,/ .... /~i85-""'""'" """""":246/ ... /1 ," 

lSEMPREP As = 2,27 A C .5437* .179 .013 

(G2) :Bs=1,96 B C .2312 .156 .337 

Cs::;: 1,73 

Means A B J .3513· .137 .041 
2SEMSPREP As=2,39 A C .7285· 1 .138 .000 

(03) Bs=2,04 B C .3772· .138 .026 

Cs = 1,67 
"" JiiT/I/,.",y.,JI;4. Q/..v/Af.:';;""/K/N/6/AI/,N;I/Ail'/AiI/~I/..iIiI'/~JIJI'l __ :..fI',-K.o.w:..JI';4t'J/¥-"'" 'J::.lI'/MY;-:./iY-:,;w/:.JI',- ':#/.'/~:.r/"'/I/;JSY/,iI,'/.J/Y/ .""".JI'/AI''/¥/4Il''/A'/.I;'..ttT/A''/. V..w:"A1"/I/I/Ar/N/J>, 

*. TIle mean ditl'erence is signiticant at the .05 leveL 

In G2, there was a significant difference only between the means of those who 

passed the BUEPT either with "A" (M2A= 2.27) or "C" (M2c= 1.73). As Table 4.8 

exhibits, no significant difference was found either between the means of those 

students who passed the exam with "A" (M2A= 2.27) or "B" (M2B= 1.93), or 

between those who passed it with "B" (M2B= 1.93) or "C" (M2C= 1.73). 
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In G3, however, all of the differences among the examined means were significant 

(M3A= 2.39; M3B= 2.04; M3c= 1.67). Thus, it seems that if a student has had two 

semesters of prep, his/her academic success in the freshman year first semester of 

study at BU can easily be predicted by looking at his/her BUEPT grade. 

4.3.2.2 Multiple Comparison of the Second Semester Means 

Table 4.9 

Multiple Comparison - ANOV A- Scheffe - SECOND SEMESTER 

COMPARED GROUPS MEAN DlFF. STD. ERROR SIG 

Means A B .2927 .142 .122 

FIRST TRY As = 2.62 A C .2635 .123 .105 

(Gl) Bs=1.32 B C .0292 .115 .968 

As Table 4.9 displays, in G1, none of the differences between the second semester 

means of the "A", "B" and "C" students were found to be significant (M1A= 2.62; 

MIB= 2.32; Mlc= 2.35). Moreover, the mean of the "Cs" was higher than the mean 

of "Bs". That is, the BUEPT passing grade did not show an effect on the second 

semester academic achievement of the students in G 1. 

When the means of the "A", "B" and "C" students in G2 were compared, significant 

differences were found between the means of both "As" (M2A= 2.62) and "Bs" 
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(M2B= 2.29) and, "As" (M2A= 2.62) and "Cs" (M2c= 1.90). No significant 

difference was found between the means of "A" and "R" students. 

In contrast to the first semester, at the end of the second semester no significant 

difference was found between the means of "B" (M3B= 2.07) and "e" (M3c= 2.04) 

students in G3. However, the differences between the means of those who passed 

the exam with "A" (M3A= 2.50) and "B" (M3B= 2.07), and "A" (M3A= 2.50) and 

"e" (M3c= 2.04) were still significant. 

4.2.2.3 Multiple Comparison of the Freshman Year Means 

Table 4.10 
Multiple Comparison - ANOV A- Scheffe - END OF THE FRESHMAN YEAR 

I COMPARED GROUPS MEANDIFF. STD. ERROR SIG 

Means A B .3121 .143 .094 

FIRST TRY (Gl) As = 2.70 A C .3400· .102 .004 

Bs = 2.39 B C .0375 .095 .924 

As Table 4.10 shows, in Gl, no significant difference was found between the means 

of those students who passed the exam with "A" (MIA= 2.7) or "B" (MIB= 2.39), and 

between those who passed it with "B" (MIB= 2.39) or "e" (M1c= 2.32). A 
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significant difference was found only between the means of those groups of students 

who passed BUEPT either with "A" (MIA= 2.7) or "e" (Mlc=2.32) (p<.OS). 

Similar results were obtained for G2 as well. Except for the significant difference 

found between the means of those students who passed the exam with "A" (M2A= 

2.44) or "e" (M2c= l.82), no significant difference was found between other means 

(M2A= 2.44 vs. M2B=2.13; M2B=2.13 vs. M2c= 1.82). 

In contrast to the results obtained for the first two groups, in G3, an analysis of 

variance showed that there were significant differences between the means of groups 

who passed BUEPT with "A" (M3A= 2.44) and "B" (M3B= 2.06), and the groups 

who passed with "A" (M3A= 2.44) and "e" (M3c= l.85). No significant difference 

was found between the means of those who passed the exam with either "B" or "e". 
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PART B: The Answer to Research Question 3 

To obtain a clear picture of what students think of BUEPT a questionnaire was 

administered to all subjects. 

4.4 Students' Questionnaire Answers 

In this section the answers of students to each question in the second part of the 

Students' Questionnaire will be presented and discussed. 

4.4.1 Analysis of the First Question 

Table 4.11 
Parts of BUEPT according to their difficulty level 

First Try (G 1) One Sem. Prep (G2) Two Sems. Prel) (G3) Total (G) 
Listening 1.32 1.45 1.02 1.26 
Rcadin~ 2.93 2.67 2.84 2.81 
Writing 2.20 2.12 2.14 2.15 

1 == the eaSIest, 3 == the most dIfficult 

When the subjects were asked to order the parts of BUEPT (listening, reading, and 

writing), depending on their level of difficulty, they all agreed on the same order. 

According to the students, reading is the most difficult component of BUEPT (MR= 

2.81), followed by writing (Mw= 2.15) and listening (ML= l.26). 
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4.4.2 Analysis of the Second Question 

The second question in the second part of the questionnaire concerned the ideas of 

students about the main goal(s) of preparatory classes. Students were given a chance 

to choose more than one option (see Appendix H). The reason for this kind of 

application was to prevent respondents from thinking that there is only one major 

aim of prep classes, which might in turn lead to not being able to obtain the real 

thoughts and feelings of the informants (Nunan, 1992). 

Moreover, in order to see whether attending prep classes affects the perspective from 

which the students evaluate the test or not, both those who passed the' exam at first 

try and those who spent a semester or two in Y ADYOK were asked to answer this 

question. 

Table 4.12 

What is the main goal of prep classes? 

1 2 3 4 5 6 7 8 

To teach To prepare To develop To develop To develop To develop To improve Other 
students students for students' students' students' students' the level of 

how to pass their future reading listening wliting speaking English 
BURPT acadelnic skill skill skill skill proficiency 

success of students 

First Try N 167 28 98 81 89 23 35 22 

(Gl) % 32 5 18 15 16 4 6 4 
;;.v,JI.7,,"""""/.Mf/JII'.JI/"..~4""""4· ,~VI/. ,::.r,;,/",y/.i/Y/.,,/I/JI.'-'/. r ..... /.oV/4/.I/¥/I/k/,MY. /:.M'/.I/..v.~:;/~4I V,M'/'--:AT/I/.I/I/4/Y/. V#/ ..... /I/.I'/ ..... /IA ;-.... /#4iIf"/N/AY"w4r. i'?.....-/..,./ ...... / ...... /.IX .... X, • ..-~ #/ ..... .4iV/..«:v. 

Que Scm Prcp N 81 18 48 32 35 12 25 16 

(G2) % 31 7 18 12 13 4 9 6 
'4I'/A"/J/tIf',.AJ"/.JIi1I/I'/#/~.v/AI'/~ . 7 ..... /....,..-:.1 /1/.d!<I/.Jfti'/AY/MtT/6/1/.. ,,;"'/I/Jl/I;:,7#/AT/I/. V~~""'/"'/ ... V~4 )(JI'/~:"/I/.lJ14" ~ Vl/ ..... / ...... /I/IAII"A W/I/I/I/I/I/I" ~/J"/I/I/""'/~"""/""h ro.tVI/I/ ...... ;,;; 

Two Sems Prep N 116 21 59 48 52 18 59 3 

(G3) % 30 6 15 13 14 5 16 1 
'4/4Y/_/-'/..v/...,,·~..# ...;',,.,y/,6J;--,.,.""...,,,, .'.#':'N.··"'~""''-'--I/JW':/ y:..J!r/I/I'/,v/.g/I/J,:'v/' y",,;~..v ..::Y-~/d'/..lj '/~4'/"""":..II'/I/"""/~ ~4'/I/.I7"""':JI'/.I'/.. ~/ ..... / ..... /..:..w"'/"""/...M!' ~/4"/""'/""'/""/""""/""A :W"/I/.I'4f"h 

Total N 364 67 205 16l l76 53 ll9 4l 

(G) % 31 6 17 14 15 4 10 3 
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The analysis of data revealed that student answers are two-fold (see Table 4.12). 

First, the "preparation for the BUEPT" (25%), and second the "development of the 

three language skills" - reading (17%), writing (15%), and listening (14%). An 

interesting finding of the informants' answers to this question was the fact that they 

did not include the development of the speaking component as a major goal of prep 

classes (4%). BDEPT does not have a speaking component, therefore, according to 

students, this skill is not developed in prep classes. 

In addition to those two main aims presented above, informants also stated the 

following as possible main goals of preparatory classes: "to improve the level of 

English language proficiency of students" (10%), "to prepare students for their future 

academic studies" (6%) and "other" (3%). 

When the answers of subjects in different groups (Gl vs. G2 vs. G3) were examined, 

it was found that the answers of students did not vary much across the groups (see 

Table 4.12). They all agreed on the idea that the major goal of prep classes was 

preparing students for BDEPT. 

The findings in this section explain the results displayeq in Table 4.1 (see Section 

4.1). The reason why the students who attend prep classes for a longer period of 

time perform significantly better on BDEPT can be explained by the fact that 

Y ADYOK both directly (i.e., by teaching students test techniques) and indirectly 

(i.e., by developing skills that are measured on the exam) aims only at preparing 

students for the BDEPT. This claim is supported by students' statements that 

teachers, especially in advanced classes, tended to ignore activities and topics which 
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did not contribute directly to passing the BUEPT. Informants put down: "All the 

compositions we wrote throughout the year required us to compare· and contrast two 

things. Aren't there any other types of compositions?" or "Teachers always were 

beginning their sentences with the same words: On the Proficiency exam ... " 

It seems as if the curriculum and instruction of a whole institution - Y ADYOK - is 

arranged around the BUEPT. 

4.4.3 Analysis of the Third Question 

Figure '"'.2 
Should there be an exam measuring your level of academic English proficiency 

before you begin your freshman year studies? 

Distribution of students' answers according to the time they spent in YADYOK 
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When asked whether there should be an exam measuring their level of academic 

English proficiency or not, the majority of the students (88%) said "Yes", 8% said 
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"No" and only 4% chose the "} do not know" option (see Figure 4.2). The 

examination of the answers of each of the three groups to this question revealed that 

there was an agreement among them. Ninety percents of the subjects in Gl, and 86% 

of the subjects in G2 and G3 believed that there should be an exam measuring the 

level of academic English proficiency of incoming students. 

Table 4.13 
Should there be an exam measuring your level of the academic English proficiency 

before you begin your freshman year studies? 

WHY DO YOU THINK SO? 

YES = 370 :::: 88% 
Category Number 

l. ACADEMIC SUCCESS 193 

t~~~E;hbt.2tELI2SLJ3EJ 
Category 

I. BUEPT 

NO=34=8% 

A: Does not measure what it claims to measure 

B: Students' academic life should not depend only on BVEPT 
c: English Proficiency Test is needed, but BUEPT with its current form 
and content should not be used 

Number 

25 
10 

5 

10 
-------.------------.----.------.---------------------.-.----.------------------------
2. AUTONOMY: Entering the exanl should be voluntary 8 .-----.--------
3. NO ANSWER 
H,4;.""...r.·...rt.·.;r,·g,.I,~/..,,'...,.,::.v"/..ot(~..,jI'j~/...r/I/H/~..,;...,/ .... .,/.g/.¥/....r.·....,./#<'~/.vW/1t..,,:;,v;;~..,y,:...,,~.ti";~/"""'~ftO'?....,./K/,~Y/14IrP"/.¥"I/~.¥/ ...... / ...... / ..... /~ .... /.Ii 

Category 
I.AUTONOMY 

2. NO ANSWER 

IDO NOT KNOW = 18=4% 
Number 

7 
11 

When asked to explain their answers, most of the subjects (193 out of 370) who 

chose "Yes" stated: "It is really difficult, if not impossible, to have a successful 

academic life in FLED, LL, and TRANS Departments of BU without a high level of 

English proficiency" (see Table 4.13). A second group of informants (74 out of 370) 

said that BU is reputable in terms of the level of English of its graduates. In order to 
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keep those high standards, no students with low English proficiency should be 

allowed to start their studies at the university. 

The following two groups respectively indicated that such a proficiency exam would 

motivate them to improve their English language proficiency and language skills (44 

out of370), and would help them to adjust to the atmosphere ofBU (40 out of370). 

Nineteen out of 70 students did not give any explanation to why they said "Yes". 

On the other hand, the explanations of the informants in relation to their opinion 

about not having an English language proficiency test can be gathered around three 

major categories: "BUEPT", "autonomy", and "no answer" (see Table 4.13). 

The majority of the informants (25 out 34) stated their opinions in relation to the first 

category - BUEPT - which was criticized from three different perspectives: "BUEPT 

does not measure what it claims to measure"; "the future academic life of students 

should not depend only on BUEPT"; and "an English proficiency test is needed but 

BUEPT with its current form and content should not be used". A second small group 

of respondents (8 out of 34) expressed their belief that at university level, some of 

the decisions related to their academic life should be left to students. According to 

those respondents, students themselves, not an English proficiency test, should 

decide whether their level is adequate or not for academic studies. One student did 

not write any explanation about why there should not be an English proficiency test 

at the beginning of academic studies. 
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Of the 18 informants who chose the "I do not know" option, 11 wrote no 

explanations for their response while 7 declared that "taking the exam should be 

voluntary" . 

4.4.4 Analysis of the Fourth Question 

Figure". 3 
Did BUEPT accurately reflect your level of academic English prOficiency? 

Distribution of students' answers according to the time they spent in YADYOK 
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The fourth question in the second part of the questionnaire requested students to 

indicate whether the BUEPT accurately reflected the level of their academic English 

proficiency or not. As Figure 4.3 displays, 25% of students said "Yes", 71% said 

"No" and only 4% ticked "I do not know". On examination of the answers of the 

different groups, it can be seen that the majority of the students in each group 
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responded negatively to this question (60% in G1, 88% in G2, and 75% in G3). 

However, it should be pointed out that those who did not attend preparatory classes 

(G 1) gave a higher number of positive answers (37%), than those who spent a 

semester or two in Y ADYOK (12% in G2, 19% in G3). 

