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RESUMEN

Contexto

En Espaia nadie se opuso a la decisién de introducir una prueba
especifica de aptitud para la licenciatura en Traduccién e
Interpretacion, a pesar de que previamente no se habia definido
el concepto de aptitud y tampoco se habia demostrado
empiricamente que existiera un u otro modelo de herramienta
adecuado para medirlo. De hecho, la investigacion publicada en
este campo brillaba por su ausencia.

El proposito de nuestro trabajo

Método

Dadas las carencias que encontramos, en este estudio
correlacional abordamos el disefio, desarrollo y
perfeccionamiento de unas subpruebas de destrezas lectoras en
Lengua A Espaiiol (LA) y Lengua B Inglés (LB), que puedan
formar parte de una bateria de pruebas especificas de acceso,
con la intencién de que midan la aptitud para traducir del
candidato. Nuestro primer propésito fue justificar ¢l uso de una
prueba especifica para el acceso a los estudios en traduccion y
ratificar la hip6tesis de que existe una relacién directa entre las
destrezas lectoras y la aptitud para traducir. El segundo
propésito fue medir la relacién entre nuestras subpruebas ¢
instrumentos de evaluacién global de la ensefanza secundaria y
del conocimiento de LB. Estas relaciones figuran con frecuencia
en estudios similares al nuestro (Spolsky 1995). El tercer
proposito consistié en identificar cualquier combinacion de
destrezas de lectura y actividades de examen cuyo
comportamiento s¢ demostrara especialmente eficaz en el diseio
de nuestro instrumento.

Para ello, elegimos ¢l modelo de disefio de investigacion
correlacional propuesto por J.B. Carroll (1981) y preparamos
una serie de pruebas de destrezas lectoras basandonos en una
especificacién de prueba derivada de la taxonomia de destrezas
comunicativas y linguisticas de Munby (1978). Nuestro estudio
se dividié en dos partes: una longitwdinal y otra transversal. En
la primera, calculamos el error estdndar de medida (S,) y la
validez predictiva de nuestras pruebas para cumplir con la
primera y la sexta de las condiciones que estipula ¢l modelo de
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Carroll. En la segunda, evaluamos la validez concurrente y
criterial con respecto a una serie de medidas de
aprovechamiento educacional y dominio general de LB.

Diseflamos las subpruebas segin los criterios establecidos en la
teoria cldsica de examen (Bachman 1990). En este proceso
utilizamos actividades y métodos de anilisis del item conforme
con los que se suelen encontrar en la bibliografia al uso (Weir
1983, 1990, 1993; Crocker y Algina 1986; Heaton 1988, 1999;
Alderson et al 1995; Baxter 1997; entre otros).

Ensayamos nuestro diseiio con una cohorte de alumnos de
Diplomatura (n = 44), y la primera version de las subpruebas
de destrezas lectoras se administré (Cohorte A n > 440). Con
los resultados de estas prucbas revisamos la especificacion y
administramos otras subpruebas (Cohorte B n > 350).

Calculamos el error estindar de medida (S,) de cada subprucba
para evaluar la varianza de la puntuacién verdadera en la
actuacién de la prucba. Ninguna de las subpruebas alcanzé el
nivel bajo que habiamos fijado como meta (S, <1), y la
actuacion de todos hubicra mejorado al incluir mayor nimero de
items (entre +6 y +14).

Las correlaciones bajas y positivas, de significacién estadistica,
que calculamos al comparar nuestras subpruebas en LB con
otros instrumentos de medicion que habiamos fijado,
demostraron la validez predictiva de nuestras subpruebas. Los
instrumentos con los que las comparamos fueron las notas
finales de las asignaturas de Traduccion General A-B y B-A
(Cohorte A, r = 0.45; 0.25, respectivamentc). Los datos no
significativos generados por la Cohorte B tienden a confirmar
los resultados, a pesar de que éstos se vieron afectados por otras
variables que no pudimos controlar. Aunque ninguna de las
subpruebas consiguib los niveles que habiamos fijado, la
mayoria de las correlaciones fueron del rango entre 0.2 y 0.6, el
que tipicamente se encuentra en este tipo de estudio (Spolsky
1995).

En nuestro andlisis de las subpruebas de LA, solo pudimos
obtener datos para la Cohorte A, y éstos no confirmaron nuestra
hipétesis. Las correlaciones (LA:A-B, r = 0.13; LA:B-A, r = -
0.09) parecen indicar diferencias importantes entre los criterios
que se aplican a la evaluacién de traduccién hacia las dos
lenguas. Pensamos que la produccién escrita pudiera ser un
instrumento 6ptimo para medir la aptitud para traducir hacia
LA, siempre y cuando se pueda asegurar la objetividad

-
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adecuada en las subpruebas pertinentes. Nos proponemos
investigar en este campo en el futuro.

Medimos la validez concurrente de nuestras subpruebas,
comparandolas con los datos obtenidos de dos instrumentos de
evaluacién de rendimiento académico de los candidatos: la nota
de Selectividad (Univ) y la media global de COU (Ssch).
Nuestro propdsito fue el de confirmar o rechazar la necesidad de
una prueba especifica de acceso. Las correlaciones generadas
fueron muy bajas, positivas, y cero, para la relacién entre Univ
y los exdmenes de traduccion tests (Cohorte A: Univ:A-B r =
0.22; Univ:B-A r = 0.11; Cohorte B: Univ:A-B r = 0.06;
Univ-B-A r = 0.00). A continuacién nos sorprendié que tres de
las cuatro correlaciones que calculamos, entre la media de COU
y los exdmencs de traduccion, fueran negativas, y que en el caso
de la Cohorte B la correlacion entre estas dos notas (Univ:Ssch)
no pasara el 0.46. Sugerimos que la naturaleza de ¢stas
correlaciones, entre estas dos notas, indica que una
investigacién de los criterios que se aplican en la ensefianza
secundaria y en las pruebas de acceso a la universidad aportaria
resultados beneficiosos.

En la evaluacién de la validez criterial, encontramos que la
prueba publicada, la Oxford Placement Test (Allan 1990) resulté
mas eficaz como instrumento para medir la actuacién de los
candidatos que nuestras subprucbas. Ambas cohortes (A, r =
0.35; B, r = 0.45) gencraron datos que indican un solapamiento
de destrezas entre el examen de inicio en Inglés general y
nuestras subpruebas, de modo que Ja validez predictiva resulté
mejor: Cohorte A : Transl. A-B r = 0.67; Transl. B-A r =
0.17; Cohorte B Transl. A-B r = 0.25; Transl. B-A r = 0.29).
Evidentemente, no es factible utilizar una prueba que se
comercializa como prueba de acceso, no obstante, los valores y
la naturaleza de estas correlaciones nos llevan a unas
conclusiones significativas. De entrada, como descubri6
Clapham (1975), conocimientos lingiiisticos generales y
destrezas lingiiisticas parecen indicar aptitud, mucho mejor que
pruebas mds restringidas, como las nuestras. En segundo lugar,
la naturaleza de las destrezas que nosotros evaluamos en los
examenes de traduccién general parecen ser mds complejas. Una
amplia bateria de subpruebas, que incluya aspectos de
conocimientos gramaticales, expresion escrita, actividades de
correccién y precision, ademas de las destrezas lectoras que
hemos evaluado, parece ser la més adecuada.

La decision de clegir las destrezas comunicativas descritas por
Munby parece haberse justificado en ¢l grado de éxito de
muchos de los items, a pesar de que ¢l andlisis posterior indica a
menudo que las destrezas en las que nos hemos fijado no han
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resultado ser las Unicas que se utilizan en el proceso de
responder al estos ftems.

Pocos aspectos de nuestra investigacion dan resultados
definitivos y, en su conjunto esto es comin dentro de lo
complejo que resulta participar en la industria de los exdmenes a
gran escala, tal y como las prucbas especificas de acceso
implican. Nuestro estudio gener6 correlaciones similares a las
que se encuentran en la bibliografia, aunque a nosotros nos han
decepcionado. No obstante, como anteriormente comentamos,
este estudio abre las puertas de la investigacion a muchos
campos nuevos. Esperamos que nuestra labor estimule a otros,
en ¢l campo de los estudios de traduccién, a darse el gusto de
preparar trabajos empiricos similares.



ABSTRACT

Background

Aims

Method

While the decision to use a specific entry test for first degree
studies in Translation and Interpreting in Spain was uncontested,
neither the concept of aptitude for translation had been defined,
nor a satisfactory test instrument design had been empirically
proven. Indeed, published research in the area was conspicuous
by its absence.

In this correlational study, we set out to design, develop, and
refine reading skills sub-tests in Language A Spanish (LA) and
Language B English (LB) to form part of a battery of entry tests
intended to measure aptitude for translation. We aimed to justify
the use of a specific entry test for Translation studies, and to test
the hypothesis that a direct relationship exists between reading
skills and aptitude for translation. We also intended to measure
the relationship between our sub-tests and measures of
secondary school achievement and LB proficiency, typical of
those used in similar research projects (Spolsky 1995). A
further aim in our rescarch was to identify any combinations of
reading skills and test task types, which might prove particularly
efficient in our test instrument design process.

We adopted the correlational research design model proposed by
J.B. Carroll (1981) and prepared a series of reading sub-tests
based on a specification derived from Munby's taxonomy of
communicative language skills (1978). We divided our study
into two parts: one longitudinal, and the other cross-sectional,
In the former, we assessed the Standard error of measurement
(S,) and the predictive validity of our tests in order to fulfil
conditions one and six of Carroll's model. In the later, we
assessed concurrent and criterion validity against a set of
measures of educational achievement and general LB
proficiency.

We designed our tests according 1o criteria established in
Classical Test Theory (Bachman 1990). In the process, we used
test task types and methods of item analysis in line with those
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widely described in the literature (Weir 1983, 1990, 1993;
Crocker and Algina 1986; Heaton 1988, 1999; Alderson et al
1995; Baxter 1997, among others).

Our test specification was trialled on a cohort of diploma course
studenis (n = 44), and the first full version of the reading sub-
tests was administered to Cohort A (n >440). Based on these
results we revised the specification, and administered further
sub-tests to Cohort B (n > 350).

We calculated the Standard error of measurement (S,) of each
sub-test as a means of estimating the degree of true score
variance in test performance. None of the individual sub-tests
achieved the low S, levels we aimed for (< 1), and all of them
would have been improved by the inclusion of more items
(range +6 to +14).

The predictive validity of our LB sub-tests was proven by the
statistically significant, low positive correlations obtained
between these and the 1arget performance measures. The
instruments used for this comparison were the course final
examinations in General Translation A-B and B-A (Cohort A, r
= 0.45; 0.25, respectively). In part, the non-significant data for
Cohort B supported these results, although they were influenced
by variables in the test administration, which were beyond our
control. Although none of the tests achieved the target values we
had established, most of the correlations generated were within
the 0.2 to 0.6 range, which is typical of similar studies (Spolsky
1995).

For our analysis of the LA sub-tests, we could only obtained
data for Cohort A, and these did not support our hypothesis.
The correlations (LA:A-B, r = 0.13; LA:B-A, r = -0.09)
would seem to indicate important differences in the criteria used
to assess translation into each of the languages. We now believe
that writen production may well prove a better instrument by
which to measure LA aptitude for translations, always provided
that adequate objectivity can be achieved. We propose further
research in this area.

We measured the concurrent validity of our sub-tests against
two scores representing candidates’ academic achievement: the
University entrance test score (Univ), and the Secondary school
average (Ssch). We did this to establish whether or not a
separate test was justified, and generated very low positive and
zero correlations between Univ and the translation tests (Cohort
A: Univ:A-B r = 0.22; Univ:B-A r = 0.11; Cohort B: Univ:A-

X
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B r = 0.06; Univ-B-A r = 0.00). We were surprised, then, to
find that three of the four correlations between Ssch and the
translation examinations were negative, and in the case of
Cohort B the correlation between these two instruments,
(Univ:Ssch), was only 0.46. These data lead us to conclude that
a specific test of aptitude is justified. Furthermore, we would
suggest that the nature of the correlations between these
measures suggests research into the differing criteria applied in
secondary schooling and university entrance tests would bear
fruit.

In assessing criterion validity, we found that the commercially
prepared Oxford Placement Test (Allan 1990) was a more
successful measure of candidate performance than our sub-tests
had been. Cohorts A (r = 0.35) and B (r = 0.45) both provided
us with data indicating an overlap of skills between the General
English placement test and our own sub-tests, and their
predictive validity was better: Cohort A : Transl. A-B r = 0.67;
Transl, B-A r = 0.17; Cohort B Transl. A-B r = 0.25; Transl.
B-A r = 0.29). Although it is clearly impractical for us 1o use a
test that is openly available on the market as an entry test, the
strengths and nature of these correlations lead us to significant
conclusions. Firstly, as Clapham (1975) found, general
language knowledge and skills would appear to be a beuer
indicator of aptitude than a more restricted test such as ours.
Secondly, the nature of the skills that we are assessing in the
General Translation examinations would appear to be more
complex. A wide ranging battery of sub-tests, that include
aspects of grammar knowledge, written production, accuracy
and precision tasks, in addition to the reading skills we have
tested, would seem (o be more appropriate.

Our decision to adopt Munby's skills as the basis for test design
would appear 10 be vindicated by the levels of success of many
of the items. We affirm this, despite the fact that subsequent
analysis often indicates that the target skills are not the only
ones candidates may have used in the process of responding to
the items.

Our research has proved inconclusive in a number of respects,
and has demonstrated many of the complexities involved in
taking part in the language testing industry on a scale as large as
that which the specific entry test emails. The levels of
correlation our study has provided are in line with those
presented in the literature, although they remain disappointing
for us. However, as we have mentioned, this study has opened a
number of areas for further research. We would hope that it has

-
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encouraged others in the field of Translation studies to indulge
themselves in the preparation of similar empirical studies.
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1.1 Real-world topics are inherently "messy”

This research project arose as the answer to a real-world
challenge. The creation of a first-degree program in Translation
and Interpreting, to replace the diploma level stwdies taught
previously, meant that those centers that chose to could employ
an entry test of APTITUDE. In this study, we define such a test as

A test designed to predict or measure a candidate’s potential
Jor success within a particular area of learning, e.g. in
learning a foreign language, or on a specific course of study.
(ALTE 1998:135)

This definition, and all the other terms that we present in small
capitals, appears in Chapter 2 * Annotated definitions™.

Our decision to make the entry test the focus of a doctoral thesis
clearly flew in the face of the advice of experienced writers and
researchers (Phillips & Pugh 1994:50) who firmly counsel
against choosing problem-solving research. They rightly point
out that real-world topics are inherently “messy”, as they can
seldom be limited to the confines of a single discipline.
However, inter- or multi-disciplinarity is one of the most
striking characteristics of the field of Translation studies (Snell-
Hornby 1994; Bowker et al 1998). Once we accepted this, the
range of research questions arising from this challenge seemed,
at the very least, coherent with the discipline itseif,

Translation studies is as old as the “oldest professions™ (Snell-
Hornby 1994a; Beeby Lonsdale 1996) and yet it is only in the
last decade that the formal discipline has been recognized as
such. In Spain, legal status was achieved when the drea de
concocimiento in Applied linguistics for translation and
interpreting was established in 1993. To this extent, Translation
studies derives its multidisciplinary character, we would
suggest, from the multidisciplinary backgrounds of those
teachers and rescarchers who have made it their academic
“home".

Coming from the world of the professional translator, of foreign
or second language teaching, linguistics - whether applied or
theoretical - literary studics, or wherever, those working in the
field of translation have inevitably brought with them the
baggage of their training and knowledge. They have applied
these varied disciplines 10 research questions arising within
Translation studies, and have offered many revealing
perspectives of the area. Increasingly the field has been
considered inter-disciplinary, with researchers and theorists
describing a holistic approach, wherein the professional

2
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translator is viewed as a specialist both in subject matter and in
written production (Snell-Hornby 1994).

Whether the situation is a weakness or a strength is unclear, and
recent work on this very question lcaves the matter open
(Bowker et al 1998). It is not surprising, however, that our
study should have drawn together a range of academic fields. In
order to carry out this project we built on experience, and we
collated, classified, and systematically quantified data in our
attempt to provide insights into a particularly thorny question
which involves both academic and practical, real-world issues.
In our study we call on research in Second and Foreign
Language Learning, Applied Linguistics, Test theory, Statistics,
and Translation Studies. In addition, we draw on the wide range
of Information Technology skills we required in order to
process data produced by over 700 candidates, cach of whom
took both of the reading skills sub-tests on which we base our
study,

We acknowledge that the very broad scope of this work is one
of its limiting factors. By attempling to cover a number of
related but distinct areas, we have not been able to auain the
depth of study that a more narrowly defined project would have
permitted. We recognize this as a significant failing.

1.2 "Society’'s gatekee pers”: the role of an entry test

In September 1992, the Spanish central government authorized
the use of a test of aprtitude for translation as 2 means of
selecting candidates for entry to the newly created first degree in
Translation and Interpreting. This action closed a lengthy debate
during the course of which an entry test had been agreed upon
and then rejected in the belief that it breached the Spanish
constitutional right to non-discriminatory access to education.
The degree of specialization involved Translation studies —
similar to that in Fine Arts and Physical Education — was the
justification for the test.

This debate leads us to the first hypothesis on which we base
our study, and to the corresponding null hypothesis:

H  Translation studies involves a degree of specialization
such that a specific entry test of aptitude is justified

Hpy Translation studies does not involve a degree of
specialization so great as to warrant the use of a
specific entry test of aptitude
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If we are to test, which means setting ourselves up as another of
“society’s gatekeepers”™, then we must be sure that there is an
academic purpose to our test. Moreover, we have an ethical
obligation to demonstrate that we are not simply introducing a
bureaucratic, and economic hurdle into an already complex
University entrance procedure.

1.3 A brief outline of our research

In Part I of our study, we report on the background against
which we developed the theoretical and practical aspects of our
work. In five chapters, we move from the historical context in
which the need for an entry test arose to our search for an
appropriate definition of aptitude and for an adequate research
design on which 1o model our study. We found both of these in
the extensive writings of J.B. Carroll (1974, 1978, 1981, 1993;
Carroll, J.B. and Sapon 1959). We continued our rescarch by
touching on areas of translation theory and translation
pedagogy, which led us to the taxonomy of communicative
language skills drawn up by Munby (1978). From this list, we
selected the core elements of our test instrument specification.
Finally, we summarize the essential aspects of Classical Test
Theory and highlight those we have chosen as the empirical
frame within which to carry out our quantitative, correlational
study.

We begin then, with a look at the context of our research, in
Chapter 3. The chapter is in two parts. The first deals with the
quantification of previously uncollated data derived from swudent
performance at entry to, and after the first year of studies in the
Diploma course subject Traduccion 1. Here we describe the
scandalously high failure rates that existed in this subject, and
look at two attempts at damage limitation, which produced
mixed results. We study data gathered from the Diploma course
students that Jater serve as benchmark standards against which
we evaluate our research.

In the second half of the chapter we move outside of Spain and
seek published research from around the world. Here we find
the work of Bossé-Andrieu (1981) and her colleagues Campagna
& Dionne (1981). Their work throws up a number of issues that
have a bearing on the Spanish context, and which will feature in
the design of our study.

Experience, and the criticisms of professional translators outside
of the academic world, were the two principal motives cited in
Bossé-Andrieu’s correlational study of the process of admission
10 translation schools in the francophone world (1981). The
author depicted a Jack of empirical analysis in the application of

3
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a range of aptitude tests in Belgium, Canada, France, and
Switzerland. In her research, Bossé-Andrieu found that any
definition of “aptitude for translation” was implicit in the
instruments used rather than explicitly stated in a test
specification. In the countries she surveyed, aptitude was
equated with intellectual capacity and written production in
LANGUAGE A (LA) — the language of habitual use: “de bien
penser y de bien écrire”. In contrast, in our research we find
that aptitude, in Granada at least, is more often equated with
proficiency in LANGUAGE B (LB), the first foreign language.

As we have said, the real-world experience on which we base
this study is that of the years of translation teaching and learning
at the University of Granada, during which LB proficiency was
evidently of paramount importance. Once we had quantified this
factor, we added it to the data, and 10 conclusions presented by
Bossé-Andrieu (1981),

We conclude Chapter 3 with a number of unanswered questions
as regards essential elements of entry testing specifications. The
first has 10 do with the primacy of the Language A or the
Language B in the entry procedure. The second centers on the
testing of the active skills associated with written production or
the so-called “passive” skills associated with reading. Finally,
we encounter the very real dilemma over the choice of an
ANALYTIC or a SYNTHETIC approach to the test instrument
design. We see that the emphasis in Granada has been on the
combination of LB, active skills, and a synthetic test instrument.
In contrast, it would seem that in the francophone world the
balance tends to towards a combination of LA, the active skills,
and an analytic approach.

Our major criticism of the synthetic approach as it was applied
in Granada before 1992 lies in the unscientific nature of its use.
We believe that this came from an over-zealous interpretation of
the much cherished libertad de cdtedra. We hold that Classical
Test Theory's concept of PRACTICALITY, and the challenge
represented by testing a potential maximum of 700 candidates,
obliges us to adopt an analytic approach to the entry test, We
believe that, at the very least, this is the most politically correct
decision. By making every effort to achieve maximum
objectivity and reliability in the design and use of our test
instruments, we hope to avoid some of the inherent difficulties
of the task before us.

In Chapter 4, we move beyond the confines of our historical
and disciplinary context, and search in the literature on general
linguistic aptitude. We do so because, although the essential
concept described in our research is aptitude for translation, this
has been examined in little detail in the literature reviewed, and

5
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from very diverse positions; (Bossé-Andricu 1981; Campagna
and Dionne 1981; Atsuko, 1988). Most teachers of translation
appear 1o share an implicit definition of aptitude, but in order 10
sclect an appropriate research model we read within the fields of
Foreign language learning (FLL) and Second language learning
(SLL) rescarch. Here, we found that aptitude and its
measurement have exercised the minds of researchers for many
years. J.B. Carroll (1974, 1978, 1981, and 1993), Carroll, J.B.
and Sapon (1959) Gardner and Lambert (1965, 1972), Ellis
(1986), Skehan (1986) and Ehrman (1995) among many others,
have all contributed.

In SLL and FLL, aptitude is one of the five variables belicved
to influence the rate of language learning (Stern 1983, Ellis
1986). Since the carly years of this century, aptitude has been
the objective of many tests which, almost without exception,
have been aimed at keeping “prospective failures out of classes”
(Spolsky 1995:117). The means of achieving this have been by
using measures of aptitude as entry or placement tests. As such
they, and we in our turn, take on the role of “society’s
gatckeepers”, and this carries a significant ethical burden.

The widespread use of BATTERIES of SUB-TESTS has been among
the factors that we have found these tests have in common. In
order comprehensively to evaluate a range of elements
considered components of the target aptitude, test designers
reveal a widespread belief that aptitude is in essence a divisible
conglomerate of skills or abilitics. They test these through
discrete exercises, each of which focuses on a specific area. The
sum score of these tests then provides the overall test score.
Another common element is the correlation of scores produced
by criterion validation of these tests through comparison with
indicators of 1Q, or general intelligence often measured through
secondary school grades or University entrance examinations.

The work of J.B. Carroll draws together all of the principal
characteristics of aptitude research. From Carroll, we derived
the research design model that this study is based on. In Chapter
4, we discuss a selection of his major research findings, and
analyze the manner in which he has viewed different aspects of
aptitude, especially in order to distinguish between general
intelligence and other aptitudes. We also look at the structure
and use of a number of aptitude tests, and find that the strength
and nature of the correlations researchers have produced tend to
range from 0.20 to 0.60. Furthermore, we find that in work that
is more recent, Ehrman (1992) accepts the lower end of this
range as being a satisfactory result given the highly
homogeneous nature of the cohort on which her study was
based.
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Having reached the conclusion that the concept of aptitude as a
divisible entity is the more widely accepted, although
empirically unproven standpoint from which to begin our
instrument design, we move in Chapter 5 into the field of
translation studies. Here we follow the search for a description
of aptitude into two camps. We begin by looking at the concept
of a unitary aptitude, propagated among many literary
translators. Then we read into Translation theory (Bell 1991;
Reiss 1992; Lorscher 1986, 1991, 1992, where we find the
opposite view expounded in research into the translation
process. From our readings in this field, and in translation
pedagogy (Beeby Lonsdale 1996; Gile 1995), we conclude that
the use of a taxonomy of communicative language skills is a
satisfactory starting point for the development of a test
specification. Furthermore, we found that within the pre-
translation phase, the ability 1o read as an “expert reader” is
crucial. Therefore, our proposed battery of tests would include
discrete sub-tests in reading skills, among others.

This decision leads us, in Chapter 6, to describe the
background against which Munby (1978) produced his
taxonomy of communicative language skills. and to present
those skills that we consider the essential base from which to
write our test specification. Qur test instrument model applics to
the writing of sub-tests in Language A Spanish, and in the three
Languages B: English, French and German. However, in this
study we only consider the results of the Spanish and English
reading skills sub-tests.

Having arrived at this point, we use Chapter 7 to present an
overview of the major concepts in Classical Test Theory (CTT),
which we use as the empirical frame within which to apply our
research design. CTT concepts, and the mechanisms of item
analysis on which CTT is based are defined and described in
this chapter, and we outline the manner in which we hope to
apply them.

In SL research, or Social Science research, the quantitative
versus qualitative debate over approaches to research design
goes on. In this study, we use a correlational research design
from the quantitative end of the continuum (Larson-Freeman
and Long 1991) and adopt both descriptive and quasi-
experimental methods of data analysis. The most important of
the quantitative aspects of this study are found in the data
collection, and in the application of CT Theory (Alderson et al.
1995; Bachman 1991). We analyze and correlate raw scores
attained by candidates in our LA and LB reading skills sub-
tests, with measures relating 1o Secondary school performance,
the University entrance examination, English proficiency, and
General translation A-B and B-A, in line with Bossé¢-Andricu
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(1981). The overall aim of our study is to design an instrument
that might demonstrate the existence of a hypothetical
relationship between reading skills and translation ability, and as
such serve as a means of predicting future performance in
translation. Chapters 8 and 9, which make up Part II of this
study deal with the broader concerns of research design and
methodology, describing the context within which we believe
our work is taking place, and delimiting its potential value.

Part I presents the results of cur work in seven chapters, each
of which offers an analysis of the data obtained from the
application of one of the Spanish and English language reading
skills sub-tests. In Chapters 10 to 17 we offer a detailed
analysis of the performance of the individual items and of the
tests overall, presenting the Facility values and Discrimination
indices, and the frequency distributions, and analyzing the
results of sub-test administration. We account for the
developmental changes made over the period of our study, and
attempt to explain the difficulties and shortcomings of our test
instruments. In Chapter 18, we look in detail at the target
parameters we had established for our tests, and describe the
levels of correlation achieved.

Finally, in Chapter 19, we offer our overall conclusions on the
research project and its results.

1.4 Overall research question

We will now present the general and specific research questions
on which our study is based, and each of the hypotheses, with
the corresponding null hypotheses, that we aim to investigate,

In general terms, the purpose of our study it to establish the
adequacy of objectively marked tests in Language A and
Language B reading skills, as a means of measuring aptitude for
translation,

1.4.1 HYPOTHESES
The hypotheses underlying this study, and therefore those that
we seek to prove or disprove are that:

H  Reading skills provide a measure of aptitude for
translation

H; No direct relationship exists between reading skills and
aptitude for translation

H  Translation studies involves a degree of specialization
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Ho

Ho

Ho

such that a specific entry test of aptitude is justitied

Translation studies does not involve a degree of
specialization so great as to warrant the use of a specific
entry test of aptitude

No direct relationship exists between LA reading skills
and General translation from LA into LB

No direct relationship exists between LB reading skills
and General translation from LB into LA

Our LB reading skills sub-tests measure skills and areas
of knowledge that form part of general English language
proficiency

Our LB reading skills sub-tests measure skills and areas
of knowledge other than those that form part of general
English language proficiency

The introduction of an entry test that includes an LB
sub-test will raise the standard of general LB proficiency

The introduction of an entry test that includes an LB
sub-test will have no effect on the standard of general
LB proficiency

The sample of reading skills included in each sub-test is
representative of those in our initial test specification

The sample of reading skills included in each sub-test is
not representative of those in our initial test specification

A specific test of aptitude for translation is not required
as the relationships between the OPT scores are
adequale measures

A specific test of aptitude for translation is required as
the relationships between the OPT scores are insufficient
measures

1.4.2 THE NULL HYPOTHESIS
The nature of our study can be expressed through the
formulation of the null hypothesis, as an outline of the
consequences of committing either a Type I or a Type 1 error
in its resolution, and through the alternative hypothesis (Black
1993; Rowntree 1981). Our null hypothesis, H, 4 is that no
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statistically significant correlations exist between reading skills in
LA and/or LB and General translation from English into Spanish,
or from Spanish into English.

Table 1—1 The null hypothesis

Null hypothesis Null hypothesis
TRUE FALSE
REJECT Type | error Ok
Null hypothesis
ACCEPT Ok Type Il error
Null hypothesis

The frame presented below is a typical representation of the Type
1 and Type Il errors, and of the consequences of their (mis-)
interpretation. If we apply this, the errors that would occur would
be of Type 1. This would mean rejecting the null hypothesis, and
interpreting correlations as significant, when in fact this was true,
and they lacked significance. A Type Il error would involve us in
accepting the null hypothesis as correct, deeming the correlations
not 1o be significant, when this was false.

The alternative hypothesis was that the correlation would be
statistically significant. Then we could conjecture as to the
efficiency of the test

1.5 Summary

Several thousand candidates take entry tests in aptitude for
translation at universitics across Spain each year, yet we have
found virtually no empirical research on the examinations — for
which some universities oblige candidates to pay — although the
first rescarch in progress is beginning to appear (Fox 1997). This
alone seems sufficient justification for our study.

In 1994, the University of Granada decided to charge candidates
an examination fee in order 1o take the test, making this one more
of the many examinations belonging to the language testing
industry. Such a decision demands of those who design and
implement the test the maximum rigor in its design and
administration, and in the interpretation of its results. Sadly, this
source of income has not yet been used to finance research into
aptitude for translation.

One significant aspect of our study may lie in the four specific
arcas under consideration, each of which was crucial to its

10
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conception and development. These are the theoretical,
operational, and ethical considerations arising from testing for
“aptitude for translation”, and the logistical considerations
pertaining to the sitwation in the University of Granada.

Testing for aptitude has a built-in flaw, in that any work on
subsequent measures involves at best all of those who have
“passed” the initial test. Those who fail are no longer available
for the follow-up study. At worst, this work can only be carried
out on a sample of these. In addition to this constraint, the
longitudinal nature of our research has introduced a number of
variables beyond reasonable control. While Bossé-Andricu
(1981) reported a similar study in which she did not discuss
either the time factor, or the other intervening variables, we feel
that in our study we cannot ignore these, Such variables have a
clear impact on those elements of analysis purporting to reflect
on the validity of the initial hypothesis. However, conclusions
as 1o the essential efficiency of the test as a measure of initial
selection cannot be said to have been unduly influenced, and
would appear to stand up to reasonable analysis.

Our study affirms that aptitude for translation can be measured.
We approach the matter of the test instrument with the
hypothesis that reading skills are a crucial part of the translation
process, specifically of the pre-translation process, and that the
translator must be an “expert reader”. Given the constraints
established in the legal parameters of the test, we believe these
skills can serve as a basis that does not presuppose any specific
preparation in Translation studies on the part of the candidate,
and we believe we are able to demonstrate this.

The longitudinal part of the study sets out to test this hypothesis
by correlating the independent variables of LA and LB reading
skills against the dependant variable of General Translation from
English into Spanish (A-B) and from Spanish into English (B-
A). We do not aim to produce more than a description of the
strength and nawre of any such relationships. The cross-
sectional part of the study is designed to produce a list of the
specific reading skills and the test task type(s) which best serve
to discriminate between those candidates who demonstrated a
greater or lesser degree of aptitude,

In our results, we have found weak, statistically significant and
non-significant, positive and negative correlations between the
University entrance examination, and Secondary school
averages, and the examinations in General translation A-B, and
General translation B-A. These suggest that Translation studies
does involve a degree of specialization sufficient to justify a
specific entry test of aptitude.

13



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

We have also gathered comparative data that indicate that the
introduction of an entry test is fully justified, and that it had no
negative effect on the standards of general English proficiency
among students entering the program. What is more, the data
suggest that there has been a gradual improvement in standards,
although we can be certain this is not due to the entry tests
alone. Teachers had commented on just such a trend, but before
this study, no data had been gathered to support it.

It would be too much to expect that an in-house study such as
ours could possible achieve results that improved on the many,
many well-financed aptitude research projects documented in the
history of testing (Spolsky 1995). However, it is of much
comfort to discover that the range of results in terms of
correlation coefficients, is encompassed by that which generally
appears in the literature (r = 0.20 to 0.60). At the very least,
we have done “as well™ as our predecessors.,

12
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THIS CHAPTER is intended as an aid to the reader. We are well
aware that for some it is unnecessary, and for others less than
adequate. We can only hope that for all it may serve some
purpose, if only in providing a selection of bibliographic
references to further research.

2.1 Analytic scoring

A method of scoring which can be used in tesis of productive
language use, such as speaking and writing. The assessor
makes an assessment with the aid of a list of specific points.
(ALTE 1998:135)

Analytic scoring is the method used in testing methods such as
the Summary writing task that is traditionally used to test
aptitude for translation.

2.2 Aptitude

...a concepl-a construct, if you will-referring 10 some
constellation of conditions, presumably residing in the
individual, that predispose him to either success or failure
(or some point along the continuum berween these poles) in
some future activity, in particular some activity requiring
new learning. (Carroll, J.B. 1974:286)

2.3 Aptitude test

A test designed to predict or measure a candidate’s porential
Sor success within a particular area of learning, e.g. in
learning a foreign language, or on a specific course of study.
(ALTE 1998:135)

2.4 Battery

A set of related tesis or sub-tests which make independent
contributions (e.g. by testing different skills) but may be
combined 1o produce a total score, (ALTE 1998:136)

In the case of the MLAT (Carroll and Sapon 1959) and the OPT
(Allan 1990) a series of sub-tests have been designed to cover
what the authors considered 1o be the range of skills involved in
FL aptitude. In out research, we have a test specification that
includes three sub-tests: reading skills in Language A, reading
skills in Language B, and listening skills in Language B.

14



ANNOTATED DEFINITIONS

2.5 CEGEPs

Collége d'enseignement général et professionnel. In the
Canadian cducation sysiem, these centers are similar (o the 6*
Form Colleges found in England and Wales, but they cover a
wider range of subjects including professional and vocational
studies.

2.6 Discrete item

A self-comained item. It is not linked 1o a text, other items or
any supplementary material. (ALTE 1998:142)

The task types we use in these sub-tests are not discrete items,
as they are always based on the use of language in a text.

2.7 Discrimination ind ex (DI)

The value of a specific item as a means of discriminating
between those candidates who achieve higher scores, and those
who achieve lower scores (Heaton 1988:179-180) is recorded on
a scale from -1 to +1, and known as the Discrimination index.
The population is rank-ordered by scores from highest to
lowest. Those candidates who fall within the first 27.5% are
labeled 'U’, and those who fall within the Jast 27.5% are labeled
‘L‘.

The DI score of an item is calculated with the following
formula:

DI = (u-1)
27.5%*N

u represents the number of correct responses among the U
candidates; | represents the number of correct responses among
the L candidates; N represents the total number of candidates.

2.8 Equivalence

To meet the strict requirements of equivalence ... different
Jorms of a test must have the same mean difficulty, variance
and covariance when administered to the same persons.
Equivalence is very difficult 1o achieve in practice. (ALTE
1998:144)

15
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2.9 Examination grades.

Final grades are awarded against an ordered category scale
(Rowntree 1991:29-34). This means that the individual students
are classified on a “better or worsc" basis: distinctions are
relative, and they are not made individually, but for groups of
students. The numbers derived from arithmetical scores do not
indicate qualitative differences: a student who scores 7.0 is not
twice as “good™ as one who scores 3.5. The five categories that
we refer to in this study, and the arithmetical ranges to which
we equate these, are Matricula de honor (10-9.5); Sobresaliente
(9.4-8.0); Norable (71.9-6.5); Aprobado (6.4-5.0); Suspenso
(4.9-0). We do this by following the “ Tabla de equivalencias de
notas: EUTI-AIX-ECHE" (1987). This is an in-house working
document published for the purposes of the Applied Languages
Europe (ALE) program. It was written by the International
course Commitiee ALE, based on a statistical study of marks at
Aix and Ealing College of Higher Education (now Thames
Valley University, London) over several years. Afier a “rather
brief™ study of marks in Granada the table was adapted to
include these in 1989. At the time of writing a further
modification is being considered (Personal communication
Dorothy Kelly, Coordinator, Applied Languages Europe,
Granada 1993.).