Results of Figure 4.3 can be explained with the expressions "irregular" for G2 and 

"longer university life" for G3. Students in G2 were not allowed to start their 

undergraduate studies at the beginning of the academic year because they had failed 

the BUEPT at first try. After a semester of prep, G2 students passed the exam, but 

this time they had to take the undergraduate courses in the "wrong" order. In other 

words, they have to take the second semester courses before taking the first semester 

courses. This, in itself, made G2 students' academic life harder. Not surprisingly 

(see Table 4.2, Section 4.2.1), at the end of the freshman year, G2 was the group with 

the lowest academic achievement. 

On the other hand, G3 was the group that passed the exam at third try. That means 

an extra year at university and extra financial load for the students' families. 

According to students, the sole reason behind this prolongation was BUEPT, which 

did not fulfill its proposed role, i.e., to measure their. level of English language 

proficiency. 

The examination of the distribution of students' answers according totheir BUEPT 

passing grade - A, B or C - revealed no significant difference among the three groups 

(see Figure 4.4). The majority of the students in each group (66% of As, 71% ofBs 
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and 74% of Cs) chose the "No" option and around one-fourth of each group ticked 

"Yes" (29% of As, 25% of Bs and 24% of Cs). Briefly, passing BUEPT with 

different grades - A, B or C - did not affect subjects' attitudes towards the test. 

Figure 4.4 
Did BUEPT accurately reflect your level of academic English proficiency'? 

Distribution of students' answers according to their BUEPT passing grade 
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When the answers to the "Why do you think so?" part of the question were 

scrutinized (see Appendix H ), it was noticed that the positive replies tended to fall 

into four main categories: "skills", "selection", "parallelism", "no answer" (see Table 

4.] 4). 

One-third (33 out of 106) of the students explained their "Yes" answer with the fact 

that "BUEPT measures the three important skills - reading, writing and speaking -

and their sub skills that have a great importance for the success in academic life." 

The other one-third of students (33 out of 106) reported that BUEPT was "really a 

difficult, selective and challenging test" which measured their level of academic 

English proficiency better than the OYS English Test. Twenty students affirmed that 
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BUEPT measured "exactly the level of their English proficiency". Still another 

twenty students (out of 106) provided no reason for their affirmative answer. 

Table 4.14 
Did BUEPT accurately reflect your level of academic English proficiency? 

WHY DO YOU THINK SO? 

YES = 106 = 25% 
Category Number 
1. SKILLS: measures skills important for a successful academic life 33 
2: "SEjj~CTi6N: dillle"ult "allct "cilallellgillg"; "bener "thall 0 'Is "&igU;h (est""" """"""" 3"3""""" 
3:"P ARALLELisM: "bet\ve"';ll BUEPT grade"s" ailcl sti;cteilt;; sei{.evaililliion" """"""" 2"6"""" 
4: NO ANSWEI~"""""""""""""""""""""""""""""""""""""""""""""""" "-- -"" ---" ---- 20" --" 
J,J ,.Q,.J .~-' ..;.." • ..<:v:.M/....,r .4iiI"..J'" ....... ,..o1'/ ... ...."..v;'4V:.v.t.'_,J,...,/..,y/.J//..",Q; .. 'N .... __ .~_ ...., --',....;;.c;..;;'/..;;;. • .;;P •• (h.J'/..v/..;;'/~M'/,Vy:..J¥.'J';-;4V/4il'XV/~/.v/d/§.;;..; 

NO=301=71% 
Category 
I. BUEPT 

A: Aim of the test: measures test teclmiques and test tricks 

B: Parallel test tonus: quality and diniculty level of BUEPT change 

c: Authenticity: very structured; does not allow to show the real English 
protlciency level; not related to the requirements of llrst year courses 

2. ADMINISTRATION 
A: Listening: success on this part depends on the reader 

Number 
189 

113 

54 

22 

112 
49 

37 

I
E" OrgullIzatlOnal problems students in ditTerent classes do not do the same 
questlOll at the same tllne 

\~k~:l~e_l~Il~~t~~::I:~~t::~0~~::~~~~~g~4~_"~_" ~~4~.~~_~ •. ~.~/ __ ~~~~~ __ .v.~~.,/~J 
Category 
NO ANSWER 

IDO NOTKNOW=1S=4% 
Number 

15 

On the other hand, the analysis of the negative explanations ended up with two 

different categories: l)"BUEPT" and 2) "Test administration" (see Table 4.14). 

1) BUEPT 

More than half of the negative explanations were directly related to the BUEPT itself 

(189 out of 301). Subjects listed three different reasons - aim, parallelism and 
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authenticity - why they thought the exam was not an effective measure of their level 

of academic English proficiency. 

According to the first and the largest group of students (113 out of 176), BUEPT did 

not measure accurately their level of English proficiency since that was not its 

intention. Those respondents pointed out that the exam aimed and measured their 

knowledge of test techniques. Nearly all of them wrote: "If you know the test 

techniques, you can pass BUEPT even if your English is not good enough". 

Some techniques often listed by students were: 

"Just combine the prompts given in the writing part with "hence", "however", 

"nevertheless" and "thus". Do not bother about the meaning and content.", or 

"Do not read the text in the reading part. Just try to find the sentences which have 

the same vocabulary as the question.", or 

"Start taking notes only when names, reasons, levels, or parts of a process are listed. 

That is, after phrases such as: "The following four reasons are stated" or "And 

finally, I want to list the names of the most famous writers." " 

Another group of students (54 out of 189) stated that the level of difficulty and the 

quality of the BUEPT change from one time to another (i.e., problems involving test 

reliability). According to them, whether or not the testees pass the exam depends 

mostly on two things. First, on the exam itself and second, on the time exam is 

taken. One of these students wrote: 
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"The first time I took the exam, it was really easy but I failed since I did not know 

the techniques for answering the listening and reading questions. The second 

BUEPT that I took was an exam completely different from the first one. Both the 

reading passages and the writing topics were really very difficult, as if they had been 

prepared so that students would not be able to answer them." Another explanation 

written by the students in this group was: "Sometimes it's as if the test writers want 

all students who take the exam to pass it, and sometimes as if they want everybody to 

fail. " 

Other twenty-two students related their "No" answer to the authenticity of the exam. 

Informants declared that BUEPT is a very structured exam that does not allow 

students to show their real level of English. Moreover, as believed by subjects in this 

group, the things required on the exam are artificial and different from the things 

required in their departments. 

2) Administration 

One third of the subjects (112 out of 301) pointed out that for them BUEPT was not a 

good tool for measuring their level of academic English proficiency since there were 

serious problems with the administration of the test (see Table 4.14). 

Among the criticisms related to the test administration, the higher percentage is 

related to the problem of confirmity of test conditions (49 out of 112). As was 

mentioned before, due to the low quality of the available equipment, the 'talk' in the 
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listening part is delivered live (see Section 2.1.2, Listening). That is, a number of 

trained 'readers' go from class to class during the test and read the lectures to the 

students (although it is clear that there are possible implications for the reliability of 

the test). However, a large number of informants stated that different readers deliver 

the talks in different ways. For example, "while some read quickly, others wait for 

students to note everything"; or "while some just read smoothly the text, others stress 

some parts which is a clue for testees that this is the answer to the question". Stated 

differently, most of the students share the belief that whether you get a passing grade 

on the listening section depends in large part on the person who delivers the speech. 

Students summarized the problem with the following sentences: "Sometimes it is 

very difficult to pass the BUEPT. It is not because you do not know English or test 

techniques but because you are not lucky enough to be in a class where the reader of 

the listening part reads slowly and has an understandable accent." 

Table 4.14 shows that another very important criticism related with the 

administration of BUEPT is the order in which the different parts of the test are 

administered (37 out of 112). It is known that one of the basic principles of test 

preparation and administration is to order and administer different parts of the test 

from the easiest to the most difficult one (Harrison, 1983; Heaton, 1988; Weir, 1995; 

Brown, 1996). As the discussions in Section 4.4.1 revealed, according to the 

subjects of the current study, reading is the most difficult and listening is the easiest 

component of BUEPT. Nevertheless, due to the lack of enough trained 'readers', 

some classes have the listening part at the beginning of the exam, while others have 

it at the end and still others have it in the middle. In other words, different classes , 

do not take the different parts of the exam in the same order, which is "a serious 
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reliability issue" (Brown, 1996; Anastasi & Urbina, 1997), that might, in turn, affect 

the validity ofBUEPT. 

This fact, as many of the informants stated, puts the students who have to take the 

reading part at the very beginning in a disadvantaged position compared to the other 

two groups. A student wrote on her questionnaire: "If you have to do the reading 

part first and then in the listening part you have a teacher who reads quickly and with 

an accent you are not accustomed to, then forget passing BUEPT." 

Many of the students who took the reading part first admitted that after seeing the 

questions asked in that section they became discouraged and decided that their 

English was not good enough for university study and that they had to attend prep 

classes. Because of this, they did not do the following two parts. 

The last problem stated by students (26 out of 112) in relation to the test 

administration was timing. Students in this group think that BUEPT does not 

accurately measure their level of academic English proficiency because "the exam is 

very long and exhausting". They mentioned that there are too many questions and 

that they are too difficult and most of the students do not have "enough energy to do 

the questions in the last section". That is why, according to examinees, there is "a 

serious discrepancy between the grade on the exam and the real level of English 

proficiency of students". None of the students who chose the "I do not know" option 

as an answer to the fourth question of the questionnaire explained their answers. 



4.4.5 Analysis of the Fifth Question 

Figure 4.5 
Did BUEPT properly predict your freshman year academic success? 

Distribution of students' answers according to the time they spent in YADYOK 
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When asked whether BUEPT properly predicted their freshman year academic 

success nearly all students said "No" (84%), 14% said "Yes" and only 2% said "I do 

not know" (see Figure 4.5). While analyzing the responses in different groups, it was 

noticed that the rates of answers are pretty similar to those given to the previous 

questions (see Figures 4.2 and 4.3). G2 is the group with the highest rate of negative 

answers (92%), G 1 is the group with the lowest rate of negative answers (81 %) and 

G3 is between them with 82% of negative answers. 
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Figure -t.6 

Did BUEPT properly predict your freshman year academic success? 

Distribution of students' scores according to their BUEPT passing grade 
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Further analysis intending to investigate whether or not the BUEPT passing grade 

affects examinees' thoughts and attitudes towards the exam was carried out (see 

Figure 4.6). The analysis ended up with finding a parallelism between the answers 

of the subjects in the three groups. Most of the students in "A" (85%), "B" (87%) 

and "C" (79%) groups stated that BUEPT did not predict their freshman year 

academic success. Interestingly, more students among those who passed the exam 

with C (17%) stated that the proficiency exam was a good predictor of their future 

academic attainment than among those who passed with A (14%) or B (13%). 

The examination of the students' explanations revealed that the small number of 

students who gave affirmative answers to the fifth question in the second part of the 

questionnaire, mainly justified their responses by stating that there was a parallelism 

between their BUEPT grades and their freshman year GPAs (see Table 4.15). The 

rest of the students in "Yes" group (18 out of 60) supplied no explanations for their 

answers. 



Table 4.15 
Did BUEPT properly predict your f~eshman year academic success? 

WHY DO YOU THINK SO? 

YES=60= 14% 
Category 
I. PARALLELISM: Between BUEPT grades and the tinal grades of the 
freslunan year courses 

Number 
42 

2~ NO AN'SWE1~- ----- -- -- -- -- -- ---- ------- ---- --- --- -------- -------- ---- --is -----
¥ ""'_...-ii'c'..F 4'-...",,..;'.v; .... .w:'.I;I"..,y',6r"AI'/"; #;.,JI',.v."JI#'..4I'...."N;'~.u;..r..8: ",*.~_~ ...... """'..v .J:';d,~,..-: . ....-:~.-.;,~JY,..v;.s:,""/A'/..",/4'/MT..:.II'?JI"/..,;v.O'V;;.io"/:..? ...... /. 

NO=353=84% 
Category 
1 DOUBLE NEGATIVE: BVEPT had not measured properly the level 
of academic English proficiency of students, thus it could not predict 
their academic success 

Number 
201 

2.- LACK- OF -PARAiIELISlvi:" bet\v~Il-Bili:PYgiades mid tile- -------- --- ---6i ----
j}'~~!lI~l~~ Y~~T _ 9_~ ~ _______________________________________________________________ _ 
3. NO RELATION: academic success in BD is not related to the level of 17 
~~!1_~1!~~ -'~!l_g_l!~gc: .e~ot}~!C:I!~Y _of ~tuden_ts 4.NO ANSWER -- ----- --------------------------------------i4-----

I no NOT KNOW = 9 = 2% 
Category Number 
I. NO RELATION: academic success in BD is not related to the 2 
l_e_\:<:I_ ?!)~l!g!~sJ~ !(lI}g!l!l_g~ p'r9J!~~~I!~y _0.( ~!l!~~~l!~ ___________________________________ _ 
2. NO ANSWER 7 
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As can be seen from Table 4.15, negative explanations can be gathered under four 

headings: 1) Double negative; 2) Lack of parallelism; 3) Lack of relationship; 4) No 

answer. 

Nearly two-thirds (201 out of353) of the subjects in the "No" group argued that the 

BUEPT could not predict their freshman year academic success simply because it did 

not measure their level of academic English proficiency. According to them, the test 

techniques required by the exam did not help them and were not related to the things 

required in academic life. 

The second group of students (121 out of353) explained their negative answers with 

the fact that their freshman year performance was different from their BUEPT 
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passing grade. While some of the informants wrote: "Although I passed BUEPT 

with A, I had a hard time in our department". Others pointed out that even though 

they got C on the exam, they had a pretty successful academic life. For example a 

student said: "Passing with C did not discourage me, at the end of the freshman year, 

my GPA was nearly four out of four." 

Still another small group of subjects (41 out of353) claimed that BUEPT could not 

predict their academic attainment because academic success in BU is not related to 

the level of English language proficiency but to other factors such as "effort, 

intelligence and good relationships with professors". The last twenty-five students in 

the "No" group did not provide any reasons for their negative answers. 

Of the nme students who chose the "I do not know" option, two argued that 

academic success was not related to the level of English language proficiency, while 

seven wrote no explanations. 
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The starting point of this study was to evaluate the English Language Proficiency 

Test - BUEPT ~ used at Bogaziyi University (BU). The aim of this study was to find 

out whether the test really differentiated between students who would face difficulty 

because of poor language abilities or study skills from those who would not. Since 

the scores obtained on BUEPT were considered to have serious consequences on the 

future academic life of students at BU, the study also aimed to obtain and analyze 

qualitative feedback from students about the operation and adequacy of BUEPT. In 

this section,the major findings of this research will be summarized and the 

implications of the results will be discussed. 