2.10 Face validity
This is a subjective judgement as 1o whether or not a test,
superficially, appears (o the candidates or others 1o be an

acceptable measure of whatever it purports to be testing.
{Bachman 1990:285-289.)

2.11 Facility values

The proportion of correct responses to an item, expressed on
ascale of O to . (ALTE 1998:145)

The Facility value (FV) is one of the two basic instruments of
item analysis that enable us (o assess the performance of
individual items, and thus compare the range of items in a test.

2.12 Frequency distribution

In test data, the number of occurrences of each score
achieved by candidates. (ALTE 1998:143).
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In our discussion of results, we use a histogram to demonstrate
the nature of specific distributions in line with standard practice.

2.13 Global assessment

A method of scoring which can be used in tests of writing and
speaking. The assessor gives a single mark according to the
general impression make by the language produced, rather
than by breaking it down into a number of marks for various
aspecis of language use. (ALTE 1998:146)

Writers such as Heaton (1988) and Renfer (1992), make use of
the opposition between an ANALYTIC and a GLOBAL approach 1o
test marking. They use the former to describe a detailed
evaluation of specific, usually predetermined aspects; the latter
describes a more impressionistic method of marking a test.
Heaton (1988) also describes a third method: the mechanical
accuracy, or error-count method, which he considers the Jeast
valid approach as it concentrates only on the negative aspects of
student performance. Global marking in particular can give rise
to discrepancies in both intra- and inter-rater reliability.

2.14 Guttman split-hal f coefficient
Formula (Bachman 1990:175):
rxx' = 2(1-((s° + ) )

We use this formula as one of the means of calculating the
internal consistency measure of reliability.

2.15 Index Score

In the context of the MLAT (Carroll John B. and Sapon 1959),
this is a scaled score used at the American Foreign Services
Institute (FSI) and based on the total score drawn from the
MLAT sub-tests. The original mean was 50 with a standard
deviation of 10. These norms are today outdated and currently a
simple conversion process is used. Learners at the FSI were
among those used by Carroll and Sapon when originally
norming the performance of the MLAT (Ehrman 1995a).
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2.16 Integrative item/ task

Used 1o refer to items of tasks which require more than one
skill or subskill for their completion. Examples are the items
in a cloze test, an oral interview, reading a letter and writing
a response to it. (ALTE 1998:148)

The Summary exercise traditionally used to test aptitude for
translation is an example of an integrative task.

2.17 Inter-rater reliability

The degree of agreement between two or more assessors on
the same sample of performance. (ALTE 1998:148).

This aspect of reliability is most difficult 10 achieve in the
marking of subjective 1asks such as the summary writing activity
commonly used in entry tests to translation courses.

2.18 Kendall’s tau,

Kendall's raw, (Kendall 1975) measures the number of single
siep changes required 1o convert one rank order into another.
Normally, it compares the natural rank order, i.e. 1,2, 3, ... n
with an order derived from arithmetic scores. The standard
procedure when dealing with tied cases, that is instances when
more than one candidate has achieved the same score or grade,
is 10 divide the sum of the rank order positions occupied by the
tied individuals by the number of individuals. Each of these is
then awarded the resulting rank order position. The next
position in the rank order then follows on in the nawral order.
This example will clarify the procedure:

Worked example of Kendall's rau,
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The rank order positions of 2.5 and 7 are judged on the basis of
these calculations:

Natural order ranks 243 = 2.5
N° of tied cases Z

Natural order ranks 6 +7 +8 = 7
N° of tied cases 3

The procedure demonstrated above was used in all cases when
handling interval data because the number of tied cases, and the
numbers if individuals in each instance was small. Ordinal data
was predicted to produce four tied groups in every instance
corresponding 1o the four standard ordinal ranks: Fail, Pass,
Credit, and Merit. Our aim was that the sample number should
be as large as possible (min 2 30) so we knew this would cause
a loss of information. In order to generate manageable data we
assigned cach of the four ranks a numerical score:

Suspenso
Aprobado
Notable
Sobresaliente

N s

On which basis the rank order coefficient could be accurately
calculated.

As Siegel and Castellan (1988:241) indicate:

... the effect of ties in the ranking is to inflate the value of the
(uncorrected) correlation [...], for this reason, the correction
should be used where there is a large proportion of ties [...]
or the number of ties in a grouping is large.

Both of these conditions pertained to our study.

We were able 1o analyze our data 1o a greater level of sensitivity
by using the rau, procedure (Kendall 1975:34-48; Sicgel &
Castellan 1988:239-241; 249-251). Once we had established the
ran,, coefficient, we could calculate the value of z, and then
ascertain the level of significance of our results. The 1able of
probabilities associated with the upper tail of a normal
distribution (Siegel & Castellan 1988:319) for groups such as
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ours, were n 2 30, provided this data. The formula required 10
calculate z was

z = 3TVYNIN-1)
2VI2N +5)

2.19 Key response

The correct option in a multiple-choice item. (ALTE
1998:150).

2.20 Kuder-Richardson reliability coefficients.

KR-20

]

f, = n s? s’
(n-1) ( 8

In this formula r, represents KR-20; n = the number of item;

s the variance of the test scores; s°, represents the sum of the
variances of all of the items.

KR-21]

R, = n x x/n
(ﬂ' ! ) l sl‘

In this formula r, represents KR-21; n = the number of item;
s.~ the variance of the test scores; X represents the mean of
scores on the test.

2.21 Language A

In the literature on Janguage teaching and learning three terms
are regularly applied in order to distinguish the different
languages that an individual uses: native language, second
language (SL) and foreign language (FL) (Stern 1983:15-18).
However, in line with general practice in Translation studies,
we adopt the International Association of Conference
Interpreters’ definitions (AIIC 1982:10). These do not
distinguish between native language and language of habitual
use. The terms we will use are Language A (LA) 10 denote
Spanish, defined as the language in which translators and

20
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interpreters possess native-like proficiency. Secondly we will
talk about LANGUAGE(S) B (LB), for the language(s) which
candidates are supposed to master both actively and passively
almost as well as a native, but which are active working
languages, meaning that they are supposed to work into them.
Finally, we will refer 1o LANGUAGE(S) C (LC), which are
passive languages. They are theoretically understood at native
level, but students are not taught to work into them. At the
University of Granada, the degree studics program assumes
Spanish to be the LA of all candidates. Candidates have one LB,
chosen from English, French and German. In addition, they
study LCs — such as Arabic, Russian, Chinese, Portuguese or
Italian — that are learned from ab initio level. These include all
other languages taught within the university, although a
distinction is made between LC Is, which students learn to
translate into LA, and LC lls, most notably Dutch, which they
do not learn to translate into or from.

2.22 Language categories

The US Foreign Service Institute divides languages into four
categories according to their difficulty, which is measured as a
factor of the length of time NS English learners take to achieve
specified levels of attainment (Ehrman 19952:6). The categories
are as follows:

Category 1 languages:  Western European

Category 2 languages:  non-western European Janguages
which are “relatively quick™ for NS English learners e.g.
Swahili, Indonesian, some North European languages

Category 3 languages:  Eastern European and non-western
languages (Except those in Category 4) e.g. Russian, Thai.

Category 4 languages:  “Super-hard”™ languages ¢.g. Arabic,
Chinese, Japanese, Korean

2.23 Moderation

When marking candidates’ scripts, moderation takes place if one
examiner adjusts the marks of other examiners to ensure that all
have been using the same criteria, or applying the markscheme
in the same way.
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2.24 Parallel test reliability

In practice, this is a concept that is very difficult to achieve. If
two tests have been written according to the same specification
and are administered to candidates belonging to the same
population, under the same or similar conditions, then the
results obtained should be the same. In order 1o establish the
cquivalence between two forms of the same test we need 10
calculate the mean difficulty, variance, and covariance when
administered to the same candidates (ALTE 1998:144). In our
case, we are not able to establish parallel test reliability for the
sub-tests es01.2 and es02 because they were administered (o two
different groups.

2.25 Pearson product-m oment coefficient

2.26 Rater

This formula calculates the relationship between two sets of
scores achieved by the same individuals. The formula is based
on equating the raw scores by converting them to Z-VALUES,
that is units of STANDARD DEVIATION. The formula used is

N = the number of individuals in the sample. (Henning
1987:59)

This is the name given to someone who assigns a score o a
candidate’s performance in a test, using subjective judgement 1o
do so. Raters are normally qualified in the relevant field, and
are usually required to undergo a process of training and
standardization.

2.27 Reliability

The consistency or stability of the measures from a test. The
more reliable a test is, the less random error it contains. A
test which contains systematic error, e.g. bias against a
certain group, may be reliable, but not valid. (ALTE
1998:160)
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2.28 Sampling error mean

For some samples the (SE,,) was calculated in order to establish
the validity of results. The formula used was:

SO, = Sdoy = SE.,
N

N = N? of respondents

test = the specific test

2.29 Skewness

This term describes a statistical distribution that is not
symmetrical. The skew is the long tail of observations that may
go to the right of the curve, or to the left. A right-side skew is
sometimes described as being positive and a left-side skew as
negative (Rowntree 1981:58-59). When we look at the
frequency distribution of candidates’ scores on an examination
paper, a left side or negative skew indicates the paper was
relatively easy: more candidates scored higher marks: a right
side or positive skew indicates the paper was difficult.

2.30 Skill areas

In discussing the MLAT, the US Foreign Service Institute
distinguishes between an S-rating, for speaking and interactive
skills, and an R-rating, for reading.

2.31 Spearman-Brown split-half coefficient
Formula (Bachman 1990:175):
rxx' = 2rhh'/(1 +rhh')
We use this formula as one of the means of calculating the
internal consistency measure of reliability.

2.32 Standard error of measurement

...the standard error of measurement (S,) is an indication of
the imprecision of a measurement. (ALTE 1998:164)
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2.33 Sub-test

2.34 Weight

2.35 Z-values

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

To calculate S, we use a formula based the reliability (7) and the
standard deviation of the test scores (Sx).

S, = SxV(1-n)

We interpret candidate performance by adding or subtracting the
S, 10 the observed score. The degree of confidence with which
we can judge scores increases by steps as it does when interpret
a NORMAL DISTRIBUTION: 68% represents §,, 95% represents
25,.

Part of an examination often presented as a separate
test...often skills-based. (ALTE 1998:139)

Our entry test is comprised of three sub-tests, two of which
measure reading skills, in LA and LB, and the third of which
measures LB listening skills.

The assignment of a different number of maximum poinis to a
rest item, task or componeni in order ro change its relative
contribution in relation to other parts of the same test. (ALTE
1998:169).

In our research, the weighting of components occurs in sub-tests
in03 and es04. The Error identification and Error correction
items of these tests, which total 20 raw points each, are
weighted equally with the 10 raw points of the MCQ items,
giving a final total out of 20, and not 30.

These are typically used to compare scores from two different
variables. By subtracting the mean from the individual's score,
and then dividing by the standard deviation (SD), we can
calculate the z-value for any one individual. Z-values will
always have a mean of 0 and a SD of 1 (Rowntree 1981:80-81;
ALTE 1998:169).
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THE OBJECTIVES of our review of the immediate context in which

the need to develop an initial entry test for Translation within the

degree program in Translation and Interpreting were

W To identify a model of test and test specification that
could be applied in the University of Granada

S To describe the underlying theoretical principles
behind such a test, or those which might be applied in
the preparation of a test

8 To identify a research design model that might be used

in the process of developing and refining an entry test.

3.1 An overview of the context

In the first part of this chapter, we describe the historical context
in which the need for an aptitude tesl arose, beginning with an
outline of some aspects of the background against which the
degree program was developed. We then go on 1o present a
detailed account of relevant aspects of teaching on the Diploma
in Translation and Interpreting at the University School of
Translators and Interpreters (£, U. T.7) of the University of
Granada in the years immediately preceding the first aptitude test.
Here we include a description of the de facto “entry™ test
provided by the first year Diploma subject Traduccion I Inglés.
We draw attention to its drastic consequences in terms of the
student failure rate, and we analyze two attempts to pre-test
student proficiency in English, their first foreign language, or
LANGUAGE B (LB), in order to remedy this situation. To do so,
we compare the results of a pre-course proficiency test prepared
in-house, with those of an objective assessment of student ability,
measured by an externally validated test of proven reliability
(Allan 1992). The results of this sccond test will later serve as
onc of the benchmarks by which we attempt to validate our
aptitude test.

In the Diploma course the entry procedure for mature students
was the only area of university studies that permitted a specific
test of aptitude. And, in a description of the model of aptitude test
uscd for these candidates, we will highlight some of the pitfalls of
the uncoordinated use of a synthetic or integrative test, which
relies for its success on a consensus over criteria and methods of
marking and grading. Finally, we present data for Diploma course
applications, on the basis of which “messy” logistical
considerations — in terms of applicant numbers, and of the
administrative timescale involved — demonstrate themselves to
be fundamental to the test design process

From the immediate context of the Spanish Diploma course and
the introduction of degree level studies, we broaden our sights.
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We now survey research into entry procedures and pre-course
selection, and into the measurement of aptitude around the world
n order 1o fulfil our three objectives. Principally, we describe
work carried out from Canada and dealing with the situation in
francophone countrics (Bossé-Andricu 1981; Campagna &
Dionne 1981; Raincy 1988). However, we also include reports on
procedures in other parts of the world (Weber 1984: Snell-
Hornby 1992; Sainz 1992; Amit-Kochavi 1992; Renfer 1992),
and on the vocational aptitude of professional translators (Szuki
1988).

In our conclusions, we indicate our failure fully to achicve any of
these aims. We note the divided opinions about the relative
importance of three aspects of test procedures. The first of these
is the matter of the balance between the LA and the LB as the
focus of the test procedures. The second is the nature of the test
mechanisms 10 be used, whether these should be synthetic or
analytic. And the third is the question of the language skills to
focus on, and whether the so-called active skills of written
expression, or the passive skills of reading comprehension,
should take precedence. Perhaps the only success is in terms of
the rescarch design used by Bossé-Andricu (1981) and its
possible application to our study.

3.2 A new opportunity

The creation of a first degree program in Translation and
Interpreting was a major step forward in the academic and
technical preparation of future members of our profession. The
increase from a three-year diploma to a four-year degree course,
and the added academic demands implied would provide
opportunitics to improve the depth and breadth of preparation. It
would also be an opportunity to establish minimal entry
requirements, over and above those of the University entrance
examination — selectividad - which would ensure a high level of
academic ability among students. The debate in the immediate
context of the establishment of the degree program developed in
two areas: the politico-academic discussion over contents,
programs, and areas of academic influence; and the grass rools
arguments over standards of LB proficiency.

3.3 Public debate over programs

In 1988 the proposed degree course program was published in a
discussion document that included four alternative versions and
more than twenty other comments, observations or suggestions
from university departments, professional associations, and
private individuals (Consejo de Universidades 1988). In the
formal proposal under debate reference appeared to an entry test
of aptitude -una prueba de aptitud inicial - which should be
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considered - deberia contemplarse - for inclusion in the
regulations of the degree (21). The importance of this test was
heavily underlined by other contributors too (58; 106), although
no one, at any point raised the question of the nature of aptitude
for translation, nor the matter of how it could be measured.

The attitude of translation professionals reveals the status of LB
teaching and learning within Translation studies. Spain’s
professional association of translators and interpreters
(Asociacion Profesional Espaiiola de Traductores ¢ Intérpretes,
APET]) criticized the teaching of the diploma course. The basis
of their view was that it had been incorrectly based on the model
of modern language teaching, rather than on the training of
professional translators and interpreters (135-41). The question of
the primacy of LB proficiency, at least in the minds of the
University teachers and administrators involved, was challenged:
a primacy, which had not been demonstrated to have any
empirical base.

The wider debate on curriculum design and development was the
focus of a seminar held in Granada later in the same year (L.C.E.
1988). Specialists from the University of Copenhagen, with much
experience in course programming, directed the work of the
seminar. Surprisingly, the question of an entry test did not even
appear in the published conclusions.

3.4 The Diploma experience: at the grass roots level in
Granada

Although no detailed, empirical study had been published on the
topic, the expericnce much commented at anecdotal level within
the University of Granada was that LB English proficiency on
entry to the diploma program had been unsatisfactory. We
quantificd this experience to provide benchmark standards
against which to measure our test. Data were taken from
statistical records facilitated by teachers and the Faculty office.
We focussed on two aspects: firstly, the high failure rate
experienced in the Diploma course subject Traduccion I (Inglés),
half of which — traduccion inversa — was partly equivalent to
the degree course subject LB English. Secondly, on LB English
proficiency as measured in pre-course tests. The data referred to
academic years 1991-92 and 1992-93, the two years immediately
before the introduction of the degree program.

3.4.1 LB ENGLISH FAILURE RATES
Concern among university teachers had primarily been over LB
English proficiency. Given that any entry test had been judged
unconstitutional, this led to the usc of first year studies as the a
posteriori process of sclection, bringing about an exceptionally
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high failure rate. This paralleled the situation in some Belgian
centers and in Austria (Bossé-Andricu 1981; Snell-Hornby 1992;
Argiicso 1994).

3.4.1.1 The context: Traduccion I (Inglés) as taught in the Diploma
Before presenting the details, the context from which our data
were drawn needs to be clarified both in terms of the subject
itself, and in terms of the student numbers concerned. While
Traduccién I (Inglés) was taught and examined in two parts
traduccion directa and advanced English reading and writing
skills — a number of different evaluation exercises were involved
(1.C.E. 1991:94-101). These included two course final
examinations in written production: the translation of a
journalistic text from English into Spanish, and an essay in
English. In 1992-93, in an attempt to improve the validity of the
evaluation exercises, a summary writing exercise was also used:
candidates read a text in English and wrote a 50-word summary,
also in English (Newmark 1988). The other assessment activities
carried out over the year included an exercise in proof-correction,
a short translation task to be handed in at the end of the course,
note-taking and formal essay planning.

The teaching program for the English language skills half of the
subject laid emphasis on reading skills and on a process-oriented
approach to skill development. The emphasis in evaluation was
on productive tasks, and there was an analytic approach taken to
the teaching and testing of skills perceived to be basic to
translation. Materials drawn from two areas formed the base of
the course. Firstly, there was a range of theoretical texts
focussing on reading skills and on the role of the reader (Booth
1961; Iser 1974; Traugott and Pratt 1980; Grellet 1981),
Resource materials taken from practical, English as a Foreign
Language (EFL) course books complemented these (Moore,
Fernanda de Knight, Munévar, and Bonnet de Salgado 1979;
Barr, Clegg, and Wallace 1981; Rudska, Channell, Putrseys, and
Ostyn 1981; Hoey 1983; Hess 1991; Holme 1991).

Although the official program made no mention of the fact, the
course final examination was WEIGHTED. Ostensibly, candidates
had to pass the two halves of the subject, and equal importance
was given to cach of thesce. In fact, the balance lay heavily on the
LB skills, as this examination was ¢liminatory. All candidates
had to pass the English language essay examination before their
B-A translation papers were even marked. This ensured that the
Pass/Fail boundary for LB English provided a selection
procedure based on the individual student’s language abilities in
reading and writing skills. The scale of the failures resulting from
this policy was all too evident, and we present this graphically in
Figures 3—1 and 3—2.

For the essay writing component, the teachers involved
subjectively marked the end-of-year examinations, they did not

31



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Figure 3—1 Traduccion I (Inglés) 1991-92 June Session The high failure rate

among 1% year Diploma students, and their “fear” of failing are clearly shown in
this chart

Naable

11%

Did not 1ake A probado
the exam T 13%

36%

Suspenso
10%

Figure 3—2 Traduccion I (Inglés) 1992-93 june session

- Notable

Sobraaliente 1%
.

I %
- Aprobade
Did not take % 10%
the exam
43%
Suspenia
45%
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carry out any formal intra- or inter-rater reliability checks. This
made it impossible to demonstrate that they had been consistent
in the criteria they applicd throughout the batch of examinations
they had marked, or that they had all used the same criteria. The
members of the Examining board controlled the question of
cvaluation criteria on a purely ad hoc basis, as and when
problems arose during examination sessions. In general the kind
of problem that provoked discussion and subsequent decision-
making was to do with students who had failed the examination
on five separate occasions, and were therefore only able to sit it
once more. In response to the vagaries of this situation, at the
beginning of the 1992-93 academic year, a sct of criterion
descriptors for written production was published. At the same
time, the achievement level for the course was set at equivalent to
Cambridge Advanced English in reading and writing skills, and
this was also made public,

3.4.1.2 Student numbers
From the data we encountered we can only conclude that the
subject in question, Traduccion I (Inglés) clearly proved an
efficient pseudo-entry test. Our analysis of the failure rate makes
this quite clear. Access to the Diploma course was limited to 200
students per year, divided into three divisions: 80 students were
admitted 10 study the Spanish-English combination, 80 more for
Spanish-French, with 40 admitted for Spanish-German,

In 1991-92, 218 students registered for Traduccion I (Inglés); a
year later there were 221. All were eligible 1o take the exam in
the corresponding sessions, but in June 1992 only 140 of them
(64%) acually decided to sit the exam. A year later this figure
fell to 126 (57%). The majority of these students had either
failed, or chosen not to take the examination in previous sessions.
Many, when asked, would say they had decided not 1o take the
examination previously for fear of failing. In the two sessions in
question, the failure rate, (Figures 3—1 and 3—2) was as high. In
1992 this reached 63% (88 of 140 students registered), and in
1993 it rose to 78% (98 of 126 candidates) (Actas de Traduccion
1 (Inglés) 28 June 1993; 8 July 1992).

3.4.2 PRE-DIPLOMA COURSE L B ENGLISH PROFICIENCY
The application of a de facto entry test through the first year
subject Traduccion 1 (Inglés) indicates the level of concern
among teachers over the standard of LB English among students
on the diploma course. It is not our concern to question the
motives behind their preoccupation, but it is clear that some
aspects of the student population were less than satisfactory. The
very wide range in levels of English proficiency and the class
sizes were in themselves factors that would inevitably impede the
learning process.
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3.4.2.1 A first attempt at dama ge limitation: 1991-92
A first attempt at damage limitation was initiated in the academic
year 1991-92 when seventy-six first year Diploma course
students were pre-tested 1o ascertain their level of proficiency. In
October 1991 a test loosely based on a Cambridge Proficiency in
English past paper (date unknown) was conducted, and three
members of staff marked the seripts. As in the case of the course
final examinations for Traduccion I (Inglés), neither intra- nor
inter-rater reliability were checked, nor was the test externally
validated. The resulting frequency distribution of the scores
attained by candidates, shown in Figure 3—3 below, and the
descriptive statistics calculated from their results revealed the
inadequacy of the test instrument despite the best intentions that
lay behind its use.

The frequency distribution of a set of test scores will reflect
certain aspects of the test itself, and of the individuals who take
the test. The larger the sample, the more the curve can be
expected 1o resemble the NORMAL DISTRIBUTION represented by
a bell-shape (Rowntree 1981:57-81). The frequency distribution
derived from this test was far from “normal™. [t did not have two
equivalent peaks, but the existence of two scparate curves was
obvious. The first of these had a negative skew based around the
mode of 10 out of 20; the second had a positive skew based
around the mode of 14 out of 20. These curves indicated that the
test instrument was measuring two separate populations. If the
purpose of the test had been to divide students into two broad
bands according to ability it would have more than satisfactorily
served its purpose. As can be scen (Figure 3—3), a rough break
could be made between 12/20 and 13/20, representing a trough
between the two curves. Furthermore, a range of 16 marks out of
a possible 20 is clearly strange.

3.4.2.2 Discussion
We conclude that the raters used different criteria in the marking
process. The testing exercisce was basically flawed as no double
marking of papers or any other form of moderation of criteria or
scores took place. These errors within the marking process will
later be seen to be repeated when we describe the entry test for
mature students held in April of the same academic year. One
positive aspect of this exercise was the fact that numerical marks
were recorded for all candidates enabling us to carry out the
statistical analysis shown here.

3.4.2.3 A second attempt: 1992-93
A change of approach followed in 1992-93, when a commercially
available test instrument - the Oxford Placement Test (OPT)
(Allan 1990) - was administered as the pre-course test. This test
was chosen because of the detailed information about its
reliability and validity published in the manual. It was also seen
1o be relatively easy to administer and correct. A further point in
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its favor was the fact that scores are calibrated against a set of
proficiency levels expressed in terms of widely recognized
examinations, as shown in Table 3—I.

Table 3—1 English language proficiency levels as described in the OPT, by
reference to other criteria. Adapted from Allan (1990).

Level

Descriptor

Advanced to
near native

Upper
intermediate to
advanced
Intermediate to
upper
intermediate

Lower
intermediate to
intermediate.

Post-
elementary to
lower
intermediate
Elementary to
post-
elementary

Good Cambridge CPE level and above.
Potential candidate for Cambridge
Diploma.

Potential candidate for Cambridge CPE,
ARELS Diploma, RSA Stage lil, RSA
Communicative Test at advanced level.
Potential candidate for Cambridge FCE,
ARELS Certificate, RSA Stage Il, RSA
Communicative Test at intermediate
level, Oxford Delegacy Higher.
Potential candidate for Cambridge PET,
ARELS Prelim, RSA Stage I, RSA
Communicative Test at basic level,
Oxford Delegacy Preliminary.

The full OPT Listening sub-test was used in combination with the
Grammar Part One sub-test. The Grammar Part Two sub-test was
not used as the OPT instructions (Allan 1990) suggest this is best
reserved for discriminating at more advanced levels. The scores
for the two sub-tests were given equal weighting, and the results,
scaled to a score out of 20, presented a fairly normal frequency
distribution (Figure 3—4) and acceptable descriptive statistics
(Table 3—2). Ninety-four percent of students were at or below
the level of Cambridge First Certificate, and only 9.6% were
alrcady at the target level established for the course.
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Figure 3—3 Traduccion / (Inglés) Pre-course proficiency test 1991-92. What a
frequency distribution should not look like: the “twin peaks” clearly show
something was wrong with this test.

12

Candidates (n = 76)

Figure 3—4 Traduccion | (Inglés) Pre-course proficiency test 1992-93. The

curve produced by these results is much more “bell-like”, than that of the
previous year's test.
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Table 3—2 Pre-course proficiency test 1992-93. An acceptable set of
descriptive statistics.

Mean 14.04
Median 14.10
Mode 155
Standard error 0.16
Standard deviation 1.72
Skewness (0.48)
Variance 2.97
Level of confidence: 95% | 0.31

A comparison of the two histograms clearly highlights the
contrast between the different pre-course tests. This difference
could be explained in two ways: either, the commercially
produced testing instrument used in the second year produced
much more accurate figures, or the nature of the population
changed remarkably from one year to the next. We are inclined to
favor the former explanation.

3.4.2.4 Conclusion
From our analysis of the situation regarding LB English
proficiency, and the attempts made both to establish minimum
standards and 10 measure proficiency levels, we concluded that
the previously undocumented supposition that an entry test was
essential did have an empirical foundation. The process of
analysis we have described enabled us to establish the OPT as
onc instrument that could later serve as a benchmark against
which to validate our proposed test, at least in as much as this
could be said to measure LB English proficiency. Consequently,
we can say that the Diploma experience would serve as a means
of gauging whether or not our test, at the very least, produced
results that did not make the situation worse.

3.4.3 THE SYNTHETIC APPROACH TO APTITUDE TESTING IN SPAIN
However, one arca of university entry procedures did permit the
use of an aptitude test, and that was within the regulations for the
admission of mature students— those over 25 years of age. This
gave us the opportunity to study a specific mode! of test and
consider its value for further use in the degree course entry
process. The exercise that we now describe contains a number of
the essential flaws we have previously seen in our analysis of the
diploma pre-course proficiency test. In this case, these are
compounded by a lack of any numerical marking that might be
susceptible to statistical analysis.
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3.4.3.1 The Diploma course entry test for mature students, Granada
April 1992

Before the degree program, the only specific entry test that could
be used was one designed to select suitable candidates from
among the mature students who applied to enter the University
School of Translation and Interpreting (EUTI). In April 1992, no
written description of this test instrument existed, but the test
“specification”, such as it was, was passed on by word of mouth
from one teacher 1o another, The test, essentially of the synthetic
type, demonstrated an emphasis on the quality of written
performance in LB, which had been central to the concerns of
teachers. This model is still used in one form or another by many
centers teaching translation in Spain, and in Chapter 9, we
describe an improved version currently in usc at the Autonomous
University of Barcelona (UAB). For the moment, we will
describe the test as administered in Granada.

Three members of the teaching stafT participated in an
Examination board with full, autonomous authority for all aspects
of the test. They were chosen to represent each of the three LBs,
English, French, and German. A fourth member of staff, a native
speaker of Spanish was invited to participate as the oral source
for the exercise, but did not form part of the board.

The entry test was administered to a population of 33 individuals,
out of a total of 41 who had actually registered for it. Of these,
one person had chosen 1o take the test in both LB English and
French, while all of the others had chosen one language B only.

The procedure by which the test was administered was as
follows: A 15-minute lecture was read aloud by the native-
speaker of Spanish. The text had been previously chosen by the
teacher concerned, without consulting the members of the board,
on the basis of his understanding of the nature of aptitude for
translation. This teacher did not actually teach translation, but had
a number of year’s experience in the School. Candidates listened
and made notes during the course of the lecture, which lasted
some fificen minutes. They were then given the task of writing an
LB summary of the content of the lecture. A time limit of 45
minutes was established, but a word limit was not specified. The
candidate who had applied to study in two LBs was given extra
time in order to write a summary in cach of the languages. The
members of the Examining board responsible for cach of the
languages then marked the summaries. In doing so, they were
only required to make Pass/Fail decisions.

3.4.3.2 Discussion
As with the pre-course test described above, this examining
process gave rise to many difficultics. Members of the Examining
board were neither required, nor apparently did they expect to
discuss or have to agree criteria for marking scripts. One member
of the board offered the concept of libertad de cdtedra as a cane
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blanche for total independence and autonomy. Checks of intra- or
inter-rater reliability were not made, and as scores were not
recorded numerically, nor did any formal written criteria exist, it
was impossible to carry out even the most rudimentary post-
examination analysis. In one-to-one conversations after the
marking process had been completed, it was apparent that the
Board members had very different philosophies as to the purpose
of the test excrcise, and that they did not conceive it necessary 1o
come to any sort of consensus agrcement. These differences
revealed themselves in the approach taken to marking and the
unbalanced pattern of passes and failures pictured in Figure 3—S3.,

The balance indicated by the first two columns, which are almost
identical in size — 17 candidates failed and 16 passed — is very
different to the picture when we consider the breakdown by
languages. For English, only a minority of candidates passed
(21%), whereas in French and German the figures were more
than reversed, with 89% and 80% of passes, respectively. One
member of the board used the mechanical error-count method
criticized by Heaton (1981), while another applied a balance of
this approach holistic impression marking (Heaton 1981). The
third acted out of the conviction that anyone who, at the age of 25
or older wanted to start university studics, should be given every
opportunity 1o do so. He only failed one candidate because he not
demonstrated even minimal linguistic competence, and he felt he
had no choice but to do so. Clearly, a great degree of
inconsistency was apparent in the results.

No statistical analysis of results obtained by using this model has
been published, Consequently the reliability or validity of this
particular test, or of the usc of this model of test in Granada, has
never been demonstrated. From the relatively superficial study
that we have presented here we conclude that they were highly
unlikely to prove either reliable or valid due to the manner in
which they were administered. This does not completely
invalidate the test, though, and satisfactory administrative
procedures could be designed and developed in order to satisfy
criteria of reliability and validity. However, it is obvious that a
number of constraints on the much-prized freedom — libertad de
cdtedra — enjoyed by board members, would have to be
introduced in order to establish basic standards of inter- and intra-
rater reliability.

3.5 Predicted candidate numbers

Student matriculation prior to 1992 was a further factor that had
to be taken into consideration in order to begin the process of
planning for the entry test. Initially, the first degree program was
to adopt the same mumerus clausus as the Diploma: 200 students
in total, made up of 80, 80, and 40 for English, French and
German, respectively. Despite the fact that sixteen public and
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private universitics had at this stage begun, or announced their
intention to begin to teach the degree program, a large number of
applicants were still expected. It was argued within the
University of Granada that the prestige held by both Granada and
Barcelona would ensure high numbers of applications from all
over the country at both of these centers. Moreover, the
university authorities’ decision that on this occasion no
examination fee would be charged supported this view.

In order to sct a target number of candidates, we studied data
supplied by the E.U.T.1. office covering student applications for
places on the Diploma program over the previous five academic
years, from 1988-89 to 1992-93. The statistics gathered were
extremely healthy, and although a figure as high as 1,108
applicants — the average for June sessions over the period
studied — seemed highly unlikely, the School decided to work on
a maximum of 700 possible applicants for the three languages.
This decision, arguably on the high side, made it essential that the
administration of the entry tests and the subsequent process of
marking be as fast and as efficient as possible. Taking into
account this target, and the fact that the entry test date had to fit
into the timetable of university entrance cxaminations, and be
administered on university premises meant that logistical
considerations would need to play a significant part in the test
design process. The question of the overall practicality of the
entry test, which we will define in Chapter 7, comes to the fore
when we consider the dimensions of our task.

3.6 Admission to Tran slation studies around the world

A second input to our study were those publications that dealt
specifically with the question of entry to Translation studies
programs around the world. However, in this field we were
disappointed to encounter a near absence of publications on the
subject. The two major articles dealing with the topic come from
the University of Ottawa, Canada, and were apparently based on
the same set of data. Bossé-Andricu (1981) and Campagna and
Dionne (1981) made detailed studies of admission to Translation
studics programs in francophone countries, and most specifically
in Ottawa. From their conclusions we drew a number of pointers
towards possible outcomes of our aptitude test results. In
particular, we found Bossé-Andricu’s conclusions with regard to
the relative importance of LA and LB, and her correlation of a
range of academic measures highly relevant.

3.6.1 BOSSE-ANDRIEU'S STUD Y OF FRANCOPHONE COUNTRIES
Bossé-Andrieu (1981) surveyed admission procedures to schools
of translation and interpreting in Belgium, Canada, France and
Switzerland. She worked within the context of centers teaching
translation from and into LA French from LB English and/or
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Figure 3—5 Entry test for mature students (Actas de/ examen de acceso a la
Universidad de aspirantes mayores de 25 arios. April 1992)
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Figure 3—6 Dropout rates in two francophone countries (Bossé-Andrieu
1981:466-68)
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other languages. She highlighted the wide range of entry criteria
used in different centers, and the variety of procedures adopted,
while focussing on the common problem of “student mortality™
as depicted in the drop-out and failure rates of some of the
centers. Although she is not able to offer statistical details for all
of the centers in her study, we present a comparison of the two
centers for which data is almost complete in Figure 3—6. No
numbers are given for the total of applications in Brussels, or for
the dropout rate between first and second year in Geneva.

The basic pattern can be seen to be the same in both Brussels and
Geneva, and this is reflected in the dropout percentages given for
the other centers. For example, the ETI at Mons experienced a
50% dropout afier the second year, and among the Canadian
centers Glendon College and Moncton University lost 34% and
60% of first year students, respectively; while for Ottawa, Bossé-
Andricu reported that only 40% completed their studics.

The purpose of this comparison of dropout rates and admission
procedures was to contextualize a correlation study carried out at
L'Ecole de traduction et d’interprétation de I'Université d'Ottawa
(ETI1). This compared course results achieved in secondary school
with first and second year studies in the ETI in order to shed light
on the risques d’erreur dans le recrutement des candidats (472).
It was important for her to include second year results because in
Ottawa students begin Translation Studies in their second year at
the university. The measures used included LA French and LB
English, Translation B-A, and Secondary school achievement
grades.

The study described five European and eight Canadian centers,
with data drawn from published brochures and/or gathered at a
conference (APFUCC 1980). Brief descriptions of entry tests
were also included.

In both the European and Canadian centers selection included
consideration of Secondary school marks; in some it also
included first year/cycle university marks. Four out of five
European centers selected on the basis of entry tests: only
Brussels accepted candidates via the Belgian general University
entrance test. At Mons, tests of motivation and ortentation had
been used previously but these were abandoned as the results
were considered not to be significant. In the four remaining
centers, candidates took a test in LA (Freach); three centers also
set a test in LB (English). All four set translation tests of different
linguistic combinations: B-A, at all four centers; C-A, at three; A-
B, two; and A-C, one. The language tests took various forms and
generally involved a synthetic approach to testing, particularly
with the use of A-A summary exercises, oral or written. At one
center, a more analytic approach was taken to LB testing of
grammar and syntax.
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Only three of the eight Canadian centers tested LA and LB; two
others used non-eliminatory placement tests. A-A summary
writing exercises were used by all three centers. At Ottawa these
were supplemented by analytical exercises including multiple
choice question (MCQ) tests in grammar, vocabulary and
anglicisms. Two centers used LA error-correction exercises, and
all three tested LB reading comprehension and LB grammar.

3.6.1.1 Djscussion
Bossé-Andrieu’s findings from her comparison of centers
indicated a consensus on candidates’ need to demonstrate their
ability to write and think “well”, with little agreement on what
this meant in practical terems. She drew three conclusions: firstly,
that — exactly like their Spanish counterparts — the centers
preferred to use their own selection process in addition 10 the
general University entrance procedures as this combination had
resulted in a lowering of failure rates, although she offered no
data in support of this. At the end of the 1970s, she indicated that
this trend was on the increase with more and more of the
Canadian centers introducing their own tests. Secondly, she
found that there was little statistical evidence available on which
to make reliable judgements either in support of the status of the
tests being used, or against them. As in Spain, no data had been
published. Thirdly, she concluded that centers placed far greater
importance on candidates’ skills in LA as opposed 1o LB, on both
sides of the Atlantic. The difference being that Canadian centers
were more inclined to value correciness, precision, clarity,
analytical and synthetic skills, comprehension and re-expression,
than their European counterparts. For them, written production
took precedence, as demonstrated in documentation published by
the Institut supéricur interprétariat et traduction de I'Institut
catholique de Paris (ISIT), where vocabulary, sens de la langue
and the quality of written production were the stated criteria by
which candidates were judged. In a clear contrast to the
prevailing situation in Spain, on both continents, for Francophone
teachers of translation, LB was clearly regarded as something
students could lcarn: LA reading and writing skills were
considered a better measure of aptitude, both implicitly and
explicitly.

To begin our analysis of Bossé¢-Andrieu’s results we present the
scale by which Cohen and Mannion (1989:168-69) propose that
the relationships between variables expressed through correlation
coefTicients be interpreted (Table 3—3).

If we follow this scale, the 1arget for a correlation coefficient in a
study of this nature would be r >0.65. However, Ehrman (1995),
working in the ficld of aptitude testing indicated that for practical
purposes she had modified the widely accepted interpretation we
have been discussing. In order to take into account the highly
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Table 3—3 These are crude labels that we attach to rvalues

Coefficient value
r

Description

0.20-0.35
0.35-0.65

0.65-0.85
>0.85

Of limited use.

Of little use unless corroborated by
more than one study.
“...accurate enough for most purposes”
Strong correlation

homogencous nature of the population she was studying, Ehrman
set » 20.20 as her minimally significant correlation coefficient.
From this debate, we conclude that the more detailed the
information available about the demographic makeup of the
cohorts studied, the more “relaxed” we can be in our
interpretation of the coefficients produced.

Table 3—4 Cohort A: Students from CEGEPs (Collége d’enseignement général et
professionnel) in Quebec province, and who studied first year subjects in the
ETlin 1977-78 (Translated and adapted from Bossé-Andrieu 1981)

SSch Fr  SSch SSch TR 2588- TRA TRA 2522
Eng QOverall 89 2311 (Translatio
(French)  (English n B-A)
)
SSch Fr | Nodata Nodata 0.207 No data 0.197
SSch Eng 1 No data No data 0.339 0.162
Ssch 1 No data No data 0.254
Overall
TR 2588~ 1 No data 0.784
89
(French)
TRA 2311 1 0.371
(English)
TRA 2522 1
(Trans-
lation B-
A)

In the study in question, Bossé-Andricu compared pre- and post-
entry course marks in her search for potential predictors of
aptitude. These had been collated from two cohorts, which we
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have labeled A and B, No details were presented as to the number
of individuals in cach group, and little was revealed of their
demographic makeup. Cohort A was formed by students who had
entered ETI through the Quebec secondary school system, and
who had undertaken their first year of Translation Studies in the
ETI. The marks analyzed in their case were: the overall
sccondary school score (SSch Overall), equivalent to the
sccondary school average (Vigneault 1998) in Spain, and the
results for secondary school French (SSch Fr) and secondary
school English (SSch Eng) language courses. To these were
added three university course subjects which were the target
measures of the study: a French language course taught within
the ETI (TR 2588-89), and English language course also taught in
the ETI (TR 2311), and an English into French translation course
(TRA 2522). All three subjects were taught within the ETI. These
three university courses would, superficially at least, appear
equivalent to the current LA Spanish, LB English, and General
translation B-A subjects that appear in the current degree
program in Granada. \We present a translation of the original data
in Table 3—4, which we will now comment on in detail,

Due to the lack of demographic information available, we
initially interpret the strengths of these against Cohen and
Mannion’s guidelines (1989:168-69). Accordingly, we scc that
sccondary school marks for French and English, and the overall
secondary school score, all of which produce positive
correlations, fail to provide coeflicients of more than “limited
use" when correlated with marks for translation. Similarly, the
correlations between secondary school French and a university
French language course, and between secondary school English
and a university English language course, are both below 0.35.
This in itself is evidently strange. The only explanations that we
can imagine are cither that the academic criteria used in
secondary schools and at university are very different, or that the
low correlation is a factor of the difficulties individuals may have
encountered in changing from the secondary to tertiary learning
environments. The correlations between courses taught by ETI
teachers prove to be consistently stronger than those taught by
teachers from other departments. The correlation between the
French Janguage course and Translation from English into French
is as high as 0.784 and that between the English language course
and the same translation scores 0.371. These statistics would
seem to support the first of our explanations. That is, that teachers
in the university usc different criteria of evaluation to those
applied in secondary schools. Intuitively, this explanation does
appear to have a certain face validity, especially if we consider it
logical that teachers within the same school, the ETI, are also
likely to share academic criteria. Homogeneity among raters,
while never guaranteed is at least highly desirable.

On the other hand, we could apply Ehrman’s much lower target
correlation coefficient (20.20). We can justify this by taking into
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account the probability that a degree of homogeneity almost
certainly existed among the members of the cohort. We then find
that the two relationships that fail 10 achieve this standard are
those between secondary school French and English language
courses, and the university taught translation course (0.197 and
0.162, respectively). The low nature of these correlations may be
accounted for in that translation, as an academic discipline, was
presumably new 10 all of the students and that therefore the
subject was likely 1o bring out different qualities in candidates. In
this sense these figures would support Bossé-Andricu in her
search for an adequate aptitude test to measure candidates prior to
entry to Translation studies. Our further interpretation of the
results against Ehrman’s criterion, can only underline the
extremely high correlation between the university-taught French
language and B-A translation courses (0.784).

Table 3-—5 Cohort B: Students from secondary schools in Ontario who followed
first year studies in the University of Ottawa in 1976-77, and first year studies
in the ETl in 1977-78. (Translated and adapted from Bossé-Andrieu 1981)

Univ Fr  Univ Univ TR 2588- TRA 2311 TRA 2522
Eng Overall 89 (English)  (Translatio

(French) n B-A)

Univ Fr 1 No data Nodata 0.271 No data 0.1

Univ Eng 1 No data Nodata  0.30S5 0.603

Univ 1 No data No data 0.394

Overall

TR ] No data 0.964

2588-89

(French)

TRA 1 0.557

2311

(English)

TRA 1

2522

(Trans-

lation B~

A)

If we turn now 1o Cohort B, we find a very similar pattern of
results (Table 3—S5). This cohort was composed of students who
had entered university through the Ontario secondary school
system, and who had studied subjects other than translation for
one year within the University of Ottawa, before entering the first
year of Translation studies in the ETI. The secondary school
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marks analyzed for Cohort A were replaced by “parallel” marks
for subjects taught within the university, but outside of the ETI.
These were university-taught courses in French and English
language, and the overall average for first year university studies.
The other three variables were the scores achieved in the same
three ETI-taught subjects: French (TR 2588-89), English (TR
2311), and B-A Trans (TRA 2522).

The general pattern of the correlations is almost identical. The
only significant difference lies in the much higher coefficient
recorded for the relationship between the university-taught
English language course and the B-A translation course. At
0.603, this almost reaches Cohen and Mannion's minimally
acceptable target of 20.65. This figure is supported by the higher
correlation achieved by this cohort for the relationship between
the LB English course and B-A translation (0.557, as opposed 10
0.371 for cohort A), both of which are taught within the ETI.
What is of interest is the low correlation between the university-
taught French language course and LA French taught within the
ETI(0.271), and the even lower relationship between this and B-
A translation (0.111): the lowest of all of the correlations
presented, and in direct contrast 1o the figure of 0.964, recorded
for the relationship between Language A as taught within the ETI
and B-A translation. At this distance, both in time and space. we
can only speculate on the underlying causes of these sharp
contrasts, and it is not the purpose of this study to delve into this
area. However, a clear divergence of program aims, content, and
cvaluation criteria would seem to have existed at the time of the
study. In the light of this evidence and the experience of the entry
test for mature students, which we have described earlier, a
further research question, therefore, arises: do similar
differences exist between subjects taught within the
University of Granada? It is not the purpose of this study to
look deeply into this issue, but we suggest that comparability of
studies is an issue that requires further research.

Bossé-Andrieu’s conclusion to the first part of her study was that
written production skills in LA were belicved to be an essential
measurement of aptitude for translation. Furthermore, from the
results of her correlational study, she inferred that LB was best
taught in the specialized schools of translation; and that what was
termed moyenne générale — the overall secondary school
average and equivalent to the Spanish nota media de COU y BUP
— was a better indicator of aptitude than were pre-entry course
marks in LA or LB. This measure of general intelligence finds an
echo in the measures used by Ehrman in her studies (1993,
1995a, 1995b) and in the pioneering work on which she based her
rescarch by Carroll (Carroll and Sapon 1959). We suggest that
this latter conclusion is not clearly supported by the correlation
cocfTicients she presents. We do so on the grounds that, in the
absence of more detailed demographic information that might
indicate the homogeneity of the cohorts studied, very few of her
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results achieve the minimally accepiable target for a correlation
coefficient of 20.65.

3.6.1.2 Conclusions
Bossé-Andricu drew her research question from the anccdotal
records of colleagues and counterparts throughout the
francophone world in the same way that we began our analysis of
the situation in Granada. While there was little agreement on
some matters, for example the wide range of instruments used in
the process of test candidates prior to entry, there was an implicit
understanding of aptitude for translation. Her correlation study
did not describe the instruments used in measuring the course
scores that it compared. These may have been single examination
marks, or continuous assessment marks; they may have been
integrative tests or analytic tests; they may or may not have
involved exercises in translation. Nor did it offer detailed
information on the size and characteristics of the individuals in
cach cohort. Furthermore, the relative weakness of some of the
correlations gives risc to questions. A correlation as low as 0.111
between a university taught course in French language and
another in Translation into French seems highly unusual, but
further research into the possible nature of these correlations
would seem 1o have been postponed sine die.

All this notwithstanding, Bossé-Andrieu’s work represents the
first, empirical analysis of measures of aptitude for translation
and it has informed our study in a number of areas. Firstly, it has
provided us with a counterbalance to the LB oriented concerns of
teachers in Spain indicating that at least as much, if not more
atiention needs 10 be given to the testing of LA in the entry
process. Secondly, it has shown the perceived impertance of
wrilten expression, over and above any consideration of the so-
called “passive” skill of reading comprehension. And thirdly it
has thrown up a number of methodological considerations
directly derived from the interpretation of a correlational study.
We will return 1o all of these points later, when we deal with our
test specification and design, and with the criteria by which we
propose to evaluate our resuits. One further point of interest is the
fact that Bossé-Andrieu has also opened up an area for further
potential research, namely that of the divergence of results
obtained by students studying different courses within the same
university. But that must be left aside for future analysis.

3.6.2 A PARALLEL STUDY: CAM PAGNA AND DIONNE (1981)
At the same time as Bossé-Andricu was carrying out her research,
two of her colleagues were conducting a complementary study.
Campagna and Dionne (1981) made a longitudinal study into the
relationship between two measures of aptitude, an inventory of
interests, and success in university studies defined as average
annual levels of academic attainment and as course final
academic achievement. Each study had different rescarch
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objectives: while Bossé-Andrieu was primarily interested in the
process of admission to programs in Translation studics with a
view to minimizing student mortality, Campagna and Dionne
approached the question from the position of the University
Counseling Service. Their aim was to look at student mortality
and academic success, by describing a possible profile of the
Translation studies candidate in the hope that they would be able
to detect factors indicating which candidates had an appropriate
profile to ensure successful completion of the course.

The study, over the period 1977-80, produced results in line with
the authors’ initial hypothesis that there would be weak but
discernable positive correlations between these measures, The
study was based on a small population (Year 1 N = 34) which
undenwent the inevitable process of erosion (Year 2 n= 22; Year
3 n = 15) that rendered these results of no more than a descriptive
value. However, their statistical analysis did indicate the overall
adequacy of their hypothesis and of their research procedures,

At this point, we feel it important 1o state that we have been
unable to ascertain whether or not the figures presented by
Campagna and Dionne overlaps with those of Bossé-Andricu. It
may be that some or all of the students involved in one study
were also part of the other. Attempts at correspondence with
Louise Campagna, who has now retired from the University of
Ottawa, have gone unanswered to date. Jacqueline Bossé-Andricu
has replied, but is unable to offer more than the data in her
publication, and copies of some of the documents pertaining to
the Round Table conference (APFUCC 1980; Deschamps
undated) at which she gathered her initial comparative data.

Campagna and Dionne highlighted a number of points that are of
interest. They coincided with Bossé-Andricu in regarding the
secondary school average as a measure of overall intellectual
ability — Bossé-Andricu had gone as far as to label this as a
measure of intelligence quotient (IQ). In addition they made a
specific division of aptitude into academic aptitude and verbal
reasoning, and used specific tests for cach. Their results
supported the general predictions of the test-writers. They also
highlighted the lack of prior rescarch in the specific area.

3.6.3 A POSTSCRIPT FROM WES TERN CANADA
Rainey (1988) echoes the opinions of translation teachers in
Spain on standards of LB proficiency attained in secondary
schools, although his conclusions arc more positive than those of
his Spanish counterparts. He does not suggest the need for a
scparate entry test. In a descriptive study with no empirical
content, the author looks at qualitative aspects of written
production. He bases his study on quotations from the press in
Britain, France Canada and US, and from writers on the subject
of the language crisis. Rainey concludes that even if language
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crises exist neither English nor French are going to disappear.
However, translation students must be aware of the abuses to
which language is subject, especially for political purposes. Any
publicity given to the language crisis is no bad thing if it
improves awareness of, and stimulates interest in language per sc,
Teachers, he suggests, have to draw a fine line between “pedantic
description and a laissez-faire attitude” for many language
changes are “trivia or matters of personal taste™.

3.6.4 ArTITUDES IN THE US

In the anglophone world, the experienced voice of Wilhelm
Weber (1984) stands out in support of Bossé-Andricu’s findings,
although his work lacks the support of empirical evidence. Weber
emphasized the greater importance of the students’ command of
their LA.

Weber described his experience of trainee translator aptitudes. He
affirmed that good grades in advanced composition and essay
writing were a particularly good indication of aptitude. He put
forward the belief that “writing and stylistic exercises are
exercises in intellectual self-discipline and flexibility ~ two
extremely important aptitudes in a transltator (4). In addition he
cmphasized the importance of the command of LA. Interestingly,
and without any empirical evidence to support him, he coincided
with Bossé-Andrieu's results indicating the significance of
secondary school results.

3.6.5 A WORLDWIDE PERSPECT IVE

3.6.5.1 Austria

3.6.5.2 Uruguay

The First Language International Conference (Dollerup and
Loddegaard 1992) provided a wide-ranging, but unsystematic
overview of entry procedures 1o courses in Translation studies,
with contributions from countries as far afield as Austria, Israel,
Uruguay, and Switzerland.

Mary Snell-Homby reported (9-22) that at the Translation and
Interpreting Institute Vienna, legal constraints on university entry
meant the center had no legal right to select candidates once they
had obtained the school-leaving certificate. She indicated that the
dropout rate there was high. This placed Vienna in a situation
similar to that in Spain and Belgium.

Sainz (69) reported that university entrance in Uruguay was
automatic for those candidates who passed all of the
corresponding subject examinations at the end of their secondary
schooling. However, there was an entrance examination used to
establish LB proficiency and ensure homogencous teaching
groups. This examination consisted of two short passages, for B-
A (English into Spanish) and A-B (Spanish into English)
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3.6.5.3 Israel

translation. In addition there was a language paper in which
candidates were examined in reading comprehension and
grammar along the lines of the Cambridge Proficiency
cxamination,

Amit-Kochavi (93-97) reported that Translation studies leading to
a professional qualification were taught at postgraduate certificate
level in Israel, where an entrance test was taken, which involved
the translation of “two or three scientific texts™.

3.6.5.4 Switzerland.: Zurich School for Translation and Interpretation

Finally Renfer (175) described the varied entry system used in
Zurich, where entry requirements covered a number of options:
candidates may have successfully completed secondary
schooling, or have taken centain preparatory courses, or take an
entry test.

3.6.6 JaPAN: THE QUESTION O F VOCATIONAL APTITUDE AMONG
PROFESSIONAL TRANSLATORS

In contrast to the rescarch we have looked at so far, Szuki (1988)
reports on a postal questionnaire survey into vocational aptitude
aimed at distinguishing between “well-adapted” translators and
“well-adapted” interpreters in Japan. The study offers a range of
definitions of aptitude in the work context, all of which are based
on the supposition that it is a composite of several factors:

... mental and physiological characteristics which are
required to accomplish a job. (Ibukiyama 1969, quoted by
Szuki 1988:108)

psychological factors which contribute to the success of
occupations to various degrees ... such as perception and
intellect (Super 1957, quoted by Szuki 1958:108)

(1) intellectual factors, (2) personality factors and (3)
physical factors ... a compound of personal characteristics
appropriate for a chosen career. (Yanai 1975, quoted by Szuki
1988:108)

All of these Szuki qualifies in reaching a working definition:

I will define aptitude as including personal characteristics

which help one to choose and stick with a career. (Szuki
1988:109)

In the period June-September 1984, using a postal questionnaire
survey, Szuki contacted a sample of 244 full- or part-time
translators, interpreters or “dualists”, i.c. people who work as
both. The response rate was 38%, and among the translators this
totaled 30, replics, of whom 21 were subsequently classified as
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“well-adapted”. The criteria used to qualify individuals as such
were the subjective reports of their employers and the length of
their work experience, along with their personal comments on
their jobs.

The questionnaire clicited information about interests and
personality factors as well as basic demographic information.
Using discriminant analyses, Szuki reached the conclusion that a
series of factors ranked highly in the profiles of “well-adapted™
translators, interpreters, and dualists, respectively.

The six most important factors in the translators were

(1) Have an interest in the arts, especially in writing novels,
screen plays, drama, haiku and poems

(2) Have interest in looking after others and voluntary work

(3) Have interest in intercultural contact on the job and in
daily life

(4) Patiemt
(3) Cheerful and Iunorous
(6) Active (110-111)

While the survey is very different from that which we require, we
cannot ignore the fact that personality traits and interests form a
part of the translator and can be studicd in the search fora
translator profile. This research is similar to aspects of the FL
rescarch reported by Ehrman (19935), and necds to be considered
as a complement to the quantitative evaluation of skills that we
are involved in,

3.6.7 SURVEY OF FINDINGS
Perhaps the most important difference between the situation in
the francophone countries studied by Bossé-Andrieu and that in
Granada is the perception held by teachers within the Diploma
program of the standards of English attained by their students
prior to entry. It is not the place of this study to enter into a
comparison of teaching methods and standards around the world,
although clearly local factors have a significant influence on
developments. The fact that, for example, Canada is a bilingual
country, or that most Swiss have a command of two or more
languages, must influence their respective situations. However, it
would seem likely that an assumption of a lower LB entry point
for candidates starting to study translation in Spain could be
expected if we compare them with their Canadian or Swiss
counterparts. However, the same cannot be said of students in
Belgium or France. Where, then, does that leave this view?
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3.7 Conclusions

Our analysis of the documented and anecdotal evidence available

on the practical application of entry tests for courses in

translation and interpreting around the world revealed a number

of major difficultics from the perspective of our study, and

resolved none of them. It will be recalled that our three stated

aims for this initial study were

P To identify a model of test and test specification that
could be applied in the University of Granada

X To describe the underlying theoretical principles
behind such a test, or those which might be applied in
the preparation of a test

S To identify a rescarch design model that might be used
in the process of developing and refining an entry test.

In fact, what we conclude is that the area of entry testing for
Translation studies is as yet relatively untouched in terms of
empirical research, and that our hunt for a model, and a test
specification, must continue in other fields. Only the matter of an
appropriate research design would appear 10 have been partially
resolved by this study: Bossé-Andrieu’s correlational model
would appear to be both appropriate and adequate for our
purposes. Szuki (1988) has offered an interesting insight into
other aspects of the issue of aptitude that could be taken further in
a later research project.

In addition, our scarch within Translation studies has led us to a
number of conclusions that will provide input to the study. These
include the contrasting attitudes between teachers in Spain and
elsewhere:

Table 3—6 A comparison of aspects of entry tests in Spain and abroad

Spain Elsewhere

Perceived problem of poor Mixed views on relative

LB (English) standards balance of LA and LB

Synthetic model test Variety of models

No written test specification No published test
specification

No empirical data analysis Little empirical data
analysis, uncertain quality
No research design to follow Correlational research
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In particular the debate ranged over three principal theoretical
issucs:

B The relative importance of the two languages involved

3

The test mechanisms and marking procedures 1o be
used, whether SYNTHETIC or ANALYTIC

W The relative importance of the active, or productive
skill of written expression, against the passive, or
receptive skill of reading comprehension,

The limited statistical evidence published did little to illuminate
these issues, although it did shed some light on the research
model that we might employ in our study.

Morcover, we have compiled a list of some of the “*real-world™
problems which have appeared, and which will need to be
managed in the course of our study if the practicality of the
testing exercise is 1o be ensured.

£ FACE VALIDITY (teachers and applicants)
e Student numbers
" Test administration and marking logistics

All of these data lead us to continue our review of the literature
into other, neighboring, ficlds and disciplines, although there are
two important gains from this review of the context. Firstly, we
have discovered a set of markers (Tables 3—4 and 3—5) that
provide us with a general frame of markers on which we can
model part of our research. Secondly, we have seen a test
instrument in operation, the OPT, which can serve as one of the
measures for the validation for our test.
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OUR REVIEW of the literature on aptitude testing in the sphere of
Foreign Language Learning (FLL) had one specific objective

S to define the concept of aptitude and the terms related
10 it

as well as those of continuing our search

B 10 discover a model and/or specification
S to identify underlying theoretical principles
% to find a research design to apply in our study.

In view of the number of unresolved issues arising from our
initial investigation of the immediate historical and academic
contexts in which the entry test was situated we now embark on
an analysis of research from ficlds other than Translation studies.
We look at research into aptitude testing from Second and
Foreign Language Leaming (SLL and FLL, respectively).

We have taken the title for this chapter from Ellis (1985), a
leading authority on the subject of Second Language Acquisition
(SLA). And we begin by situating aptitude within the context of
language learning, and the factors that influence individual
learners in terms of the “route™ and “rate™ by, and at which they
learn. Ellis lists aptitude as one of five factors recognized as
distinguishing between learners: age, aptitude, cognitive style.
motivation, and personality (11). In this context, he distinguishes
between intelligence and aptitude by defining the former as a
range of general abilities, of the kind that individual learners
employ in learning all or any subjects, and the latter as a special
ability. As such, he says, research has identified the influence of
aptitude as a variable in language learning, and he cites Gardner
(1980), although he then casts doubt on the nature of aptitude in
work such as this, because we do not know which cognitive
abilities constitute aptitude,

The distinction, then, between intelligence and aptitude is onc
that Ellis chooses to investigate further. To begin with, following
Stern (1983), he suggests that aptitude is largely defined by the
test used 10 measure it. Ellis gives the Modern Language Aptitude
Test (MLAT) (Carroll and Sapon 1959) and Pimsleur’s Language
Aptitude Battery (PLAB) (1966) as examples of this. These
batteries coincide in using tests that focus on phonetic coding
ability, grammatical sensitivity, and inductive ability. Are these,
therefore, to be accepted as the cognitive skills that measure FLL
aptitude? Clearly, we do not know enough, but we can say that
the correlations between these test batteries and other external
measures of FL performance are sufficiently high as to indicate a
significant degree of success (Ehrman 1993). And this has been
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the general pattern of rescarch throughout the 20™ century, as we
will now see,

4.1 A history of aptitude testing

(Spolsky 1995) provides FL test writers and test theoreticians
with a complete history of the development of testing for
language learning aptitude. In particular, he documents the
carliest aptitude tests, produced during the 1920s and 30s, and
describes the theoretical, practical and political aspects of fully
70 years of research and test application.

From the essential motivation “to keep prospective failures out of
classes™ (117), Spolsky discusscs the still unanswered question as
to the unitary or divisible nature of language learing ability. The
debate that centers on whether or not LL ability can be divided
into discreicly testable abilities or skills has run, he says,
throughout the history of language aptitude testing.

The panorama of 1eachers agonizing over dropout rates and high
levels of student failure — exactly the situation we have
described in the University of Granada (Chapter 3) — is the
background to the first attempts 1o test. Spolsky quotes examples
of tests from as carly as 1925 (Stoddard & Vander Beke), 1928
(Luria), and 1929 (Hunt ¢t al), all of which attempted to measure
test individual abilitics through sets of sub-tests.

At that early stage, Spolsky reports, the debate over the unitary or
divisible nature of language ability was decmed “too complex™
(Henmon ct al 1929, quoted by Spolsky 1995). In further
evidence on the question, he describes more fully the results of
Heamon et al’s work. Their findings were that low positive
correlations, in the range of 0.20 10 0.60, did occur between
language ability as measured by objective test, 1Q, and Secondary
school marks. Furthermore, they found that these Secondary
school averages - drawn from all subjects studied - were better
measurces than either 1Q or the more specific Secondary school
language scores. Further studies referred 10 by Spolsky (Bohan,
in Henmon et al 1929) found an even lower range of correlations,
0.15 10 0.50, between 1Q scores on entry to modern language
instruction, and later achievement grades in the languages
studied. By contrast, the Princeton test found that the best
correlation (0.480) described the relationship between the
College Board Entrance Examinations average for French,
English and Latin, and the subsequent College grades in French,
This relationship was further tested by Rice (undated, quoted by
Spolsky 1995:120) who taught Spanish grammar and vocabulary
to 100 students and calculated the correlations between the Barry
test and 1Q (0.79), and with the teacher’s mark (0.60); the
correlation between 1Q and the teacher’s mark being 0.53.
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Table 4—1 Summary of early language aptitude tests (adapted from Spolsky

1995)

Test Date Components
Language 1929 10 sub-tests  Artificial language
Aptitude (200 items (4); Prepositions;
Test Memory; Affixes;
Rules
Luria~ 1928 lLanguage Vocabulary
Orleans learning trial  exercises
Modern (8 Grammar-~  (cognates and
Language translation memorization);
Prognosis lessons in Comprehension;
Test French & vocabulary; LA
Spanish) English grammar;
Following
directions; Sound
recognition;
Accent knowledge
Princeton 10 Translation tasks
Artificial vocabulary
Language items; 6
Test grammar
rules
Barry Test Spanish
grammar &
vocabulary
Symonds 1930 English inflection;
Test Form A Translation from

English to
Esperanto;
Translation of
sentences from
Esperanto to
English; Related
words
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Test Date Components

Symonds 1930 Parts of speech;
Test Form B Translation from
English to
Esperanto;
Translation of
sentences from
Esperanto to
English; Artificial
language
Michel & 1934 Memory test:
Burkhard & Short sentences
1936 in LB German with
LA English
translations;
Analogies test of
German/English
cognates; German
grammar rules
and examples

Symonds (1930) carried out research into the validation of the
prognosis test. He concluded that the work was inherently
difficult because part of the population had been eliminated afier
the first application of the test. He reported testing for three types
of ability: general intelligence, LA, and “quick-learning” of LB.
The use of translation ability as a measure of grammar
knowledge was reported as being “good”. A later version of this
test produced correlations of .71 between the prognosis test and
achievement tests in the foreign language. In 1933, Richardson
carried out a study based on Symonds test and found that it
correlated well with 1st semester Secondary school scores (0.60),
and that IQ scores “added little” to the information gathered. Lau
(1933) found the same level of correlation (0.60) between the
Symonds test and American Council Alpha tests taken at the end
of the st semester of Secondary school.

Michel (1934 & 1936) published further comparative work on the
Symonds test and the lowa Foreign Language Aptitude test and
(with Burkhard) on a Prognosis test for German. This latter
instrument was reported to give a Spearman-Brown split-half
reliability score of 0.917. Their conclusions were “pessimistic™ in
that the Symonds test correlated well with language performance
in French and Spanish, but not with German.
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Maronpot made a further study of the Symonds test and
correlated results with teacher’s final grades in French (0.70), the
scholastic average (0.51), and 1Q (0.27). However, in this study
the objectives of testing were 10 grade subjects in training, not to
sclect or exclude them from training.

Todd applied a psychological analysis of the langvage learning
process. The test involved a general questionnaire; a test of
immediate memory span based on isolated digits and later
replaced by a test of logical memory; a measure of the extent of
LA vocabulary; and a test on a range of information. Later
comprehension tests were added. Again, the correlations between
1Q and the Secondary school average for languages was reported
as being good; as was the correlation between 1Q and Todd’s test.
The sub-tests in comprehension did not correlate as well as
anticipated with school marks.

4.1.1 DIscusSIoN
In the studics that Spolsky reports on a number of instruments
and measures appear, and reappear, and the correlations between
them tend to fall within similar ranges. For example, he describes
Rice’s work based on a correlation of scores between the Barry
Test, measures of 1Q, and the “teacher’s mark”, and preseats the
following results:

Other studies he describes produce similar, or poorer results, but
always between three similar instruments: a test of aptitude, a
measure of intelligence, and a reference to secondary schooling
or University grades. The most marked level of difference
between the studies is in reference to the contribution that 1Q
makes to the information derived: In the above example it is a
good marker, although weaker than the other two. In other
studies, 1Q contributes little.

Table 4—2 A summary of some of the results in Rice (undated, quoted in
Spolsky 1995)

Aptitude nQ Teacher
test
Aptitude test 1 0.79 0.60
1Q 1 0.53
Teacher 1

Clearly, our expectations in terms of the results of any
correlational element to our study should not be high, but it
scems reasonable to assume that even “low positive correlations”
would indicate a certain degree of success. Furthermore, the
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nature of the instruments that we should use in the study is clear.
These authors have used separate measures of IQ and school
achievement, unlike Bossé-Andricu (1981) who equated the two.
In our context, we will not be able 1o apply a separate measure of
1Q, and consequently we will need to take care in interpreting the
correlations between University entrance marks and Secondary
school average.

4.2 An overview of FLL aptitude

In our continuing search for a test specification, we now look at
Stern’s survey of FLL (1983), which seeks to describe the
contribution of applied linguistics and psychological research into
aptitude, to our awareness of learner diffcrences. His analysis
looks at the manner in which aptitude has been defined, and
contrasts aptitude with definitions of general intelligence. In the
table below, we see how Stern describes the two most significant
aptitude tests: the Modern Language Aptitude Test (MLAT)
(Carroll and Sapon 1959) and the Pimsleur Language Aptitude
Batiery (PLAB) (Pimsleur 1966).

At this point, we should say that, unfortunately, we have been
unable to obtain a copy of the MLAT for our own study. This is
because the test is still in commercial use. Attempts to obtain
access to the MLAT via the University inter-library loan system,
and from the British Library have all proved fruitless. Similarly,
the University of North Carolina at Chapel Hill, where John B.
Carroll is Professor of Psychology Emeritus, has been unable to
assist. They do not possess a copy, for the same reasons.

Stern sets the scene for his discussion of aptitude in FLL by
noting that it brought about the introduction of rescarch
techniques and standards derived principally from the field of
psychology. Two of the most important rescarchers, Carroll and
Lamben, are both psychologists and their initial involvement
introduced a systematic, scientific approach to research which
had previously been lacking (55).

Stern reports that the generally accepted definition of aptitude is
based on the understanding that, within a wide range of learner
characteristics, their exist some specific aptitudes which ‘good’
learners display. These enable them to achieve greater *success’
in learning the target language or languages when compared with
other learners. These aptitudes are considered among the
significant variables, which account for differential *success’
among learners. They are distinct from more general intelligence,
in that they are specifically relevant to language learning,
whether the language is the individual’s mother tonguc or a
second or foreign language. They reveal themselves in the
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Table 4—3 Constituents of second language aptitude (Stern 1983:371)

T

MLAT/EMLAT . PLAB
Ability assessed ]

Test task Names of  : Names of Test task
_descriptions tests : tests descriptions

Learn words for Number i Sound Learn phonetic

numbers in an learning  : discriminatio  distinctions and

artificial language n recognize them in

: different contexts

Listen to sounds Phonetic ! Sound- Associate sounds

and learn phonetic ~ SCript : symbol with written

symbols for them | association  symbols

Decipher Spelling ~: Rhymes List as many words

phonetically spelt ~_c/ues : as possible that

English words and
identify words with
similar meanings

The ability to discriminate,
remember, interpret, and
produce the phonic
substance of another
language. Auditory
alertness. The ability to
relate the phonology to
forms of graphemic
representation.

rhyme with four
given words

Recognize the
syntactic functions
of words and
phrases in
sentences

Words in  : Language
sentences : analysis

The ability to pay attention
to morpholegical, syntactic,
and semantic features of a
language, to relate
linguistic forms to each
other, and to develop
patterns, reqularities, and
rules from linguistic
materials: linguistic
(grammatical-semantic)
sensitivity and an inductive

Make judgements
with the help of
translations about
the meanings and
rules of use of an
unknown language.

Learn and recall
words in an
artificial language
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MLAT/EMLAT | PLAB
Ability assessed ]
Test task Names of  : Names of Test task
_descriptions tests : tests descriptions
Memory ability: the capacity
to memorize and recall
words in a new language.
Rote memory. MLAT/EMLAT
only. Not tapped by PLAB
Vocabulary  \dentify the
Word knowledge, i.e., meaning of

lexical competence in the
first language tested in

| PLAB only

: Grade-point
: average in

i academic

i areas

i Interest in

: learning a

: foreign

i language

PLAB contains a general
school achievement and
motivational component,
not considered in
MLAT/EMLAT as part of the

concept of aptitude

different words.

Information
gathered by tester

Short questionnaire

acquisition of special languages or in the learning of codes and
symbol systems. Testing for the specific skills that underlie
aptitude, and/or achievement, is used as a means of predicting

potential success in language learning,

The definition of second language aptitude and its
measurement depend upon underlying language teaching
theories and interpretations of learner characieristics and of
the language learning process. (368)

In this context, Stern points out that both the MLAT and the
PLAB are tests drawn from the audiolingual approach to FLL

that was dominant in the 1950s and 60s. The skills they seek to
test are clearly sKills that characterize this pedagogy. Sound
discrimination, sound 10 symbol matching, rote memory,

sentence structure sensitivity, and inductive language learning
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capacity, are all essential clements of this approach. However,
notwithstanding this criticism, the essential question that must be
asked is whether the tests have any practical value. Stern’s
position is that they do, and that they also contribute significantly
10 the theoretical understanding of the concept of aptitude as a
variable in the language learning process. This assertion is clearly
supported by the more recent research (Ehrman 1995), which we
will describe in more detail later.

Carroll and Sapon defined discrete arcas of language abilities
such as phonetic coding, grammatical sensitivity, rote learning,
and inductive language lcarning. They tested these through a
series of five sub-tests — number learning, phonetic script,
spelling clues, words in sentences, and number learning/paired
associates. Pimsleur proposed just three components — verbal
intelligence, which he defined after van Els et al (1978, quoted by
Stern), motivation, and auditory ability. He tested these in a six-
part battery of tests — sound discrimination, sound-symbol
association, thymes, language analysis, vocabulary, grade-point
average in academic areas, and interest in FLL. The extra
elements added by Pimsleur are significant in that they represent
the growing awareness of, and interest in non-linguistic variables
in the 60s. The addition of grade-point average, which could be
described as equivalent to the Spanish media global de COU ties
in with Bossé-Andricu’s use of a similar measure in her
correlational study (1981), which we discussed carlicr.