The first finding of this study (see Table 4.1) supports Henning's (1990:380) concern 

about the effect of testing on teaching. He says that: "If there is no concerted effort 

to subordinate testing to explicit curricular goals, there is an ever-present potential 

danger that tests themselves with all their inherent limitations will become the 

purpose of the educational encounter by default." This was also the case detected in 

the current study. Y ADYOK, as observed by Onat (1996:27) and confirmed by 

students (see Table 4.12), directly or indirectly, intends to prepare students only for 

the BUEPT. Prep students master skills and techniques that are measured on the 

exam. All other course content that is not included in the test is ignored. According 

to the subjects of the study, the development of the speaking skill, one which cannot 

be thought of as a separate part of the quartet of language skills, is not among the 

main goals of Y ADYOK. This claim is supported by the results of BVMED's 
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(I 996) study, where informants agreed that they were bad at speaking, while they 

were really good at the other three skills. The finding stated above may be accepted 

as a possible explanation for the large number of subjects in the RUMED study 

(1996) who were not satisfied with their English education at Y ADYOK. 

Additionally, from other findings of the study, it becomes clearer why students who 

attended prep classes performed significantly better on the BUEPT than those who 

passed the exam at first try (see Figure 4.1 and Table 4.1.). This finding is similar to 

Amer (1993) and, Robb and Ercanbrack' s (1999) studies which illustrated that 

"teaching to the test" did in fact result in higher test scores. 

According to Enginarlar (1984: 129), "the success of any formal language program is 

crucially linked with its testing philosophy and practice". That is, whether or not the 

effort of a whole institution - Y ADYOK, which is organizing each of its activities 

around BUEPT, wastes its time or really does something valuable depends on the 

validity of the test which is applied. 

BUEPT is a proficiency test, "in order to be valid it has to look forwards" (Alderson, 

1984:33), it has to be concerned with the future success of the examinees. 

Nevertheless, negative relationships were found to exist between the BUEPT scores 

and the first semester, the second semester and the overall freshman year GP As of 

the students in FLED, LL and TRANS Departments of BU. That is, BUEPT did not 

do its job. The majority of the students who were able to pass BUEPT with high 

grades (A or B) and were also expected to be successful in their academic studies 

(GPAs above 2.50) failed (i.e., had GPAs below 2.00), while some of the students 
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who could hardly pass the exam manifested a good academic performance during 

their freshman year. 

This finding is consistent with the results of studies conducted by Sugimoto (1966), 

Mulligan (1966), Hwang and Dizney (1970), Sharon (1972), Gue and Holdaway 

(1973), Shay (1975), Wilcox (1975), Jensen (1980), Odunze, (1980), Hale et al., 

(1983), Traynor (1985), Zeidner (1986, 1987), Light et aI. (1987), Vinke and 

10chems (1993), Qualls and Ansley (1995), Tonkyn (1995) and Yan (1995), which 

detected that different language proficiency tests used as screening and placement 

procedures in different institutions failed to predict the academic performance of the 

incoming students of those institutions. Results also show that although the main 

aim of proficiency tests is to test and predict the future performance of examinees 

(Davies, 1988; Heaton, 1988; Hughes, 1989; Bachman, 1990; Brown, 1996), this is 

rarely achieved. 

On the other hand, the results of this study did not confirm the findings of Burgess 

and Greis (1970), Heil and Aleamoni (1974), Ayers and Peters (1977), Baldauf and 

Dawson (1c}80), Freidenburg and Curry (1981), Rea (1984), Ho and Spinks (1985), 

and Dedo (1990), which detected a statistically significant correlation between 

English language proficiency test scores and GPAs. 

When the first semester, the second semester and the overall freshman year GPAs of 

each of the three groups - G 1, G2, G3 - were examined, it was detected that the most 

successful group on the exam was not also the academically most successful group 

(see Table 4.2 and Table 4.3). That is, 03, the group that performed significantly 

better on BUEPT, could not attain GPAs that were significantly higher than the 
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GPAs of the other two groups in the two semesters of the freshman year. On the 
~ 

other hand, G 1, the group with the lowest achievement level on BUEPT, was the 

most successful group during the freshman year. 

The general information presented in the three Contingency Tables (see Tables 4.5, 

4.6, and 4.7) can be summarized as follows. First, students in all three groups - Gl, 

G2 and G3 - had the highest number of failures at the end of the first semester and 

the lowest number of failures at the end of the second semester. Second, the 

percentage of failures among the students in G2 and G3 (i.e., those students who 

passed the BUEPT after a period of prep) was significantly higher than the 

percentage of failures in G 1 throughout the whole freshman year. Third, the 

differences between the academic performances of the three groups were most 

obvious at the end of the first semester, nevertheless these differences were 

minimized at the end of the second semester (e.g., Means of the groups at the end of 

the first semester MlsEMl=2.39, M2sElvl1=1.93, M3sEMl=2.04; Means of the groups at 

the end of the second semester MlsE/lu=2.40, M2sEM2=2.19, M3sEM2=2.20). 

Data in the Contingency Tables (see Tables 4.5, 4.6, and 4.7) also displayed three 

very important facts about the relationship between the BUEPT passing,grade and 

the first semester, the second semester and the overall freshman year GPAs. Firstly, 

in each of the three groups, those students who passed the BUEPT with "A" had a 

better academic attainment than those who passed the exam with "B" or "C" during 

the freshman year. However, "B" students were not always (e.g., especially during 

the second semester) more successful than "c" students. Secondly, students who 

passed the exam after a semester or two of prep had more failures even than the "e" 
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students in G 1. Besides that, "C" students in G2 and G3 had three times more 

failures at the end of the first semesters (70%) and two times more failures at the end 

of the second semester (42%) and the freshman year (60,5%) than the students who 

passed the exam at first try (27%; 21 % and 28%). Considering all these findings, it 

can be concluded that Do1ta~ and Sevgen's (1995) claim that the determining factor 

which indicates whether students will pass the BUEPT or not is not their level of 

English but their familiarity with the test and test techniques, is correct. '. 

Originally, Hughes (1988: 137) intended to prepare a test that was "best suited to the 

development of the English skills necessary for study at Bogaziyi University". 

Nevertheless, one of the conclusions that may be drawn from this research is that the 

BUEPT did not, in fact, really measure the language skills that subjects of this study 

needed in order to be academically successful. This conclusion was based on two 

findings. First, all of the correlations between the BUEPT passing grades and the 

first semester, the second semester and the overall freshman year GP As of the three 

groups are negative. And second, as the period of time spent in Y ADYOK 

increased, the predictive validity of BUEPT decreased. That is, BUEPT predicted 

the freshman year success of G 1 the best (though still negatively) and the academic 

performance of G3 the worst. However, G3 was the group that attended the 

preparatory classes the longest period of time, as compared to Gland G2. On the 

exam, as it was expected, G3 was the most successful group. If the exam had really 

measured the skills necessary for academic achievement at BU, then the relation 

between the GPAs of the students in G3 and their BUEPT scores would have been 

the strongest. In fact, this was not the case. The strongest relationship were found 

between the BUEPT scores and the first semester, the second semester and the 
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overall freshman year GP As of G 1 students, who were not exposed to the English 

education at Y ADYOK. 

This finding backs up Robinson and Ross's (1996) claim that skill-focused tests only 

provide an indication of a student's current knowledge of the English language and 

cannot be used to predict the actual academic skills of students. The solution to the 

problems which were encountered through the use of skill-based tests came from 

Paltridge (1992) and, Robinson and Ross (1996). They designed integrated-approach 

tests that were more successful in predicting academic success of students than the 

traditional skill-based tests. 

Another point that should be discussed in relation to BUEPT is its cut off point 

which is 60 out of 100. Data presented in the Contingency Tables (see Tables 4.5, 

4.6 and 4.7) did not support the argument that B UEPT intends "to distinguish those 

students whose English is adequate for study at the University through the medium 

of English from those whose English is not" (Hughes, 1984: 13 7). When the 

freshman year academic performance of "C" students was scrutinized it was noticed 

that at the end of the first semester 27% of G 1, 71 % of G2 and 68% G3 students 

were among the failures. At the end of the second semester, the rates of students 

with GPAs bellow 2.00 in each of the groups were as follows 21% in GI, 53% in G2 

and 31 % in G3. At the end of the freshman year, one-third of the students in G2 and 

two-thirds of the students in G2 and G3 (60% in G2 and 61% in G3) became 

"repeaters". It appears that BUEPT seriously overpredicted the freshman year 

academic achievement of those who passed it with "C"; and it was especially 
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unsuccessful in predicting the first semester academic attainment of "c" students in 

G2 and G3. 

Thus, it can be concluded that this study provided no empirical support for the 

BUEPT cut off point. Not having "empirical underpinning" is considered one of the 

most important failings of proficiency tests by measurement experts (Lantolf& 

Frawley, 1985, 1988; Fulcher, 1996). 

These findings are similar to the results of Light et al.'s (1987), Yinke and 10chems's 

(1993) and Yan' s (1995) studies which revealed that the cut off points of TOEFL 

used by different institutions were not successfully set. Moreover, the results of the 

present study back up Zeidner's (1986, 1987) conclusion that language proficiency 

tests sometimes tend to mispredict the future attainment of the test-takers. 

In his study Fulcher (1997:118) used Popham's "pooled judgements" technique to set 

the cut off points of tertiary level proficiency tests. It is possible that this method 

may be used to determine the cut off point of the BUEPT as well. This would need 

further study and analysis by testing experts in Y ADYOK. 

The results obtained from the in-groups ANOY A analysis provided no empirical 

rationale for the ranges with which different grades - A, B, C - were counterparted. 

As Tables 4.8, 4.9 and 4.10 indicated, significant differences were found only 

between the means of those students who passed the BUEPT either with "A" or "C". 

However, generally in all groups, the GPAs of those who passed the exam with "A" 

were not found to be significantly higher than the GPAs of those who passed it with 
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"B". In addition, the GPAs of those who passed the BUEPT with "Boo were not 

found to be significantly higher than the GP As of those who passed it with "Coo. 

These findings support Dolta~ and Sevgen's (1995) claim that the A, B, C ranges of 

BUEPT are not sensitive to the different levels of language proficiency of students. 

They went even further by saying that the ranges were chosen as if at random. 

Moreover, these findings imply that there should not be a grade like "B" and the 

BUEPT grading scheme should be revised on the basis of a pass/fail system. 

The findings mentioned above supported the argument of Gue and Holdaway (1973), 

Traynor (1985), Saville-Troike (1991), Qualls (1995), Tonkyn (1995), and Burston et 

al. (1996) who claimed that the selection procedure of students who would be 

allowed to continue their academic studies at tertiary level, should not be based 

solely on their proficiency in English as measured by different English proficiency 

tests. 

In answer to the third research question of the study it was found that students neither 

perceived the exam as a valid reflector of their level of academic English proficiency 

nor as a good predictor of their future academic performance. Similar to previous 

studies (Low, 1982; Wall et ai., 1994) there was a close parallelism between the 

results of the statistical analysis and the students' evaluations of the test. These 

results implied that there were really some problems related to the test, and the test 

takers were aware of these problems. The findings also seem to back up 

Mendeloshn's (1989) statement that students had very clearly defined opinions about 

the tests they were given. 
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Students also voiced some very important reliability issues related to the preparation 

(e.g., lack of parallelism between the BuEPTs administered at different times) and 

administration (i.e., different "readers"; different groups of students taking the three 

parts of BUEPT in different order) of BUEPT. According to Anastasi and Urbina 

(1997: 13), "any influence that is specific to a test situation constitutes error variance 

and reduces test validity". Maybe these were among the reasons why most of the 

subjects in the present study also saw the BUEPT as "a barrier rather than a bridge to 

educational opportunity" (Tonkyn, 1995:37). 

On the other hand, the eagerness of all the students to participate in this study, the 

large amount of data supplied by them on the questionnaire supported Frisbie (1982), 

Low (1985) and Fulcher's (1997) claims that obtaining qualitative feedback from 

students on the operation of a test is very important. 

Students' responses to the third question in the second part of the questionnaire 

supported Dietel, Herman, and Knuth's (1991) claim about the existence of a 

continuous faith in the value of assessment for stimulating and supporting "school 

improvement and instructional reform at national, state, and local levels". Although 

subjects of the study had negative feelings and attitudes towards BUEPT, nearly all 

of them (88%) stated that there should be an exam measuring their level of academic 

English proficiency. They also expressed their beliefs that exams motivated and 

guided them towards future academic achievement. 
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The findings of the three research questions posed in this study and the discussions 

of these findings illustrate that proficiency tests like BUEPT should be systematically 

revised and adjusted according to the needs of the test-takers. As Frisbie (1982:140) 

puts it, tests are " ... subject to malfunction over time and must be revised as curricula 

and students change". Since 1983 many things have changed. Technological 

developments and tools such as computers and Internet have become a part of 

students' everyday lives. Also, the expectations and the characteristics of students 

accepted to BU have changed. On the other hand, as it is well known, language 

methodology is not static. It is continuously being revised and modified in keeping 

with the most up-to date ideas on second language acquisition. As a result of this, 

the courses in different departments of BU and their contents change. Only in the 

Foreign Language Education Department, to give an example, the undergraduate 

program and courses have changed four times since 1983. Despite all these changes, 

BUEPT with its format, content, and language testing techniques has been the same 

throughout all these years. That is why it is now time for some innovations. 

Since a test cannot be valid without being reliable (and BUEPT has some very 

important reliability problems stated by students) the first thing that Y ADYOK test­

designers and administrators should do is to improve the reliability of BUEPT. The 

available test examples should be thoroughly examined to check whether the 

"parallel forms ofBUEPT" are really parallel. In addition, the organizational climate 

of BUEPT should be improved. That is, the administration procedures should be 

reorganized and standardized. 
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Furthermore, another reliability issue has to do with the fact that BUEPT is being 

administered over years to both undergraduate and (unfortunately) graduate students. 

This is certainly inimical to Hughes's original intentional design of the test, which 

was based on a needs analysis of freshman year undergraduate students. 

Another problem that relates to needs analysis has to do with updating the test. As 

the needs of various departments change overtime based on social and cultural 

conditions, so should the composition of tasks and skills required by BUEPT. 

Therefore, Y ADYOK teachers and instructors from different faculties should 

cooperate to improve the authenticity of BOEPT regarding the changing reality of 

BU. 

The third alternative that might help Y ADYOK administrators to gain time is to 

utilize widely used standardized tests such as the new computer-based TOEFL as a 

criterion. That is, students might be required to take this test in addition to taking 

BUEPT. A later investigation on the predictive validity of the standardized test used 

may reveal whether or not BU really needs a "special" test for itself. If it proves to 

be useful in differentiating students with limited English proficiency for academic 

studies from those with a sufficient level of English proficiency, a widely used 

standardized test can be employed instead of BUEPT. This would then be a good 

standing point for the standardization of the requirements of the BU in accordance 

with universities all over the world. This may in turn lead university administrators 

to think that the level of English proficiency of students in BD is the same as the 

proficiency level of students in other reputable universities all over the world. If this 

cannot be done for flnancial reasons, it can be suggested to the testing experts at 
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Y ADYOK that they utilize the results and standardization procedures of the 

standardized tests in finding a way to revise and standardize the BUEPT. 

In making inferences from the present study, some limitations need to be considered. 