As Stern says, both tests are successful, but both have been
criticized by a number of rescarchers. Ellis (1985) rightly
considers that neither of them tests the ability to communicate,
being representative of the audiolingual approach.

4.3 John B. Carroll: Ap titude testing and research

John B. Carroll may well have written and researched the
question of foreign language (FL) aptitude more than anyone
clse. His publications on the subject span almost sixty years.
Recently his work has followed a natural progression away from,
but building on, FL aptitude to look at the much broader field of
cognitive processes in the individual (1993).

In our study we draw on some of his many publications (1974,
1978, 1981, & 1993) in which he deals with a number of aspects
of aptitude important for our rescarch:

w The definition of aptitude, and of related concepts

% The distinction between FL aptitude and aptitude for
translation

S FL aptitude: what it is, and what it is not.
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B The concepis of general intelligence, verbal
intelligence, and word fluency, and the overlaps
between these and aptitude for translation

S An empirical research design 1o test the validity of any
measure of aptitude

£ Statistical approaches generally used in aptitude
rescarch, and their implications

% Cognitive processes and aptitude

S The MLAT test battery

4.3.1 DISTINCTIONS BETWEEN FL APTITUDE AND APTITUDE FOR
TRANSLATION

In 1978, in the context of a NATO conference on Language
Interpretation and Communication, Carroll “speculated” about
the “{1Jinguistic abilitics in translators and interpreters”. He began
by limiting the scope of his contribution to non-empirical
research. His contact with translation and interpreting, he wrote,
had mainly been as a user of conference interpreters. Elsewhere
he was later to specify that the object of his research was Foreign
Language aptitude, and not mother tongue language aptitude.
Furthermore, he specified that his interest was strictly limited to
that FL learning that takes place in more or less formal learning
situations (1981). Carroll emphasized that, concerning foreign
language knowledge and skills, FL aptitude is associated with
rate of learning. He had taken it for granted that the two most
significant constructs in FL aptitude — phonetic coding and
grammatical sensitivity — would have been mastered by
candidates for translation and interpreting training, despite his
observations of the limited FL proficiency of some such
candidates,

In this context, Carroll’s first question is connected with the
operational definition of translation or interpreting success:

What is the criterion of success, that is, how can success in
translation and interpretation be measured? In the case of
translation (i.e. written translation), what kinds of measures
of accuracy and ¢ffectiveness could be obtained? (122)

Without responding fully to the question he then permitted
himself to enter into “speculations ... about verbal abilities and
other traits that might have relevance to performance in foreign
language translation and interpretation.” (122) He described
aspects of performance based on four situations:

ats

XS Carelul written translation
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X Quick, informal written translation
e Consecutive conference interpretation
S Simultaneous conference interpretation

Carroll then went on to discuss the aspects of verbal intelligence,
general culture and education, and foreign language knowledge
and skills that might lie behind performance in each of these. He
also suggested that appropriate tests — if available — might
measure these.

Carroll underscored the premise that FL aptitude, his specialty,
and aptitude for translation and interpreting were two different
things. Furthermore, throughout his research into FL aptitude he
has eschewed any association between FL aptitude and first
language acquisition and/or proficiency. However, in his remarks
about gencral intelligence and verbal intelligence, and in
subsequent research, he pointed to a number of overlaps between
these areas. These suggest to us that although we may attempt to
measure aptitude through a specific set of skills, we will perhaps
find that such a discrete analytical approach is adequate, but
insufficicnt, due to the complexities of the behavior we measure.

4.3.1.1 Discussion
Clearly, Carroll's initial position is different to that we are faced
with. He is looking at the training of translators and interpreters
from a range of candidates for whom linguistic competence is not
an issuc. Hence, his question as 1o the nature of the “measures of
accuracy and effectiveness™ that could be used as performance
targets.

In the case of our study, we are dealing with potential candidate
performance in the area of “careful written translation”, as
indicated by future examination results. This is the target
criterion against which we will need to correlate scores derived
from our entry test.

4.3.2 THE DEFINITION OF APTI TUDE, AND OF RELATED CONCEPTS
Carroll has written at some length about the “aptitude-
achievement distinction” (1974). In pursuing this line, he set out
to clarify the differences between two concepts that are used
widely, but with little rigor. He defines aptitude as

w. @ cONCEpl-a construct, if you will-referring to some
constellation of conditions, presumably residing in the
individual, that predispose him to either success or failure (or
some point along the continum between these poles) in some
Juture activity, in particular some activily requiring new
learning. (286. Original emphasis)
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Carroll (1981) qualified the debate over the distinction, or lack of
distinction, between measurements of aptitude and measurements
of achievement as “confused”. He discussed the close
correlations between these measures, which can be interpreted as
meaning they measure the same abilities. However, his
definitions clearly distinguish between the two concepts based on
the purpose of their evaluation.

Aptitude is a measure of “basic capabilitics™:

Aptitude as a concept corresponds to the notion that in
approaching a particular learning task or program, the
individual may be thought of as possessing some current state
of capability of learning that task-if the individual is
motivated, and has the opportunity of doing so. That
capability is presumed to depend on some combination of
more or less enduring characteristics of the individual. (Thus,
aptitude as conceived of here does not include motivation or
interest...). (1981:84. Original emphasis)

Moreover, he contrasts this with

Achievement, on the other hand, corresponds to the notion
that the individual can have acquired certain specified
capabilities of actual performance, these capabilities being
the outcomes of the learning task or program for which the
individual s aptitude may have been assessed. In the case of
Joreign language learning, we assume that it is possible to
assess the individual's aptitude before learning is started, and
then to measure the individual's degree of achievement in a
Joreign language after his having been exposed 1o the
learning program for a certain period of time. (1981:84.
Original emphasis)

The essential element in this distinction lies in the recognition
that “aptitude measures are always measures of some kind of
achievement”. When an individual responds to a test task some
prior learning has taken place 10 cnable them 10 do so. However,
whatever learning that represents is different to the ability to be
predicted by the aptitude test:

Aptitude and achievement are logically distinguishable only in
the context of a specific class of achievements that are
predicied by a specific type of aptitude. (1981:85)

4.3.2.1 Discussion
In this context, we need 1o be aware of the possible range of
results that may derive from our aptitude test. Whichever model
of test we adopt, the clement of achievement testing that will be
involved in candidate performance will be a function of the
similarity between the test and their FLL experience. The
regulations established through the legal framework that
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permitted the test stated that an entry test could not judge
elements of training that successful candidates would later be
provided with. To this extent, we sce it as inevitable that a
significant clement of the test will appear to the candidates to be
a matter FL achievement testing. This in itself could actually be a
positive factor, in that it would ensure a degree of face validity
for the test.

4.3.3 FL APTITUDE: WHAT IT 1S, AND WHAT IT IS NOT.
Carroll (1981) looks at the concept of FL aptitude and considers
what it is not — i.e. it is not the same as intelligence, or even
verbal intelligence, although it clearly overlaps with these factors.
Furthermore, he believes that it is much more difficult a concept
to measure than motivation, or interest, as it is much more
difficult for the individual to access his or her awareness of the
concept.

Carroll quotes Gardner & Lambert (1972:2):

One ... wonders abowt the aptitude factor if he looks back into
history a bit. When everyone had to know a second language,
it seems that everyone, regardless of aptitude, learned it.

4.3.4 THEG FACTOR, THEN FACTOR, AND THEW FACTOR
I would suppose that verbal imtelligence would be particularly
critical in the selection of personnel for training in careful,
written translation, because this type of work makes great
demands on the individual''s sensitivity to words and their
meanings, 1o appropriate ways of expressing ideas, and 1o the
nuances of verbal argumentation. (124)

Carroll (1993) draws on the initial description of general mental
ability - the so-called g factor - as defined by Spearman (1904),
and derived from the application of 1Q tests. This purported to be
*...arecognized higher-order factor of cognitive abilities™ but in
fact, represented thirty or more “distinguishable and important
mental abilities™ (Carroll 1993:27).

Carroll reports that specialized abilities “are largely independemt
of general intelligence.” (27), and that these have provoked
interest in their use as predictors. He then adds to Spearman’s
pioneering work Thurstone's contribution in the definition and
description of these mental abilities, called the “primary factors™
intelligence. Finally he offers his own definition of verbal
intelligence, the v factor, as

Differences in the stock of linguistic responses possessed by

the individual — the wealth of the individual's past experience
and training in the English language.
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In this context, Carroll defines his use of “English language™ as
meaning “native language”.

In an carlier study (1941 reported on 1993:123), Carroll had used
tests of the v factor that involved

= knowledge of advanced vocabulary

W sensitivity 10 established word usages

% sensitivity 1o nuances of idiomatic phrases

W ability 10 predict the transitional probabilities of words

in phrases. This he carried out through a 1ask type
called Phrase Completion, wherein the subject was
required 1o complete phrases like “Asfor.......... -
with the responses scored in terms of the frequency
with which they were used by other respondents.

His remarks about the v factor are both revealing and disquieting
from our point of view:

The verbal factor is one of the best and most easily
established factors of intelligence. It is involved not only in
tests of vocabulary knowledge, but also tests of reading
comprehension, ability and facility (speed) in detecting
semantic and syntactic ambiguities, and ability in writing
effective, highly rated themes. It would be my assumption that
effective ranslators and interpreters showld be high in this
“verbal factor". The verbal factor would be particularly
demanded in written translation, where exact verbal
expression in the target language would be required. For
practical testing purposes, the verbal intelligence factor is
best measured by a wide-range vocabulary test, with emphasis
on the exact meanings of the more difficult and rarer words of
a language. It may be expected that scores on such a test will
be correlated with scores on tests of other aspects of verbal
intelligence, such as reading comprehension tesis. (123-124)

Large overlaps exist between verbal intelligence and reading
skills, Carroll does not define what he understands by “reading
comprehension™, but it might conccivably involve the kind of
target skills that are included by Munby (1978) in his taxonomy
of communicative language skills.

Carroll continues:
Scores on verbal intelligence tests are highly correlated with
amount of education, although it cannot be assumed that a

diploma from an institution of higher learning will necessarily
be accompanied by high scores on verbal intelligence tests.
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The caveat is important, but in the context of an entry test, which
is the last in a long and intense period of examination such as our
candidates undergo during the months leading up 1o 1aking
selectividad, we must ask whether we are really testing for a
specific discrete aptitude or whether the University entrance
examination, or the Secondary school average, are satisfactory
measures in themselves.

General culture and education are closely related 1o verbal
intelligence. Appropriate tests were not available at the time of
writing his article, and in view of this, Carroll proposed that
"[e]ven if the tests assess nothing more than the level of factual
information that the individual has acquired, they are likely to be
predictive of the success of a translator/interpreter in meeting the
demands of a wide variety of contexts...”

Success, however, might be evaluated according to any one or
more of several kinds of criteria. Typically, it would be evaluated
in terms of adequacy of performance relative to an ideal standard
— i.¢. criterion-referenced — or relative 1o the performance of
others attempting the same activity — i.¢. norm-referenced. (286)

Clark Hull's Apritude testing (1928:67)

... aptitude tests may be divided into (1) those which artempt
1o duplicate all in one test the essential activities of the
occupation, and (2) those which are designed 1o isolate and
measure separately the component traits supposed to
constitute the determiners of success in the aptitude in
question. (294-293)

Carroll then goes on to examine the MLAT against these criteria
and finds that “{tJwo of the tests, however, require littie or no
learning during the actual 1aking of the tests, and are addressed to
the measurement of certain developed abilities.” Specifically,
Test 4, Words in Sentences, is a test of ability 10 solve
grammatical analogies, that is, given two sentences with a certain
grammatical clement identified in one, 10 find an element with a
similar grammatical function in the other. He states that “[this
test] ... functions as an excellent predictor of success in foreign
language learning.” (295).

Carroll then goes on to speculate about the application of
Thurstone’s "w ™ factor of productive verbal abilitics, *Word
fluency”, measured by various tests designed 10 explore the
individual's ability 1o manipulate orthographic materials has
given rise 1o the definitions of three fluencies:

% Ideational fluency, defined as “the facility to call up
ideas wherein quantity and quality of idea is
emphasized”.
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= Expressional fluency, defined as “the ability to think
rapidly of appropriate wording for ideas™.
s Associational fluency, defined as “the ability to

produce words from a restricted arca of meaning™.
(French, Ekstrom & Price 1963)

Carroll mentions that these fluencies tie in with Catell’s work
into the “g” factor (1971) and have been linked by Cattell to
personality traits.

Carroll quotes Ekstrom (1973:25):

There appears 1o be no evidence to suggest that this factor
[associational fluency] is confined to the English language. It
would be interesting to determine if the ability to produce an
appropriafte word when translating a well-known foreign
language would invalve associational fluency.

Carroll links this 1o work in the ficld of cognitive abilities, in
particular to information processing (Carroll 1967a) and to
speech shadowing (Cherry 1953, quoted in Carroll 1973).

4.3.4.1 Discussion
What, then, are the elements that we can derive from Carroll’s
discussion of these three factors, which can serve us as a means
of specifying the elements for inclusion in our test? The manner
in which Carroll describes these factors leads us to believe tha
the skills specified by Munby (1978) could serve as a basic
taxonomy of operationally defined language abilities
representative of the v and w factors, both of which could and
should be incorporated into our entry test of aptitude for
translation.

4.3.5 A RESEARCH DESIGN FOR APTITUDE
Building on the aptitude-achievement distinction we have
mentioned carlier, itsclf a crucial part of the design, Carroll
(1981) presents a series of conditions by which an aptitude test
can be judged. These amount to an empirical rescarch model for
aptitude testing.

. if aptitude for a learning task is measured prior (o an
individual’s engaging in that task, and if achievement on the
task is measwred afier a given amount of exposure 1o the
learning task, the concepts of aptitude and achievement are
operationally distinguishable. The validity of the aptitude
measurement is judged in terms of the degree 1o which it
predicts the final measure of achievement. (287)

Consequently, the distinction is conceptual, rather than
instrumental. Aptitude is measured before learning, and should
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remain constant over the period of learning; achievement could
be expected to measure zero before learning, and would be
expected to increase over the period of lcaming. The precise
instruments used to measure aptitude or achievement do not enter
this part of the research design. A so-called ‘achievement’ test
could conceivably be a measure of aptitude; so could

... data on prior performance in activities similar to those for
which we wish to predict success, and information derived
Jrom procedures for assessing personality, interest, attitude,
physical prowess, psychological state, eic. ... interest and
prior school achievement." (287)

The six conditions are that

A The mean and variance of A, (aptitude at the outset of
instruction) have values indicating reliable true-score
variance, that is, the group is heterogencous in aptitude.

ne The mean and variance of B, (achievement at the
outset of instruction) have values indicating that
achievement is zero or essentially chance, and any
variance is random crror.

W The correlation between A, and By, is not significantly
different from zero (because the variance of B,
represents only random error).

X The mean and variance of Ay, are not significantly

different from the corresponding values for A, that is,

there has been no significant change in the average and

spread of aptitude of the group from time ¢, to time 1.

Furthermore, the correlation between A,, and Ag is not

significantly different from unity when corrected for

atienuation; i.¢. aptitude is essentially constant for the
individual.

EX The mean of By, is significantly different from the
mean of By, in a desired direction, that is, on the
average there has been at least some learning of task x
by members of the group. Furthermore, the variance of
By, is such as 1o indicate reliable differences in
achievement.

R The correlations between A, and By, is significantly
different from zero; that is measurement on A, are
significant predictors of scores in By,. (288)

These conditions Carroll represents graphically as in the figure
below.
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Table 4—4 Carroll's
(1981)

six conditions to test the validity of a measure of aptitude

Initial time Period of learning on task Final time
{ X 17
Aptitude test A Aptitude test As.

(Condition 1: Reliable true  (Condition 4:
score variance in A;) No change from A;; to Ay)

(Condition 3:
Taixgix = 0)

(Condition 6:
r’a\lul!l > 0)

Achievement test Bix Achievement test

(Condition 2: No re
true score variance

liable (Condition 5: Brx
in Bix) Significant change in mean
frgm B._.,Q Bix)

Carroll recognizes that all six conditions arc unlikely ever to be
met in a specific research project. Indeed, it may be impossible to
meet them as aptitude research is normally carried out in “real-
world™ contexts, this being one of its principle failings. The
reasons that conditions cannot be met are often to do with face
validity. To begin with, the application of an achievement test at
time t, would be unusual to say the least, and would lack face
validity from the candidates’ point of view. Accordingly, we
assume that condition 2 holds, without actually attempting to
measure it. Similarly, we do not normally administer an aptitude
test at time t;, but simply assume that condition 4 holds, What is
more, the validity of condition 3, whether it is demonstrated or
not, does not mean that test A, is not a predictor of Achievement
By,

The key to the value of any aptitude test is in demonstrating that
conditions 1, 5, and 6 hold. However, again, the difficulty may lic
in fully testing these. If condition 2 cannot be met because no test
B,, has been administered, then condition 5 cannot be proven
cither. We are lefi, then, with conditions | and 6 as the
foundations on which to base any decision as to the validity of an
aptitude test.

These six “ideal conditions™ (289) are further complicated, as
Carroll describes, through the ways and mecans by which aptitude
tests are designed:

.. @ shotgum approach is the method of choice: “try anything
and see what works " seems to be the watchword." (293)
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However, from his exhaustive study of aptitude tests, he finds
that, procedurally,

... one must make an analysis of the components of the
activity: what sensory and perceptual sensitivities, motor
coordinations, learnings, dispositions, attitudes, eic., are
prerequisites for success in the activity, or at least, if
possessed, make success more likely? (293)

Reporting on the development of the MLAT, he indicates that he
had put this procedure into practice:

The primary consideration in selecting and devising the tests
of the initial [MLAT] trial battery was to include a variety of
tests each of which promised to measure some aspect of the
complex traits deemed requisite for success in the criterion
performance. (293)

Both in the test and in the lcarning situation there might be
common “elements” such as an ability to hold in memory certain
types of associations between sounds and meanings, 10 notice
certain grammatical attributes of a sentence, or to identify and
recognize certain sounds. In other words, the tasks chosen for the
aptitude tests were those which were regarded as having process
structures similar 10, or even identical with, the process structures
exemplified in actual learning tasks (1974:294). Therefore, the
tests measured the individual’s ability 1o perform the
psychological functions embedded in the criterion learning tasks.
The theoretical basis for assuming similaritics between aptitude
tasks and criterion tasks might be of the vaguest intuvitive sort;
what mattered was the empirical confirmation of one's intuitions
by standard test validation procedures.

4.3.6 CoNcLUSIONS
The theoretical concept of aptitude is one that has given risc to,
and continues to give rise to enormous debate. From our reading
of much of Carroll's lifelong investigation of the concept we
have reached a number of conclusions that we fecl arc
satisfactory theoretical premises on which 1o base our study.
Furthermore, we believe we have encountered a suitable research
design model, which we can employ.

The divisibility of aptitude has still to be proved in empirical
terms, but it would seem that there is a sound base for assuming
that a discrete approach to skills that combine to make up a
global aptitude is valid. The overlaps between such skills and the
wider ranging concept of general intelligence, the g factor, is
accepted, and while it is beyond the scope of this study to enter
into the dimension and nature of these overlaps, they cannot be
ignored in our judgements drawn from test results. If we adopt
Carroll's approach, we can say that the choice of a discrete sub-
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set of skills might, intvitively, form a pant of the process
structures involved in our criterion 1ask, namely General
Translation A-B and B-A. The exact choice of the skills needs 10
be documented, but will probably remain unproven until such
time as we are able to identify the underlying cognitive abilitics
and processes empirically. However, the aim of our research is to
validate the use of a test instrument, which in itself is a part of the
verification of our more or less intuitive choice.

In the studies that Spolsky reviews, we find that measures of 1Q,
and of secondary school achicvement tend to achieve low
positive correlations with tests of FL aptitude.

In the final parts of this chapter we will return 10 the MLAT, and
look at the conclusions drawn from rescarch based on a model
similar to that we have described above, and in which a number
of practical conclusions of relevance to our study appear. We will
then describe, with a degree of anonymity, an aptitude test used
in a specific context for specific purposes, in order to demonstraic
the reality of such tests.

4.4 The MLAT, still in use in the 90s

The durability of the Modern Language Aptitude Test (Carroll &
Sapon 1959) —still in the mid 90's a standard general measure of
language learning aptitude at the US Foreign Service Institute
(FSI) — has been amply demonstrated by Madeline Ehrman
(1993, 1995a, 1995b). Recently published articles present
different aspects of a large-scale, longitudinal study (n = 1000).
Ehrman (19952a:2) describes, both in quantitative and qualitative
terms, the results of a range of measures, including the Modern
Language Aptitude Test (MLAT) when tested on a population of
adult, native-speaker (NS) English learners of a range of foreign
languages.

Given the doubts expressed by some colleagues at the FSI,
Ehrman (1995a) questioned the value of the MLAT as a measure
of potential student success in the context of a language leaming
environment, which had left behind the avdio-lingual
methodology that was prevalent at the time of its launch. Her
results showed that the MLAT continued to be the best predictor
of end-of-training success with correlations between the INDEX
SCORE ranging from 0.34 10 0.55, according to the target
LANGUAGE CATEGORY being analyzed and the SKILL AREA being
tested.

In further studies based on the same sample, Ehrman covers a lot
of ground in the correlation of measures of cognitive aptitude
with other language learning variables. One objective, similar to
that of Campagna and Dionne (1981) was to provide measures
which offered improved student counseling. Secondly, she hoped
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to enable greater student autonomy in the leaming process, and to
establish the autributes of successful language training at higher
levels of proficiency. Her work dealt with the questions of
personality and language learning (1993) and with the affective
and motivational variables which she desceribed as “Cognition
Plus™ (1995b). Using this large, but as she recognizes somewhat
atypical sample drawn from the FS1 and other American
government agencies, she describes correlations between the
MLAT and a set of measures adapied for her study or used
according to their original specifications. These were: the
Affective Survey (Ehrman and Oxford 1991); the Hartmann
Boundary Questionnaire (Hartmann 1991); The National
Association of Sccondary Schools Principals’ Learning Style
Profile (Keefe & Monk, with Letteri, Languis & Dunn 1981); the
Myers-Briggs Type Indicator (Myers & Mccaulley 1983); the
Type Differentiation Indicator (Saunders 1989); and the Strategy
Inventory for Language Leaming (Oxford 1989a). These course
initial measures were correlated with two measures of end-of-
training proficiency one in speaking and the other in reading.

Ehrman (1995) recognizes the narrow range of subjects in her
sample and in doing so makes a significant methodological
decision. In total, there were 855 subjects, with an average age of
39 (SD =9), of whom 99% were LA English speakers. Most of
the subjects were classified as “highly educated”™: 40% held
masters degrees, a further 35% bachelors degrees, 9% had
doctorates or law degrees. Inevitably the sameness of the sample
makes generalizations more difficult to support. Nonetheless,
certain findings arc of interest. Firstly, the most significant
correlations between the variables measured and end-of-training
performance were with the MLAT index score and the MLAT
subsets. While the affective and personality variables did
correlate with performance, these correlations were of a lower
order. Correlations considered worthy of inclusion in her table of
results were those => 0.20. She proposed such a low level of
correlation be accepted as a valid description on the grounds that
her study was carried out with a homogeneous group, and that
this in itself would lead to lower correlations than might be
derived from a more heterogencous sample.

Given this proviso, the very sirength of these correlations Icads
Ehrman 1o revise the widely held view that the MLAT has lost its
value as a measure of aptitude with the changes that have 1aken
place in language teaching methodology over the 1970s and
1980s. It would appear from these results that the MLAT is, at
the very least, measuring elements of cognition, which are not
limited in their application to the audio-lingual method, for which
the 1est was designed.

The significance of this study for our research lies in two

directions. Firstly, comes the methodological aceeptance of
relatively weak correlations as being of value in a study based on
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a homogenous, in this case “highly educated", sample. In our
study, we also deal with an apparently homogenous sample of
relatively highly educated learners. What is more, the degree of
homogeneity among the individuals in our sample can be
quantified, in that the data on their university entrance
examination scores and on their secondary school averages are
available to us. Secondly, it raises the question of the gencral
intelligence component present in the MLAT and, possibly its
cfiect on our measure of Aptitude. The existence of such a high
“g" factor in the linguistically based test would suggest that a
measure of general intelligence might be a significant component
of, or even satisfactory alternative 10, a specific measure of
Aptitude.

This hypothesis supports the earlier results of Bossé-Andricu
(1981) and Campagna & Dionne (1981).

4.5 “"Horses for courses”: an example of an aptitude
test designed for a highly specific population

It is difficult 10 obtain free access to examples of commercially
produced aptitude tests as their widespread publication would
clearly invalidate them. We have only been able to learn at
second-hand about one test and, in order 10 do so, we gave
assurances that we would not attempt 10 reproduce any of the
tasks included in the test, The document in question is not
commercially available, but is an in-house test used by a
government agency. For the purposes of this study, we will
describe the context in which this test is used, and outline the test
components. We will call this test the Army Aptitude Test (AAT)
as it was designed 10 predict the FL performance of army
personnel on intensive language courses. The version we describe
dates from the mid 70s.

The AAT comprises four sub-tests: (A) Biodata, (B)
Identification of word stress, (C) FL grammar, and (D) FL
translation. All four parts use objectively marked, 4-foil multiple
choice (MCQ) items. Parts (A) and (D) are based on written
stimuli, while (B) and (C) are both listening tests. The rubric for
each section is given in the question booklet. In general, these
instructions are wordy, and they use much of what might be
termed jargon, in the form of grammatical terminology. We
suggest that this presupposes a certain level and type of education
on the part of the candidates. In most cases, examples are given,
and candidates are able 1o work through them, and correct them if
they make a mistake before they complete the task. Responses are
all made on an answer sheet. The time limits for each part are
clearly set out, either on the tape or in the test booklet, and the
total number of items on the test is well over 100.
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The rubric for (A) Biodata explains that this sub-test is designed
to gather personal information and an impression of the
candidate’s attitude to FL learning. There are seven items, and
the first asks for the candidate’s impression of the level of
difficulty entailed in FLL, and the second attempts 10 ascertain
the candidate’s interest in FLL as opposed to other areas of
studies. Items three, four, and five ask about previous experience
of studying their first lJanguage, English, Mathematics, and their
general level of education. Presumably, the test writer believes
that some sort of correlation may exist between these measures
and FL aptitude. The two remaining items focus on study skills
and previous FLL experience.

The first of the two listening sub-tests is based on identifying the
“odd-man-out” when comparing four FL words of a similar
phonetic composition, in which the word stress differs for one of
the four. There are |8 of these items, and each is heard once only.

Invented words and phrases in a language similar 10 English, but
with clear differences, form the basis of the FL grammar listening
sub-test which, in its turn, is divided into four parts. In three of
these rules of grammar are presented and then tested, the fourth
test is a synthesis of the previous three. The rules deal with
aspects of syntax and morphology. Before beginning part four,
candidates read a summary of the rules, and are instructed to
study them for three minutes before they answer the questions.
Again, candidates hear cach item once only.

The final sub-test is based on visual stimuli with four-foil MCQ
items. Candidates have a worked example in English 1o start
with, and then move on to look at phrases and sentences in the
invented language, which they are by now familiar with. Their
task is to identify the appropriate sentence form to describe a
single scene visual. The altenatives given offer misapplications
of the grammar rules they have previously learned.

4.5.1 Discussion
As we mentioned carlier, Stern (1983) suggests that tests of FL
aptitude indicate underlying assumptions about FL processes, In
this case, among these assumptions we find a number that have to
do with the nature of the candidate population that the test was
designed for — particularly in terms of educational background
and familiarity with grammatical terminology ~— and others
linked to the audiolingual FL methodology stili dominant at that
time. While the test itself is not applicable to our situation, it does
have a number of features that we can draw on in the design of
our test.
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4.6 Aptitude for translation

Little or no research has specifically been dedicated to aptitude
for translation. As we saw earlier, the most significant
quantitative work on the subject was carricd out in the late
seventics at the Ecole de traducteurs et d'interprétes of the
University of Ouawa, Canada. Bossé-Andrieu (1981) presented
data gathered in a survey of four francophone countries and
offered a detailed description of the correlations obtained by
comparing a range of measures of language performance and
“general intelligence™ drawn from university and secondary
school studies. Her colleagues Campagna & Dionne (1981),
apparently drawing on data from the same sample, studicd the
question of aptitude from the point of view of the University
Counscling service. More recent work is cither of a less rigorous
nature, such as the information appearing in Dollerup &
Loddegaard (1992), or is as yet unpublished (Reported in
Language Testing Updare 14; Szuki 1988; Fox 1997a; 1997b).
By contrast, the most recent quantitative work in the field of
aptitude is thoroughly documented: Eheman (1993, 19954,
1995b) offers much which in both theoretical and methodological
terms is of value to our study.

However, we can state that in our rcading of research into
aptitude in the ficld of Foreign language learning, we have
encountered a range of theoretical premiscs about aptitude in
general which we can apply to the study of aptitude for
translation. We also have a clear research design on which to
model our study.

Our next objective is to define a series of operational skills that
we can use in our test in order to establish the level of aptitude
candidates are able to demonstrate, and we believe that these, in
line with Carroll’s premises with regard 1o the MLAT, must be
found in an analysis of the process structures underling
translation.

4.7 Conclusions

In this chapter, we have found that the prevailing view of aptitude
is one based on a divisible concept, in which different types of
aptitude exist, and are seen as overlapping. While it is considered
possible to measure aptitude, it is clear that the results we can
expect will not necessarily be as clear-cut as we might want them
10 be. Our search now moves on the a study of the translation
process.
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THE SPECIFIC objective of our rescarch into the literature on

translation, the translation process, and the didactics of

translation is

S to identify a set of operationally defined skills and/or
sub-skills, which we can employ in the specification of
our model entry test,

We are looking for a series of skills that represent pant of the
process structure underlying translation, and which are
susceptible to measurement in a test instrument.

In Chapter 3, we described the immediate historical context in
which the degree program in Translation and Interpreting was
established. There, we drew as accurate a picture as possible of
the circumstances in which, both in Spain and abroad, cenain
concepts of the nature of aptitude for translation were put into
practice through the admission procedures applied by different
centers. Unfortunately, in our survey we failed 10 identify even
one empirically proven test specification, and we found seriously
flaws in the working of the only model test we were able to
investigate. However, in our readings in the ficld of FL. aptitude
we encountered a theoretical base on which to structure a test and
a research design model which we can apply.

Our next step, therefore, is to review rescarch into translation
theory and into the practice of training translators. Here we are
searching for evidence of the underlying assumptions as to the
operational skills demonstrated by translators in order to be able
10 produce our test specification.

We begin this chapter by looking at the popular, but in our
opinion crude overview of translation as seen from the
perspective of literary translation. Gile (1993:23) describes this
approach as the classical model of translation in which a linear
progression describes the relationship between author, translator,
and reader. Essentially this is the perspective of many translators
of literary texts, who appear to believe that translators are born,
and not made, and whose essential interest is in the translation as
a product.

We then move on to describe the opposite position through the
contributions of a number of significant practitioners and
researchers in the ficld (Lorscher 1986, 1991, and 1992; Bell
1991; Reiss 1992). All three place an emphasis on translation as a
process, and their work provides us with insights into that
process, that matches our research design model (Chapter 4). To
this end, we adopt the definitions made by Bell, in which he
distinguishes between three meanings of the word “translation™:
s translating: the process (to translate; the
activity rather than the tangible object);
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= a translation: the product of the process of
translating (i.e. the translated 1ext);
e translation: the abstract concept which

encompasses both the process of translating
and the product of that process. (1991:12-14)

Finally we look at the work of two specialists in the didactics of
translation Gile (1995); and Beeby Lonsdale (1996). Both,
implicitly or explicitly, follow the process-oricnted approach.
From their work, we attempt to draw conclusions as to the
manner in which we should view the question of aptitude. In
particular we scek out the distinctions both writers make between
an analytic and a synthetic view of translation.

5.1 Translation and literature

As we have mentioned, there are two opposing schools of thought
as regards translation. One of these believes that translators arc
born and not made According to Eugene A, Nida, this product-
oricnted position is taken by Translation Review, the journal of
the American Literary Translators’ Association (Interviewed by
Robinson 1995:109). Essentially, this approach takes a synthetic
view of translation, which would describe aptitude for translation
as a unitary concept: “you either have it, or you don't”. An
aliernative point of view, is that there is a casc for describing the
acquisition of translation skills as a progression, or learning
cvcle, such as that described in the Table 5—1. This is the
theoretical base from which we begin This approach is analytical
and views aptitude for translation as divisible, and therefore
susceptible to teaching and leaming.

Table 5—1 The four stage learning process (Dilts 1994:80)

Stage 1 | Unconscious incompetence
Stage 2 | Conscious incompetence
Stage 3 | Conscious competence
Stage 4 | Unconscious competence

Dilts compares the progression seen here with that of learning to
drive a car, or 1o type. At the outset, the individual is not aware of
what is involved; they only know that they cannot “do it”.
Progressing to stage 2, means an important advance, in that the
awareness that one is incompetent as a translator is the first step
on the road to achieving professional development. It is perhaps
the most important stage for the teacher of translation, for it
represents the period, in which the translator has, and can learn
the most. Instruction in individual skills can begin at this stage.
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“Conscious compelence™ is probably the most realistic target for
translation teachers to aim towards, within the limitations of the
academic context. If the majority of students of translation are
able to achieve a degree of conscious competence in their
application of translation skills, they should then be able to make
their way in the non-academic professional environment. Only
with time and practice will they later achiceve the level of
“unconscious competence” (Stage 4) that goes with being a
practicing professional translator.

The readers and writers of the Translation Review may be
fortunate enough to have been able to accede to the fourth stage
without having to pass through the other three. For the rest of us,
and in this instance we believe that means almost all of those who
choose to pass through training institutions of one sort or another
- the unconsciously competent do not conceive of the need for
training - for the rest of us the progression involves developing
awareness to move us from Stage 1 to Stage 2. This is followed
by theoretical and practical learning to move us on from Stage 2
to Stage 3, and finally, by unlimited practice to enable us to reach
Stage 4. Stages 1, 2 and 3 are all within the scope of learning
institutions, and all imply an analytical approach to the
translating process. Stage 4 is an individual achievement that can
only really be reached in the professional world, although the
volume of controlled practice that can be generated within the
teaching context is clearly of importance.

5.1.1 LITERARY TRANSLATION A ND THE TRANSLATION PRODUCT
What, then, do translators of literary texts believe to be essential
requirements to carry out their task? West (1992) and Muir
(1992) offer some interesting insights into the question. The
former summarizes his opinions in a typically English metaphor
that reveals more about its author than about translation:

But then translation is the art of the impossible. Practitioners
hope not for a bull, but for a decent inner ... (West 1992)

A metaphor drawn from a pub game such as darts, seems to
deposit the author’s approach to translation in the category of
Ieisure activities. While this may not impede publication of
translations, it certainly does little 1o advance translation studies.
In a series of curiously chosen verbs, West goes on 1o reveal
much of his attitude towards the translator and the translation
process:

«the translator has 10 catch the drama... [emphasis added]

Ten lines later we find:
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the translator has 10 catch the note of mingled love, concern
and reassurance ...[emphasis added)

And four lines further on:

And always the translator has 10 keep an eagle eye on the
detail: ... [emphasis added).

These verbs show little of the translation strategies writers such
as Vizquez-Ayora (1977) would propose, demonstrating a more
intuitive approach. In the same article, when he goes on to
compare three published versions of the same passage, West does
so with little comment on the varicty that the translators
demonstrate:

According to Jackson Knight he has dislodged the foundations
and is now shattering the walls. In Day Lewis [...] he is
goring and tossing them. Fitzgerald is shaking them from their
beds, ...

So our ideal translator has 1o honor the drama, the
characterization and the deiails, detail of course including
every important poetic resource he can see and can do
something abow, [ ...] the translator of Virgil has often to
concede defear before he starts.

The note of resignation might be that which would lead West to
conclude, with many others, that translators are born, and not
trained, and therefore that translator training is a futile
occupation.

In the same collection Muir (1992) discusses the translation of
Calderdn's tragedies. He states that translating Calderén is a task
which “demand|s] other skills” and draws on “what one learns
from rehearsal and performance™. “Qur impossible task”, he adds
involves a wealth of knowledge , the lack of which clearly
diminishes the value of the target text. He cites Jill Booty's
translation of Lope de Vega from Spanish verse into English
prose as an example: “No one would suspect ... that Lope was a
great poet”.

From these two eminent academics, we conclude that the
translator must have a breadth of knowledge far beyond the
purely linguistic, and that they can only acquire that knowledge
with time and maturity. These are two propositions that few
would argue with — indeed they are clearly encompassed by Gile
when he describes extralinguistic knowledge as one of the key
components of the “comprehension equation” (1995:79).
However, even if we accept that these are unauainable — does
Stage 4 actually exist? — that does not mean we should stop
training translators.
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5.1.2 ConcLusions
The attitudes towards translation evident in these few examples
taken from the writings of literary translators reveal nothing of
use 1o our study. The translation is described as a product, and the
process that goes into its creation is ignored or glossed. Aptitude
for translation is apparently a unitary concept, and therefore not
accessible for analysis through the type of test instrument we
wish to employ. There is little that we can find of value here, and
so our search must move on, initially into the realm of literary
theory.

5.2 The reading process

Research in the ficld of literary theory provides Translation
studies with a firm grounding in the approach derived from
Applied linguistics and from Speech Act theory. The theoretical
writings of Booth (1961), Iser (1974), and put into practice by
others (Traugott and Pratt 1980; Robinson 1981) reveal this. All
of these authors, and many others, take the position that reading
is an active process, in which the reader must participate. This
means that the classical terms of active and passive, as applied to
the four primary language skills, writing and speaking, listening
and reading respectively no longer apply. Perhaps terms that are
more appropriate are productive and receptive, which at lcast
move us further towards accurate descriptions.

In the research we have mentioned, the complimentary concepts
of “implied author™ (Booth 1961:73) and “implied reader™ (Iser
1974:xii1), offer the essential framework of the communicative
relationship existing through the medium of a written text which
the translator must work with. This relationship involves a series

of figures:
S the author in person
X the implied author, a persona perceived by the reader

who may or may not be a character in the text, and who
may, or may not identify in some way or other with the
author in person.

@ the implied reader, i.c. the profile of a reader to whom
the author consciously or unconsciously addresses the
text

W the reader in person, the individual reading the text.

The fullest possible communication between the writer and the
reader of a text takes place when the reader is able to identify
with the profile, or even the role of the implied reader. It is in this
context that the decoding process which reading is, most
completely fulfils the expectations of the author, The reading
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process must be an active one, and the reader needs 10 participate
in negotiating a role and a meaning through the text.

When we add the factor of translation to this complex,

participative process, we clearly complicate the relationship

considerably. The translator, as individual, has to assume a

number of roles that include those in the list we have just

presented, and others. To begin with, we have

W the translator as individual; the translator as receptor of
the text who must fulfil the role of implied reader of
the source text.

If the translator is not able to identify as closely as possible with
the implied reader, their reading will be less than complete.,
Consequently, their comprehension of the text will be inadequate
when they have to fulfil the role of

S implicd author of the TT.

We distinguish this role from that of implicd author of the ST
because the context in which it is carried out is clearly different.

5.3 Factors that influe nce the translation process

Obviously, this relationship is complicated by the alierations of
Janguage and culture which translation of any text implies, Reiss
(1992) has more fully developed this “complication” in her work
on the translation process, shown in Figure 5—1.

Here she applies a theory of language usage as the basis for a
theory of translation, and proposes a model that draws together
those factors that influence the translation process. In the first
instance, Reiss distinguishes between the sociocultural context of
the Source language (SL) community and that of the Target
language (TL) community. She situates the client at the junction
of these two, as the instigator of the need to communicate across
this boundary. A parallel relationship exists, she suggests,
between the situational contexts in which source text (ST) and
target text (T7T) serve as vehicles of communication between
author(s) and reader(s), which can be defined in terms of time
and place. This parallel relationship forms a part of the boundary
between sociocultural contexts in that it is also of importance at
the time when the translation process takes placc asitis a
function of the actions of the client.

Within the strict limits of the relationships that exist within the
translation process itsclf, Reiss establishes a chain of what she
calls interactive communicative offers and acts. To begin with,
she recognizes the relationships existing between the ST author
and ST reader, which we equate with the figures of the implied
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Figure 5—1 A model of factors that influence translation (translated and
adapted from Reiss 1992)

.
.
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author and implicd reader, and that existing between the TT text
author and TT reader. In this schema, the translator fulfils both
the role of ST reader and TT author. Reiss, giving it a degree of
rich detail further analyzes the nature of the author-reader
relationships, which aid our understanding of the translation
decision-making process.

The ST author (A,) makes what she terms an “offer of
communication” (OC,;) which is realized in the form of a SL text
belonging to a certain genre or type (ST). This text performs an
act of communication (CA,) directed towards the ST reader
(Ad,), who responds. The nature of the response will be a
function of the author’s success in matching the offer of
communication with the act, and of tailoring the text to provoke
the desired reaction in the reader,

Exactly the same process is carried out on the other side of the
sociocultural boundary in terms of the relationship between the
author and reader of the TT. However, there is one significant
difference in that the offer of communication (OC;) may well be
very different to that of the ST. The client may well frame this
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offer of communication for the translator, or the decision may
remain ambiguous resulting in the translator having the final say.
Whichever is the case, the translator must make decisions. These
have to do with the function of the text within each of the acts of
communication, that in the SL (CA,) and that in the TL(CA,);
they must choose the nature of the translation process they are
going to undertake; and they must opt for a SL or a TL “leaning”
in their translation process and product.

When we consider the complexities of this model of the
translation process, we uncover the significance of the
translator’s role. The translator is both reader and author. The
translator is reader of the source text - and as such to achieve the
most accurate reading of the text possible they must interpret the
role of implied reader as fully as possible. Morcover, the
translator is the author of the 1arget text - for which they assume
the mantle of implied author, for an implied readership that is
most certainly going to be different to that of the source text.

When the linguistic, sociocultural, and situational differences are
minimal, as between languages of the same family, in similar
sociocultural, historical and geographical contexts, the demands
on the translator will nonetheless be significant. We see this in
terms of the compensations that may be needed to render the
source text acceptable to its target readership. When these
differences are greater, the demands on the translator are
magnified beyond proportion. The essence of any translator’s
capacity to convey the author’s intentions lies in the first instance
in the sophisticated reading of the source text, hence our choice
of reading skills as a measure of aptitude for translation. Reading
is clearly crucial in the process structure that underlics
translation.

Theorists have developed a range of approaches to mental
processes involved in translation. Bell (1991) adopts the most
powerful metaphor of our age, that of the computer, in an attempt
10 explain what he conjectures this might entail. He defines text
processing as “skilled problem-solving™ and attempts to explain
how the individual links their knowledge and skills in decoding a
text. Initially he proposes a mirroring of the receptive and active
skills of reading and writing. The reader interacts with a text
applying linguistic knowledge of syntax, semantics and
pragmatics in order to ascertain the nature of the propositional
content, illocutionary force(s), and text-type category presented.
Essentially, the reader is secking the answers 10 three questions:

" What is the text about?
M What was the writer’s purpose?
% What plausible context could this test be used in?
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Text-processing is characterized as being both bottom-up and
top-down, as cascaded, and as interactive in as much as readers
look for feedback loops on their understanding of the text, and
arc constantly revising their understanding of it. Movement, says
Bell, is between a series of levels of text components (Table
5—=2).

Table 5—2 Bell's levels of text components (1991)

Surface text

Linear sequences
Grammatical structures
Propositions

Sequencing devices
Essential ideas

Objectives, goals, and plans

The principles that Bell suggests are behind the mental processes
involved are those of efficiency, effectiveness, and
appropriateness, in that the reader must needs strike a balance in
the degree of effort used in order to achieve their objective.
Viewed from the reader/translator’s perspective, Bell describes
what is essentially the same model as Reiss. The differences
between their proposals are in the emphasis Bell puts on the
propositional content of the text, and on what he terms the
“threshold of termination™ for Text 1. This is the result of the
author’s production process, and is situated within a specific
sociocultural, temporal and geographical context, The threshold
for Text 2, is the text which results from the reader's
interpretation process. Both of these are realized in the SL of the
text, and the “threshold" represents the intentionality and
illocutionary force of the author’s Text 1, and the acceptability
and perlocutionary force of the reader’s Text 2. These parallel the
relationship previously established between the author, implied
author, implied reader and rcader, established by Booth (1961)
and Iser (1974). Again, Bell, like Reiss, Booth and Iser, sces the
text as a communicative event, a product, fulfilling a role within a
process. While his model draws on psycholinguistics and text
linguistics, the basic relationships described are the same.

Bell looks at the individual’s communicative ability as a system
of resources which, like a database, can be drawn upon in order
to participate in the communication process. Two key, and
complementary elements in this process are defined by
Beaugrande & Dressler (1981): intentionality, on the part of the
author of the text; and acceptability, on the part of the reader.
Intentionality is to do with the author’s ability to produce a text
that adopts the linguistic form most appropriate 1o achieve their
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communicative goal, in line with the psycholinguistic plan behind
their communication. This is fully in line with the offer of
communication and the act of communication described by Reiss
in her model. Accepiability describes the inferences the reader is
able to make about the text. It depends on the correlation the
reader is able to perceive between the text as a discursive act and
its application in the current situation. These inferences will be
drawn from implicit or explicit references within the text, and the
reader’s acceptability of the text will be subject to a process of
negotiation of propositional content as much as of linguistic
content. This equates with Bell's definition of the decoding
process as “skilled problem-solving”, and further emphasizes the
active, participative role of the reader in text processing, and the
divisible, analytic nature of reading.

5.4 Qualitative research into the translation process

Empirical research into the translation process based on the
analysis of transcribed oral translations has, and is still being
carried out by Wolfgang Lorscher (1986, 1992a, 1992b). The
most significant fact about his work, we believe, is that it lends
qualitative empirical weight to the theoretical arguments put
forward by both Bell and Reiss, which we have described above.

Ldrscher’s initial position is that the phenomena of natural
translation and of bilingualism give rise to a serics of abilities
which learned translation might enhance. He queries the nature of
translation carried out by bilinguals, and some of the
generalizations about bilingualism, which have led to the belief
that it can be measured as an absolute condition, rather than being
a point along a continuum.

He carried out this research with samples taken from three
groups: advanced LB (English) lcarners, professional wranslators,
and bilingual children. His objective is 1o elicit, describe, and
compare the strategies employed in translating by subjects
representing each of these three groups.

Lorscher’s based his method on the use of transcriptions of oral
translations from the subjects LA (German) into their LB
(English). He derived his analysis from the first phase of the
study, in which he developed a generative description of the
processes that he interpreted as having occurred in the corpus that
he had collected from his LB learners. This taxonomy of
strategies he then used and refined in analyzing the oral
translations of the second group, the professional translators. At
this stage, he was able to develop a flow-charting approach that
he used to describe the recurrent patterns in the translation
process.

91



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Significant results drawn from the initial phase of his study, and
from the work he has carried out subscquently, reveal the
following principal conclusions:

& Translating is a retrospective-prospective process

& The translation process is largely controlled by an
expectation structure

» This expectation structure is built up mainly by
W Separating SL forms from their meaning
W Ideas about an “optimal” TL text
5 Two extreme approaches to translation: sign-oriented

and sense-oriented translation

3 a marked similarity in the range of strategies employed
by untrained translators and by the professional
counterparts

" a divergence in terms of the frequency and distribution

of the strategies.

These conclusions link in with the theoretical weight we have
already scen attached to the reading process. The retrospective-
prospective process is inherent to reading; expectation structures
in reading are 10 a large extent responsible for interpretation of
text, at the micro level of collocation, and at the macro level of
text type or genre, Furthermore, the two processes he
hypothesizes as being part of the expectation structure are both
dependent on reading.

5.4.1 DIscussION
Some of the more questionable aspects of Lorscher's work are his
basic rescarch premise that the use of translation into the foreign
language is essentiafly more revealing than that of translation into
the mother tongue. Similarly, the quantitative aspects of his
rescarch lack a degree of depth. He is dealing with relatively
small samples — the LB (English) data comes from 15 subjects
(1986:277) — and consequently we can only generalize with
caution.

In terms of the skills and sub-skills that Lérscher's subjects
would appear to have been using in their translation processes
these are highly analytical, and focus on the strategies he has
perceived to be operating. Could these strategies be classified?
We believe that a taxonomy of reading skills and sub-skills, such
as that presented by Munby (1978), would help us to make such
as classification. However, it would still lack an empirical base,
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remaining partially intuitive, as was Carroll and Sapon's
approach to the MLAT (Chapter 4).

5.5 A process-oriented approach to translator training

In this part of the chapter, we will study how two specialists in
the pedagogy of translation view the underlying skills would-be
translators need to acquire or develop as a part of their training.
In particular, we will look at the links we may find between their
affirmations and the conclusions of the research we have already
analyzed.

5.5.1 A SEQUENTIAL MODEL OF TRANSLATION
Gile (1995) transfers the theoretical principles underlying
translation as a process, described by Bell, Reiss and Lorscher, 1o
the practical realitics of translation pedagogy. He presents in top-
down fashion a series of principles, methods and classroom
procedures for translator training.

The basic concepts and models derive from Gile's experience as
much as from empirical research. While he refers to a number of
articles and books in support of specific positions, ideas, or
concepts, he also affirms that he is drawing on observational
experience. On a number of occasions, he clearly qualifies his
proposals by highlighting the need for empirical data. His
process-oriented approach is primarily a pedagogical instrument,

Within this pedagogical approach, Gile discusses the role of
comprehension as a component of the translation process:

Other than statements stressing the very ceniral role of
comprehension in interpretation and translation, there have
been few efforts 1o investigate sciemtifically the nature and
extent of comprehension in Ifnterpreting])/T{ranslation]. (75)

Gile believes that within discourse comprehension the
combination of world knowledge, which he calls extralinguistic
knowledge, and analysis is especially important. The relationship
between the two is complementary and there is a compensatory
factor that ensures the one balances the other. We analyze words
from the perspective of the co-text to resolve questions of
polysemy, and world knowledge resolves questions of context.

Gile contrasts world knowledge with sociolinguistic knowledge,
and with knowledge of cultural aspects of the two language
communitics. He suggests that the distinction between knowledge
of the language and extralinguistic knowledge is not always casy
to make, in particular as regards sociolinguistic and other cultural
aspects of the langauge used in the relevant communities.
Clearly, in order to use appropriate forms of politeness in a given

93



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

situation, one needs 10 know not only linguistic rules, but also
something about the particular production situation, which is
extralinguistic. However, whether such elements are considered
part of the knowledge of language or of extralinguistic
knowledge, the basic relation represented by the comprehension
equation remains valid (79).

In order 10 develop this further, Gile describes the comprehension
equation:

Comprehension = Knowledge + Extralinguistic -+ Analysis
of language knowledge

Among the models that Gile proposes is the Sequential Model of
Translation. By design, this has a practical, didactic function
based on the translation process and offering opportunities for
crror analysis. The model describes two completely distinct
phases within the translation process: comprehension and
reformulation. The author’s suggestion is that by rigorously
maintaining this division translators are able to involve
themselves in more analysis and to reduce the amount of SL
interference in the translation process.

Within this model, Gile describes criteria for use as iterative tests:

Plausibility: ... the translator looks at the idea or information he
or she believes that the Translation Unit expresses, and examines
it critically with respect 1o other information possessed so as to
detect contradictions.” (103)

Fidelity: *... he or she checks that none of the information has
been omitted in the translation, and that no unwarranted
information not contained in the source-language Translation
Unit has been added...” (104)

(Editorial) Acceptability: “... he or she checks that in terms of
clarity, language correctness, stylistic appropriatencss, and
terminological usage, it is acceptable.” (104)

5.5.1.1 Discussion
The acknowledged lack of an empirical base to Gile's theories
and methodological approaches to translation training clearly
detract from the theoretical value we can give to his conclusions.
However, the level of importance that he gives to the question of
comprehension, to the analytical processes based on reading, and
the way in which he describes the skills (facking) in translators in
training, lend further credence to our view that reading skills can
scrve as a means of measuring aptitude for translation.
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5.5.2 THE TRANSLATOR “"AS EXPERT READER”
Beeby Lonsdale (1996) makes one of the most recent
contributions to the practice of translation teaching. She adopts
the theoretical framework described by Bell (1991), and in her
work, takes his three-part division of translation into theory,
process, and text — which we have described earlier — and then
develops each of these components. Her aim in doing so is 10
apply them to the practical questions of what she terms “prose
translation™ — which we call Translation A-B — from Spanish
into English.

In our reading of Beeby Lonsdale's work we have encountered
important insights into some of the unresolved problems arising
from our study of the context. As throughout the history of
aptitude testing, the question of whether or not to take an analytic
or a synthetic approach to the testing and marking of a test of
aptitude for translation depends very much, on how we sec the
nature of the translation process. Beeby Lonsdale makes a point
of emphasizing, among other factors, the creative role of the
reader, also in line with Booth (1961), Iser (1974), and Reiss
(1992).

In discussing translation from the point of view of text, Beeby
Lonsdale divides text into its macro- and microstructures at the
pragmatic, semantic, syntactic, lexical, formal, and finally
semiotic or intertextual levels. Throughout she is at pains to
emphasize that the distinctive levels of structure described cannot
be considered independently in the reality of the translation
process. They are “cascaded”, with constant movement taking
place between micro- and macrostructure, in bottom-up and top-
down directions. This attitude towards the levels of structure
indicates that an analytic approach to the underlying skills
employed in the translation process, and most specifically to the
reading skills, may well be appropriate from a theoretical point of
view. What is important, though, is the explicit recognition that
the reality of the application of these skills will be much more
complex than this implies.

Beeby Lonsdale describes the development of communicative
translation theory by Delisle (1980, 1993) to deal with pragmatic
texts; taking the translation unit to be the text as discourse; and
from this communicative theory deriving a communicative
teaching methodology. The theoretical framework, then, leads o
the application of a variational approach based on the experience
of translation in practice and as a process.

In the context of describing the teaching/learning process, she
uses Bell's expression “the cycle of inquiry” (1991) in order to
emphasize the need for translation training to be both inductive
and deductive at the same time.
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Beeby Lonsdale situates the active role of the translator as reader
in that created by Barthes (1975) and developed more specifically
by Bassnett-McGuire (1980:79) and Nord (1991:16).

She makes the point that

Pre-translating textdiscourse analysis provides not only a full
comprehension of the SLT/discourse and an explanation of its
linguistic, textual, and discourse structwres and their
relationship with the system and rules of the SL and the SL
culture, but also a reliable basis for every decision that the
translator has to make in a particular translation process.
Therefore, text/discourse analysis for the translator has to be
integrated into a general theory of translation that will serve
as a frame of reference. (50)

Pre-translation exercises of reading comprehension are

1o develop their [the learners '] knowledge of context through
reading and/or to make active use of their own knowledge.
(50)

Learners make errors in meaning due to insufficient knowledge
of the LA and/or failure to activate their existing knowledge.
These errors lead 10 elements of intertextuality being lost, or
ignored because learers have simply not read sufficient parallel
texts to be able to recognize them.

Beeby Lonsdale subdivides the knowledge that trainee translators
possess into four categories:

Situational | which comprises knowledge of places,
people and events

Verbal including an awareness of idiom and the
ability to use idiom as the key to resolving
issues of polysemy

Socio- an awareness of events, codes and
historical relationships from a real-world perspective
Cognitive to be able to “collate” the information

presented in the text

Based on the previously described outline of communicative
competence, which is derived from Canale (1987), and Bell
(1991), Beeby Lonsdale offers her own version of Ideal
Translator Communicative Competence (Table 5—4). Essentially
this follows Canale, doing away with Chomsky’s distinction
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between competence and performance and including both
knowledge and skills in the use of that knowledge under the same
heading. She fails to go into any detail on the way in which these
clements are related but, rather, lists the four components and
defines each in tum.

ldeal translator communicative competence, she then contrasts, in
anecdotal terms, with the reality of those students she teaches.
The profile she offers is brief and sketchy, but it does appear to
match our own student profile in Granada (Table 5—5). Taken
one by one, Beeby Lonsdale offers a description of cach of the
four competences with regard 1o SLTs and TLTs.

Table 5—4 Ideal translator communicative competence (Beeby Lonsdale

1996:92)

Ideal translator Knowledge of the rules of both
grammatical languages, including vocabulary
competence. and word formation, pronunciation,

spelling and sentence structure-
that is, the knowledge and skills
required to understand and
express the literal meaning of

utterances.
Ideal translator Knowledge of and ability to
sociolinguistic produce and understand utterances
competence. appropriately in the situational

context of both cultures-that is, as
constrained by the cognitive
context, the general socichistorical
context, the mode, the field, the
tenor, the status of the
participants, the purposes of the
interaction, the skopos of the
translation, and so on.
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Ideal translator
discourse
competence.

Ideal translator
transfer
competence.

The ability to combine form and
meaning to achieve unified spoken
or written texts in different genres
in both languages. This unity
depends on cohesion in form (the
way in which utterances are linked
structurally to facilitate
interpretations of the text) and
coherence in meaning (the
relationships among the different
meanings in a text: literal
meanings, communicative
functions or social meaning,
intertextuality).

The mastery of communication
strategies that allow transfer of
meaning from the SL to the TL and
may be used to improve
communication or compensate for
breakdowns (caused by limiting
factors in actual communication or
insufficient competence in one or
more of the other components of
communicative competence).

The translation process is made up of three stages:
comprehension, deverbalization, and reformulation and

verification.

Table 5—5 Beeby Lonsdale’s student profile

Expert reading skills in the SL | Achieving advanced reading
(grammatical, sociolinguistic, | skills in the SL and

and discourse competence).

recognition of limitations in
this area.

5.5.2.1 Djscussion

In the course of her work, Beeby Lonsdale makes a number of
assertions about the nature of translator communicative
competence and, in Table 5—6, we link these to Munby’s
taxonomy of reading skills (1978), which we will describe in

more detail in Chapter 6.
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Table 5—6 Ideal translator communicative competence (Beeby Lonsdale 1996)
contrasted with a taxonomy of communicative reading skills (Munby 1978)

Translator communicative competence Reading
skills

Different languages organize meaning and 19, 32
lexis in different ways. Semantic fields are

rarely exactly equivalent-for example,

correrand run.

Lexical polysemy is resolved by context. E.g. 19, 22
double the money, double the blanket, he

has a double...

Syntactic polysemy is resolved by context, 28, 32
E.g. his car, his house, his arm...

Collocation is not rule-based. 30.6
Standardized language must be 21, 26
distinguished from non-standardized

language.

Context affects register (field, mode, and 19.2, 22.1
tenor).

Negotiating meaning requires awareness of 34, 35, 37.4
pragmatic purpose and intertextuality.

Discourse cohesion and coherence are 47-54
expressed differently by different

languages.

We believe that these elements of ideal translator
communicative competence — clements that need to be
acquired in the training process — coincide with the reading
skills and sub-skills that Munby has included in his
taxonomy.

We propose 10 adopt these skills and sub-skills as a set of
operational definitions that will serve as the target skills we will
test in our entry test in aptitude for translation. In Chapter 6, we
present Munby’s work more fully, and detail the skills we have
sclected as target skills for inclusion in our first drafi test
specification.

5.6 Conclusions

From our research into translation theory and translation
pedagogy we have reached the conclusion that reading skills play
a significant part in translation, when this is considered as a
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complex, analytical process. This is particularly important from
the pedagogical point of view.

We believe that translation is a process susceptible to analysis,
and that aptitude for translation is a compound of many skills,
and that these can be described and analyzed on individually. In
Chapter 6, we will look at Munby’s taxonomy of reading skills
and sub-skills (1978), which provides definitions of these skills
that are equivalent to the elements of translator communicative
competence described as essential by specialists in translation

pedagogy.
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IT 1S NOWADAYS a commonplace to lament the lack of a recent
alternative 1o the work carried out by Munby in preparing his
Communicative Syllabus Design, published as long ago as 1978
(Spolsky 1995). This in no way is a criticism of his taxonomy of
communicative language skills, but rather a tribute to an author
whose work has yet to be scriously challenged. Consequently,
and in the light of our analysis of pertinent research, Munby’s
work is essential to this study.

In this chapter, we will describe some of the background to
Munby's work and present the sub-set of skills that we have
selected for our test specification.

Munby began from the definition of English for Specific
Purposes (ESP) that was gaining currency in the mid- and late
seventies. This distinguished ESP from General English by virtue
of the learner-centered nature of the syllabus design. An ESP, or
indeed any other course designed for “'specific” purposes —
English for Academic Purposes (EAP) for example - was
intended to be much more closely tailored to the needs of the
learners than were other “general” courses. The essence of this
tailoring was the application of a needs analysis approach to the
definition of the learners’ communicative needs. The products of
this would then become the basis of syllabus content. Munby
(1978) was, and today remains, the first and foremost attempt 10
produce an instrument capable of deriving that list of learner-
centered communicative needs.

The origins of Munby's model lies in work carricd out in the
carly 70s. On the one hand, Hymes (1971) and Halliday (1974)
within the field of sociolinguistics had described aspects of
sociolinguistics competence which began to offer linguists a tool
with which to measure individual language performance.
Simultancously, in Britain and Europe, linguists working within
Foreign language learning (FLL), were trying 1o define and
describe micro-skills which could form the basis for a widely
accepted specification of language use in order to achieve
comparability in the language learning programmes used
throughout Europe. The product of this research was the “Dralt
outline of a European unit/credit system” (Trim 1973) which was
the precursor of the Threshold level (van Ek 1975), and the
subsequent developments of other levels, both more advanced
and more elementary. Trim, and his colleagues at the Council of
Europe, spawned a number of milestone publications within the
FLL world (e.g. Wilkins 1976), many of which contributed to a
veritable revolution which found its way into all aspects of FL
learning and teaching.

The aim of Munby’s work was to design a “dynamic processing
model” which would offer linguists with a systematic approach to
the analysis of the learner’s needs such that communication needs
might be established. From this list, Munby proposed, the course
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designer might able to draw up the “target communicative
competence” required by the leamer — as an individual, or as a
“type” — and thus produce a solid foundation on which 10 build a
syllabus. Munby expressly rejected any attempt to involve his
model in the latter part of this process.

The list presented below is the selection of skills on which our
entry test in aptitude for translation studiest was based. It forms
the starting point of the test design process.

Table 6—1 Reading skills and sub-skills selected for our test in aptitude for
translation. Numbering corresponds to Munby's original classification. (Munby
1978:126-131)

Deducing the meaning and use of unfamiliar lexical items,
through (Skill 19)

understanding word formation (Skill 19.1)
stems/roots (Skill 19.1.1)
Affixation (Skill 19.1.2)
Derivation (Skill 19.1.3)
Compounding (Skill 19.1.4)

contextual clues (Skill 19.2)
Understanding explicitly stated information (Skill 20)

Understanding information in the text, not explicitly
stated, through (Skill 22)

making inferences (Skill 22.1)

understanding figurative language (Skill 22.2)
Understanding conceptual meaning, especially (Skill 24)

quantity and amount(Skill 24.1)

definiteness and indefiniteness(Skill 24.2)

comparison; degree(Skill 24.3)

time (esp. tense and aspect)(Skill 24.4)

location; direction(Skill 24.5)

means; instrument(Skill 24.6)

cause; result; purpose; reason; condition:

contrast(Skill 24.7)
Understanding the communicative value (function) of

sentences and utterances (Skill 26)
with explicit indicators (Skill 26.1)
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without explicit indicators (Skill 26.2)

e.g. an interrogative that is a polite command; a
statement that is in fact a suggestion, warning,
etc. depending on the context; relationships of
result, reformulation, etc., without “therefore”, "in

other words”, etc.
Understanding relations within the sentence, especially

(Skill 28)

elements of sentence structure (Skill 28.1)
modification structure (Skill 28.2)
Premodification (Skill 28.2.1)
Postmodification (Skill 28.2.2)
Disjuncts (Skill 28.2.3)
negation (Skill 28.3)
modal auxiliaries (Skill 28.4)
intra-sentential connectors(Skill 28.5)
complex embedding (Skill 28.6)
focus and theme: (Skill 28.7)
Thematic fronting; and inversion (Skill
28.7.1)

Postponement (Skill 28.7.2)
Understanding relations between parts of text through

lexical cohesion devices of (Skill 30)

repetition (Skill 30.1)
synonymy (Skill 30.2)
hyponymy (Skill 30.3)
antithesis (Skill 30.4)
apposition (Skill 30.5)
lexical set/collocation (Skill 30.6)

pro-forms/general words (Skill 30.7)
Understanding relations between parts of text through

grammatical cohesion devices of (Skill 32)

reference (anaphoric and cataphoric) (Skill 32.1)
comparison (Skill 32.2)
substitution (Skill 32.3)
ellipsis (Skill 32.4)
time and place relaters (Skill 32.5)
logical connectors (Skill 32.6)
Interpreting text by going outside it, (Skill 34)
using exophoric reference (Skill 34.1)
‘reading between the lines” (Skill 34.2)
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integrating data in the text with own experience

or knowledge of the world (Skill 34.3)
Recognising indicators in discourse for (Skill 35)

introducing an idea (Skill 35.1)

developing an idea (e.g. adding points,

reinforcing argument) (Skill 35.2)

transition to another idea (Skill 35.3)

concluding an idea (Skill 35.4)

emphasising a point (Skill 35.5)

explanation or clarification of point already made

(Skill 35.6)

anticipating an objection or contrary view (Skill

35.7)
ldentifying the main point or important information in a

piece of discourse, through (Skill 37)

vocal underlining (e.g. decreased speed,

increased volume) (Skill 37.1)

end-focus and end-weight (Skill 37.2)

verbal cues (e.g. ‘The point | want to make is

. NSKill 37.3)

topic sentence, in paragraphs of (Skill 37.4)
Inductive organisation (Skill 37.4.1)

Deductive organisation (Skill 37.4.2)
Distinguishing the main idea from supporting details, by

differentiating (Skill 39)

primary from secondary significance (Skill 39.1)

the whole from its parts (Skill 39.2)

a process from its stages (Skill 39.3)

category from exponent (Skill 39.4)

statement from example (Skill 39.5)

fact from opinion (Skill 39.6)

a proposition from its argument (Skill 39.7)
Extracting salient points to summarise (Skill 40)

the whole text (Skill 40,1)

a specific idea/topic in the text(Skill 40.2)

the underlying idea or point of the text(Skill 40.3)
Selective extraction of relevant points from a text,

involving (Skill 41)
the coordination of related information (Skill
41.1)
the ordered rearrangement of contrasting items
(Skill 41.2)
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the tabulation of information for comparison and
contrast (Skill 41.3)
Expanding salient/relevant points into summary of (Skill

42)

the whole text (Skill 42.1)

a specific idea/topic in the text (Skill 42.2)
Reducing the text through rejecting redundant or

irrelevant information and items, especially (Skill 43)

Omission of closed-system items (e.q.
determiners) (Skill 43.1)

Omission of repetition, circumlocution,
digression, false starts (Skill 43.2)
Compression of sentences or word groups (Skill
43.3)

Compression of examples (Skill 43.4)

use of abbreviations (Skill 43.5)

use of symbols denoting relationships between
states, processes, etc. (Skill 43.6)

Basic reference skills: understanding and use of (Skill 44)
Graphic presentation, viz. headings, sub-
headings, numbering, indentation, bold print,
footnotes (Skill 44.1)
table of contents and index (Skill 44.2)
cross-referencing (Skill 44.3)
card catalogue (Skill 44.4)

Phonemic transcription/diacritics (Skill 44.5)

Skimming to obtain (Skill 45)
the gist of a text (Skill 45.1)

a general impression of the text (Skill 45.2)
Scanning to locate specifically required information on

(Skill 46)

a single point, involving a simple search (Skill
46.1)

a single point, involving a complex search (Skill
46.2)

more than one point, involving a simple search
(Skill 46.3)

more than one point, involving a complex search
(Skill 46.4)

a whole topic (Skill 46.5)
Transcoding information presented in diagrammatic

display, involving (Skill 51)
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Straight conversion of diagram/table/graph into
speech/writing (Skill 51.1)
Interpretation or comparison of
diagrams/tables/graphs in speech/writing (Skill
51.2)
Transcoding information in speech/writing to
diagrammatic display, through (Skill 52)

Completing a diagram/table/graph (Skill 52.1)
Constructing one or more
diagrams/tables/graphs (Skill 52.2)
Recoding information (expressing/understanding
equivalence of meaning)(Skill 53)
within the same style (e.g. paraphrasing to avoid
repetition) (Skill 53.1)
across different styles (e.g. from technical to lay)
(Skill 53.2)
Relaying information (Skill 54)
Directly (commentary/description concurrent
with action) (Skill 54.1)
Indirectly (reporting) (Skill 54.2)

The virtues of Munby's taxonomy can be seen in the number of
subsequent authors who have employed them in their own work.
Grellet (1981), Madsen (1983) and Heaton (1988), all use
variations of the basic terms defined by Munby, although they
tend 10 simplify the terms, and to gloss skills and subskills in
more teacher-friendly language (e.g. Grellet 1981:4-5).

In an unpublished PhD thesis on testing for EAP students, Weir

(1983) modified Munby’s taxonomy of reading skills by
introducing a distinction between lower and higher order skills:

Table 6—2 Lower order reading skills (Weir 1983)

Reference skills, eg using bibliography, index, footnotes

Deducing the meaning and use of unfamiliar lexical items
through understanding word formation and contextual
clues

Understanding relations within the sentence
Understanding relations between parts of text through
grammatical cohesion devices

Understanding relations between parts of text by
recognising indicators in discourse
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Understanding the communicative function of sentences,
with and without indicators

Understanding conceptual meaning, eg cause, result,
purpose

Understanding explicitly stated ideas

Table 6—3 Higher order reading skills (Weir 1983)

Understanding ideas not explicitly stated

Separating essential from non-essential in text,
distinguishing the main idea from supporting details, etc
Transfer of information from one medium to another
Skimming

scanning for specifics
surveying to obtain gist

Notemaking
selective extraction of relevant and related
points for summary
extracting salient points for commentary
reducing text by rejecting redundant or
irrelevant items

Critical evaluation

As can be seen, the terminology Weir uses is essentially the same
as Munby had used originally, but, as have others he has
simplified slightly the descriptions.

6.1 The description of reading skills

The decision to focus one part of our entry test of aptitude for
translation on reading skills is based on two premises. The first is
the theoretical basis that we have described in the Chapter 4, and
the second is pragmatic, and also based on the information
derived from our study of the context (Chapter 3) in which we
were to work.

As we have discussed carlier, it was felt that the focus of such a
test had 1o be based on an understanding of the learning
requirements of students actually studying to become translators.
Having studied work on the process structures believed to
underpin translation, we found that the conclusions of both
Translation studics theorists and specialists in the pedagogy of
translation, coincided with the wealth of data we had available
from the diploma course students, and their largely
undocumented history of failure. It was clear that here was a link
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between the two. The question that had 10 be asked was “Which
skill(s) were those who passed the course able to employ that the
remainder were not?” This approach led to a further analysis of
failure and of the teaching that brought about recovery among
these leamers.

The course final examination that these candidates were unable to
perform well in — which we have discussed in great detail earlier
— involved a summary writing exercise. The results showed that
their inability to produce coherent summaries of the texts offered
correlated highly with their overall failure in the examination.
The conclusion we drew was that

= the inability to read in depth, expressed as a lack of the
ability to consciously apply LA or LB reading skills
indicated a crucial weakness in this area.

Students writing skills appeared not to be in question as their
performance in essay writing was markedly better.

As we have mentioned before, in 1991-92, the course programme
for Traduccion I (Inglés) was rewritten to focus on the
development of specific reading skills, and on the practice of
writing skills in conjunction with these. Texts were analysed in
such a way as to encourage lcarners to develop their ability to
consciously develop a systematic approach to reading. The
mirroring of this analytical approach was then applied 1o their
development of writing skills.

In addition, because of the constraints facing the administration
of the test in terms of the numbers of candidates it was believed
that an objective test which could eventually be corrected by
computer was far preferable to any subjectively marked test of
the kind which a focus on writing skills would entail. We will
take up this aspect of the study further in the next chapter, when
we look at the issues derived from testing theory, which impinge
on our study.

6.1.1 Why 1esTINLA AND LB ?
The attitude of colleagues in the University of Granada towards
the question of an entry test to the degree program was very
clear: the most important stumbling block to producing quality
graduates would be the level of Language B with which leamers
entered the program. This attitude is contrary to the research we
have reported on in Chapter 3 and to that expressed throughout
the francophone world in translation studies (Bossé-Andricu
1981). It scems to this writer to stem very much from a suspicion
of the quality of foreign language teaching in the Spanish state
system. Again, this position was unsupported in rescarch in the
literature, although the failure rate we have described carlier
clearly indicated something.
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The teaching of the first year translation course had been in the
hands of professional translators, with some, little, or no
experience or training in the teaching of foreign languages. The
standards and criteria that they employed were, then, derived
from their professional background, and these led to the high
failure rate and their conclusion that this was due to ‘poor
knowledge of the foreign language’.