The first limitation arose with respect to the subjects of the study. In the current 

research only with an English major were considered. Some of the results may well 

reveal the specific views of these students, and may not reflect the attitudes and 

thoughts of informants from other departments. It would seem advisable to replicate 

this study among students from different departments in BU, in order to determine 

the extent to which the results obtained can be generalized. It can also be suggested 

that the study be repeated for different academic years to check if the same results 

are still obtained. 

Secondly, correlating the overall BUEPT scores only with the overall (first semester, 

second semester and freshman year) GPAs offered very limited information i.e., it 

did not reflect many aspects of the students' academic involvement that might affect 

the final outcome. It would be interesting to investigate the relationships between 

the sub-tests scores of BUEPT and the final grades of the different freshman year 

courses. 

Thirdly, it is also necessary to gather evidence about the internal validity and 

reliability of BUEPT (i.e., sub-tests intercorrelations, test homogeneity, inter-marker 
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correlations, or item analysis). This analysis might end up with possible 

explanations for the high negative correlations between the scores on the BUEPT and 

the students' academic success. 

As a concluding remark it can be said that further research including the judgements 

of the Y ADYOK teachers and the assessments of the freshman year instructors, 

besides the GP As of the students, would be useful in order to find even more precise 

results and generalize the findings of the present study. It is also hoped that this 

study will inspire other researchers to do further work in the area oflanguage testing. 
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APPENDIX A 

BOGAZt<;t Uf:liVERStTESt tNGiLtZCE YETERLtLtK SINAv'1 
BOCAZtc;l UNIVERSITY ENGLISH PROFICIENCY. TEST 

-BUEPT-

A. SINAVLA tLGtLt GENEL B1LGiLER 

SINA VIN BOLUMLERl 

1. Duydugunu Anlama Boliimii {50 dakikaJ 

'1 

1 

1 

1 

Adaylar iki konu~ma dlnkrler. B!rlnel konu~mada. adaylar l{Ontl~ma ba~Jamadatl ~nCe . 
sOfulon o[mrbr vc konu~maYl dinlerl{en hll sonllan cevapbnrllflr!ar. lklnel konll~m:l 
Slrastrldn be adayJar not lutariar ve ancak kOll\!:;;rll;1 lJiltlidcil sonrn. sorukn olwyllp 
tllltllkian nollara ciayanmnk cev(lplanrhnrb:-. 

2. Okudugunu Anlama Boliimii (60 dakikai 

At.1aylara iki aY,1 okuma mclnl verilir. Adaylar btl metlnlerle Ilg!H sorulan 
cevapJondIfirIar 

Birlncl metinle Ilglll somlan ct!vaplundlmlok Iv!n. mf!inln hlZh hlr ~ekllde taramnaSl 
gercklllcltlcdir. Ikinc.:! £ilciin Ik IIgi.1! sorular isc daha dlkkailt blr ckuyup. anlmna gerekllrlr . . 

~ 

3. Yazlh lfade (80 dakJka) 

Bu bo[umde aday\ardan. herblI1 40'ar daklkahk lkl kompozlsyon yazmalan tstenlr. 
Adaylar yazacnklan lwoularda not gekllnde kU\=lik hllgllcde yonlendlrilir. 

SINAVlN BOLUMLERtNtN ACIRUCI 

SIIlUVln uolumlerlnln aglrhklun a~<:!f:ldal\! ';c~klld..: bdlrlenml:;.tlr: 

Duydugllnu Anlnma S6lume! ':il JO 
Okuduglllw Anlama B6IUmCl 

'{aLII! lfade % 30 

OECERLENotRME StSTEMt 
SIIlaVlf1 degerlt:ntlirmesl. a~agH:la gi}!'>I.er1len not oaremlne gOre yaplhr: 

J\ I lo-

U , ... 

C 1- ---)0,... 

FI 

F2 

V3 

BA$ARILI 

BA$ARISIZ 

1 

1 

1 

Sm£\VIIl "Dtlyd\l~wHt Ar~ltlmll ve 9'CLltJUgt~~U Anlama" b010mlen 6 ayr:l k(~t: Yszlh Ifnde 
bi)liillli'l tl ayn l'l~t lnmllndall dcgcrlclldlnhr. . .,; .: .. 
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;1 
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1 

1 
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'1 

~ 1 
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u. n~GILtzcE YETERLtLtK SINAVINDAN ORNEKLER 

~A l\i:{PLE QUESTIONS FROM THE ENGLISH PROFICIENCY TEST 

1 

1 

In III der to help candidates prepare for the test, the folluwing examples of lest question I 
arc glvell. TIle passages given asax.ampJes are much shorler Lhan the ones which form partl 
tile lC!.lt i1!>clf..· 1 

LlSl'~NNI~G COMPREHENSION 1 
,\:; 'rIOted earller. thIs section Is comprised of two talks. For the first talk. the candidate I 

!:iU:.:i Ihe qllesllons In advance. I 
For cJrample: 

. An Experiment in Psychology 1 
Allswer Ihe following questions and 11IIIn the bJanks. 

II I:; 1I0t lIeCCS$;HY to allswer In l:ompletc sentences. 

II When was the experiment carried (l1I1 

~c~ ........................................................................... J ........ . 
~I iI. What wus llle height of lilt: larger block? 

.. ' ....... . .................................. ~'" ............................................. . 

h. What \ .... ns the weight oi Ihe smaller· block? 

........................................ ' ........................................... . 

. :1) What was the occupatlon of the subjects III the experllllenl~ ; 
.. ........................................................................ , ............... . 

. 1) 011 Ihe <l'leragc t.hc .............. bloc!> was perce!\'cu tiS beIng .............. limes as heavy 
as I he other. In some rases Il W;lS perceived as being as much as ... :.......... lIllIes as 
i!c;wy. 

(and so on... In th<! actual test. there wOl1ld be about 12 questlons) 

Candidates would then heM the talk. during which they would try to answer the 
fjiY;stlons. 

1 

1 

1 

1 

1 

1 

"I nm going to tell you abcul an experiment In psychology. It .:oncerns the percepUon of 

1 

'_ weight. In this experiment. wh!ch was carried out In 1954. the experimenter prepared two 
reclangular blocks of wood. TIle size of these blocks Is Important. One was 4 cm. by 1\ cm by 
6 cm.: the other was 8 cm. by 8 cm. by 12 COl. - so this block was exactly eight limes the 
voiume of the Orst. Inside these blocks the experimcnter had pllt pieces of lead. Thcse pieces 
of lead were adusled In sllch :1 way that the total weight of each block was 300 gm. Each of 
the two blocks had a metal ring attached nt the top. A block could be l1fted by placing the 
forefinger Inside this ring. 

Now for the experiment... The subjects In the t:xpcrimcnt were 100 rnl1ltary oencers. Each sub­
leel was lola Ulat the larg':!T block welghcd 30G gm. He was asked first the larger block ... and 
then the smaller block. After he had done this he was asked to Judge the weight of the smaller 

. block In grams. 

TIle resulls were surprising. Just about all of the sur~lecls perceived the smaJler block as bclng 
subslantlally heavier than the larger one. In fact lhe average estimale for the sUlallcr block 
\Vn~ 750 gm .. thnt Is. 2.5 limes the correct \yelght (which. you'll remember. was 300 gm.). For 

1 

1 

1 

1 

1 

1 

1 

1 

·1 
some of the subjects the overestlnw.lc was as much as sevenfold. 

.. . ....... _ ...... _____ ._ .. _.J 
. 1 

1 
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1 

1 

1 

. 1 
This pliellolllclIoll Is lcnown as lhe size-weight lIluSlorL How Is tills phenomellon to be I 
explained? Many people think that It happens because Ule person expects the smaller block I 
La be lighter Uum the larger one. Just because It Is smaller. But when he lifts It. he contrast I 
belween what he expects and the actual weight of the smaller block makes It seem heavier. I 

But this doesn't really explain what happens. for lhe follow1ng four reasons. The first reason 
Is this: the same person CDn go on lifting the two blocks repeatedly. and he will continlle to 
say thnl the smaller OIlC feels heavier. The second rca son Is that eVCll alter Ihe subject has 
weighed both of the blocks on a scale, when he Illls them lignin. he will slll\ say I hat the 
smaller one feels heavier. Knowledge of the true weights does not destroy llle illusion. Tile 
third rellson; the illusIon Is Just as great ''''hen subjects are told Lo p~y no attention to lilt: 
relative size of U1e blocks. 

And filially. the fourth reason; If the subject flrstloolcs at the blocks amI t!tCIl closes hI::; l:YC;; 

when he IIns them. thc l\1uslon Is equally great. 

1\1101 her explnnalloll hns been suggested. And Il Is this. Although lhe subject Is attempting til 
ludge weight, he Is III fnct Irnpllc.;llly Jlldglng dcnslty-ctcnslly heing weight Iwr ctlblt· 
ccnllrllclrc. The slllall block Is 1/8 size of Ule largc bInd., but wclghs cx:)clly tlw sume-so II\(' 
dc:n::;lly of the sl\Iall lJlol'lc Is eight lilllcs I hal of lhe larger. So. perhaps whel\ I he !>ltbl('d I~; 
allclIlpling to Jlldge weIght. he Is affected by his perception of density. There Is sOllie experl· 
tIIclllal support for this explanatloll. If subjects are lold \0 pay nltcnlloll to Ihe attrilmlC'. 01 
'wclght' and to Ignore the attrIbute o('denslly' then the slzc-wclgl1lllluslull Is reduced. 

III thc s{'c.;ond part of the IISI<;ltillg comprehensloll component. the candld:alC's bite Iluk!' 

while IIstcnlllg to allolher lalk. Tfley do nol see lht' questions unlll the 1011\, Is ended. Tid'; 
second tnlk would normally bt, 011 C}t1l1c a dtfferent topic from tile first. for pl\qlO~W III 

Illllstrnlloll. however, we will gl\'l~·cxnl\lplcs of Ihc killds of questlolls Ih"l wO\lld 11:\\,(' IIITII 

bascd Oll IIIC above tallt, If Il Iwd b(~ell c1l'lh'crcd hI the second p'lrl of llll' lislelllllg uJrtlplll\l'1l1 

Arter In\tillp, Ilolc~. the calJdldate would bc facec\ will! qllestlons of tlte follOWing kill!! (lnl 
Illustration. based ollly 011 the second half of the talk). II is 1101 IlUTSS;JrY 10 IlIlS\\·!·1 ill 

("omplete scntenccs. or Lo wrHe the exaet words used In the tall<. 

1) What Illlllle has been given La lllC phenomenon dcsalbed Itl the lalk? 

............. ~ .. ~ .......................... , ......... " ...................... " .......... . 

1 

2) A common. explanation of lll(' phenomcnon Is Lhal the subject expecls the slllni1r:r hlod~ 
to be ...................... thaH the larger. 11le .................... between ...... ll':;t he expcct~ <~nd tilf: 
nclu2.\ weight when he lifts Il makes It seem ................... . 

3) But this seems an unsailsra~lory explanatIon because the effect persists when subJecls: 

al ....................................................................................... . 

b) ...................................................................................... . 

c) nre laId to pny no attention to ......................................... . 

d) look at the blocks. then ............................... while lifting the blocks. 

4) An allernallvec.xplanut!on Isthal the subjects arc In fact hllpllcltly Judging ........... . 

ruther than wclgllt. 

( d 0 ' 1·11 tile teslltselC there would be about 12 quesllon, s.) an so ! .... 
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1 
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1 
R1 ... -:I"~i,{NG COMPH1~HENSION 1 

Not',!:':l':1C roliowin}~ pnssn~~e is s\;orler tlwll those usually found in the test. 

"!\I)), discIssion of !llOvies and illodcm tecllno\olO' is certain to focus upon Charlc Chapilll and 1 
:lit" prl;~!L::i:S lJe CtiC0111ltcrcc,l as a factOly worker 111 llle mill Modera Times {193f31. i\:ll':rlC:1/l I 
:!ii:":l\i:liH' l"cLlCtlOll to tt:CiJllolOgy, however. began IJ[,or to C!i;'piln·s porlruyn! oC n bd~::lg:lereJ I 
t":l/:io.ry" l,land and it can -be. (ully unuerstood only If we consider the mec~lanlcal nalure of the I 
!ilm IlSClf. and I he molion picture comic· tradilion U1at preceded Madel·n TImes. I 
Modern Times. :13 well as any other film, comic or tragic. silent or sound. live or animated. 
11l1l~t be considered In relation to one of the more significant developments of 19th cenlury 

~ c.:ill!\!!e: the mccllnniznllon of the <.trts. Bcginning with the Invention of photography in the 
I S40'-; techllology posed a threat to traditional ort!stic practices and forms. while at the same 
ti!:!t: it r;-,jsed tile posslbtllly of novcl techmfjues and wholly new arl forms. 

i\r;':UIl1(,I:U:~ nbGllt the (lfUstie slaws of pbotogrnphy and the role 0f the photograph as ;1 Sl)lIrCC 

A il1spir:1l!ori ;I)r ~he paillter or sculptor has not subsIded \v!lcn Uw phonograph appe<.!rt~d in 
lh: H37D's, AiillGllgh the phunograpl, dId llollmmedi,1!ely raise queslions about the creal ion of 
;\ 11,.",'.' ;.\!.\ forrH, as did the camera, It could be cited '.vith photography as proof lhat artistic 
'.I.'fj:l ... :;, il:) rli~ltkr how slIbtle or subilme, were '-lI1H:nallle to mechanical reproduction. The 
,!t!\t"!,t <:f the c;:lI1cra <1lld phollograph proved lh:u 2ft could be multiplied by a machine and 
::!"q~:1rI~:i (or .. vide d;~;trihllti()n to the lll<.1S$'~S. 

i·il,.' nlllll1!I;.lllClI1 of Ihe llIovemenl towards the mechnnlzallo!l of the- arts was renched with the 
!n\·t:·,ll()!~ of 11l0l!Cjil plclures In the final decadeS of the 10th century, In cinema mec!l;1nlcal 
d"i!i::alton fOUild Its nalural mode of artistic expression: It was an art form was In essence 
::i'.!(!lan;:~,'1i, !n1jLlstrial. and commcneal ·a fael which IS reflected in the characterization of early 
H!llI as "i.;)nnc<.j" drama or machine-made theater. Among other things. the mollon picture Is a 
i!ll1<.iern industrial product that results from the ~coperattve eiforts of a group 01 artists. 
elHcl:prenelirs, nlld kchniclans. To extend lhe InOlls!rial m~~aphar. I't has been said that these 
,ll:iKI:rs df movies ;lsscmIJje tilelr prodllcts In a ;nanner onalogous to that used all an 
:lll\I.JIi!O\';\c assl'mbiy line. Prior Lo tile development oi lhe cinema, no art fonn had ever been so 
d"I·'l'lIdelit ll(;o);: flll.' IIICcll,lllil::11 ,uld cOlllll!crci<::1 world for lls hIli reair;:ailon," 

!J ~!e!;ti l'llS 

! i N,lI\le all of tile Invenlions mcnliond In tile p:1Ssilge. 