The issue of the relationship between reading ability and
language proficiency, whether in LA or in LB is “equivocal and
tentative” (Alderson 1984:24). In broad terms, it can be said that
some sort of relationship has been demonstrated to exist between
LA reading ability and LB reading ability, and that this
relationship enjoys a degree of independence from LB
proficiency according to the level of that proficiency. Alderson,
in his survey of the subject, finds support for the belief that some
type of “threshold™ level of LB proficiency needs to be attained
by individuals in order for their LA reading abilities to influence
their LB reading.

However, he makes the complexities of the relationship, and the
need for further qualitative research obvious, and leaves us in
little doubt that, in our study, the importance of reading skills in
both LA and LB is such that we cannot afford 10 test one only.

6.2 Conclusions

Munby’s taxonomy of communicative language skills has
provided us with a basic list of individual reading skills that we
believe are equally applicable to all of the languages involved in
our entry test procedures (Spanish, English, French and German).
Following on from our decision to adopt the concept of aptitude
as a divisible entity, these skills are discretely defined in such a
manner that they offer clear targets for us to aim at when we
write individual test items. Furthermore, these individual test
items can be grouped together in such a way as to offer a range of
target skills in our sub-tests. The only difficulty that we foresee
lies in the complex nature of our target, as described in Chapter 5,
which may mean that the overlaps between different aspects of
aptitude confuse aspects of our results.
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THE OBJECTIVES of this chapter are

o to provide an overview of the principle issucs in
Classical Test Theory (CTT) as it is applied to Foreign
Language Learning

L to define the basic theoretical approach 1o testing that

we have chosen for our research

P to discuss the statistical formulae we consider
appropriate to achieve our objectives.

o3 to define those concepts drawn from CTT that we
belicve have an important bearing on our rescarch

To do this, we present an overview of the main considerations
drawn from the field of testing that have a direct or indirect
influence on our study. We begin with a look at the major trends
in testing in recent years, and outline the fundamental arguments
that have fuelled debate among practitioners. Then we define
validity, reliability, and practicality, three crucial concepts
discussed throughout the literature, and highlight aspects of each
that affect our rescarch. We next distinguish between Classical
test theory (CTT) and Item response theory (IRT), these being the
two fundamental approaches to the statistical analysis of test
scores. In this study, we will only apply techniques drawn from
the former. However, current research in IRT, dubbed “Modern
1est theory™ by some (e¢.g. Crocker and Algina 1986), makes it
clear that these two theories are to be considered complimentary
approaches to the subject. Further research into testing for
aptitude would need 10 adopt the statistically more complex IRT
method in order to broaden even further the range of information
available.

In the final sections of the chapter, we define the most important
CTT statistics that we will calculate from our test results, and
indicate the ways in which thesc can be interpreted. The measures
in question are the FACILITY VALUE (FV), and DISCRIMINATION
INDEX (D1). Both of these provide information on the
performance of individual items; as do the descriptive statistics,
and the frequency distribution of scores, which provide
information on the performance of the test as a whole.

7.1 Major trends in testing

We are now going 1o give a brief sketch of some of the major
trends in testing practice that have been described in the literature
as a backeloth against which 10 view elements of our research
design and methodology.
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The three principal stages in the development of language testing
are generally labeled:

(1] Psychometric-structuralist,
(2] Psycholinguistic-sociolinguistic,
3] communicative

(Spolsky (1976) quoted by Weir (1988:1).

They are considered to represent a chronological sequence of
developments, although there has been considerable overlap
between them. In these three periods, researchers have been
involved in a tense debate over the primacy of test reliability or
that of test validity. During the so-called psychometric-
structuralist era, reliability held sway with the application of
DISCRETE ITEM tests, many of which were based on the multiple-
choice model, and which were highly objective.

As test theory developed, the INVEGRATIVE TEST gained ground
with the use of dictation and the cloze test, both of which moved
away from the isolated testing of language components to
examining aspects of linguistic competence. However they did
not require the use of spontancous language production, and they
did not test communicative competence. Morcover, the debate
continued over the nature of linguistic competence, whether this
was divisible and therefore susceptible to being tested in discrete
item tests, or whether it was unitary and, accordingly, best tested
through integrative test tasks.

The major criticism of the integrative tests was that they too,
failed to test the spontancous use of language, and therefore did
not demonstrate the individual’s ability to communicate. With the
development of Communicative language learning and teaching,
the drive began to discover a communicative approach to
language testing.

Against the background of advances in language testing theory,
in the development of tools and instruments of statistical analysis,
and in the application of the principles of Communicative
language learning and teaching, Bachman (1991) describes a
theoretical framework based on a multicomponential model of
language ability. He applies this to the design of test tasks to
demonstrate its applicability to the Communicative language
testing philosophy.

Language ability, Bachman suggests, comprises two components:
language knowledge and metacognitive strategies. The first, also
termed competence, is exclusive to language use, and divides into
organizational knowledge and pragmatic knowledge. Of these,
the former includes how texts are organized and is made up of
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grammatical knowledge and textual knowledge; the latter deals
with the elements of sentences, intentions and contexts, and the
ways in which they relate to form meaning: propositional,
functional and sociolinguistic knowledge. Alongside these,
Bachman presents a set of metacognitive strategies termed
Assessment, Goal-setting, and Planning. He suggests these
interact simultancously with cach other, and with the components
of language knowledge. Test task performance, he states, reflects
all of these factors, and the interactions between them.

In Bachman's opinion, the question of test-taker characteristics,
and the interaction between the test-taker and the test task comes
to the fore as the “interface™ between SLA and language testing
rescarch, This interaction influences test scores, and is clearly
relevant to test activity design.

Now it is Bachman's contention that validity remains the more
important of the two criteria by which we judge tests, but as
reliability is understood 10 be one essential part of validity, this is
never ignored.

Bachman’s contribution to the current phase of language testing

development places the learner or in this case the test-taker, at the
center of the process.,

Table 7—1 Bachman's parameters of authenticity (1990)

Interactional authenticity
Low High
High i 4
Situational
___authenticity
Low 3 2

In Table 7—1, we can see the frame that Bachman proposes we
use in order to judge the authenticity of the test task. 1f we
consider that a communicative test task should have real-world
authenticity, then we must judge this against two scales:
interactional authenticity, and situational authenticity. These
scales represent high-low ranges, and the positions numbered 1 10
4 identify extremes. Our sub-tests in reading skills for translators
would, we think, correspond to position 1. That is, they are low
on interactional, but high on situational authenticity. We believe
this to be so because the reading phase of the translation process
involves no direct communicative interaction, certainly no in the
terms in which the FL practitioner would recognize. However, it
does have high situational authenticity, in that it is an essential
part of the reality of the translation process. After all, the
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translator is the “expert reader” (Beeby Lonsdale 1996). The
questions arising from the interpretation of the reading process
are dealt with in more detail elsewhere (insert reference).

We feel that, while the sub-tests we apply lack the some of the
essential characteristics that from an FL point of view would
characterize them as communicative, they are in fact more
communicative, in the narrow context of testing for aptitude for
translation than they at first appear. The initial standpoint from
which we view the process of reading, namely that of an
interactive, communicative process, strengthens the case for
judging our sub-tests against Bachman's criteria for authenticity.

1.2 Classical Test Theory

In this section, we will look at the essential equation from which
Classical test theory (CTT) derives its analytical procedures.

Table 7— 2 True score and measurement error

X = T + E

Classical test theory (CTT), also known as True Score Theory,
deals with the relationship between test scores observed as the
result of administering test instruments, and the “real™ scores,
that indicate individual ability. The basic model of CTT is
described in Table 7—2.

Here, X represents the observed score; T, the true score the
candidate would achieve taking a perfect test under perfect
conditions; and E the part of the observed score that is due to
error of one sort or another.

This theory presents the test user with a dilemma: while the
observed scores can be manipulated for statistical analysis, how
can we calculate the true score and the score due to error? The
approach to resolving this is based on calculating test reliability
and error of measurement, both of which we will discuss in
more detail later.

Measurement error in the use of a test is responsible for some of
the variation in test scores. The sources of error lie in different
aspects of the test, and each of them is susceptible to statistical
method, giving rise to the calculation of coefficients of
reliability.
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method, giving rise to the calculation of coefficients of
reliability.

We will now define and describe the essential concept of
validity, and draw a list of those aspects that we need to
ascertain in our research process.

The extent to which scores on a test enable inferences to be
made which are appropriate, meaningful, and useful, given
the purpose of the test. (ALTE 1998:168)

Whenever test users interpret scores achieved in a particular test
as being indicative of “something”, they need to know to what
extent they can justify their interpretation (Bachman & Palmer
1996:21).

If, as is our case, the purpose of the test is to enable decisions to
be made, then the validity of the test scores is paramount. Even
more so when we are dealing with scores that will influence
decisions over individuals’ future studies and, indeed,
professional careers. The scope of the inferences we may make
from a test score is wide-ranging, and some of the more recent
literature on the subject (Bachman 1990; Alderson, Clapham
and Wall 1995) explicitly includes consideration of these
important ethical and social dimensions of test use.

In general, validity is seen as an umbrella term, which is
divided up in a number of ways. Writers tend to position
themselves at different points along a continuum that can best be
described in terms of the orientation and interests of their target
readers. At one end of the scale we find authors such as Baxter
(1997), Heaton (1988), Hughes (1989), and Weir (1990) who
include classroom teachers among their target audience, and
who aim to inform and influence classroom practice.
Consequently they are more didactic and less statistical in their
presentations. In their acknowledgment of the less didactic end
of the scale, they refer readers to others, (e.g. Bachman 1990;
Crocker and Algina 1986; Henning 1987). These are writers
who take a more academic, research-oriented approach, and
who aim to communicate detailed methods of analysis, offering
much in the way of statistical formulac and procedures. All of
them, however, take essentially the same position as to the
nawre of validity, classifying it in different ways as Table
Testing/3 shows.

There is much basic agreement among these authors. Moreover,
the disagreements tend to indicate their relative positions on the
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Table 7 — 3 Validity and validities.

Baxter Crocke Heaton Henning  Hughes Weir

rand

Algina
Beckwash [ o .: ® ».% 3.8 . 8% S #.
Congurrant |- B Y e ¥ s A
Construct R A A A A 4
Comtent | VT Y VL LY.
Ciktaica x/ e /J" /
related T, EREVRAR. JUNRSCAY. S s oI b (g )
Empirical . v x x x
Face v v v v v v
Non- x G x v ® x
Empirical
Response x x x v x x
Predictive x Y v v < v

continuum. We will now look at each type of validity in more
detail.

7.2.1.1 Backwash validity

...the effect that a final test has on the teaching program that
leads to it. (Baxter 1997:28)

The difficulties of measuring the effect of testing on classroom
practice is one that has been described in quantitative terms by
Alderson and Wall (1993). This aspect of testing is clearly of
importance as tests within educational systems are modified
because merely by effecting changes in the testing procedures,
changes in teaching will be brought about. The exact nature of
this relationship is much less clear than is often supposed.
However, this docs not affect our current research, so we will
take it no further.

7.2.1.2 Concurrent validity
A test is said to have concurrent validity if the scores it gives
correlare highly with a recognized external criterion which
measures the same area of knowledge or ability. (A.L.T.E.
1998:139)

As an empirical measure of the relationship between scores this
statistic is of imporiance in a study such as ours. When we
described “The Diploma experience”, we gave details of the
scores obtained when we administered the Oxford Placement
Test (Allan 1990). We mentioned its stated reliability, and
described its component sub-tests. In our study we will present
the results of applying this test, the OPT, as a measure of
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establishing the concurrent validity of our LB sub-tests. We do
not predict a high correlation between the OPT scores and our
sub-test scores because they do not measure exactly the same
areas of knowledge. However, the comparison will serve to
establish whether or not our test is a minimally valid measure of
English language skills.

7.2.1.3 Construct validity
A test is said 1o have construct validity if scores can be
shown to reflect a theory about the nature of a construct or
its relation to other constructs. (A.L.T.E. 1998:139)

This concept relates the test and the underlying applied linguistic
theory of the acquisition of abilitics and skills on which it is
based. The construct we test, and the test mechanism we use,
must be in harmony to achieve construct validity. This implics
that the Communicative approach to language learning and
teaching, is incompatible with the use of multiple choice
questions (MCQs) as the test mechanism because they Jack a
communicative dimension. In our case, where the focus of the
test is on reading skills, MCQs could well be considered the
most valid means of testing the construct, because they only
involve reading.

7.2.1.4 Content validity
A test is said ro have content validity if the items or tasks of
which it is made up constiture a representative sample of
items or tasks for the area of knowledge or ability to be
resred. (A.L.T.E. 1998:140)

Within a teaching program, content validity describes the
relationship between the language being tested and the course
objectives. In order to ensure this is the case test writers are
recommended to produce a test specification giving detailed
information on the skills and areas to be tested, and on the
weighting applied to each (Carroll B.J. 1980; Carroll B.J. and
Hall 1985; Heaton 1988). In this context, “weighting™ means
quantifying and balancing test components so that the
importance given to each, reflects the importance they have
been given during the teaching/learning period (Heaton
1988:161).

Content validity, then, is an intrinsic requirement of any test.
However, as we are working with no direct contact to any
teaching program we have to ask ourselves if our test includes a
representative sample of the skills it sets out to measure, with
reference only to our written test specification. The preparation
of that specification is, therefore, crucial to the content validity
of the test. If we are able 1o draw on teaching programs of the
type that candidates are likely to have experienced, and of the
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type that successful candidates will follow, then we are likely to
produce a specification which represents a close approximation
1o the representative sample that is called for.

The evaluation of content validity is often left to the judgement
of Subject Matter Experts, who are asked to compare test items
and specifications. This process can, in itself, lead to a range of
responses. Alderson (1990) found that so-called “judges™
agreed little as to the target skills that test writers believed they
had focussed on. In contrast, Bachman (1990) reports that a
satisfactory level of agreement can be achieved. In the case of
our tests, the opinions of members of the Examining Board
were sought, as were those of colleagues involved in the test-
writing process.

7.2.1.5 Criterion-related validity
A test is said to have criterion-related validity if a
relationship can be demonstrated benveen test scores and
some external criterion which is believed to be a measure of
the same ability. (A.L.T.E. 1998:140)

Also called empirical or statistical validity by some writers
(Heaton 1988; Henning 1987), this aspect of validity is the
general term that covers the relationships between any one
specific test and other external tests, which have previously
been validated. These measures can be then be used as criterion
measures against which to judge a new test. The means by
which criterion-related validity is measured is the use of
correlation coefficient formulae such as the PEARSON PRODUCT-
MOMENT COEFFICIENT. The values of cocfficients derived from
these calculations are interpreted against labels, such as those
we mentioned earlier in our description of “Bossé-Andrieu’s
study of francophone countries™. A more precise interpretation
is made with reference to tables of statistical significance, for
example those found in Henning (1987) Siegel and Castellan
(1988), and Silver (1997).

7.2.1.6 Face validity
The extent to which a test appears to candidates, or those
choosing it on behalf of candidates, to be an acceprable
measure of the ability they wish to measure. (A.L.T.E.
1998:144)

Henning (1988) classifies face validity as a non-empirical form
of validity, and as such gives it little relevance. It is usually
tested qualitatively through follow-up questionnaires. We
consider it an essential aspect of a test because it conditions the
mental approach of candidates to that test. If a test lacks face
validity, candidates may not take it seriously, or they may be
disconcerted by it to the extent that they under-perform. In the
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current context, face validity of aptitude testing at the University
of Granada is highly significant, as candidates are required to
pay a substantial examination fee.

7.2.1.7 Predictive validity
An indication of how well a test predicts future performance
in the relevant skill. (A.L.T.E. 1998:157)

Predictive validity is the essential purpose of all aptitude tests.
The fundamental question that our test is designed to answer is
one of future performance in translation. Clearly, the most
appropriate aptitude test would be one of translation, as that
would comply with the requirement that we measure the
“relevant skill”. However, as we have mentioned in our
introduction, the legal framework that established the aptitude
test expressly prohibits the use of translation as a test
instrument. Therefore, as in the case of concurrent validity, we
would not expect the correlation coefficients between our test of
aptitude and a subsequent measure of translation ability to be
significantly strong.

7.2.1.8 Response validity
Response validity is the extent to which examinee responses
1o a test or questionnaire can be said to reflect the intended
purpose in measurement. Lack of adequate instructions,
incentives, task familiarity, or courtesy could invalidate
responses. (Henning 1987:196)

If a candidate is in some way confused, or led into error due to
an unexpected test task type, or inadequate instructions, they
will not necessarily respond in the way expected. This will
invalidate the candidate's response, although they may well
indicate they are able to answer the item correctly.

7.2.1.9 How valid is valid?
Despite relative agreememnt over the classification of validity,
there is still much that is open to debate. Heaton makes it clear
that overall validity - i.c. the sum of the types we have just
described - and the testing situation are inextricably linked. Test
purpose is always a key factor in the interpretation of results
measuring these concepts, but more than this, we must
remember that “...the established criteria for measuring validity
are themselves very suspect...” (Heaton 1988:162). Many
writers have researched this area, as we will now see.

Fulcher (1987) criticizes trends in communicative testing and in
particular the work of the English Language Testing Service
(ELTS) (Carroll B.J. 1980, 1981, 1985; Munby 1978). He
specifically finds fault with the search for content validity at the
expense of construct validity in oral tests, and concludes that the
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piccemeal assessment of skills and sub-skills does not match the
reality of authentic discourse. Matthews (1990) also questions
oral proficiency testing, based on the use of criteria rating scales
from the standpoint of an assessor. She believes that the search
for content validity has Jed 10 an over-reliance on discrete sub-
skills as the focus of teaching and testing. She concludes that
oral proficiency descriptors are often ambiguous, and are really
instruments of norm-referencing, serving only to rank-order
candidates.

A recent study of the limitations of multiple choice questions
(MCQs) concludes that the construct validity of the format is
open to question. In a study of Chinese learners' test-taking
processes in a listening comprehension test Wu Yi‘an (1998)
used retrospection protocols to go into the mental processes
lying behind candidate performance. The results suggest that the
format favored more advanced learners and provided added
difficulty for the less able. We will take up some of the details
of this rescarch later, when we look at the use of the MCQ test
task in greater depth.

7.2.1.10 Conclusions
The concept of validity is more important than, but dependent
on, that of reliability. In the literature, attitudes to validity vary,
mainly according to the writer’s intentions and perceived
readership. Perhaps the most significant conclusion, which
almost all would agree with, is that the purpose of the test
defines the type of validity that needs most auention. In our
study, as we show in the table below, we must consider all but
one of the types we have defined. Only backwash validity
escapes our purposes in that our test has no link with classroom
teaching.

7.2.2 RELIABILITY
The consistency or stability of the measures from a test. The
more reliable a test is, the less random error it contains. A
test which contains systematic error, e.g. bias against a
certain group, may be reliable, but nor valid. (A.L.T.E.
1998:160)

Reliability is concerned with the ways in which error can
influence the scores of individual candidates. Three types of
reliability are described in the literature: internal consistency,
equivalence, and stability (Bachman 1990). Each of these looks
at the reliability of the test from a different perspective. Internal
consistency has to do with the differences in candidates’ scores
that arise from measurement errors produced by test tasks or
item types. Equivalence is the relationship between different
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Table 7— 4 Aspects of validity relevant to our study

Backwash
Cencurrent
Construct
Content
Criterion-Related
Empirical

Face
Non-Empirical
Response
Predictive

SSSNSSASNSY X

forms of the same test. Moreover, test stability is a calculation
of the sources of error that may arise over a period. All three
types of reliability are calculated by the correlation between
scores achieved on a specific test, and those coming from real
or hypothetically parallel tests. The formulae used vary from
type to type and, as with all correlational research, the figures
they produce need to be interpreted with care.

The concept of reliability purports to demonstrate two things:

* The value of a single language test as an instrument
which can be used with a specific group of candidates
on more than one occasion, or

4 The value of two or more parallel language tests
which can be used with different groups of candidates
on the same or different occasions.

In the context of large-scale testing such as that carried out by
university authorities measuring school-Ieavers’ abilities for
entry to the university the concept is of great importance.

Whichever method is used, the question of the reliability of a
test is fundamental to that of its construct validity: an unreliable
test cannot be considered valid. However, the all-out pursuit of
reliability can lead test designers to focus too narrowly on
perfecting this aspect of test performance in an all-too-imperfect
testing environment. Testing is much more a balancing act in
which the different components of what Bachman & Palmer
describe as Test usefulness (1996: 17-42) need 10 be held in
balance. Reliability and construct validity are undoubtedly two
essential components in this, but they cannot be considered the
only two.

Testers have been seduced by the technical developments
possible in the pursuit of greater reliability, at the expense of
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confirming validity (Spolsky 1995). The dangers of this
tendency are particularly important in the handling of objective
tests such as ours because they can lead to a disregard for the
validity or validities of the test instrument.

Reliability, then, is concerned with the ways in which error can
influence the score of the individual candidate. It can be defined
in terms of the internal consistency of a test, the differences
between test tasks and item types and of stability, sources of
error that may occur over a period. The methods by which
reliability is measured generally involve the calculation of
correlations between real or hypothetically parallel tests.
Internal consistency looks at the reliability of a single
administration of one test. It is analyzed by studying differences
in candidates’ performance on different parts of the test.

If, as in our case, three different item types are used, how does
this influence candidate performance? In studying equivalence,
two aspects of item performance, THE FACILITY VALUE (FV)
and the DISCRIMINATION INDEX (DI) can be used for
comparison. In addition, by looking at the descriptive statistics
of the overall performance of candidates on the test we can
make certain deductions about the test as an instrument. In the
absence of a second test, however, we need (o adopt measures
of internal consistency in order to establish reliability.

7.2.2.1 Internal consistency
A feature of a test, represented by the degree to which
candidates’ score on the individual items in a test are
consistent with their total score. (A.L.T.E. 1998:148)

Internal consistency is the reliability of the test itself, and of the
scoring procedures used. It is an alternative 1o testing for
stability, which we discuss below, and is calculated in
circumstances in which a test-retest procedure — one in which
the same (est is administered twice — is not possible.

Aspects of the test method, such as item-type or target language,
influence internal consistency. For example, if different item
types appear in a test, how do they affect candidate
performance? Internal consistency is an estimation of the
reliability of a test when it is only used on one occasion, and we
use different parts of the same test to provide the data we need.
Two approaches to calculating internal consistency are
described: split-half reliability estimates (Bachman 1990), and
item variance reliability (Bachman 1990; Henning 1987). Both
of these present certain advantages and disadvantages, which we
will now describe in detail.
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SPLIT-HALF ESTIMATES

If we divide the items in a test into two equivalent groups, we
can compare candidates’ scores for each half of the test as if
they were two separate tests. We can then compare the mean
and variance of each half, and the mean and variance of the
whole test. Bachman (1990) proposes two methods of
calculating split-half reliability: the SPEARMAN-BROWN, and the
GUTTMAN formulae.

Whichever of these we adopt, we must make certain
assumptions about the two halves of the test, and these
incvitably affect our interpretation of the estimates we produce.
In both cases, the formulae assume that the two halves of the
test are independent of each other. That is, that the score
achieved on one half cannot depend in any way on that achieved
on items in the second half. Furthermore, the SPEARMAN-
BROWN formula assumes that each half is equivalent to the
other.

The apparently straightforward procedure of dividing a test into
two equivalent and independent halves is clearly not so simple.
Random selection, as in the so-called odd-even method -
whereby odd items (numbers 1, 3, 5, etc.) and even items,
(numbers 2, 4, 6, etc.) are separated - may be insufficient to
guarantee independence and equivalence. Analysis of the two
halves using the F-test, to compare variances, and the t-test, to
compare means would, however, establish the validity of this
approach.

In view of this difficulty, Bachman suggests that division “by
design™ may be more appropriate, and that...

[o]ne way of avoiding this would be to split the test into
halves in every way possible, compute the reliability
coefficients based on these different splits, and then find the
average of these coefficients. (175)

Although he does then point out the difficulties in terms of the
sheer volume of calculations this entails.

One further complication of the split-half method is that by
dividing the test in two, the total number of items in cach half is
reduced. As reliability improves when the number of test items
is increased, this puts further doubt on any interpretation of the
split-half estimates. To overcome this, a variation of the
SPEARMAN-BROWN formula corrects for a small number of
items (Bachman 1990; Henning 1987) The GUTTMAN SPLIT-
HALF estimate does not require this type of correction.
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ITEM VARIANCE RELIABILITY ESTIMATES

As an alternative to split-half estimates internal consistency can
also be calculated by means of the KUDER-RICHARDSON
RELIABILITY COEFFICIENTS, known as KR-20 and KR-21. These
formulae calculate reliability from the variance of individual
items (Bachman 1990; Henning 1987). However, they assume
that all items are of equal difficulty, which may not be the case.

The assumptions underlying the use of the three formulae and
the consequences of violating these assumptions are described in
the table that follows. Whichever formula we use, the
consequences of violating the assumption of independence
and/or of equivalence is the same.

We define equivalence as the degree of measurement error
derived from using different forms of the same test. We
measure this when we correlate the scores achieved by a single
group of candidates on two, or more, tests. Equivalence is
calculated with the PEARSON PRODUCT-MOMENT COEFFICIENT.

We find more evidence of equivalence, or of its absence, if we
study two aspects of item performance: FACILITY VALUE (FV)
and DISCRIMINATION (DI). These values, which we will
describe in more detail shortly, indicate how candidates respond
10 individual items. To compare different forms of the same test
we can compare these values, and their means, along with other
descriptive statistics.

Table 7— 5 Assumptions for internal consistency reliability estimates, and effects
of violating assumptions (Bachman 1990:178)

Assumption Effect if assumption is
violated

Estimate Coefficient Equi- Indepen-  Equi- Indepen-

type valence _dence valence dence

Spearman- Split-half Yes yes Under- Over-
Brown estimate Estimate

Guttman Split-half No yes - Over-
Estimate

Kuder- ltem Yes yes Under- Over-
Richardson variance estimate Estimate

7.2.2.2 Stability

An aspect of reliability where the estimate is based on the
test-retest approach. Ir relares 10 how stable test scores are
over time. (A.L.T.E. 1998:164)

Stability, also known as test-retest reliability, answers the
question * Do candidates perform differently when taking the
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same test for a second time?" However, it is a concept that is
difficult to measure in most contexts, and one that we are not
able to gauge.

The formula we have presented carlier is based on one
administration of the test and calculates reliability from the
responses by the candidates who sat the paper. It is designed to
simulate the test re-test situation, in which a single group of
candidates would take the same examination on two separate
occasions.

7.2.2.3 Spearman-Brown Proph ecy Formula
The test writers’ chances of achieving high levels of reliability
are enhance by the application of the SPEARMAN-BROWN
PROPHECY FORMULA. In any given test, the level of reliability
achieved may be lower than that 1argeted. With this data, we
can calculate the improvements in reliability that would be
achieved by adding more items to the same test. In this way, il
is possible to report on the improvements needed in a highly
specific manner. If a test is being trialled, this information can
enhance the revision process.

7.2.2.4 Standard error of measurement (Se)
Having calculated the coefficient of reliability for a test, it is
then possible 1o produce the STANDARD ERROR OF
MEASUREMENT. This figure indicates how close the observed
score of candidates is to their true score, and as such is a means
of gauging the overall accuracy of the test results produced.
Crocker and Algina (1986) describe this process, but they offer
no suggestion as to what might be considered an acceptable
level of error.

7.2.3 DIscussIon: RELIABILITY VS, VALIDITY
Classical Test Theory (CTT) defines these two concepts —
reliability and validity — as essential 1o test analysis. Bachman
(1990:161-62) distinguishes between them through questions. Of
reliability, he asks:

How much of an individual's test performance is due to
measurement error, or (o factors other than the language
ability we want to measure?

And of validity:

How much of an individual’s test performance is due to the
language abilities we want to measure?

The precisc nature of the relationship between reliability is less
clear nowadays. Writers (¢.g. Heaton 1988) had generally
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accepted the view that reliability was essential 1o establishing
validity, and dedicated much time and cnergy to the
development of increasingly reliable tests. Spolsky (1995)
describes in detail the manner in which testers had been seduced
by the technical developments possible in the pursuit of greater
reliability, which he considers to have been at the expense of
confirming validity.

Nowadays, the nature of the reliability-validity relationship is
said to be less clear, and it is considered a function of the
purpose of the specific test under study, rather than an
immovable concept. Bachman (1990) and Spolsky (1995) both
stress the balance of the relationship pertaining between the two
concepts, and emphasize the relatively greater importance of
validity.

From our point of view, this means that while it is obviously
desirable for us to achieve the highest levels of validity and
reliability, we have to accept that this is not necessarily going to
be possible. Throughout we must be keep our sights set on these
targets, but we cannot afford to lose sight of the realities of
carrying out large-scale testing exercises. We will have to
establish target figures for the split-half reliability and the
standard error of measurement, in order to gauge the reliability
of our tests, and for the correlation coefficients deriving from
our validation of test performance by comparison with other
instruments.

7.2.4 PracrrcaLTy
The practicality of testing is

[plerhaps the most important quality of any test... (Baxter
1997:27).

Also known as Test Efficiency (Weir 1983, 1988) the term is
used — but not defined — to cover all of the real-world aspects
of small and large scale testing which can easily call into
question the efforts and best intentions of test designers, writers,
administrators, takers, and users. Weir (1980) comments on the
question of time as being one of the most important aspecis of
test efficiency. To this, he later (1983:76) adds three aspects of
practicality under the general heading of “economy”. He
suggests tests should always be designed with these in mind:

b Ease of administration
* Ease of scoring
* Ease of interpreting.
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It is his conclusion that in Communicative testing there is
always something of a balancing act between considerations of
validity, reliability, and practicality. This point is reinforced by
Alcaraz Varé and Ramén y Denia (1980:22) who add a further
condition with regard to classroom testing, namely that the test
should be viable in terms of the teacher's time and of the
students’ time. It should also be practical in terms of the
malterials and resources that it requires. Furthermore, they
underline the point that however valid and reliable a test may
be, it is of no value whatsoever if it is impractical.

In writing primarily for the EFL classroom teacher, Baxter
(1997:27-28) presents an idealized checklist, which we
reproduce in adapted form below, setting out what are
essentially the same components of practicality in a much more
detailed form.

We have edited out some elements that are not directly relevant
to our study, but feel that the general lines of Baxter's checklist
are eminently applicable to our situation.

In the first instance, the questions arising from the limitations of

time on the testing process were considerable. Throughout his
table, Baxter uses the plural form “teachers™. While it is highly

Table 7— 6 “What is practicality?” (Adapted from Baxter 1997:27-28)

Time will be needed for:
Teachers designing the test
Teachers analyzing the results (e.g. how successful are the
distractors)
Trialling it on sample groups
Teachers marking the papers
Students doing the test
Writing a test which is valid and reliable requires:
Teachers who are experienced in test-writing
Teachers who are expert statisticians
Teachers to attend pre-marking standardization sessions
Teachers to mark the tests
_Space and equipment
Students need to be sitting where they can’t copy {especially
in multiple-choice tests)
They may need different tables (e.g. one desk per person)
They may need calculators or computers to record and
analyze the results
Maoaney for:
Extra staff
Extra space
Extra equipment
(However, this money is probably not available.)
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desirable 10 have teams of teachers involved in the process of
test design and writing, the practicality of finding any number of
individuals who fit the description Baxter presents (* Writing a
test which is valid and reliable...") is highly idealized.

Secondly, we believe that there is a culture-based perception
within the Spanish university system, which impedes the
provision of adequate time for test analysis before the
publication of results. This “blockage™ is the concept of
libertad de cdtedra, and the assumption of independence of
authority conferred on the members of examination boards.

Examination boards are generally made up of interested parties,
but they are often put together using political, rather than
academic criteria. It has been our experience that, sadly, the
membership of boards represents *forces to be reckoned with”
rather than Subject Matter Experts, or specialists in testing. This
can lead to the accidental or even intentional misuse of
examination scores. It is not the place of this research study to
go further into these questions. However, in the light of the
increasing concern within the world of testing for ever higher
levels of ethical and social standards, achieved primarily
through greater transparency, we feel that this aspect of test
practicality must be mentioned.

In the context we worked in, one significant difficulty lay in the
timing of the actual tesis themselves. These, due to the
requirements of the university admission process, had 1o take
place in late July, after the main university entrance
examinations. In addition to the high temperatures that teachers
and candidates would have to endure on the days of the test, and
in the following period of marking and decision-making, this is
a period during which vniversity teachers traditionally are free
of timed work commitments. Consequently, many teachers
consider themselves free 1o pursue their research interests, and
many are involved in summer schools and doctoral courses
away from their universities.

Our test focussed on reading skills both in LA and LB. The test
was designed to ascertain whether candidates demonstrated an
aptitude for translation sufficient to gain entry 10 a first degree
course in Translation and Interpreting. However, the test in
itself was not the only instrument by which they were measured,
and it was not decisive in the entry process. For a number of
considerations, which are outside the scope of this study,
candidates were not rank ordered in terms of the scores they
obtained in the entry test, but were simply divided on a Pass/fail
boundary. In practice, candidates’ entry test scores were scaled
by a factor derived from their University entrance examination
scores and ranked in order of this combined score. This meant
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that candidates with low scores in the test of aptitude, and high
University entrance examination scores may be accepted to the
course in preference to others with very high scores in Aptitude.

7.3 Facility value

The proportion of correct responses to an item, expressed on
ascaleof Qto 1. (A.L.T.E. 1998:145)

The Facility value (FV) of an item, also known as the Facility
index, or p-value, is calculated be dividing the number of
“correct” responses by the total number of subjects in the
population (Heaton 1988:178-9).

In the design of a test, the decision may be taken to introduce a
range of items that have different FV scores, or to target all
items at the same FV score. In our case, we decided to vary the
FV scores for the three sections of each sub-test. The first items
were intentionally easier than those in the later sections because
we wanted 10 “ease™ candidates into the examination, as
Henning suggests (1987:500). Later sections were
correspondingly more demanding.

FV values ranging between 0.33 y 0.67 might be considered the
ideal (Tuckman 1978, quoted by Henning 1987:50). However,
as Hearton (1989) points out many test writers would be happy to
accept a slightly wider range: between 0.3 and 0.7, say. In our
context, we expect higher FV scores for the Spanish sub-tests,
than for those in English.

7.4 Discrimination

The power of an item to discriminate between weaker and
stronger candidates. (A.L.T.E. 1998:143)

In CTT uses two means of calculating the discrimination of an
item. One involves the correlation of the item score with a
criterion such as the total test score or an external measure. The
other involves comparing the difference in difficulty for weaker
and stronger students. This latter procedure gives rise 10 a score
known as the DISCRIMINATION INDEX (D), and it is figure that
we use in our analysis.

7.5 An alternative to CTT?: Item response theory

Item response theory (IRT) is described as one of the most
powerful approaches 1o test reliability modern measurement
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theory has developed (Baker 1997; Muiliz Fernandez 1990). It
aims to provide test users with an estimate of candidate
performance based on both the difficulty of each specific item
and on the individual candidate's level of ability.

IRT makes certain assumptions. Firstly, there is a general
assumption of ‘unidimensionality” This states that each item is
testing one and only one ability trait. Secondly, it makes specific
assumptions about the relationship that exists between the
learner's level of ability and the item that can be plotted on an
Item characteristic curve (ICC). This relationship is assumed to
be non-linear, and it connects the level of ability, measured
from 0 to 1, with the probability of correctly responding to the
item, measured in terms of units of Standard deviation from -
4.0 10 +4.0. Each ICC can be studied for one, two, or three
parameters. These are known as the Discrimination, Difficulty,
and Pscudo-chance parameters. Two parameter models discount
the guess factor represented by the third of these, and one
parameter versions - the most widely used of which is the Rasch
model - ignore this and also assume that discrimination is the
same for all items.

The conclusions drawn from applying the three-parameter IRT
model 1o a set of test scores divide in two. The Item information
function (IIF) illustrates the value of any one specific item at a
specific level of ability. It can do this as the ICC shows the
levels of discrimination and difficulty for each item at each level
of ability, as designated by measures of Standard deviation. The
sum of the IIFs is known as the Test information function. This
offers the global appreciation of a test, and is IRT's equivalent
of CTT's measures of reliability and standard error. The most
important advantages are that the information provided by IRT
methods is independent of sampling, and is much more precise
offering estimates at each ability level. The disadvantage lies in
the costliness of the computer based, analytical processes which
render IRT low in cost-effectiveness, and therefore of litle
practicality for our study.