.. ~: ''.'lut is il!l~ p;·OITSS (JI lillll llIal<ing lil{cl1l~d 10,' 

\1 '.'.'il'l! doc,; Illt~ \"llre! ·'i!"' ill till! llll<11 SCllIC!!CC uf :lic second p;1ri1graph refer fo? 

.j jF'.lf t:dcii of Ille following, tilHI il single word III lilt: pa::;s;)gc wllich has tilt: s;tlllC mealljll~. 

.1. \1';lf<lL~rilplls 2<)). ,IITI\'al 

IJ. (par:lgl :Iplls 3-·1), pcrioo uf tell year'; 

WRITING 

1 

<). '1 ,. II V·I Itl 111·(II)O,-,"rl [lWiJSllrt'S 11Ilt:nc1t'd !o illcn:.1St: tile l1umo!:!' or foreign tOllrlsts 
i ,:,C;!SS I It; I) 0\ 1M .ca. ... -." . 

. '1··1 I) 1111 liSt' I Ill' '\ford 'f' whal J"OII Wl"llc, lOll :;llOllld wrlle ;1I)()llt orw page. I (lllliilg til III \/")' II I _. .. . , 

ill \!Iln:/iwllt:r ddv,'rllsillg ;loti/or lIt/orinalioll 

:\\,llclI:'? wll,lt ("Drill SllOldd il 1,lke'?) 

fJl1rlll>n>\'l:d f,lcililies (llot[:\S. inlllSpor!nllOIl, COlllflllllt!C<11101l~. clc,) 

\:lfl I.tilling of IH:rsulIllel (guHk::>, lIulcllllilllagcrl->, cle.) 
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N1usic & Society while-li~tening 
Nowadays, we hear music almost everywhere, in taxis, ~upennarkets and 
elevators, for example. Historically music has played an important role in 
all societies. 

In W ~ster:n culture, music is usually defined as a pleasing and express i ve 
combmatlOns of sounds. It goes without sayina that different cultures 

:::;, .' 

have diverse views concerning the musical quality of different sounds. 
Thus, simple tribal chants or a composition created by a computer mayor 
may not be accepted as music by members of a given society. Muslims, 
for example, do not consider the chanting of the Koran to be music. So, 
the social context of sounds may detennine whether or not they are 
regarded as music. Indl;lstrial noises, for instance, are not music except 
when ;;resented as part of a concert of experimental music. 

Opinions also differ as to the origins and spiritual value of music. In some 
African cultures music is seen as something uniquely human. Among 
some native Americans it is thought to have originated as a way for 
spirits to communicate. In Western culture music is regarded as 
inherently good, and any verbal statement that is welcome is said to be 
"music to the ears'. In some Eastern cultures, it is of low value, associated 
Vrith sin and e\>il, and attempts have been made to outlaw its practice. 

MlTSTC has many uses, and in all societies certain events are inconceivable 
without it. In many ways music can be compared to language. Both music 
and language are self contained systems of communication that must be 
learned to be understood. 

In the West and in the high cultures of Asia, it is possible to distinguish 
between three basic levels of music. First, art or classical music, which is 
composed and performed by trained professionals; second, foil< music, 
which is shared by the rural popUlation at large and transmitted orally~ 
and, third, popular music, performed by professionals, disseminated 
through radio, television, tapes and CDs, and consumed by a mass 
audience. 

All societies have vocal music; and with few exceptions, all have 
instruments. Among the simplest instruments are sticks that are struck 
to.gether, rattles, and body parts used to produce sound, as in slapping. the 
thighs and clapping. Such simple instruments are found in many tnbal 
cultures. At the other extreme, there are highly complex instruments such 
as pianos and violins that are capable of extremely subtle expression. 
More recently computers, synthesizers and samplers have greatly 
extended the expressive possibilities of music. 
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!he nonnal method of remembering a piece of music and transmitting it 
is of.a1,. and most of the world's music is learned by heaTIng. Everywhere 
music. IS used ~o accompany other activitIes. It is, for example, universally 
associated wIth dance. Although words are not found in singing 
everywh~re, the .association of music and poetry is so close that language 
and mUSIC are widely believed to have had a common origin. 

Music is a major component in religious services, secular rituals, theatre, 
and entertainment of all sorts. In many societies it is also an activity 
carried on for its own sake. In Western society in the late 20th century, 
music is usually heard at concerts, on the radio, or at home on tape or CD. 
In many societies music serves as the chief entertainment at royal courts. 
The most widespread use of music, however, is as a part of a religious 
ritual. In some tribal societies, for example, music serves as a special 
fonn of communication with supernatural beings. Another, less obvious 
function of music is social integration. For most social groups, music can 
serve as a powerful symbols. Some minorities, for instance American 
blacks, use music as a major symbol of group identity. 
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tvlusic may serve as a symbol in other ways. It can represent non-musical 
ideas or events, and it can underscore ideas that are verbally presented in 
operas, films and television drama. It also symbolizes military, patriotic 
and-funerary feelings and events. In a more general sense, music may 
express the central values of a society. In Western music, the 
interrelationship of conductor and the various members of an orchestra 
symbolizes the need for strong cocrdination among specialists in a 
modern society. 

In most of the world's SOCIetles, musicianship requires talent, special 
knowledge, training and effort. Thus, a successful musical work or 
performance is difficult to achieve. In tribal societies, the musician is 
regarded as someone who has supernatural powers. In certain early 
societies in Europe and America, however, musicians were regarded as 
undesirable social deviants. This remains the case in some parts of the 
present-day Middle East. 

Each culture has its own music, and the classical, folk and popular 
traditions of a region are usually closely related and easily recognised as 
part of one system. The peoples of the world can be grouped musically 
into several large areas, each with its characteristic musical dialect. In the 
20 th century, however, rapid travel and mass communication have led to 

the phenomenon of world music. Musicians can now combine any styles 
that appeal to them, from the most traditional to the most modern. 
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Music & Society 

1. In the West music is defined as I' . 
__ (,4 -rF _e_OI-,,'s_' --:"':5-:3-':"''( _l.-''('-tr-,-''-.::~...::.s:...::-S...:.I-,-V-.::e.:....-__ 

'-Q m b I f'\ cd" tfh ti s..;-u..,.., d .s 

2. What is the reaction ofNfuslims to the chanting of the Koran? 
tb e:J c:L.J r\..V + c. <.J"Y't S I' d ~ i t ~ b e MM.$ i c.. 
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3. When are industrial noises considered as music? 

lh!h~ pr'~se..;...re.cl C!s oo.d q. ~ Co\,J"'nc..ut t (( tl.P-Ui"'-lJc. .... d 
r ~~y 1 

4. How is music regarded in some Native American cultures? . 
ai 

5, What is music linked with in some Eastern cultures? 

6. What system of communication is music considered to be similar to? 
I ?d'"' ,M ,:I j , 

7, What are the three different types of music in the West and Asia? 
0> cv r 1l'J" (.1 M S 1'c.4.1 ('.v..A J" C. @ r I Ie mlA.s" Co QJ f~ la...-r 

8, Give one example of how parts of the body are used to produce 
mUSlC, 

..} 10.. ""1''':9 ±bL t1.lj h..s / c ICLfp...·"3 

9. Name two instruments that have extended the expressive range of 
mUSIC, 

__ -,,~S ZJ~""':...l.t..!.:~~ . .:L5 ':...;' :e .... e...d.'f .... s'-___ and ~ Cl. ""- flu s 

10. What are the two forms of art that are often coupled 'with music? 
clGV"l(.~ and fjI2e,n-J1 --- --~(~~~~---------------

11. What is the function of music in some tribal societies? 
L Q rn M LA ~ C p. .b' I£h J.v I' K .{ ~ " & ~ .J b t.,.; .... jl..5 

12. What does music signify in some minority groups? 
. :3 r 1lY.j? , oJ 0 tI 1j 
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13 .From a general perspective, what does music represent? 
it e-Xl"re q" s t-~ c.e.,.".hiA! vo...b~ QJ 0-.. Soc..;e q" 

14.How is the musician regarded in tribal societies? 

15. How are musicial}s looked upon in some parts of the ~fiddle East? 
-ror:..:cJ bio........ts 

16. What new musical development has been made possible by rapid 
travel and mass communication? 

frv \1f" I d /"">V-A 5 i L 
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GENDER AND COi\l\lCl'IIC.-\ TION (NT) 

In this lecture, I'll talk about a variable that afTects human communication. That 

variable is gender. Gender is the social identity that men and women learn as they grow up in a 

culture. For example, boys learn to be "masculine" and girls learn to be "feminine" as they 

grow to be men and women. Researchers have shm.vn that men and women communicate in 

quite different ways and in different amounts, depending on the situation the speakers find 

themselves in, and the reasons they're communicating with other people. 

1 

1 

1 

Many cultures actually encourage men and women to talk differently a~d in different 

amounts, and these patterns for communicating are le:lfned when men and \vomen are very 

young. Children learn how to talk to other children or adults, and how to have conversations, 

not only from their parents but also from their peers. In her best-selling book You Just DOll', 

Understand, Deborah Tannen points out that, although American boys and girls often play 

together, they spend most of their time playing in same-sex groups. She also points out that 

boys and girls do play some games together, but their favorite games are very often quite 

different. Tannen and other researchers on this topic have found that young boys, say ages 8 

through 1:L tend to play outside the house rather than in the house, and they play in large 

groups that are hierarchically structured. The group of boys generally has a leader who tells the 

other boys what to do and how to do it. It is by giving orders and making the other boys play 

by the rules that boys achieve higher or more dominant status in their play group. Boys also 

achieve status by taking "center stage." They take center stage by talking a lot; they give orders 

and commands; they tell a lot of stories and jokes. They command attention by domina~ing 

conversations and by interrupting other boys who are speaking. The researchers also found that 

boys' games often have clear winners and losers and elaborate systems of rules. 

Researchers, on the other hand, found that girls play different lcinds of games and abide 

by different rules when playing their games. In addition, girls in groups use different patterns 

of communication and different styles of communication when playing together. Tannen and 

her colleagues have found that young girls often play in small groups or in pairs. They play 

less oft~n in large groups or teams outside the home. Girls' play is not so hierarchically ordered 

as boys' play is. In their most frequent games, like hopscotch and jump rope, every girl gets a 

, chance to play. In many of their play activities, such as playing house, there are no "winners" 
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Of "losers." Researchers also found that gjr\s usually don't gIve many direct orders or 

commands to their playmates; they express their preferences as suggestions. Girls often say to 

their playmates, "let's do this ... or that." Boys, on the other hand, are more direct in ordering 

their playmates to do this or that. Tannen is quick to point out that North American boys as 

well as girls want to get their OVvTI way, and want other children to do what they want~hem to 

do; however, the boys and girls try to get their playmates to do what they want them to do in 

different ways. Another researcher, compared boys and girls engaged in two task-oriented 

activities. The boys were making slingshots in preparation for a fight. The girls were making 

jewelry; they were making rings for their fingers. She noted that the boys' activity group was 

hierarchically arranged. The "leader" told the other boys what to do and how to do it. The girls 

making the jewellery were more egalitarian. Everyone made suggestions about how to make 

the jewellery, and the girls tended to listen and accept the suggestions of the other girls in the 

group. 

Researchers are not suggesting that girls never engage in some of the communication 

and management behaviors boys engage in. In fact, in another study, she found that when girls 

play house, the girl who plays the mother gives orders to the girls who play the children. But, 

girls seem.,lO give orders to their peers less often than boys do when they play. The girls are 

practising parent-child relationships in the game of playing house. It's very likely that when 

lirtle boy~ play their games, they are also practicing the masculine roles they're expected to 

assume when they grow up. 

As a result of our cultural upbringing, we learn norms of behavior and panems of 

communication that are often gender-based, and sometimes gender-biased. We also develop 

stereotypes about how and how much males and females should communicate. However, 

researchers have sho-...vn that many of these stereotypes actually tum out to be quite WTong. 

One of the most common stereotypes that many people hold is the idea that women talk a 

lot, perhaps too much, and that they are always interrupting or trying to get "center stage" 

when someone else is talking. Actually, recent research on the influence of gender on 

c7lmmunication has shown the exact opposite to be true in many instances. 

Researchers have found that men usually produce more talk and are more likely to 

interrupt another speaker than women do. This particularly takes place in public settings, such 

as business meetings. So although women are believed to talk more than men, study after study 



142 

has shown that it is men who talk more. And this tinding holds even for communicative 

interactions between very educated and successful professional men and women, such as 

professors, for example. Deborah Tannen, in her book You Just DOll't Understand, cites a 

srudy of university faculty meetings. It was found that, with one exception, men pr.ofessors 

spoke more often and, without exception, for a longer period of time than the women 

professors did. The men took center stage and talked from 10.66 seconds to 17.07 seconds, 

while the women talked from 3 to 10 seconds, on the average. Tannen points out that the 

women's longest speeches were still shorter than the men's shortest speeches. 

Perhaps it is our social concept of what is feminine and what is masculine that 

reinforces the stereotype that women talk more than men, and even causes these different 

panems of communication. Maybe a woman is labeled t.alkative or is criticized for interrupting 

if she does these things at all, because our culture teaches that women should be quiet if they 

want to be "feminine." Perhaps masculine culture encourages boys and men to dominate talk 

and to interrupt more often, and males who talk a lot and imenupt often are not criticized for 

doing so. These differences in the patterns of communication and styles of communicating are 

studied by researchers who study the effects of gender on communication. They study these 

effects in ...9L(~er to understand why misunderstandings occur between men and women in 

conversation. Often, it's because their styles and panerns of conversation are so different. It is 

important that we learn to recognize these differences so that we can learn to communicate 

better with people of the other gender. 



Gender and Communication 

1. Define gender. 

'!- ,~ th t... .s 0 c i ~ I ; 01 e 1"\ h' 
d-... c..1A I h... re., 

2. What does communication between men and women depend on') 

th /! ~ i h.. Q h' <r"'n 1h, rj'! a. Ie e.n j,'!'\ d tb k">1 ..It-W /:.$ ,,., 

ev-t. co;-.,. .. \V..-.tc-.... n-,,-' l.rll~ o~/!.r f~f/~ 

3. Children learn to communic:tte from t k.~I' r' P Cl.JU f.s 
j 

4. How do boys achieve a higher status in a group') 

and thu-'" pee.rl 
I 
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10 ~ t; v ; ":5 t1T J U $" Y "'" 0.. .c " "3 r", /! () r h r b CQj S flo...;; b ~ f'i", e ,. '" It r Y 
b.,;t t-e" ~, "-' c. et- J-c.r .. no.. , l!-

S. Compare and contrast the communication patterns in boys' games and girls' games. 
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1 011)' flay &hid, -VI Ig,rj' ~·ua.ccb,,';'t\.1 jc"""",esj,i>/S f1q;} ~t 

-:.M-=-.:..:.M':"':¢=--.l.L.!"'~.l.D..J:l-l..!---':J-I-,lWdo.";=':::'-....!~-;:"':~~..l-!-=.::....!_~~~~~;:..:..-+-rC-.!.~ oS h.,vy ~ 1 
V>dlrIT',:VT"S '(Jo,\;~~ wt"l\..t...(s' iJ)- /1"\ ~;,..151 3"'/'>'....lS /tJ....u-e is I 
.:x.. Ie.e:>. -Au- g,'vl J f?:oIvs to b,oj s I !JC> f"ro..-( S / 5irls MAk.e !t-I..J:v~h'''''''1 

6. How does the structure of the girls' game 'house' differ from the structure of other 
girls' games like 'hopscotch' and 'jump rope'? 

.ti-.!. ~(rl tNJ.v.:, fl"'-J" the M"l-lL,.,.. J;v~~ rn-oJer.s h,~.,(rls!.-lLc (Jo.......) 
t-lt c...h...; I clre.-.. 

7. According to Tannen, men's shortest speeches were _.....Ll.JLrD\...u..c~~e~cL--__ than 
women's longest speeches in public settings. 

8. Explain how culture may label men and women in terms of communication .. 

r / 
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,'f .H __ .~ I qlh;e t d C1rt 1e,,!"l.I~~ tcx1k.a h\f~ to erjh-ci-lCc:A for t/)krf1..A.fh·,,~ I~ I 

9. Why do researchers study the effects of gender on communication? 
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A still baffling allrnent called Alzheilner's is the I 
fuurth leading cause of death for adults in the u.s. I 
and may afflict 14 million by the year 2050 ,:_-----

Toward the end, cvery move had 10 b,! 
plotted out (or her, as if life had bt'comc ~: 

'script she couldn't learn. "W'? are going 
1.1 the dining·room table, we are going 10 

hal'!! lu.nch," the nUTSeS wotdd say. Awl 
Ii/hen she hacLt.a....Jtegotiate the tiny step 
to :he bathroom: "Now we are coming to 
:he st::p, lift up your left. /oot." Sometint's 
Ihe misst!d it on the /iNt try. "But quite 
{ten, " her daughter reportd, "she'll be 
ole to do it." 

sented a last, faint flicker of aw::treD( ;3. 

Three years btiOr, ;;"ciriJJt:ii [uld 3pe~'.h­
le~s. 3he died. 

Once it sets in, Alzheimer's offers no 
rrprieve. Whether it ~licLs a forgott;;n 
movie goddess or the neighbor who qlJ ietly 
faded behind the upstairs curtair.s ye:lr.3 
ago, the disease proceeds relentlessly, 
stripping victims of their humanity befure 
it takes their lives. As it destroys bmin 
cells, first memory goes, then cognition, 
then physic::!l functioning. Fi..'1ally, oI,ly 

. (t was not a towering achieverrenr for a shell of ,he person is left, evoking ev· 
ll' womaR who had once effort- r.........,.,...,.""",_ ery child's nightmare of a par· 
osly g\~irled acroSs movie ent'3 Jecline to illcomp~ten,;e. 

Therfl are 
,nee Hoors, matching Fr€<l "The man I know today is not 

, rl'JIDti1Jely faw h I kn f h i'-.'lire step for dq:ufing step. t e man ew as my at cr, 
t for Rita Hafoorth at 115, day-carG though I still love him," sayS 
t in the mi9tS of the degener· facilities for Gail Deaton, who Jrives 75 
ve brain' di:;order known IJ.3 Al;dl~im9r's miles from Oklahoma City [:) 
neimer's disease, it repre- sufferers her parents' home ~very w(~ek· 
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1 
er:d to h2!p her mother take C1.\r~ of him1 
"He i:l in the last ph3Ses of the iIlne;:s,' 
Deatull 5J.yS. "We have to feed him, dres~ 
him, toilet him." Families of :\lzheimer'sl 
victims face such tasks every Jay, ,and the I 
inlpact CM be financially as wt'll as emo-I 
tionally deyastating. Not withou~rC:130n. 
they nrc c3.l!ed the "hidden victims" of the 1 
disease (following story). 

Until recently, about 2.5 million Amp-ri· 
cans were bdieved to be sutfering from 
Alzheime:·'s. Then, last month, came word 
that the dimer.sioo!l of the problem are 
more cvt:r·.vhel;ning than anyone had re­
alized. Rp'scJrch~rs at £oston'5 Brigham 
and Women's Hospital ann<!unced the re;­
sults of a major study that found mora 
than 10 percent of Amer.cans 1i5 and old­
er-;ll1U nearly half of those over 85-
were suffering irom "probnble" Alz· 
110imer's. According to the Nationallnsti· 
tt!te on A!;ing (NLA), that means a.q many 
11.'1 4 millifm victims nationwide, ulmost 
doublill!{ pre'.-!ous estimates. Moreover, 
with the ~t"3d}' growth of the 0\·er·6;') pop­
ulation :lnj the I.'xpecteu qundruplir.g of 
the oyer,S5 gr()\~;:, the NIA projects nn 
alarmill~ U miHion Alzheimer'5 '/ictims 

I by the y{'ar 205ll. The numbers alonl) 
makp. it "onp, of thl'! biggc:lt public·hcllIth 
dilemmn.l wH've ever encountered," says 
N[A deputy director Cene Cl)hen. 

!1/yol:d shf't'r numbers, the rcvi~ed e~ti· 
mM!'!) <:::IO'y deeply troubling implicntior~ 

Nr:WS;VEF.K/DECDIllER 13, 19H9 
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for a health-care system al· A health aids except in 3u:(.;.;si p s, \','h;ch pin-
Tendv strained to the limit. Ac- feeds Minna point thE' di.'corted brain cells 
corclingtoan NlAanalysis, the Pollock in he~ that mark the clisE3s('.lInd a1-
cost in 1985 alone of Alz- home, easing though some of its sympwms 
heimer's and other dementias, can be treated. [he fl.' is not an the family 
such as thosp. caused by strokes, inkling of a cure>, 

burden 
wa; $88 billion. The figure More is kIln"ll .1hcut what 
takes L'l, among other items, • M, - -~ ... " the diseasE: isn't; it 15 !lot, as was 
nursing-howe care and social sen>jces, as long believed, a result of tho n\)(mal 3g1!Jr; 
well as some costs of assisting families at process, simple "senilit} ," ~)r h:lrdening of 
home. In Cohen's ,>jew, the prospect of a the aneries, but rather,:1 pat !~o:Cigic:.!.J .;on­
growir.g Ahheimer's "epidemic" in thf dition tha~ causes lesions of ~he brain. i 
coming decades calls for the equivalentofa ::--larned after Alois Alzl:~i::r.2:', the Germa.'1 I 

, Manhattan Project to tackle the disease. neurologist who first d~scribed its charac- ; 
"With an effort ':0: sutllcient 
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teriBtic "neurofibrillary tangles" in 190\ 
the disease was originally thought W b 
rare, and remained relatively unknown a 
recently 118 th(' 19708. (A BP.W biography a 
Rita Hayworth eays her ment:\1 deteriorlj 
tion was attributed I1t first to alcoholism: 
But in the past ci~de it emerj:!ed as th( 
fourth leading killer of adults, tJlking mor~ 
than 100,000 livt.:s annually. As a rzsult\ 
even a mumentary memory lapse now trig, 
);<"r9 feaN of :\jzheim"r'~, though the re-al 
warning signals are les~ tleeting. Care­
giver! are tcrdied thllt the dj.<;ease rUlls in!, 
familietl. '''jsit heri>di~aI'Y, am Igoingto get" 
it?' is of~n sn is.>ue." says Li6!;8 Kapuat, a 
socia] work!:r at Boston'n Beth Israel lIMpi., 
tal who workF. mc-stly with relatives of Alz-:, 
heimer's patients. "F(lmily membe.s are 
looking not only at the patie:Jt b:Jt 8130 at 
what may be the:r own future." Actuaily, 
10 W 30 percent of Alzheimer's cases are, 
believed w be he.reditary; the rest are of the i 
so-calJed sporadic variety. ' 

Families are bearing most of the burden 
of caring for patien!.s. Rough ly 70 percent of 
Alzheimer's victims remain at home, and 
evelltually they need round-the .. dock at­
U!ntion. Even in earlier stages they are 'I 

prone to wandering. and outbursts of anger 
orviolence. Later they become incontinen t, 
and cannot feed or dress themselves. When 
death finally comes, it is usually from inf~­
tionsor pneumonia, a resultofbeingbedrid­
den for long periods. 

Endl.*, hlnenl: There is strong new evi­
dence for the notion that each caSe of Alz­
heimer's claims at least two victims. Stud· 
ies show that the impact of prolonged 
emotional and physical stress alfects the 
immune system of caregivers, making 
them morevulnerable w infectious disease. 
They are often of advanced age to begin 
with, 'and may lwve chronic problems of 
their 0'1'.'11', such as arthritis. Meanwhile, 
patients survive, progressively worsening, 
for an'average of 10 yeen;-an ordeal that 
has ~n compared to watching an endless 
funeral. In a way, the victim ceases to exist 

magnitude," he Bays, "we could 
·,_. ~-.-- .. -----~ 

but continues to live. "You go 
through episode~ of wan ti.:J g to 
be relieved of it, the horror that 
goes on dllY after day, night af­
ter night," SJ1Y8 Jack Pollock, 
a $year-old Brooklyn, N.Y., 
high-,;chool principal whose 
wife was diagnosed with Alz­
heimer's 10 years ago and is un­
able to speak or rl'Cognize any­
one. "You often feel a desire 
that the person die-and then 
you ft>el like 11 monster for en­
ter'.a.ining such thoughts." 

I unlock the mystery behind it by 
the end of the century." The 
reality, however, is that tbis 

'. year the National Institutes of 
, HeAlth managed to allocate 

only $123.4 Dlillion for A!.z-
lwimer's research-at that, 
more than triple the amount 
Spent five years ago. 

Alzheirner'sdisea.se is known 
t.o strike mainly the aging, But 
no one really knows why it 
strikes. While researchers ha ve 
a. gallery ofsuspect6 from genet­
,ic links to environmental tox· 
iPs, there ia as yet no lwown 
tause. It cannot even be diag­

Facing the facts I 
A-p-p-r-o-XUTI-'-u-a-te-ly 10 percent ~~)~~~le GS and over I 
have "probab!e" Alzheimer's; 47 p~rccnt of those I' 

over 85 have the di::c(Lse. 

$122.4 million in ft-der;ti fGi1cls ·.I'i)S ailocated to 
Alzheimer's research in Fi8~, Cf'!11paled WiUl 

$5.1 million allow ted in 1978. 

.D.n estimated ]0 to 30 percent of A17.hcimer's pa­
tients have the type thilt is inherited. 

Stress from looking alter Alt'l,c:J:Ii"I':; ~'uticnl.!; makes 

,mgi ve" :~~: ,:::::~::,!:;~,~':;~f :~~,"US db""",. I 
AUHWUJC'~ A..':J,:'>OC1'~ J{J~; 

nosed with absolute certainty ., :='7'_ • T"2HW __ .... t tI~='ft' ft', l' • 

~EWSWEE}{/DECEMBER 18, 19B9 

Pullock,el'en so, is among the 
luckier caregivers. He has been 
able wemploy two health aides 
to tend to his ",if!' during the 
day, allowing rum to keep his 
job-and his sanity. for that he 



pays $350 a week, plus social security, I 

unemployment insurunce und the added 
expense of diapers und medication. Ed­
ward Truschke, president of the Chicago­
based Alzheimer':} Association, estimates 
the overall ~0St of carin~ for a patient at 
home range:i from $18,000 to S:!O,OOO a 
year. N ur3ing-home care may cost as much 
u.s $36,000 in some states, but on average 
about $25,000, he says, ~ledicare doesn't 
cover such chronic·careco~tg, and ~leJicaid 
imposes a me:lns test. To qualify, families 
may have tospend themselves uno poverty. 

E.xhaustlng vigil: Clearly, there is a desper­
ate need for day-{;ure and respite-care facili­
ties to provide relief from the exhausting 
v1g1L But despite some well-meaning cf- I 

forts, there are relatively few facilities in 
place. Nationally, around 2,000 day,clre 
facilities under VariOll.:l allspices areopfn to I 

the elderly, and most will take Alzheimer's 
v1ctims only in the very early stag.es of the 
disease, The Robert WoodJohnson Founda­
tion is funding 19 special Alzheimer's day-

. care programs around the country. Gener­
ally they provide exercise programs or 
practical help, such as toilet training, but 
have no medical >tarf. 

For "diificult" patients who need to be 
cDnstantly watched or restrained, there is 
almost nothing out there. Neither nursing 
homes nordarcare facilities will take Alz­
heimer's patients who are disruptive or 
need to be restr3.ined in any way. And day 
care is not free, in any case. A Johnson- I 

funded program in Syracuse, N.Y., for ex­
ample. charges $27 a day including meals 
(not quite covering its own costs), and ac­
cepts neither :Yledicare nor ;Y[edicaid. 

That is not on the whole a pronllsUlg I 
p~cture for an illn~ss that cUt.3down one out I 
ot every 10 Amencans over 65 and threat­
en~ .t~ sW,amp the country's health-care ca-I 
p<lCltles In the next century. Fear.! about", 
Alzheimer's have b~en one driving force I 
b~hind the current long-terrn.care debllte I 

in Washington. The potentially disastrous 
ccsts of the diseru1£! give budget-{;onscious 
b wmaker~ pause, They worry about the so-­
c:llled, woodwork etreet-the unknown I 

nuelbers silently providing care for their . 
rdatives who would gladly turn to profes­
sional help if the government, or private 
health insurer9, wereto pick up the tab. 

Yet if there is all argument over where a 
family's responsibility for bill-paying ends 
and (he iIl.)vernment's begin9, there seems 
nuqUt:;:~::.n about the governmental obliga­
tion to support research. Cohen's call for a 
";"lll11huttan Project': to galvanize the re­
search effort may seem hyperbolic, but it is 
nut inapproprince. There is a bOr.1b ticking 
e.'.'I:1y in the Alzheimer's dilemma, he be­
lieves. "As WI! see the staggering numbers 
ahead, the tickin~ of the clock gelS louder." 
It m:ly be tickjn~, in fuct, for allofus. 

DAVIO GlULOI ,vilh MARY H"ou. 
In 1Va.,hin.~IOI1 "lid V I C K I QUA 0 I in Chic,-,II" 
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lhe Brain Killer 

Scanning (20 minutes) 

1. Since she could never recall vihat to 00 next, eVery n!OV2 had to be 

---------------- ----.- _._-- _. --_ .. _-_._---.-

2. Ritil Hayv'iOrtll died of 
------------_. __ .. _--- _._--

namely at the (hJP. of - - --- -- -- ._----------_._._-------- -----

3. Can Al?heir.ler:~ disease be treated? 

4. ~ihefl a patient is afflicted by Alzheimer's he loses 

first which 1S followed by ;)n(l finally deiJ.th is 

preceded by loss of \vhen only "tile shell" 
of the lJei'son is left. 