7.6 Conclusions

In this chapter we have tried to describe in some detail the main
concepts that make up Classical Test Theory in order to
describe the terrain in which we are going 10 carry out the
practical aspects of our study. These concepts amount to the
criteria by which we will judge the results of our research. In
addition, we have surveyed some of the analytical principles that
are widely applied within CTT in order to obtain empirical data
that can be manipulated and discussed.
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We are fully aware that in research of this nature, *trade off™
must exist between demands of validity, reliability, and
practicality. We will probably have to accept that our tests are
unlikely to achieve our targets for all three of these complex
criteria. Given the demands of the real-world context in which
we are working it seems likely that practicality will have to take
precedence over validity and reliability.
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IN THIS CHAPTER we will describe both in general and specific
terms, the design considerations that went into the planning and
execution of this project. Our objectives are

s To place our study within the context of research
paradigms current in the social sciences and
humanities

& To establish an ordered test design, development, and

refinement process

3 To detail the stages of that process with specific
reference (0 our test

3 To set the parameters and statistical targets by which
we intend to judge the performance of our sub-tests

8.1 Research design

The dichotomy established between the normative and
interpretative research paradigms after Cohen & Mannion
(1989) is one which is called into question by Black (1993:1-23)
who stresses the essentially complementary nature of the
relationship between the two models. While a normative
approach sees human activities as essentially belonging 10 the
field of rule-governed behavior, and derives its methodology
from the natural sciences, the interpretative paradigm
emphasizes a concern for the individual. These, subsequently,
can been seen to become the quantitative and qualitative
approaches to research. In the case of our study, which is more
of the former type, dealing as it does with such large
populations, it is hoped that the volume of material has not
overwhelmed an essentially qualitative concern. The purposes of
the test in aptitude for entry to first degree studies in Translation
and Interpreting has the overriding aim of keeping to a
minimum the level of failure and consequent dropout rate. It
secks 10 do this in an area of studies that is highly demanding in
the light of the experience of the Diploma course, which the
degree program replaces.

The opposition between the qualitative and quantitative research
paradigms has been minimized by a number of authors (Cohen
and Mannion 1989; Seliger and Shohamy 1989; Larson-
Freeman and Long 1991; Black 1993; Creswell 1994). Larson-
Freeman and Long describe the relationship as that of two
distinct positions on a continuum (1991:21), and their graphic
presentation of this reduces the tension between approaches.
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Table 8— 1 The qualitative-quantitative continuum of research methodologies
{Larson-Freeman & Long 1991:15}

QUALITATIVE QUANTITATIVE
| 1 | l
Introspection Non- m_mgggéwm Experimental
participant experimental

Observation
Participant Focused Quasi-experimental
Observation Description

Methods from the quantitative end of this continuum are
characterized by the degree of control the researcher is able to
exercise over the variables under study, and the naturalness of
the sctting (Cohen and Mannion 1989; Larson-Freeman and
Long 1991).

We believe that the present study will bridge the “pre-
experimental” and “quasi-experimental” modes — shaded in
the table above — in that it is in two parts. Firstly, there is a
pre-experimental part involving the application of Classical Test
Theory (CTT) 1o the test results. This analysis is an isolated
process that produces a reliability coefficient to indicate the
value of repeated use of the test. Secondly, there is a quasi-
experimental part to the research, as the results we will study
deal with the parallel administration of tests to different groups,
and the study contains many elements of replicability.

Whichever label we use the limited value of our research as a
measure of causality must not be ignored. The study we propose
involves a correlational analysis to examine test validity, as
defined by CTT. This can only indicate possible relationships,
even though the quasi-experimental research design criteria for
control and randomization will be more fully met in the detailed
item analysis. Here, total control over the application of the test
is possible, as is randomization in the selection of participants.

The second dichotomy in research design described in the
literature is that which contrasts longitudinal and cross-sectional
studies. Again, this study offers aspects of each. The
longitudinal study is prospective in that it typically deals with
the same respondents over a period of time, and purports to
measure their behavior, and changes in that behavior. Our study
of validation is typical in that recorded data is hypothesized to
predict behavior, and over a period of two years, markers will
be used 1o judge the accuracy of that prediction. From the point
of view of the validation of the test, the variables that might
influence these markers cannot be controlled: over a long period
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of time innumerable factors are likely to influence candidate
performance. However, in our use of reading skills as one
possible instrument to measure aptitude for translation, we
accept the influence of these variables. We view aptitude as a
trait which specific studies and training can develop in the
individual: performance is therefore likely to be enhanced in
those who possess a higher degree of aptitude. The study is also
cross-sectional, in that the reliability coefficient and the item
analysis are based on the specific administrations of the tests.

We believe that this study exemplifies the contention that “...
the methodological design should be determined by the research
question™ (Larson-Freeman and Long 1991:14). However, this
is modified in that the “natwrally occurring setting™ where our
research takes place heavily influences aspects of the design,
100.

8.1.1 CORRELATIONAL RESEAR CH
Correlational research is the study of relationships between
factors arising in the complexity of human behaviour (Cohen
and Mannion 1989). It is typically used in predictive studies and
can never be considered to provide results indicating causal
relationships. Three types of correlation exist: the simple
correlation of two variables whether on a continuous or discrete
scale; muliiple correlation of more than two variables; and
partial correlation, in which one or more of a number of factors
can be eliminated. For the validation of the test mechanisms in
this study, the PEARSON PRODUCT-MOMENT simple and multiple
correlations are used common in studies of academic
achievement (Bossé-Andrieu 1981). For other measures, the
SPEARMAN-BROWN and GUTMAN split-half formulae,
SPEARMAN-BROWN PROPHECY FORMULA (Crocker and Algina
1986), and KENDALL'S TAU, (Kendall 1975) formulae are
applied (Silver 1997).

The predictive value of a correlational study can be scen
through aspects of the coefficient of correlation once this has
been calculated. These are the strength of the correlation, and
the level of statistical significance.

Correlation coefficients are computed to give values between
+ 1.0 and -1.0, with zero representing the absence of any
correlation. Extreme values of either sign are highly unusual,
and the strength of a correlation is interpreted without taking
into account the sign. Correlations are grouped together and
defined as follows:
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Table 8—2 Defining the strength of correlation coefficients (Cohen and Mannion
1989:168-69)

0.20-0.35 | Are of limited use.

0.35-0.65 | Are of little use unless corroborated by more
than one study.

0.65-0.85 | Within this range correlations are “accurate
enough for most purposes”

>0.85 Strong correlation

According to Cohen and Mannion, 0.40 is the absolute
minimum for “crude” predictions, justified only if the evidence
of multiple regression analysis supports them. The stronger the
correlation, the more powerful it is as a predictive tool.
However, our reading in the field of aptitude testing indicates
that for practical purposes these parameters are modified to take
into account the nature of the population being studied. Ehrman
(1995) accepts 0.20 as the minimally significant correlation
when dealing with a highly homogencous sample.

A further point of impartance is the level of significance
established for calculating the correlation coefficient. Normally
a 95% level, or p = 0.005, is considered essential, but this
must be considered in relation to the size of the population, and
the level of significance is best interpreted with reference 10
tables of significance such as those presented in Siegel and
Castellan (1988).

8.2 Carroll’s six conditions to test the validity of a
measure of aptitude

As we have stated in Chapier 4, the correlational research
design model that J.B. Carroll proposes (1981), and which we
reproduce for a second time in the table below, seems the most
appropriate basis from which to construct our study.

If we begin by looking at the different components of his outline
we can see the extent to which using the design is practical in
our circumstances.

All of the basic elements are included in the table. The two
measures that are missing are, as Carroll points out, the two
measures that would totally Jack face validity. Namely, the
administration of an achievement test B,, at the time 1, of the
entry test; and the administration of an aptitude test A,,, at the
time 1, of the final achievement test.
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Table 8—3 Carroli’s six conditions 10 test the validity of a measure of aptitude

(1981:289)

Initial time
T,

Final time
[

Period of learning on task x

Aptitude test A,
(Condition 1: Reliable true

score variance in A)

{Condition 3:
rﬁuB-\ = D’

Achievement test B,
(Condition 2: No reliable
true score variance in B,,)

Aptitude test A,,
{Condition 4:

No change from A, to A,,)

(Condition 6:
(iA.nﬁl'l > 0'

Achievement test B,,
(Condition 5:

Significant change in mean
from B to B.))

Our inability to apply these two elements of the research design
quite logically renders most of the six conditions useless.
Without an initial measure of achievement, Conditions 2, 3 and
5 cannot be proven. Moreover, without a final aptitude test,
Condition 4 cannot be proven either.

Table 8—4 The essential components of Carroll’s six conditions (1981} adapted to
suit the circumstances of our test.

Carroll’s theoretical

components

The realization of each
component in or situation

Measures of
time

Measures of
aptitude

Measures of
achievement

Initial time t,

The date on which
candidates take the entry
test

Period of
learning on
task x

Two years

Final time t,

The end of the first cycle of
studies

Aptitude The entry test

| test A,
Aptitude None administered
test A,
Achievemen | None administered
ttest B,
Achievemen | General translation A-B
t test B, General transiation B-A

examinations
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Table 8—5 The realities of attempting to prove Carroll’s six conditions {the shading
indicates those conditions that can be met)

Condition
Prass _
2 No reliable true score variance in B,

We assume this to be the case, but do
not test for it.

3 rlin&l - 0

This cannot be tested as there is no
Achievement test B,

4 No change from A, 10 A,,

We assume this to be the case, but do
not test for it.

5 Significant change in mean from B, to B,,
This cannot be tested either, as there is

As Carroll makes clear, we can only hope to prove Conditions |
and 6. However, the concept on which Condition 1 depends is
one that can only be demonstrated indirectly. The TRUE SCORE
can only be estimated be calculating the STANDARD ERROR OF
MEASUREMENT (S,) of the observed score, and accepting this
figure, plus or minus, as the range within which the true score
lies. Consequently, Condition | cannot be proven empirically,
but we can judge the value of the margin of error. Crocker and
Algina (1986:146-152) describe the complexities of interpreting
Standard error of measurement (S,) values but give no indication
as 10 a minimally acceptable level. Their argument is that test
designers should always be aware of the margin of error
involved, and that they should minimize this.

Condition 6, is a straightforward correlation of scores, and can
be calculated by rank ordering candidates and applying the
PEARSON PRODUCT-MOMENT CORRELATION or the KENDALL'S
TAU, formulae. The question here is simply a mauer of
recording the statistically significant level of correlation, given
the size of the individual sample.

8.3 Test design

8.3.1 INTRODUCTION
The essence of our research lies in the design and administration
of the reading skills sub-tests that we have prepared, developed
and refined in order to measure aptitude for translation.
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In this part of the chapter, we move on to more specific aspects
of the research. Here we report on our investigation of the
practical aspects of test design derived from the theoretical input
we have earlier described, and on their practical application. In
doing so, we describe the research process as we intend to carry
it out.

8.3.2 LANGUAGE TEST CONSTR UCTION AND EVALUATION
Although the question of test design has been partially described
by many authors (e.g. Madsen 1983; Heaton 1988), it is only in
more recent years that the entire procedure has become the
focus of attention. The development of the testing industry
documented by Spolsky (1995) has brought with it an interest in
specifying the stages in what previously had tended, it would
seem, to be a relatively intitive process. The great commercial
interest in the use of tests such as TOEFL, and the UCLES
examinations, probably the most widely known testing
organizations, has been part of the coming-of-age of the testing
industry. With it, has come a realization that testing must be a
more formally structured process.

In the following pages, we compare the work on test design of
three of the most significant groups of test researchers. These
are the work of Alderson, Bachman, and Brendan J. Carroll,
and their respective co-authors (Carroll B.J. 1980; Carroll B.J.
and Hall 1985; Alderson, Clapman and Wall 1995; Bachman
and Palmer 1996). In addition, we will draw on a number of
other writers who have contributed to this debate.

For different purposes, and from slightly different perspectives,
all three teams of researchers offer a view of the overall test
design process. While Alderson et al are less pragmatic in their
focus, their work presenting as it does a questionnaire and the
responses made by 12 UK-based examining boards, Bachman
and Palmer, and Carroll and Hall, are much more structured.

Essentially, the test design process is divided into three stages
(Table 8—7). These are closely linked to the stages posited by
J.B. Carroll (1981), which we have adopted as our research
design model. Although the elements included at each siage do
not always coincide, there is clear agreement among the authors
as 1o the relative importance of cach component, and little
disagreement about the order of each stage in the overall
process.
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Table 8—6 The test design process

Alderson et al Bachman and Carroll 8.J.
[1985) Palmer (1996) {1880);
Carroll B.J.
and Hall (1985)
1 | Specification Design Design
Item-writing and  Describing Description of
moderation participants
Identifying Analysis of
communicative
needs
Selecting Specification ot
test content
Defining
Developing
Allocating
Managing
2 | Pre-testing and Operation- Development
analysis alization
Examiner and Selecting Realization of
administrator 1ests
training
Reliability Specifying Trial application
Reporting scores
and setting pass
marks
Writing
Administration
Administering
Collecting
feedback
Validation Analyzing Validation and
test analysis
3 Operation
Full-scale
application
Operational use
Post-test reports
Development and
improvement
Archiving Revision of 1est
system
Standards

The differences that we encounter between the three approaches
can largely be put down to their different intended readers,
rather than 10 any fundamental differences of view.
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8.4 Steps in the test-writing process

We will next look at the process we planned to go through in
writing our tests and in their subsequent analysis and revision.
In doing so we draw on the input of all three of the approaches
outlined above, among others.

8.4.1 WRITING A TEST SPECIFI CATION
To begin with, we will analyze the following summary of a
typical test specification written about the University of
Michigan English Language Institute Examination for the
Certificate of Competence in English (ECCE). Spaan (1994)
reports on the background to this examination and on the exam
specification, The ECCE is aimed at intermediate ESL
candidates, aged between 12 and 16 years or adults. The test is
of communicative language use and is specifically not
“academically-oriented™. It is set at a level similar to the
Cambridge First Certificate examination (TOEFL 425-525
points). The full examination comprises (wo elements: oracy
and literacy, each of which is subdivided into a series of tests.
The literacy component covers grammar, vocabulary, and
reading in 80-120 items in total, taken over a period of 65 to 90
minutes.

The reading section involves “about” four readings of different
genres of text, and the texts chosen are “ideationally accessible”
(Spaan 1994:29), so as to ensure that candidates neither require
any prior knowledge of the subject matter, nor are advantaged
by any knowledge they may have. There are between 20 and 25
questions, and these are divided into a set of tasks which entail
the use of a range of reading strategies.

Task 1 is based on a text specified as being a “traditional
narrative” . Between five and eight items of a general
comprehension type are set. These are designed 1o elicit the
main idea of the text, to distinguish this from the supporting
details, and 10 analyze the relationship between the two. We
interpret these to be equivalent to the range of skills and sub-
skills defined as “Distinguishing the main idea from supporting
details” (Munby 1978:126-131 Skill 39). The tasks involve a set
of questions followed by one or more texts. There are either two
or three shorter paragraphs, of between 50 and 80 words, drawn
from advertisements, postcards, notices, or similar genres; or
one longer text, of between 250 and 300 words, which might be
a description or a set of instructions. The former text type is
used to test candidates' abilities to skim and compare texts, with
items focussing on context, and/or the relationship between
parts of the text.
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In order to interpret the test more easily, we equate these skills
with those defined by Munby (1978:126-131) as

Skimming 1o obrain the gist of a text (Skill 45.1)
or

Skimming to obtain a general impression of the text (Skill
45.2)

and

Understanding relations berween parts of text through
grammatical cohesion devices of comparison (Skill 32.2).

The longer text is used to test for *Scanning 10 locate
specifically required information (Skill 46); * Understanding
explicitly stated information™ (Skill 20)

The third task type set in this examination is a 10 to 15 minute
activity based on the carrying out of a written production task
through the comprehension of a reading passage. The passage
might 1ake the form of a set of instructions, and by following
these, candidates would complete a form. The data to be read
would be comained in one or two short paragraphs, similar to
those described in task 2, and the instructions would require
short answers. The skills involved would be those of

Understanding explicitly stated information” (Skill 20)

in order (o follow directions, and understand description. This
third task type is reported by Spaan as being difficult for
candidates in trials, and consequently a question mark hangs
over its continued use.

The ECCE grammar component uses questions of the multiple-
choice type. It consists of 30 to 40 items based on single
sentences, or on two or three sentences per item, where these
arc used 10 contextualize the target item, The vocabulary
component has a similar format, but the items are of the
multiple-choice gap-filling type, again based on context and
appropriacy. The specification is precise in that it excludes the
use of highly idiomatic or specialized vocabulary.

In a doctoral thesis reported by Davidson (1994:80), Dongwan
Cho, at the University of Illinois at Urbana-Champaign, has
studied “The Effect of Specificity of Language Test
Specifications on Item Construction”. His work has produced
the apparently contradictory conclusion that while specialists
found tests written according to less specific guidelines were
more satisfactory, a combination of statistical analysis using
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Classical Test Theory, Item Response Theory, and distractor
analysis, indicated that more specific guidelines led to the
production of “better™ items. While he concludes that the
communication between test specification writer and item
writer(s) should lead 1o the most successful writing of items, he
seems inclined to favor a less specific base for item writing. The
final word, though, he leaves to further quantitative and
qualitative research.

Our reading of this research leads us to conclude that, in
practice, there is a significant lack of precision in the
preparation of examination papers, and much of this has 10 do
with the degree of detail with which the specification is written,
and the item writers' interpretation of this.

Given the unique characteristics of the context in which we
work, we have chosen those elements of test specification that
we believe are the most important for our purposes. We will
now discuss these in the light of the considerations found in the
literature, the constraints of our situation, and with an
awareness of the lack of precision in test writing to which we
have just referred.

8.4.1.1 The entry test’s purpose
The purpose of the entry test is

- To select, from among the potential candidates, those
with the highest level of aptitude for translation and
interpreting for entry to the first degree program.

The reading skills sub-tests, which are the object of this
research, are one component of the entry test, and are
specifically aimed at the selecting candidates for their potential
ability as translators.

The entry test is a classic example of a political instrument. [t is
one of society’s “door-keepers™, aimed at allowing “suitable™
candidates to enter, or at keeping “unsuitable” candidates out
~— depending on one’s standpoint. The questions of ethical
standards, raised by Alderson et al (1995:235-260) are of
paramount importance when we look at the test and at its
purpose. The establishment of agreed principles by which the
entry test can be judged by all of those involved — designers,
writers, markers, administrators, candidates, potential
employers, in short, society at large — is a fundamemal
consideration in all testing. But, sadly, it is a fundamental
consideration that has yet to be accepted on any significant
scale. Alderson et al report that there is much “work in
progress” (259). And it is our experience that even at the core
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of the examination “industry™ there is still very much to be
done.

One important aspect of the role of this entry test is that which
we discuss in more detail below when we analyze the constraints
on reporting and using the test scores produced by the entry

test.

8.4.1.2 The candidate profile
One of the most important considerations Alderson et al mention
in their description of the specifications of tests is the
relationship existing between the specification itself and the
syllabus to which it is linked. This is also a basic consideration
of Carroll's work, in that he derives his test design from
Munby’s work on the communicative syllabus (1978), all of
which was a part of the attempts to ensure that language
teaching grew closer to the learner.

In the case of our test, which is for entry to a course of study,
there is no syllabus as such to take into account. However, the
considerations as to the profile of candidate must draw on two
clements of supposed knowledge as a starting point. These are
the supposed profile of the student who has successfully
completed secondary schooling in Spain, and who has achieved
entry to the university, and the supposed knowledge of the first
year undergraduate student in Translation and Interpreting.

Our profile of the candidate, therefore, is two directional. In the
first case, we can “look back™ as it were, to the learning
achieved; in the second case, we can “look forward™ to the
learning projected. The legal background of the entry test,
which we will discuss in more detail below, specifically forbade
testing knowledge or skills that would be taught as part of the
studies in Translation and Interpreting. However, the language
skills candidates could be supposed to have developed in
secondary schooling would not be taught again, as if unknown,
but would certainly be “revisited™ as part of the cyclical
development of language typical in FL course and syllabus
design.

Consequently, our first conclusion in terms of the candidate
profile was that candidates would have attained a significant
base in communicative language skills. These skills, we believe,
would almost certainly be of the type originally defined by
Munby (1978), as these form the general base of
Communicative language teaching and learning widespread
throughout Spain, and indeed the world.

Our second conclusion based on the experience of the Diploma
course, which we described in an earlier chapter, was that the
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minimum level of ability that we could expect to find among
candidates would be at, or below, that of the Cambridge First
Certificate examination. This assumption lacks detailed
supporting evidence, and it is one element of the test and
research procedure that we have to 1ake seriously. We cannot
afford to introduce a test that is subsequently going to
demonstrate that it has brought about a lowering of standards.

8.4.1.3 Specification of test con tent
While the purpose of our test is clearly not communicative in
the way in which this is defined in the literature (Bachman
1990) and applied by Carroll (1980) for example, it remains an
evidently functional test. The overall purpose of the test has
been described above. The focus of the test is largely delimited
by the legal specification published by the Ministry of
Education. The essential elements in this are that:

* Performance should not depend on candidates’ prior
knowledge or maturity

* The test should be in line with the requirements of
those centers forming part of the Permanent
International Conference of University Institutions
involved in the training of translators and interpreters
(CIUTIH)

* The test should measure candidates' control over their
aptitude for linguistic transfer:

.... unas pruebas que, sin pretender valorar conocimientos
previos ni siquiera madurez, puedan detectar de forma
global las aptitudes del candidato para ser traductor e
intérprete ... pruebas de evaluacion en orden al control de
aptitudes para la traslacion lingiiistica demostrada en base a
uno de los idiomas extranjeros conocidos ...(B.O.E. N°
228:32181)

Our interpretation of the first of these constraints has clear
consequences in respect of the selection of test materials and
mechanisms: the test cannot include any material prior
knowledge of which would constitute an advantage to some of
the candidates. In Spaan’s terms, it must be “ideationally
accessible” . Similarly, the test mechanisms need to be of a type
candidates can be expected to have previously encountered, and
these should be clearly explained in such a way as 1o ensure
they have no influence on candidate performance.

The question of the status of those criteria expected by the

CIUTI is a different matter. The debate is, in fact, circuitous as
the criteria accepted by the CIUTI are those designed and used
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on an individual basis by its members. The University of
Granada applied for membership of this organization during the
final years of the diploma course and was rejected. One of the
grounds for this was the fact that a specific aptitude test for
interpreting was not at that time part of the entrance procedures.

The third stipulation was the most significant in terms of the
specification of contents and mechanisms. However, it opened a
series of questions. How can ‘linguistic transfer’ be measured
without requiring candidates to translate? We have decided that,
in view of our reading of translation theory, we can adopt the
use of reading skills as a measure of aptitude for translation as
these constitute a prerequisite of the utmost importance.

THE FIRST DRAFT SPECIFICATION

The first draft test specification, in Table 8—8, was presented
in Spring 1993, This specification outlines the use of three sub-
tests:

(1 LA reading skills
e LB reading skills
3] LB listening skills

The draft specifies that the reading skills tests should be of the
multiple choice type, and further specifies the texts on which
each of the sub-tests should be based. These specifications are in
terms of text type and word length.

Careful examination of the draft (Table 8—7) will in fact reveal
one important contradiction in its content, in that the use of
multiple choice tasks invalidates the inclusion of the skills listed
at numbers 10 and 12, as these are not easily susceptible to
testing in this manner. Both transcoding and note-taking are
skills that are best examined in more open tasks, although this
does not mean that they cannot be marked objectively.

One of the aspects of the administration of the test that appears
in the specification needs clarifying in the light of the research
in progress. Although the specification is that the sub-tests in
Language A should be eliminatory, for case of administration all
candidates would take both the LA and the Language B sub-tests
in consecutive sessions. In this manner, we would have the
relevant data for all candidates, although the reporting of scores
would follow the procedure indicated.
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Table 8—7 The first draft specification for the entry test (Faculty of Translation
and Interpreting 1993)

Licenciatura en Traduccién e Interpretacién
PROPUESTA DE PRUEBA DE APTITUD

1 Especificaciones

1.1 Formato

La prueba constard de tres ejercicios obligatorios:

y g Prueba de habilidades lectivas en lengua A (Espafiol)

2° Prueba de habilidades lectivas en lengua B {(Aleman,
francés o inglés)

3° Prueba de habilidades auditivas en lengua B

1.2 Puntuacion

El objetivo del sistema de puntuacién es el de adjudicar las
plazas vacantes a los alumnos mas adeptos de entre los que
se presentan.

El primer ejercicio tendrd cardcter eliminatorio. El segundo y
el tercer ejercicio se evaluarédn conjuntamente.

1.3 Descripcién de los ejercicios

1.3.1 1er ejercicio

Los candidatos deberén responder a una serie de preguntas de
eleccién multiple sobre un texto periodistico de actualidad, de
una extension aproximada de seiscientas palabras, con el fin
de determinar su capacidad de usar las siguientes habilidades
lectivas:

1. Deducir el significado y uso de unidades léxicas mediante
la comprensién de la morfologia y el contexto

2. Comprender las relaciones establecidas entre los
componentes de una frase

3. Comprender las relaciones establecidas entre distintos
componentes del texto que reflejan los nexos gramaticales

4. Comprender las relaciones establecidas entre distintos
componentes del texto mediante el reconocimiento de
indicadores de discurso

5. Comprender la funcién comunicativa de la frase segun se
empleen, o no, indicadores de discurso

6. Comprender las relaciones conceptuales, p.ej. de causa y
efecto

7. Comprender ideas explicitas

8. Comprender ideas implicitas

9. Separar el contenido esencial de los no esenciales,
distinguir la idea principal de los detalles que la ilustran

10. Transferir informacién desde un medio a otro, p.ej. desde
un texto a un gréfico

11. Examinar el texto rdpidamente para obtener informacién
especifica

12. Tomar apuntes. Reducir el texto mediante la eliminacién
del contenido redundante o irrelevante

1.3.2 2° ejercicio

Los candidatos deberédn responder a una serie de preguntas de
eleccién multiple sobre un texto pericdistico de actualidad -
pero no de opinién - y de una extensién aproximada de
cuatrocientas palabras, con el fin de determinar su capacidad
de usar sus habilidades lectivas en la lengua B.

1.3.3 3er ejercicio
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Los textos a utilizar serdn monélogos grabados de medios de
comunicacién publicos - radio o televisién. Serén de interés
general, sin ser de opinién, ni semi-especializados. El total de
la grabacién durard unos siete u ocho minutos. Los acentos
reflejardn variedades de uso comuin a nivel internacional: p. ej.
Inglés britdnico e inglés americano.

Se formularén las preguntas con el fin de averiguar la
capacidad de los candidatos para usar sus habilidades
auditivas.

2 Tribunal

El presidente del tribunal sera el Director de la EUTI, o la
persona en que €l delegue la responsabilidad. Ademés del
presidente, el tribunal estaré compuesto por un
secretario/coordinador de las pruebas de aptitud y nueve
vocales, en representacién de las lenguas B.

8.4.2 FINDING TEXTS TO MEET THE SPECIFICATION CRITERIA
Finding texts is a notoriously difficult process, and as Alderson
et al (43) point out, one of the advantages of writing
examinations on a professional scale is that the test writer tends
to collect a supply of potential texts from which to choose. In
the context in which we began our work, this was not possible.
although later sub-tests clearly benefited from the extended
timescale involved, as the authors were able to gather material
over 2 much longer period.

In fact, before writing the reading skills sub-tests es01.1 and
in01.1 texts that might serve as test material were collected over
a very brief period. Source materials were taken from the
national Spanish press, from the “quality” British English
press, and from weekly journals of both British and American
English, such as The European, The Economist, Time, and
Newsweek. By cross-checking these with the criteria in the draft
exam specification, we identified possible texts, and included
among these, texts that might be suitable with or without
editing.

8.4.3 ITEM WRITING
In order to write individual items we sclected points of interest
in the texts after reading and re-reading them 1o gain a general
impression. In this way we tried to identify clements of the texts
that were, potentially, suitable as the focus of test tasks. The
texts chosen were judged subjectively to be both of a length and
level of difficulty that candidates could be expected to have
encountered previously in their secondary LB studies. At that
stage, we did not have the technical means to calculate the
readability levels of the texts. Measures of text readability, such
as the Flesch or Flesch-Kincaid scales have only recently been
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included in standard word-processing packages such as
Microsoft®*Word 97 (Microsoft Corporation 1983-1996).
Moreover, they are not necessarily as sound as they might seem
(Sydes and Hartley 1997) even when the software operates
efficiently.

Following the decision to work on a specific text, this was
studied to identify clements of cohesion and coherence; topic
sentences, and keywords were identified; and the overall
structure of the text drawn out. In particular, elements of
grammatical or lexical cohesion were identified in order to
relate these to the target skills in the test specification.

By reference to the list of skills in the first draft specification
(based on Munby 1978) possible sources of test items within the
text were signalled. At this point, it was important to ensure a
representative coverage of the skills in the specification although
it was clear that no text would necessarily allow us to write
items that covered all of these.

This process led to the drafting of test items according to the list
of task types included in the specification. Writing test items is
considered much more an “art” than a “science”, and experts
regard the process of item writing as long and difficult, but
creative and satisfying (Carroll, Brendan J. Personal
communication 1993). It is a slow process, and a professional
item writer considers that a “production rate” of three items per
full working day, is highly satisfactory (Hootjes, G. Personal
communication 1994).

Writing usually began with identifying the key answer. To this,
we would then add an appropriate question stem. Finally, we
would look for the required distracters to complete the item,
according to the task type in question. The source of distractors
was often the co-text around the key response, or other parts of
the text that dealt with the same or similar elements. In other
instances, distractors were found by working “around” the lexis
or syntax of the key response itself. As it was not always
possible to find all of the distractors immediately, some items
were left incomplete at this stage, with a full set of options
being drafied later.

8.4.4 MODERATION OF ITEMS: CONSTRUCT VALIDATION
One of the essential aspects of item writing stressed by both
researchers (Alderson et al 1995; Carroll, Brendan J. Personal
communication 1993) and Examination boards (Evans Personal
communication 1993) is the collaborative nature of the process.
In our case, one or more colleagues reviewed the first draft of
each test paper. Their task was twofold: firstly, they were asked

152



APPROACHES TO RESEARCH DESIGN

to apply their own knowledge of testing and testing procedures
to analyse the items and point out any potential difficulties.
Secondly, they examined the construct validity of items by
comparing them with the taxonomy of reading skills on which
they were based, and introspecting on the validity of the items
as appropriate tests of these skills.

8.4.5 REVISION AND FORMATTING
The finalised papers were prepared for use. This work involved
the standardised word processing of the tests to ensure quality
and clarity of presentation; the formatting of question papers
and answer sheets; the preparation of instructions for
candidates; and the adaptation of the texts for photocopying,
which involved pasting on letters to identify the paragraphs.

8.4.6 ANALYSIS OF CANDIDATES' SCRIPTS
Prior to administering the tests, the markschemes containing the
key responses were shown to some colleagues for them to check
the responses. They were asked 1o carry out the tests as if they
were candidates and (o try to establish whether the process of
answering the items gave rise 10 any anomalies. Minimal
revisions were made in the light of this, and these principally
involved altering the order of the distracters to ensure the
number of correct responses for each of the alternative leters
(A, B, C, D, or E) was more or less the same. A preponderance
of any one letter might induce candidates to commit errors by
changing their responses so that their answer sheets offered a
full range of options. This kind of “over-compensation™ is not
particularly common, but it does occur when candidates have
dedicated time to preparing for objectively marked test tasks of
the type we were using (Evans Personal communication 1994).

8.4.7 ADMINISTRATION OF TESTS
The University entry process in itself has a significant impact on
the timing of the administration of the entry tests. Due 1o the
nature of the University entrance procedure, applicants in the
June sessions in 1993 and 1994 were first required to complete
their general University entrance tests, selectividad. Secondly,
they had 10 make a preliminary application to study at the
University of Granada in the forthcoming academic year.
Finally, they needed 1o make a specific application to take the
entry test in order to gain access to this program. Each of these
steps was accompanied by a fixed timescale, which had 1o be
adhered 10. Consequently, the test could not be held before the
third week in July. Clearly, this meant considerable time
pressure on those University lecturers who were 1o make up the
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Examining board responsible for the Test as well as the
inevitable pressures on the applicants.

8.4.8 MARKING OF SCRIPTS

Members of the Examination board were to mark the scripts
using plastic overlays. Their marking was to be double-checked
by other members of the board to ensure neither marking errors
(i.e. marking items that are correct as incorrect, or vice versa)
nor clerical errors (i.c. incorrect adding up of scores) could
occur. In addition, a random sample of 25% of the papers was
1o be checked a third time by a designated member of the board.

8.4.9 COMPUTER ANALYSIS OF RESULTS
No detailed computer analysis was to be carried out before
reporting marks. This was because the examination was not
computer marked, and the volume of data could not be
processed in the short time available. The only statistics that we
were able to make available to the Examination board, in the
case of the full administration of sub-tests es01.2, es02, in02,
and in03, were the basic descriptive statistics, and the results of
the z-value analysis in the case of the parallel tests es01.2 and
es02.

After the examination sessions had been concluded, as a part of
the ongoing development of the tests, candidates’ answers were
coded in order to facilitate entry 1o the spreadsheet software
according to the model described by Frude (1993). Copies of all
of the codebooks appear in the Appendices. This data was
entered onto a PC spreadsheet (Borland 1995) for subsequent
analysis.

8.4.10 S7ATISTICAL ANALYSIS: CLASSICAL TEST THEORY (CTT)
Test level analysis of cach of the tests involved producing
descriptive statistics and a frequency distribution graph and
split-half reliability was calculated. Item level analysis, within
the bounds of Classical Test Theory (CTT), was carried out to
produce Facility values (FV) and Discrimination indices (DI)
for each of the items, and distractor analysis data for all of the
options. These were computed on the basis of the key responses
and the actual responses. Revision of the answers then took
place sometimes giving rise to an adjusted markscheme.

Discussion of item performance was based on the following

table in which crude verbal labels are given to bands of FV and
DI scores in order to facilitate description,
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Table 8—8 Terms used to describe item performance (Cohen and Mannion 1989;
Heaton 1988)

FV range Degree of
difficulty
0.81-1.00 Very easy
0.61-0.80 Easy
0.41-0.60 Average
0.21-0.40 Difficult
0-0.20 Very difficult
_DlI range Value of item
>0.40 Very good
0.30-0.39 Good
0.20-0.29 Average
(DI)-0.19 Deficient

We established our two FV targets for item performance, the
first was for the “casy items™ with which we would begin the
papers, and the second was for the other items.

Table 8~ 9 Target FV levels of item performance established for our sub-tests

Easy #0.80
Normal | 0.30-0.70

The 1arget DI values for all items were set at the same level,
regardless of their FV,

Table 8— 10 Target DI level of item performance established for our sub-tests

DI | -0.30

8.4.10.1 Internal consistency
Given the assumptions required in the use of the principal
formulae for the calculation of internal consistency, and mindful
of Bachman's exhortation that

...in situations where it is not possible to retest individuals,
or to administer equivalent forms, and some estimate of
imernal consistency is the only means of examining the
reliability of the test, we must make every attempt to split the
test into halves in such a way as to maximize their
equivalence and their independence (Bachman 1990:174)

we opted 10 calculate split-half reliability with both the
SPEARMAN-BROWN and the GUTTMAN split-half formulae.
Furthermore, we divided the test items twice, using different
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criteria, in order 10 “maximize their equivalence™. To do this,
we rank-ordered the items by FV score first, and the by DI
values. We used these lists to assign items to halves following
the odd-even principle. Finally, we calculated a set of four
coefficients, and the averages of these. This enabled us to target
our efforts, but at the same time to cast the net as wide as
possible, in line with Bachman's proposal (175). The figure that
we finally obtained was, then, the average of the four averages,
and it was this data that we later used in further calculations,
such as THE SPEARMAN-BROWN PROPHECY FORMULA.

The following table illustrates the full set of calculations that we
have just described.