5. Who are "the hidden victims" of the disease? Why ill'e they cLllled 

this? ---- ------- -- --.-- - --- .. _. __ ._----_._. --------

6. While vJere thoUQht to be su ffr.ri ng froll1 A 1 zheirner' s. 

this figure has heen found to be The figure 

1S expected to become tJj' the year 2CJSO because 

of --_._----_. ---.---- -. --------------------- -' ----

7. Does Cohen tili nk the cu)'e for the di sease may he found by the year 

2000? 

~, How can Alzheimer's be pinpointed conclusively? -_._------_._-----------

S. Alzheimer's is that lEClds to 

---------_._-------------_._ .. 

10, How ral~e is Alzheimer's? Ho," do you knolJJ? ---_._--_ .. _------- ----
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APPENDIX E 

A Brief History of Language Teaching 

.It has been estimated that some sixty percent of today's world population is 

multilingual. Both from a contemporary and a historical perspective, bilingualism or 

multilingualism is the norm rather than the exception. It is fair, then, to say that 

throughout history foreign language learning has always been an important practical 

concern. Whereas today English is the world's most widely studied foreign 

language, five hundred years ago it was Latin, for it was the dominant language of 

education, commerce, religion, and government in the western world. In the 

sixteenth century, however, French, Italian, and English gained in importance as a 

result of political changes in Europe, and Latin gradually became displaced as a 

language of spoken and written communication. 

As the status of Latin diminished from that of a living language to that of an 

"occasional"_subject in the school curriculum, the study of Latin took on a different 

function. The study of classical Latin (the Latin in which the classical works of 

Virgil, Ovid, and cicero were written) and an analysis of its grammar and rhetoric 

became the model for foreign language study from the seventeenth to the nineteenth 

centuries. Children entering "grammar school" in the six~eenth, seventeenth, and 

eighteenth_cepturies in England were initially given a rigorous introduction to Latin -grammar, which was taught th[oug~ note learning of grammar rules, study of 

declensions and conjugations, translation, and practice in writing sample sentences, 

sometimes with the use of parallel bilingual texts and dialogue (Kelly 1969; Howatt). 

Once basic proficiency was established, students were introduced to the advanced 

study of grammar and rhetoric. School learning must have been a deadening 

experience for children, for lapses in knowledge were often met with brutal 

punishment. There were occasional attempts to promote alternative approaches to 

education; Roger Ascham and Montaigne in the sixteenth century and Comenius and 

John Locke in the seventeenth century, for example, had made specific proposals for 

curriculum reform and for changes in the way Latin taught (Kelly 1969; Howatt 
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1984), but since Latin (and, to a lesser extent, Greek) had for so long been regarded 

as the classical and therefore most ideal form of language, it was not surprising that 

ideas about the role of language study in the curriculum reflected the long­

established status of Latin. 

As "modern" languages began to enter the curriculum of European schools in the 

eighteenth century, they were taught using the same basic procedures that were used 

for teaching Latin. Textbooks consisted of statements of abstract grammar rules, 

lists of vocabulary, and sentences for translation. Speaking the foreign language was 

not the goal, and oral practice was limited to students reading aloud sentences they 

had translated. These sentences were constructed to illustrate the grammatical 

system of the language and consequently bore no relation to the language of real 

communication. Students laboured over translating sentences like the following: 

The philosopher pulled the lower jaw of the hen. 

My sons have bought the mirrors of the Duke. 

The cat of my aunt is more treacherous than the dog of your uncle 

By the nineteenth century, this approach based on the study of Latin had become 

the standard way of studying foreign languages in schools. A typical textbook in the 

mid-nineteenth century thus consisted of chapters or lessons organised around 

grammar points. Each grammar point was listed, rules on its use were explained, and 

it was illustrated by sample sentences. This approach to foreign language teaching 

became known as the Grammar-Translation Method. 

The Grammar-Translation Method 

As the names of its leading exponent suggest (Johann Seidenstiicker, Karl Plotz, 

H.S. Ollendorf, and Johann Meidinger), Grammar-translation was the offspring of 

German scholarship, the object of which, according to one of its less charitable 

critics, was "to know everything about something rather than the thing itself' 

(W :H:D: Rouse, quoted in Kelly 1969: S3 ). Grammar-Translation was in fact the 

first known in the United States as the Prussian Method. 
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Grammar-Translation dominated European and foreign language teaching from 

the 1840s to the 1940s, and in modified form it continues to be widely used in some 

parts of the world today. At its best, as Howatt (1984) points out, it was not 

necessarily the horror that its critics depicted it as. Its worst excesses were 

introduced by those who wanted to demonstrate that the study of French or German 

was no less rigorous than the study of classical languages. This resulted in the type 

of Grammar-Translation courses remembered with distaste by thousands of school 

learners, for whom foreign language learning meant a tedious experience of 

memorising endless lists of unusable grammar rules and vocabulary and attempting 

to produce perfect translations of stilted or literary prose. Although the Grammar­

Translation Method often creates frustration for students, it makes few demands on --teachers. It is still used in situations where understanding literary texts is the primary 

focus of foreign language study and there is little need for a speaking knowledge of 

the language. Contemporary texts for the teaching of foreign languages at college 

level often reflect Grammar-Translation principles. These texts are frequently the 

products of people trained in literature rather than in language teaching or applied 

linguistics. Consequently, though it may be true to say that the Grammar-Translation 

Method is still widely practiced, it has no advocates. It is a method for which there is 

no theory. There is no literature that offers a rationale or justification for it or that 

attempts to issues in linguistics, psychology, or educational theory. 

In the mid-and late nineteenth century opposition to the Grammar-Translation 

Method gradually developed in several European countries. This Reform 

Movement, as it was referred to, laid the foundations for the development of new 

ways of teaching languages and raised controversies that have continued to the 

present day. 

Language teaching innovations in the nineteenth century 

Toward the mid-nineteenth century several factors contributed to a questioning 

and rejection of the Grammar-Translation Method. Increased opportunities for 

communication among Europeans created a demand for oral proficiency in foreign 

languages. Initially this created a market for conversation books and phrase books 
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intended for private study, but language teaching specialists also turned their 

attention to the way modern languages were being taught in secondary schools. 

Increasingly the public education system was seen to be failing in its responsibilities. 

In Germany, England, France, and other parts of Europe, new approaches to 

language teaching specialists, each with a specific method for reforming the 

teaching of modern languages. Some of these specialists, like C. Marcel, T. 

Prendergast, and F. Gouin, did not manage to achieve any lasting impact, though 

their ideas are of historical interest. 

The Frenchman C. Marcel (1973-1896) referred to child language learning as a 

model for language teaching, emphasised the importance of meaning in learning, 

proposed that reading be taught before other skills, and tried to locate language 

teaching within a broader educational framework. The Englishman T. Prendergast 

(1806-1886) was one of the first to record the observation that children use 

contextual and situational cues to interpret utterances and that they use memorised 

phrases and "routines" in speaking. He proposed the first "structural syllabus," 

advocating that learners be taught the most basic structural patterns occurring in the 

language. In this way he was anticipating an issue that was to be taken up in the 

1920s and 1930s. 

The Frenchman F. Gouin (1831-1896)is perhaps the best known of these mid­

nineteenth century reformers. Gouin developed an approach to teaching a foreign 

language based on his observations of children's use of language. He beli~ved that 

language learning was facilitated through using language to accomplish events 

consisting of a sequence of related actions. His method used situations and themes 

as ways of organising and presenting oral language-the famous Gouin "series", 

which includes sequences of sentences related to such activities as chopping wood 

and opening the door. Gouin established schools to teach according to his method, 

and it was quite popular for a time. Gouin's emphasis on the need to present new 

teaching items in a context that makes their meaning clear, and the use of gestures 

and actions to convey the meanings of utterances, are practices that later became part 

of such approaches and methods as Situational Language Teaching and Total 

Physical Response. 

The work of individual languuge specialists like these reflects the changing 

climate of the times in which they worked. Educators recognised the need for 
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speaking proficiency rather than reading comprehension, grammar or literary 

appreciation as the goal for foreign language programs; there was an interest in how 

children learn languages, which prompted attempts to develop teaching principles 

from observation of ;Cor more typically reflections about) child language learning. 

But the ideas and methods of Marcel, Prendergast, Gouin, and other innovators were 

developed outside the context of established circles of education and hence lacked 

the means for wider dissemination, acceptance, and implementation. They were 

writing at a time when there was not sufficient organisational structure in the 

language teaching profession (i. e. , in the form of professional associations, journals 

and conferences) to enable new ideas to develop into an educational movement. This 

began to change toward the end of the nineteenth century, however, when a more 

concerted effort arose in which the interests of reform-minded language teachers, and 

linguists, coincided. Teachers and linguists began to write about the need for new 

approaches to language teaching, and through their pamphlets, books, speeches, and 

articles, the foundation for more widespread pedagogical reforms was laid. This 

effort became known as the Reform Movement in language teaching. 

The Reform Movement 

Language teaching specialists like Marcel, Prendergast, and Gouin had done much to 

promote alternative approaches to language teaching, but their ideas failed to receive 

widespread support or attention. From the 1880s, however, practic'ally minded 

linguists like Henry Sweet in England, Wilhelm Wietor in Germany, and Paul Passy 

in France began to provide the intellectual leadership needed to give reformist ideas 

greater credibility and acceptance. The discipline of linguistics was revitalised. 

Phonetics -the scientific analysis and description of the sound systems of languages -

was established, giving new insight into speech processes. Linguists emphasised that 

speech, rather than the written word, was the primary form of language. The 

International Phonetic Association was founded in1886, and its International 

Phonetic Alphabet (IP A) was designed to enable the sounds of any language to be 

accurately transcribed. One of the earliest goals of the association as to improve the 

teaching of modern languages. It advocated 

I 

I 
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1. the study of the spoken language; 

2. phonetic training in order to establish good pronunciation habits; 

3. the use of conversation texts and dialogues to introduce conversational phrases 

and idioms; 

4. an inductive approach to the teaching of grammar; 

s. teaching new meanings through establishing associations within the target 

language rather than by establishing associations with the mother tongue. 

Vietor, Sweet, and other reformers in the late nineteenth century shared many beliefs 

about the principles on which a new approach to teaching foreign languages should 

be based although they often differed considerably in the specific procedures they 

advocated for teaching a language. 

These principles provided the theoretical foundations for a principled approach to 

language teaching, one based on a scientific approach to the study of language 

learning. They reflect the beginnings of the discipline of applied linguistics -that 

branch of language study concerned with the scientific study of second and foreign 

language teaching and learning. The writings of such scholars as Sweet, Vietor, and 

Passy provided suggestions on how these applied linguistics principles could best be 

put into practice. None of these proposals assumed the status of a method, however, 

in the sense of a widely recognised and uniformly implemented design for teaching 

a language. But parallel to the ideas put forward by members of the Reform 

Movements was interest in developing principles for language teaching out of 

naturalistic principles of language learning, such as are seen in first language 

acquisition. This led to what have been termed natural methods and ultimately led to 

the development of what came to be known as the Direct Method. 

The Direct Method 

Gouin had been one of the first of the nineteenth century reformers to attempt to 

build a methodology around observation of child language learning. Other reformers 

toward the end of the century likewise turned their attention to naturalistic principles 

of language learning, and for this reason they are sometimes referred to as advocates 

of a "natura!" method. In fact at various times throughout the history of language 

I 

I 

I 

I 

I 

I 

I 

I 
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teaching, attempts have been made to make second language learning more like first 

language learning. In the sixteenth century ,for example, Montaigne described how 

he was entrusted to a guardian who addressed him exclusively in Latin for the first 

years of his life, since Montaigne's father wanted his son to speak Latin well. 

Among those who tried to apply natural principles to languages classes in the 

nineteenth century L. Sauveur (1826-1907), who used intensive oral interaction in 

the target language, employing questions as a way of presenting and eliciting 

language. He opened a language school in Boston in the late 1860s, and his method 

soon became referred to as the Natural Method. 

Sauveur and other believers in the Natural Method argued that a foreign language 

could be taught without translation or the use of the learner's native tongue if 

meaning was conveyed directly through demonstration and action. The German 

scholar F. Franke wrote on the psychological principles of direct association between 

forms and meanings in the target language (1884) and provided a theoretical 

justification for a monolingual approach to teaching. According to Franke, a 

language could best be taught by using it actively in the classroom. Rather than 

using analytical procedures that focus on explanation of grammar rules in classroom 

teaching, teachers must encouraged direct and spontaneous use of the foreign 

language in the classroom. Learners would then be able to induce rules·of grammar. 

The teacher replaced the textbook in the early stages of learning. Speaking began 

with systematic attention to pronunciation. Known could be used to teach new 

vocabulary, using mime, demonstration and pictures. 

These natural language learning principles provided the foundation for what came 

to be know as the Direct Method, which refers to the most widely known of the 

natural methods. Enthusiastic supporters of the Direct Method introduced it in 

France and Germany (it was officially approved in both countries at the turn of the 

century), and it became widely known in United States through its use by Sauveur 

and Maximilian Berlitz in successful commercial language schools. (Berlitz, in fact, 

never used the term; he referred to the method used in his schools as the Berlitz 

Method.) In practice it stood for the following principles and procedures: 

1. Classroom instruction was conducted exclusively in the target language. 

I 

I 

I 

I 
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2. Only everyday vocabulary and sentences were taught. 

3. Oral communication skills were built up in a carefully graded progression 

organised around question-and-answer exchanges between teachers and students 

in small, intensive classes. 

4. Grammar was taught inductively. 

5. New teaching points were introduced orally. 

6. Concrete vocabulary was taught demonstration, objects, and pictures; abstract 

vocabulary was taught by association of ideas. 

7. Both speech and listening comprehension were taught. 

8. Correct pronunciation and grammar were emphasised. 

I 

I 

I 

I 

I 
The Direct Method method was quite successful in private language schools, such I 

as those of the Berlitz chain, where paying clients had high motivation and the use of 

native-speaking teachers was the norm. But despite pressure from proponents of the 

method, it was difficult to implement in public secondary school education. It 

overemphasised and distorted the similarities between naturalistic first language 

learning and classroom foreign language learning and failed to consider the practical 

realities of the classroom. In addition, it lacked a rigorous basis in applied linguistic 

theory, and for this reason it was often criticised by the more academically based 

proponents of the Reform Movement. The Direct Method represented the product of 

enlightened amateurism. It was perceived to have several drawbacks. First, it 

required teachers who were native speakers or who have nativelike fluency in the 

foreign language. It was largely dependent on the teacher's skill, rather than on a 

textbook, and not all teachers were proficient enough in the foreign language to 

adhere to the principles of the method. Critics pointed out that strict adherence to 

Direct Method principles was often counterproductive, since teachers were required 

to go to great lengths to avoid using the native tongue, when sometimes a simple 

brief explanation in the student's native tongue would have been a more efficient 

route to comprehension. 

The Harward psychologist Roger Brown has documented similar problems with 

strict Direct Method techniques. He described his frustration in observing a teacher 

performing verbal gymnastics in an attempt to convey the meaning of Japanese 

I 

I 
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words, when translation would have been a much more efficient technique to use 

(Brown 1973: 5). 

Although the Direct Method enjoyed the popularity in Europe, not everyone had 

embraced it enthusiastically. The British applied linguist Henry Sweet had 

recognised its limitations. It offered innovations at the level of teaching procedures 

but lacked a through methodological basis. Its main focus was on the exclusive use 

of the target language in the classroom, but it failed to address many issues that 

Sweet thought more basic. Sweet and other applied linguists argued for the 

development of sound methodological principles that could serve as the basis for 

teaching techniques. In the 1920s and 1930s applied linguists systemised the 

principles proposed earlier by the Reform Movement and so laid the foundations for 

what developed into the British approach to teaching English as a foreign language. 

Subsequent developments led to Audiolingualism in the United States and the Oral 

Approach or Situational Language Teaching in Britain. 

What became of the concept of method as foreign language teaching emerged as a 

significant educational issue in the nineteenth and twentieth centuries? We have seen 

from this historical survey some of the questions that prompted innovations and new 

directions in language teaching in the past: 

1. What should the goals of language teaching be? Should a language course try to 

teach conversational proficiency, reading, translation, or some other skill? 

2. What is the basic nature of language, and how will this affect teaching method? 

3. What are the principles for the selection of language content in language 

teaching? 

4. What principles of organisation, sequencing, and presentation best facilitate 

learning? 

5. What should the role of the native language be? 

6. What process do learners use in mastering a language, and can these be 

incorporated into a method? 

7. What teaching techniques and activities work best and under what 

circumstances? 
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A Brief History of Language Teaching 

Answer the following questions: 

1. In the 16
th

, 1 ih, and 18
th 

centuries in England, students were taught Latin grammar 
at the prelim. enary level through." .,() \Q .!r.~. '" \'?,-~0 .. ';0P ... ~ t&.. . . ~~SIr..I.! !.tL,.s 
• • • • . • ;'\), •.•• ,/;,f'. .••• -- 'l, ~. t\ ' ? "'t-I.)c\j. ·,.1."'- ~ .. r 0 /i~ t ~ 

C . ." ."" ... "." .\,.~, 'J""" 'O"l<k ,,, . "/'" . r:':u'Jl4-1 . 

............................................ and ...... FcaG.8.~ ... :.0 ... '.N.f .( .. t~d"'~'~'f~ 

" ~.)h-(.e,g. ·1';9/~.-k\{>:\lh ..... \>./.kk .1-1.(...-... ))cK->Vf- .kn;lU'II./u.I: L ... kt~}.~ .. . ~.¥o/Lvr 

2. The students who had to learn languages through the Grammar Translation method 

were frustrated because they had to: 

a) ................................................................................................ . 

b) ............... '" ...... '" ..................................................................... . 

3. The need for oral proficiency in foreign languages was a result of .......................... . 

... .. . ... ... '" .... , .. , .. , .. , .. , .. , ............. '" ............ '" ..................... and led first to 

................................................................................................... ( 
then it also created an interest in ............................................................... . 

4. The ideas and methods of Marcel, Prendergast and Gouin did not develop into an 
educational movement because at their time, the language teaching profession did 
not have ........................................................................................... . 

,-, ". ". " .... ,., .... , ...... . ............... such as ................... , ............................. . 

. , ..... , ........................................ and .............................................. , .... . 

5. After 1880, linguists who believed that .. "." ...... """ .... " ..... ",, ....... was more 

important than .................. ·················· .......................... , helped to established 

phonetics, which is ............................................................................. . 



,. 

158 

6. According to Franke, learners will be able to ............................................ . 

................................................ '. .. if they are encouraged to use the language 

... '" ...... '" '" '" .. , '" ... '" '" ... '" ..... and ........... , ............... '" ................ , .... . 

in the classroom. 

I 

I 

I 

7. The Direct Method, widely used in the U.S. in ......... ......... ... ...................... I 
schools, advocates the teaching of ............................................................. . 

vocabulary, a(n) ............................... " ................. approach to grammar and 

putting stress on ............................................................................... . 

8. The Direct Method was not very successful in public secondary school education 

because 

a) ............................................................................................ . 

b) ................................................................................ : ............ . 

c) ............................................................................................ . 

9. The principles of the Reform Movement were ....................................... by 

the applied linguists and this led to an approach known as ......... '" ... '" .... , ...... . 

......................... ", ... ", ., ..... , ....... ,., ............... , ....... , ................. . and 

later as ............................................................................... in the U.S. 

and ........ , ..... , ..... , ................ , ............ , ..... ' ..... , ............... , ...... .in Britain. 

I 

I 

I 

I 

I 

I 

I 

I 

I 

I 

I 

I 
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Vocabulary 

Find a word in the text which means the same as the followings: 

1. point of view .................................................................................. . 

(p.1) 

2. changed or altered ............................................................................ . 

(p.5, 11. 1-12) 

3. strong effect, influence ....................................................................... . 

(p.7) 

4. encourage, support ........................................................................... . 

(p.8, 11. 1-12) 

5. give rise to, inspire ........................................................................... . 

(p.9, 11. 1-12) 

I 

I 

6. put into practice, carry out ...................... , .......................... ,. ... ... ... ... .... I 
(p.12) I 

7. express, communicate ....................................................................... . 

(p.14) 

Referrals 

1. that (par. 2 L.l) 

2. they (par. 3 L.2) 

3. its (par. 4 L.l) 

4. it (par. 5, L.20) 

5.its (par. 7, L. 8) 

6. their (par. 8, L.21) 

7. they (par. 11, L.3) 

8. it (par. 15, L.9) 

9. its (par. 18, LA) 

I 

I 
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Appendix F 

. Write an argumentative essay defending one of the two points ~f view 
given below on drug use. 

Soft drugs like marijuana should be legalized 
J ." 

1. Drugs are a 'forbidden fruit' making it attractive to the young .. Legalization 
would remove this temptation.· . -

2. Crime rate is high because drugs are expensive. 
Addicts turn to crime to finance the habi~ ,alf the street crimes are drug related -
'American Bar Asscciation' The crime rate would be reduce if drugs are made 
legal. 

3. Legalization would remove the pusher - the pusher (a seller of drugs) often the 
initiator of drugs to the young, possibly has criminal tendencies~ tends to use 
blackmail for unpaid drug money. 

4. Drugsbig money - inevitable that poorly paid police and government·officiais 
become involved eg~ Susurluk incident. Legislation would remove the big money 
syndrome. . 

5. Medical evidence has shown marijuana to be a pa.lliative to those t-enninally ill ego 
cancer. 

6~ Evidence suggests that cigarettes and alcohol are more harmful than marijuana. 

Soft drugs like marijuana should not be legalized 

1. Legalizing drugs increases users and addiction 
2. Most addicts given free drugs by pushers - addict becomes captive customer. 
3. A need for money to satisfy drug cravi~g leads to crime (drugs expensive) . 
4. Five joints of marijuana are equal to sixteen cigaretes -leading to health problems 
. such as those caused by smoking. . 
5. A danger in moving from soft drugs to hard drugs eg.heroin. . 
6. Using shared needles a danger to health ~ a high incidence of being HIV positive 

resulting. .. .. fa' ~ ti' eal·· 
7. Drugs lead to escaping from hfe mstead.of cmg 11 e s r lues. 



Argumentative Es-say 

Advertising 

d 
. ~elow are two introductory paragraphs on advertising. One is arguing for 

a vertlsmg and the oth '. R d h 
d

. cc . . er agamst. ea t em to see how they put forward their 
luerent pOtnts of Ylew. 

Against 

. ,Advenising h~ always been a source of argument. Ever since men began 
sellmg to each other It has been accused of exaggeration and deception, It, also, 
encourages people to buy goods they do not need. 

. We all enj.oy son:e advertisements. although they may not necessarily 
mfluence our buymg habits. It would be impossible for society to survive if 
manufacturers did not sell their goods, Advertising helps them to do this. 

Look at tbe following points 'for' or 'against' advertising. Choose one of them and 
write an argumentative essay 'for' or 'against' advenising. 

Advertising is a I:ood thing . 
a, Gives the shopper useful information, the shopper knows what he is buying eg a 

computer, cars toothpaste etc. 
b. Creates competition - manufactures make their products to a high standard, 

competition reduces prices. 
c. AdvertisemC!nts pay for I TV programmes (no need to buy a licence as in England) 

keeps down the cost of newspapers and magazines. 
d. Encourages one to buy attrative things, giving pleasure to life and contributes to a 

country's economic growth. 
e. Advertising is an essential feature of a free trade society. 

Adverti~ing is a bad thing 
a. Misleads shoppers by making false claims - what are the new and exciting 

fonnulas in shampoos or detergents. 
b. Sets out to deceive - do we ever see a motor car in a traffic - jam. 
c. Precious real information given - what about preservatives, additives and 

colouring in food, or aid's to slimming, drugs and patent medicines. 
d. Use of family life to sell - professiona~ successful middle class, two children a 

boy and a girl (the boy always the elder) . 
e. Banks always portrayed as nice friendly places, willing to lend money easily - no 

mention of the consequences is made sholJld the borrower default on repayments. 
f. Spoils I TV programmes by interrupting films etc. leading to a loss of interest, and 

concentration. 
g. Advertising is anti-democratic as it makes it harder for the shopper to choose 

freely. 

l6l 
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Appendix G 

Three Sample Compositions 

A Paper Rated as "Not Adequate" 

Nowadays a lot of countries tend to develop their tourism's incomes, and therefore 

tourism called the factory without chemny. Turkey, which undoubtedly needs forign 

money, trys to increase the number of foreign tourists coming to Turkey. What are 

likely to do in order to increase this number. 

At first, much more and better advertising should do in foreign countries and the 

information offices should open to inform the people to decide to come Turkey. 

Secondly, improve facilities, which are hotels, transportation and communecation. 

Increase the number of hotels, similarly the number of public transportation which, 

improve the lines of communication. Thirdly which is important as two others is 

training of personnel. This is also a basic need of tourism, because the tourist will 

want to see in front of him a skilled guides or a skilled hotel managers. The new 

school will open in order to train skilled personnel and as well as theoric 

know ledges, practice must be given them. 

The countries which are made available these three basic need for tourists have 

already improved their tourism's incomes. Spain is a case in point of Greec. 

Although Turkey needs this income; it didn't do any real attempts to achive it. In 

fact all of them should have already been done, till today. However it is late, it can 

be begin without loosing any time. 
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A Paper Rated as "Adequate" 

Tourism is now becoming a major industry throughout the world. For many 

countries their tourist trade is an essential source of their revenue. 

All countries have their aim particular atractions for tourists and this must be kept in 

mind when advertising Turkey abroad. For example Turkey, which wants to 

increase the number of foreign tourists coming must advertise its culture and 

sunshine. 

Improving facilities like hotels, transportation and communication play important 

role on this matter more Hotels can be built and avaliable ones can be kept clean and 

tidy. New and modern transportation systems must be given to foreign tourists and 

one more, the communication system must work regularly to please these people. 

Tourists don't want to be led around like sheep. They want t6 explore for themselves 

and avoid the places which are pact out with many other tourist. Because of that 

there must be their trained guides on their towns through anywhere and on the other 

hand hotel managers must be well trained. They must keep being kind to foreign 

tourist and must know English as well. 

Ifwe make tourists feel comfortable im these facts, tourism will increase and we wili 

benefit from it. 
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Paper Rated as "Afore 'Than Adequate" 

A nation can't make improvements, if it doesn't let the minds of their people breathe 

and expand to understand more about life than what is at the end of the street this , 

improvement can be made by means oftourism. 

There are several ways to attract more people to our country. First of all, 

advertisements and information take an important place. These advertisements and 

information should be based on the qualities of that place without exaggeration. The 

more time passes and the more information tourists gather about the country, the 

more assured they can be that it will be a good experience. People travel one place 

to another in order to spend their holiday, to see different cultures or to attend 

conferences. All of these necessitate facilities. It is important to make some points 

clear. Hotel, transportation and communication facilities are a case in point. To 

some extent, we can minimize the diffeculties by means of money. Furthermore, this 

situation does not only depend on the financial situation, but also behaviors towards 

to tourists. Especially, a developing country should kept in mind the challenge of the 

future rather than the mistakes of the past, in order to achive this, the ways of 

training of personnel may be found. The most important problem faced by many of 

countries is whether the decisions that must be made are within the capabilities of 

their education system. Educating guides and hotel managers are becoming more 

and more important. 

As a result, it should once more be said that, we may increase the number of foreign 

tourists coming to Turkey by taking some measures. Advertisement, information, 

improving facilities and training personnel may be effective, but also all people 

should be encouraged to contribute this event. 
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Appendix H 

STUDENTS' QUESTIONNAIRE 

Part I 

1. Please write your students' number· ...................................................... . 

2. Department: FLED 0 LL 0 TRANS 0 

3. Gender: Male 0 Female 0 

4. Age: ............. . 

5. How many questions did you correctly answer on the bYS English Test? 

6. Which school did you graduate fi'om? .................................................................... . 

Part II 

1. Please, order the parts of BVEPT according to their level of difficulty (l=the 

easiest; 3=most difficult) 

LISTENING 0 READING 0 WRITING 0 

2. In your opinion, what was the main goal of prep classes? (Note: You may tick 

more than one choice). 

o To teach students how to pass BUEPT 

o To prepare students for their future academic studies· 

o To develop students' o rC:lding skills o listening skills o writing skills 

o speaking skills 

o To improve the level of students' English proficiency 

o Other (pease explain) .................................................................. . 

, ••••••••••• , , •• ". " •••••• , ., •••••• , , ••••••••••••••• , •••••••••••••••• '" •••••••••••••••••• 1 •••••• 

, .......... , ". , ..... , .. , ..... , .. , ..... '" , ......... , ....... ,., ................................ . 
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3. In your opinion, should there be a test measuring your level of academic English 

proficiency before you begin your freshma.n year studies? 

Yes 0 No 0 I don't know 0 

Why do you think so? ........................................ '" ............ , '" '" ............ . 

4. In your opinion, did BUEPT accurately reflect your level of academic English 

proficiency? 

Yes 0 NoD I don't know 0 

Why do you think so? ............ , .............................. '" ........ , ..... , ........... . 

,., ... , .. " .... '" .. , ..................... , .. " ............. '" ,., .................. " ............. . 

••• ••• ••• '" ••••••••• , •• 0" ." ., •• ,. ", 0" " ••• , .,. '" ••• ,., '" " ••••••••••••••••••••••••••••••• ,., 

,.,. " ." .,. '" .............. , ...... '" ... ,., .,. '" '" .. , ...... , ... , .......... ", ................... . 

5. In your opinion, did BUEPT properly predict your freshman academic success? 

Yes 0 No 0 I don't know 0 

Why do you think so? ............................................................................ . 

••••••••• •• , •••.••••• , •• , •••••••.•••••••• ,., ••• 0" " ••• , '" ., •••• '" •••••• 0" ••••• , ••••••••••••••••••••••• 

... ". ". '" ....... , ... , .............. , ., .......... '" .. , ..... , .............. , ........ , ................ . 

'" ............. , ... , .. , ................................... , ......... '" ............................... . 
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