Split-half coefficient formulae
Criterion Spearman- Guttman Average

Brown
Facility value X y ro={x+

2
Discrimination w z ry=(w-+2)
value 2
Average ra={x+wj re=(y+2)
2 2
Average overall | ro=(f, 41 41,)
4

Our target was to obtain a satisfactory level of internal
consistency in order to ensure the reliability of our sub-tests and
a reasonably low level for the Standard error of measurement,

Table 8— 11 Target level of test performance

Split-half coefficient of reliability 20.90
Spearman-Brown Prophecy formula | <1

8.4.11 REPORTING SCORES AND SETTING PASS MARKS
In this section, the process of fixing the Pass/fail boundary will
be described. It can be seen that the political considerations of
the process do in fact mediate in favor of this study because the
range of candidates admitted to the degree program did not
depend solely on the test itself.

The entry test in itself was not the only instrument by which
candidates were measured, and it was not necessarily decisive in
the entry process. For a number of considerations, which are
outside the scope of this study, candidates were not rank
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ordered in terms of the scores they obtained in the entry test,
but were simply divided on a Pass/Fail boundary. In practice,
candidates’ entry test scores were scaled by a factor derived
from their University entrance examination scores and ranked in
order of this combined score. This meant that candidates with
low scores in the entry test, and high University entrance
examination scores might be accepted to the program in
preference to others with very high scores in the entry test.

The procedure adopted by the University administration
involves equating a “Pass™ in the entry test with a score of 5.5.
They then calculate the average attained by the individual
candidate when adding this to their mark for the University
entrance examination. In this manner, no discrimination
between candidates is made because of the aptitude test. Having
passed the examination, all were considered equally “apt™. The
weighting of the entry procedure fell in favor of the wide-
ranging selectividad examination.

Again, there are political and ethical consequences of this
procedure which, although not of direct concern to our
research, do influence its results. In the context of a degree
program for which there is a limited number of places —
numerus clausus — as is the case in Translation and
Interpreting, if the pass/fail boundary for the entry test is set so
as 1o pass only the same number of candidates as there are
places available, then the selectividad score does not enter the
equation. If, however, the pass/fail boundary is set so as (o pass
a number of candidates greater than the number of places
available, then the selecrividad score is decisive, over and above
that of the entry test. The greater the number of candidates
considered to have passed the more important their scores in the
selecrividad examination become.

The decision on this aspect of the entry test is left in the hands
of the Examination board, but clearly, it has far-reaching
consequences. Not the least of these, from the perspective of
our research, is that fact that the students entering the program
do not represent those with the highest levels of aptitude for
translation. This approach means that the function of the entry
test is devalued, and that the prospective students, who have
paid a substantial fee to take the test, are left to question its
academic purpose.

In this section we will look at the general question of sampling
in research design, and at the specific problems which arise in
aptitude testing in “naturally occurring sewtings” (Larson-

157



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Freeman and Long 1991:22) such as ours. We will describe the
manner in which we propose to handle these problems.

8.5.1 PoruLATION
Our entry test is designed for the population of “potential
candidates for places on the first degree program in Translation
and Interpreting”™. At the design stage of our study, we believe
that the cohorts we plan (o use for trialling and for testing, are
more or less representative of this population. The initial sub-
tests were (o be trialled on students who had already gained
entry to the Diploma course in Translation and Interpreting, and
the full tests were to be administered to genuine candidates
made up all of those applying to start the course in the academic
years 1993-94 and 1994-95. The starting points for our research
are, therefore, largely representative, and we believe they
provide a good basis for generalizing about the target
population.

8.5.2 SAMPLE SIZE
The longitudinal aspect of our study is subject to problems
arising from the administration of instruments to subsequent
cohorts of individuals derived from the initial groups over a
period of time up to two years, and on the composition of these
cohorts.

It is a paradox that, in research terms, one of the difficulties in
measuring aptitude is that real world investigation entails
accepting a basic design flaw. Aptitude testing in modern
languages teaching was and is used as a means of selecting
learners. Its purpose principally is “10 keep prospective failures
out of classes™ (Spolsky 1995:117) and thus to minimize what
Cheydleur (1932, quoted in Spolsky 1995:117) called the
“mortality of modern languages students™ . This very
“mortality”, however, afflicts the samples under study, as part
of the initial group is rejected at the first hurdle, and therefore is
not available for subsequent analysis.

In addition to this basic design flaw, sample erosion cannot help
but influence results. With a longitudinal study of this nature,
covering a period of two academic years, the additional
“mortality” of the cohorts is also likely to be high because of
the very nature of Translation studies programs. Almost all of
the students take up Erasmus/Socrates grants at some stage in
their undergraduate studies and may spend 2 full academic year
abroad. Many also spend summers abroad specifically in order
to improve their language skills. Others also supplement the
teaching they receive within the university by attending extra
language (raining courses.
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Sample erosion over the two years of our data collection period
is, therefore, an obvious threat to this study. Hicks (1990)
questions the need for samples that are greater than 25, and
suggests that the choice of statistical analysis can compensate for
sample size difficultics. She proposes the following guidelines:

Table 8—12 Minimum sample size (Hicks 1990}

N° of subjects |
Minimum 12
Acceptable 20-25
Optimum 25

In a similar vein Kendall (1975) offers worked examples based
on samples of 12, and the calculation of levels of significance
for results are based on tables which use 30 as the largest group
size (Kendall 1975; Siegel and Castellan 1998; Silver 1997).
These arguments notwithstanding, in this study we will work
with the largest possible samples in order to ensure that erosion
does not reduce the cohorts available to us for the final
measures to < 30, as suggested by Rowntree (1981).

8.5.3 SAMPLING ERROR
To this end, within the period of longitudinal testing, a process
of conscious sampling in order to maintain the appropriate
groups was rejected. In addition to our wish to avoid sample
erosion, two other factors influenced our decision. Firstly,
conscious sampling was thought likely to produce a “control
effect” (Cohen and Mannion 1989:73) whereby some candidates
might prepare especially for the tests in an attempt to perform as
well as possible; and others might simply stay away. In either
case, this would produce a distortion in the results with respect
1o other candidates who are in a better or less well-prepared
state.

Secondly, the management of this process would have required
a certain amount of cooperation from members of other
departments who could not always be counted on to share the
same interest in the successful administration of the tests. These
factors led to the acceptance of a “convenience sample™ 1o be
measured with respect to the whole group to try to establish its
representativeness. The smaller the resulting sampling error
mean, the more representative the figures can be said to be.
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8.5.4 SOURCES OF ERROR
One prediciable source of information loss, though not actual
error, is the nature of the data to be collected. While the data
over which we have direct control is, by design, interval level
data — i.e. numerical scores out of 20 — the data that we will
collect from the General Translation course may not necessarily
be of the same type. Correlations between ordinal data — i.e.
rank ordered grades: suspenso, aprobado, notable or
sobresaliente, — which we expected to collect, and interval data
cannot be calculated using the Pearson coefficient. We therefore
prepared to use KENDALL'S TAU, (7}) coefficient, which works
on the principle of correlating the rank order of subjects and
compensating for the tied cases. This involves calculating how
many changes would need 10 be made in a given list for the
order in which the individual candidates appear to be the same
as that in another list. 7, offers a precise calculation when
dealing with a large number of tied cases, the most predictable
outcome of applying a limited number of ordinal measures to a
large sample.

8.6 Validation and test analysis

We were concerned that the experimental nature of our entry
test might actually produce results that would prejudice
candidates and/or negatively influence the composition of the
actual first intake of students. In order to check on this we
planned to administer the Oxford Placement Test (OPT) in order
1o compare those students who took the entry test, with those
who had entered the Diploma course in previous years. Earlier
in our study, we have described the use of this test as part of a
process of measuring the actual levels of English language
competence among Diploma course students, and now we will
describe the test in more detail.

8.6.1 OXFORD PLACEMENT TEST
Published by Oxford University Press (Allan 1990), the OPT
aims to test and discriminate between all levels of competence
from elementary to post-Cambridge Proficiency English.

The test is in three parts: one Listening sub-test, and two
Grammar sub-tests. Relative weighting gives 50% of the raw
score (max = 200) to the Listening sub-test, and 25% each to
the Grammar components,

The Listening sub-test assesses both reading and listening skills,
and indicates candidate ability to manage both the sound and the
writing systems of English. The Grammar component tests
knowledge and application of grammatical structures.
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The OPT is commercially available from Oxford University
Press and is reported by its author (Allan 1990) to produce
“very high” correlations with scores on other test bateries.
Allan gives the figure 0.89+, although he does not indicate
which test batteries he has used. Validation of the OPT involved
five years of research around the world. The test instructions
include a table of equivalence, from which candidate OPT
scores can be used to approximate their level of ability for
placement and for prediction of exam results against eight sets
of examinations run by British-based cxamining boards. We
have already presented an adapted version of this table on page
31.

We chose the OPT to validate (English) proficiency because of
the wide range of levels covered, the table of equivalence with
exams familiar in Spain, the ease of administration in terms of
time and correction, and the academic rigor with which the test
has been prepared.

8.6.1.1 Analysis of the OPT List ening/Reading sub-test
Source material is derived from native speaker usage and was
trialled on native speakers. A detailed process of item analysis
produced Facility values and Discrimination indices, which
were used (o refine the test. Item and inter-test reliability were
also tested as was concurrent validity with other batteries of
tests.

The listening component is based on semi-authentic, single
sentences chosen for their sound similarities only. The items are
not connected in any way.

There are 100 items, all of which are of the dichotomous task
type, based on a simple choice. Candidates are required to
identify the written form that represents what they have heard.

8.7 Conclusions

As a result of our study of the research design process, we have
established a serics of criteria that we will use in order 1o
evaluate the performance of our test. These criteria, presented
in Table 18—13 are shown with the experimental or statistical
means by which we intend to evaluate them, and the target
standards we believe our test instruments should meet,

The criteria are divided into four basic sections, following the
order in which they are defined earlier in Chapter 7. These are
validity, reliability, and practicality, followed by the two
elements of CTT item analysis: Facility value and
Discrimination.
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Table 8— 13 Summary of test implementation criteria, means of testing, and

targets

Sub-test Means of testing Target parameters
performance

criterion

Concurrent validity | Correlation 20.65 at 5%

Construct validity

Content validity

Criteria validity

Face validity

coefficients
between LA and
LB sub-tests and
OPT, University
entrance test, and
Secondary school
average
Correlation
coefficients
between LB sub-
tests and OPT
Expert opinions
offered by
members of the
examination board
Correlation
coefficients
between LB sub-
tests and OPT
Informal feedback
from (successful)

significance

20.65 at 5%
significance

Reference to the
1est specification

20.65 at 5%
significance

candidates
Response validity Standard error of <1
{Carroll’s condition | measurement
1)
Predictive validity Correlation 20.65 at 5%
{Carroll’s condition | coefficients significance
6) between LA and
LB sub-tests and
General translation
A-B and B-A
Reliability Average of split- 20.9
half coefficients
Practicality Correlation 20.65 at 5%
coefficients significance

between LA and
LB sub-tests and
OPT, University
entrance test, and
Secondary school

average
Facility values 0.3-0.7
Discrimination 20.3

indices
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IN THIS CHAPTER we intend
C ] to evaluate test task types for inclusion in our test

L ] to describe and discuss examples of entry tests used
by other cemers in Spain

9.1 Matching exercises

This test task involves candidates connecting items in two or
more lists, or from a list with reference to a text (Table 9—1).
The basis of the connection is very often based on the skill of
“deducing the meaning and use of unfamiliar lexical items"
(Munby 1978:126-131), although it will involve the use of other
skills in order to identify the parts of the text where the response
lies. In fact, skimming and scanning skills are essential for
candidates to resolve these items, and in the simplest form,
simple or complex scanning are the only skills that are tested.

Table 9— 1 An example of a matching exercise {(Robinson 1999)

In the subtitle there is a ward that can be defined as
“someone who has been treated badly by those in power”.
The word is downtroddesu

Read these definitions. Then read the text to find the word
or phrase that matches each, and write your answers in the
spaces provided.

1o suffer something unpleasant until it ends

Saved

moved on 10 something better

a very successful production

Executives

first performance

gained fame

made as perfect as possible

the high point

OO S WN =

The most important design aspect of this item type is the ratio of
stem prompis to alternative answers. A simple form of the task,
such as the linking of words with their corresponding
definitions, can have a negative effect on candidates if the
number of prompts and the number of alternatives is the same.
This negative effect can take one of two forms: either the final
item must be correct by default (Alderson et al 1995:51-52),
because there are no alternatives left; or the candidate who
makes one mistake, loses two points, because one mistake
entails making a second.
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The version above is an improved form of the task, as the
alternatives can appear anywhere in the text, giving ample
scope, and penalizing no one. An appropriate half measure is
found by using two lists, but including one alternative more than
there are prompts. This ensures that no candidate is penalized
by more than one point for making one mistake. The inclusion
of more than one extra alternative can also be considered, but an
excessive number of alternatives can lead to confusion on the
part of the candidates.

9.2 Dichotomous items

The term “dichotomous items™ is used to refer to those task
types in which candidates have a simple choice between 1wo
alternative responses. These may be “True” or “False”, “ Yes"
or “No™, or in more sophisticated items they may be labels of
one kind or another “Bob™ or “Elaine™, for example, when
referring 10 two characters mentioned in the text. The principle
difficulty about using these items is that there is a random factor
about response, which means that any candidate could score half
marks, without actually reading the items. This renders the task
type relatively inefficient unless large numbers of such items are
used. In the Netherlands, the national testing agency, CITO,
uses items of this type for its FL examinations, equivalent to the
English “O"- and “A"-levels. Their listening tests involve
lengthy passages, of up to 45 minutes in duration, heard once
only, and accompanied by 50 or more items in which candidates
only have to choose between two alternatives. This test
mechanism, the same one as that used in the Oxford Placement
Test (Allan 1990), is considered highly effective.

Table 9— 2 Some (true/false/questionable) items (Robinson 1996)

The following statements are based on the content of the
text. Some/Three of them are TRUE, some/three are FALSE,
and some/four are QUESTIONABLE, that is they are not
supported by information which appears in the text. Two
examples have been given for you.
1 The arrival of a democratically elected

government in South Africa has given a boost

1o black theater

———

2 Previously, black theater had revolved around
the theme of apartheid.
3 Ngema has stated that he will continue to act

as the conscience of the A.N.C.-led South
African government.
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In order to introduce a third element to the basic truc/false
model, and in this way reduce the random factor, various
authors propose the true/false/questionable or don't know task
(Heaton 1988; Carroll Brendan J. 1993).

The item type gives candidates the choice between that which is
demonstrably true, from the information given in the text; that
which is demonstrably false; and that which cannot be proven
one to be either true or false because no information is given
about it.

9.3 Multiple choice questions

Multiple choice questions, whether with three, four, or five
options, are often thought to be the most adequate means of
testing reading skills because candidates barely have to use any
skills that are not identifiably based on reading. The written
response to these items is usually a line, cross, circle, or v; all
else depends on the reading skills activated by the candidate in
accessing the stem, options, and text to which these refer.

Table 89— 3 Some examples of four option multiple choice items (Robinson 1996)

1 When people communicate by using a sign language
they present their message
A in linear fashion.
B by fingerspelling.
C through facial expression.
D using spatial relations.
2  Sign languages around the world
A have evolved in parallel.
B are, in part, mutually comprehensible.
C refiect conventional languages.
D differ only in grammar and syntax.
3 Sign languages are similar to conventional languages in
that they
A Can be transcribed in written form,
B Have different regional dialects.
C Use the same basic grammar.
D Are of about the same age.

I

i

However, one of the questions that arises in the use of MCQ
items for reading comprehension is the matter of whether
candidates are required to respond from their reading of the
text, or whether they can respond only from their reading of the
item. Clearly, some skills adapt to the MCQ task type better
than others do. Alderson et al (1995:45) suggests that for
inferencing, MCQ items, while extremely difficult 1o write, are
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perhaps the best choice as they can potentially *guide” the
reader in their interpretation of the text.

A recent study of the limitations of MCQ items concludes that
the construct validity of the format is open to question. In a
study of Chinese learners’ test-taking processes in a listening
comprehension test, Wu Yi'an (1998) used retrospection
protocols to go into the mental processes lying behind candidate
performance. The results suggest that the format favored more
advanced lcarners and provided added difficulty for the less
able.

This conclusion was expanded in four parts:

* The item stems and the options helped advanced
learners in that these focussed their listening; less able
learners were not helped.

* Construct validity was “threatened” as the level of
difficulty in the options was much more complex and
converted the items themselves into a more demanding
test of vocabulary and reading comprehension.

* “Uninformed guessing™ took place. This was
guesswork based on candidates’ non-linguistic
knowledge, which they activated in order to cope with
their partial linguistic processing of the text. In less
able candidates it gave rise to “the lure of options”,
which lead them away from processing the linguistic
information of the test input.

* The right answers could be given for the wrong
reasons,

From the point of view of our reading comprehension test, these
negative consequences might not all apply. In a reading test, we
assume that all input is part of the testing process, and
consequently this kind of interference, which might threaten
validity, does not apply. Reading comprehension is our
objective, and vocabulary testing is an important aspect of this.
However, construct validity would begin to be questioned if
candidates were required to employ different skills than those
targeted by the items, or if the level of difficulty of the items,
and/or rubric, were greater than that of the text.

9.3.1.1 7he random factor in marking objective tests
We have earlier discussed the question of the random factor and
how it affects dichotomous items and others, such as these four-
option MCQs. One of the procedures used 10 compensate for
this factor is described by Alcaraz Var6é and Ramén y Denia
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(1980:69). The authors describe different formulae in which the
candidates are scored by subtracting the number of incorrect
items from the number of correct ones. In each case, the
proportion of the incorrect items subtracted is relative to the
number of options in the item. For example, if a candidate
scores 6 out of 10, for five-option MCQs, the final score
awarded would be calculated by subtracting one quarter of the
incorrect items, i.e. 1, from that score, giving 5 out of 10.

Table 9— 4 A formula to compensate for the random factor in five-option MCQ
items

Total n° of MCQ items = 10
N° of options = 5
Items correct (c) = 6
Items incorrect {i) = 4
i/4 = 1
Candidate raw score = b

In this way, guessing is penalized. However, as a procedure it is
one that must explained to candidates in advance of the test
administration in order to ensure that no one is disadvantaged by
the use of this scoring mechanism.

9.4 Error identification and error correction

These test tasks are described by Heaton (1988 & 1990) and by
Weir (1988), both of whom classify them as tasks used in
testing writing skills. Heaton uscs the term “error-recognition™,
and Weir talks about “editing skills”, when they describe a
range of tasks, all of which are variations on the same basic
activity, ranging from multiple choice activities 1o more
authentic text editing.

Heaton describes three tasks that involve identifying the location
of an error, and in one case correcting the error. In each of the
first two types a sentence containing one error is used as the
stem. Four words or phrases from the sentence are underlined
and labeled in multiple choice fashion: A, B, C, or D.
Candidates then identify the phrase containing the error by
choosing the appropriate letter.

It Was _ a terrible accident  at  an air-show

A B o
held In West Germany yesterday.
D
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This is highly specific, and an alternative that Heaton appears to
prefer is described (1990:98)

It was /I aterrible accident / at an air-show
A B C
/ Yesterday.

D

Here the candidates again have to choose the part of the
sentence that contains the error, but in a less directed manner.
Heaton suggests that this method is useful for testing problems
of omission (1990:98) or spelling (1988:152).

The third alternative involves presenting sentences, such as the
example, which contain one error each, and asking candidates 10
write out a correct version of the sentence. The disadvantage of
this type lies, he affirms, in the marking. Many questions arise,
such as whether or not to penalize the candidates' versions that
contain errors other than the t1arget error.

Weir (1988:59-60) discusses these item types and mentions the
advantages they bring as they are more productive, and that they
meet construct validity criteria. However, he 100 stresses the
problems that lie in marking items of this kind.

This task type is used by examining boards, and Weir
(1988:146, 206-207) presents examples taken from their papers.
The Test in English for Educational Purposes (TEEP) sample
gives a reasonably authentic version of this item type in which a
passage is presented, and candidates are asked to identify errors
by underlining them, and then to write a correction beneath the
error in each case. The number of errors in the passage is not
specified, but the types of error are. These cover grammar,
spelling, and punctuation.

In the JMB University entrance Test in English for Speakers of
Other Languages (JMBTesol) which Weir also reproduces here,
we find tasks in “ Editing Skills”, again based on a complete
passage, but in which candidates are informed that one word has
been left out of each line. They are asked to identify where the
word is missing by marking the position with a line, and writing
the missing word in the space provided in a parallel column.

The same paper contains another exercise which is an

improvement on the TEEP in that it specifies there is only one
mistake per line, and that there are no spelling mistakes.
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9.5 Summary writing

Newmark (1988) makes the point that summary writing in itself
1s an excellent learning task in the training of translators. This
view is clearly that shared by those teachers of translation who
adopt the summary exercise in onc form or another as a means
of testing for aptitude. There are many variations on the basic
task, but essentially it is employed along the lines we have
described earlier (Chapter 3). The task type has high face
validity, and can focus on the integrated use of a range of
reading and writing skills. The principle disadvantage, as we
have shown, lics in the difficulty of ensuring reliable and
consistent marking. Weir underlines the importance of detailed
preparation of the markscheme (1990:63), and the inevitability
of a degree of subjectivity. Notwithstanding these drawbacks, he
believes that with an adequate investment of time, preparation,
and rater training, it is possible 1o achieve acceptable levels of
rchiability.

9.5.1 SUMMARY WRITING EXER CISES USED BY CENTERS IN SPAIN
In January 1994 in preparation for the Jer conferencia inter-
centros held at the University of Granada, participants were
asked 1o respond 10 a number of questions relating to the
entrance test. Of those auending, both the University of
Alicante, and the Autonomous University of Barcelona (UAB)
reported they had adopted a summary writing test of one kind or
another as part or all of their entry procedures. We will now
describe the procedures they used and discuss some of the points
arising.

9.5.1.1 University of Alicante
In Alicante testing involved two sub-tests. Firstly, candidates
were required to write summaries in one or other of the official
languages of the autonomous community: Spanish or Valencian.
Their summaries were based on listening to a talk, which was to
last a maximum of 30 minutes. Additionally, they were tested
on their ability to translate, without the aid of a dictionary, a
general text of 500 words maximum from their chosen
Language B into either Spanish or Valencian. We find it
difficult to see how this second sub-test could be considered
legal given that the interpretation of the official requirements
accepted by other centers precluded the use of actual translation
exercises on the grounds that these tested skills candidates
would be taught on entry to the university.

9.5.1.2 Autonomous University of Barcelona
The Autonomous University of Barcelona (UAB) used a
variation on the LB-oriented, integrative model described
above, since the introduction of the degree program. At the time
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of the 1994 conference, it was reported that the results of these
tests had been monitored ad hoc and unspecified changes made
1o increase “efficiency”. Since then more detailed, but
unpublished, research has been carried out (Fox 1997).

In the summer of 1995, the UAB introduced an LA (Catalan or
Spanish) sub-test into the entrance examination for the first
time. The general conclusion of teachers in the light of
translation examinations at the end of the first semester 1995-96
was that this had brought about an improvement in the
“quality”™ of the intake (Beeby Lonsdale 1996).

This examination was in two parts: LA (Spanish or Catalan),
and LB (English French, or German). The LB (English) test
was based on an 800-word, amended transcript of a television
documentary dealing with a topic of current interest.
Amendments were made to the text in order 1o compensate for
the lack of visual images. This was read aloud by an LB native
speaker, with as natural an intonation as possible. It was read
twice, and candidates were then allowed an hour in which 1o
write a 300-word summary. This was corrected according to
pre-established criteria.

These criteria centered on accuracy of content, with positive
points up to a maximum of 10 for including the predicted “main
points” of the text; and accuracy of grammar/syntax, with
negative half points for mistakes, again up to a maximum of 10.
The nature of errors was predicted in a list provided for
members of the Examining board.

The marking of this summary writing exercise produced a
number of problems of the type Weir had warned about (1990).
Raters found that they needed 10 adjust the correction criteria to
deal with two kinds of candidate who did not fit the predicted
profile. Firstly, there were those candidates who wrote short,
grammatically correct texts including enough of the main points
to pass, but who did not demonstrate they were “discourse
competent”. Secondly, came those who were judged to be
“discourse competent”, but who failed due to the number of
linguistic errors they made. A definition of “discourse
competence” was not given, nor has any statistical analysis of
these tests been published. However, the question of intra and
inter-rater reliability are currently under discussion (Fox 1997),
and it is evident that implicit in the debate is the establishment
prior 10 testing of an agreed minimum standard for entry. We
interpret these findings as further evidence of the difficulty
involved in the use of subjective exercises of this type, and of
the inherent problem arising when tests are prepared on an
uncertain theoretical basis.
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9.6 Universidad Pontificia de Comillas

We will now comment briefly on the entry test used at this
private university. Qur motive for doing so is the fact that the
entry test they employ contrasts totally with those of other
centers, and involves a series of six sub-tests, five of which are
objectively marked. These sub-tests were:

@ 100 item multiple choice test of LB grammar

@ 30 item multiple choice test of LA

@ 30 item vocabulary test (LA)

@ Intelligence test (LA)

® General knowledge test based on the secondary school
curriculum

® Short translation from LB into LA.

This last exercise was the only part of the testing process not
machine marked.

All of these sub-tests had been prepared over a period of years
involving a good deal of research and pre-testing. The
University was satisfied that the correlations of scores produced
on these tests were acceptable. None of this information had
been published at that time. (Waddington 1994. Personal
communication) In addition, candidates successful in the formal
tests attended a series of ten-minute oral interviews conducted in
LB, LC, and LA (Spanish) respectively. A fourth interview, in
Spanish was of an informative nawre, and gave them the
opportunity 10 question interviewers about the degree program.

9.7 Conclusions

In this chapter, we have looked at design aspects of the
instrument that we intend to use for our rescarch. The survey
has by no means covered all of the task types that are described
in the literature, but it has concentrated on those that we
consider the more appropriate. Our criterion for this has been
the practicality of using and marking the tasks in our bid to
attain maximum objectivity. Thus, the summary writing 1ask
that we describe is not used in any of our sub-tests due to the
difficulties of achieving objective, reliable marking, as we have
described in Chapter 3.
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Our first draft test specification includes a range of these test
types, and this was to be revised after administering the trial
version 1o a cohort of Diploma course students, Further
modifications were planned after analysis of the first batch of
test results, from Cohort A.

Table 9—1 shows the way in which the design process drew
together the test specification list of skills and the selection of
test tasks in order to write the test paper.

Table 9—1 An example of the design process {(sub-test es01.2)

ltem | Task type Skills (Munby 1978:126-131)
#1 Matching Scanning to locate specifically
exercise required information on a whole 1opic
(Skill 46.5)

#2 Idem

#3 Idem

#4 Idem

#5 True/false/ Understanding information in the text,

no evidence not explicitly stated, through making
inferences (Skill 22.1)

#6 Idem

#7 Understanding relations between parts
of text through the grammatical
cohesion device of reference (Skill
32.1)

#8 Understanding explicitly stated
information (Skill 20)

#9 Idem

#10 Idem

#11 | 5-option Understanding relations within the

MCaQ sentence (Skill 28)

#12 Idem

#13 Understanding information in the text,
not explicitly stated, through making
inferences (Skill 22.1)

#14 Understanding explicitly stated
information (Skill 20)

#15 Understanding relations between parts
of a text through grammatical
cohesion devices of reference
{anaphoric and cataphoric) (Skill 33.1)

#16 Understanding explicitly stated
information (Skill 20)

#17 Deducing the meaning and use of
unfamiliar lexical items, through
understanding word formation, and
context (Skills 19.1 & 19.2)

#18 Idem

#19 idem

_#20 Idem
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10.1 The test developm ent and refinement process

This chapter introduces a series of seven, of which each is
dedicated to the analysis of one of the sub-tests we have
prepared. The development of the tests took place in three stages
as shown in Table 10—1. The initial trial phasc involved two
tests, and this was followed by a second and a third stage each of
which incorporated modifications in the light of previous sub-test
performance.

Table 10—1 Stages in the sub-test development process

lLes01.1 |
[ Trial version
| in01.1 |
I es01.2 |
[ Sub-tests [ 1* revised version [es02 |
I in02 [
| es0a |
| 2" revised version
[in03 |

The papers fall into three groups, which we discuss in the order in
which they appear in the table, that is the chronological order of
administration. First come the trial sub-tests ¢s01.1 and in01.1,
which were taken by a sample of Diploma course students.
Secondly, we describe the first revised versions of the sub-tests
administered to candidates in July 1993 (sub-tests es01.2, ¢s02,
and in02). Finally, we look at a second revision of the design,
which was used in July 1994 (sub-tests es04 and in03).

In line with our test design objective, we have managed to ensure
a statistically sound minimum of >30 candidates for each sub-
test. However, the validity of the statistical data we present must
always be considered in the light of the actual number of
candidates involved in cach instance. The sometimes large
differences in cohort size between one test and another are
illustrated in Figure 10—1.

In the course of these chapters we describe the results obtained
paper by paper following the general outline shown in the table
below. In each case we begin with comments about the
performance of the sub-test. We follow this with a brief
introduction to the sub-test itself, in which we describe the
context in which it was administered. We then print a word-
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Figure 10—1 A comparison of the numbers of candidates in the cohorts of each of the

sub-lests analyzed
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Table 10—2 Summary of
of the following chapters

our analysis of item performance.

conlents: these are the elements that typically appear in each

General comments

Text
Exam text

Task types
Facility values (FVs)
Discrimination indices (Dls)
Discussion
Distracter evaluation

Descriptive statistics

Reliability

Conclusions

In order to contextualize the results of our analysis we describe

the
eac

task type and target reading skills, and reproduce the items in
h section when relevant. We present the FACILITY VALUE

(FV) and DISCRIMINATION INDEX (DI) scores for cach of the
items of the task type in question, using graphics and tables in the
presentation of data 1o highlight key information, but at the
expense of detail.
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In our discussions of item performance we indicate which items
performed within our target parameters, evaluate the performance
of distractors, and pay particular attention to those that were
discarded after analysis. We provide calculations of reliability
using the KUDER-RICHARDSON FORMULA 20 (KR 20), or the
SPEARMAN-BROWN and GUTTMAN split-half formulae,
calculated according to both the FV and DI rank orders of items.
We also give the results of calculating THE SPEARMAN-BROWN
PROPHECY FORMULA and the STANDARD MEASUREMENT OF
ERROR (S.).

We present histograms of the frequency distribution of scores
achieved by candidates, scaled when necessary to totals out of a
possible 20 in order to facilitate comparison between sub-tests.
And we also offer a summary of some of the descriptive statistics
for cach paper: mean, median, mode, standard error, standard
deviation, skewness, variance and confidence level (calculated at
95%).

Our conclusions about cach test deal with the specific aspects of
overall test performance, and draw particular attention to those
results that provided material for the development of the sub-tests
described and/or for the preparation of further papers.

10.2 A note about pres entation

In this part of our work we were faced with the question of how
best to present the results and the sub-test papers in order to
integrate both into the text without making it disjointed and
difficult to read. Having consulted the literature on presenting
instructional text (Harley 1994; Lannon 1994) we have chosen 1o
present only one of the sub-tests in full — sub-test es01.2, which
begins on the next page — in order that it may serve as an
example of the manner in which all sub-tests were produced. For
cach of the others, we have reserved the full version for the
Appendices, where those who have a specific interest in one or
other test can consult them. Here we will reproduce in word-
processed format a full version of the text only. The specific
items will, however be reproduced — also in word-processed
format — as the results derived from them are described.

We realize that this decision is a compromise, but feel that it will

provide readers with the least cumbersome approach to the sub-
test results.
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]

LA FACTURA DEL CAMPO

UNCA habia sido esce-
nario la eapital de Es-
pana de una manifestacion
de decenas de miles de agn-
cultores verudos desde todos
los rincones que expresara
de forma mas nuuda y paci-
fica ¢l desacuerdo de un nu-
mero tan grande de espano-
les con la politica que un
Gobierno hayas podido se-
guir para cllos.

También es de aenalar.
COmMO rasgo muy principal
de las circunstancias que
han rodeado esta expresion
de drsacuerdo hecha por el
campo espasiol, 1a contuma-
Cia ¥ el sectarnismo de que
ha nhecho gala. a lo largo de
los ulumos dias. el servico
de propaganda de! GCobierno
socialista a traves del princ-
pal de sus medios de actua-
cion, Nos referiznos a la ma.
nera con que los llamados
Servicios Informativos de
TVE han silenciado duranwe
lus pasades dias lu voz da
los dirigentes de ASAJA
(Asociacion Aprana de Jove-
nes Apgricultores). que re-
presenta a 12 mayomna ia-
mensa de los agricultores
que vemian hacia Madrid:

moentras la palabra, la ima-
gen y 1a eventual capitaliza-
@1on politica del evento eran
feservadas a los represen-
tantes de las organizaciones
minoritarias de agricultores
que pueden encontrarse en
mayor proxamidad o sinto-
rnia con ¢! Gobierno socia-
lista,

C De entre los discursos

pronunciados por los lidercs
del campo ayer en Madrid
destaca, como ¢s logico. el
del presidente de ASAJA.
Pedro Barato. al pedir la so-
hdaridad nacional con los
agricultores y ganaderos
Su conclusion de que Fehipe
Gonzalez no presta la atwen-
cion suficiente al campo po-
dria merecer, sin embargo,
algunas mauzaciones. en el
sentido de que lo gue han
hecho los IGrNOS socialis-
tas ha mido atender unica-
mente al campa a efectos
¢clectoralistas. Las rentas
agranas y la productividan
de la cabana no han tenido,
en efecto. ningun pesa en el
quehacer de estos Gobier-
nos: pero i han merecido la
atencion de estos cuando
por las vias espureas de de-
terminados subsidios desti-
nados a palar los efectoa del
paro, han sido oblenidos del
campo espanol, eapacial-
mente en Andalucia y en
Extremadura. rendumicntos
on forma de sofragivs. sin
lus cuales. muy posible-
monte, se habrian acortado
los anos de permanencia cn
¢l poder del partido de Fe-
lipe Gonuzalez

Es de prever que el im-
pacto de lu enorme y pacy
lica manifestacion campe-
sina de ayer tenga sus re
percusiones nicnos en un
avuse de reciba v una conse-
cuente rectilicacion de la po-
litica del Gobierno -pucesto
gue para ello, practica-
mente. s¢ han agotado los
plazon- que en los reaulta-
Cos de lay proximas elecclo-
nes generales a Cortes. la
magnitud que slesnza el
sent:micnto de agravio en ¢l
campo espaifiol permite en:
tender que sera mayor y
que excedera a la fuerza y al
peso de ese voto inercial,
propio de la Espana no ur-
tana. en la que ¢l PSOE en-
CONLIo sUS reservas de votos
para las doa uitimas lemsia-
turas.

Posiblemente, en fin. nc
podra separarse del resul-
tado de las elecciones quce
vengan cl impacto nacional
logrado en Madrid por la ex:
presion del descontento
campesino. Lo hecho con ¢l
vampo pur los Gob:ernos de
Gonzales ka sido un enorimne
error nacivntl ¥y una tre-
menaa imprudencia politica



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

“La factura del campo”

Lee el texto y sefiala a cual de los parrafos podria corresponder cada una de las
siguientes frases como litulo. Subraya la letra en la hoja de respuestas.

PO

“El acontecimiento”.

“La actitud del gobierno hacia el campo”.
"El papel del Telediario".

"Las préximas elecciones”.

V (Verdadero), F (Falso) o ? (el texto no informa sobre este punto), y subraya la letra o
el simbclo correspondiente en [a hoja de respuestas.

LN,

Es muy significalivo que esta manifestacién haya tenido lugar en Madrid.
Pedro Barato opina que los socialistas perderan las proximas elecciones.

Los servicios informativos de TVE siempre se muestran parciales.

Si no fuera por el voto del campo el PSOE nunca habria llegado a gobernar.
En opinion del autor de este articulo el campo seguira apoyando al Gobierno a
pesar de lo hecho.

Las consecuencias mas importantes de la manifestacion se veran
especialmente en Andalucia y Extremadura.

Elige la opcién mas apropiada y subraya la lefra en la hoja de respuestas.

1.

12,

13.

14.

En opinién del autor de este texto, la conclusion de Pedro Barato es ...

A correcla,

B incompleta.
C electoralista,
D suficiente.

E superflua.

Como resultado de la presentacion de esta noticia por parte de TVE
se ha(n) visto perjudicado(s).

.. ASAJA ...

... organizaciones minoritarias de agricultores ...

... ninglin colectivo ...

... todos ...

... el PSOE ...

na rectificacion por parte del Gobierno ...
influiria en las elecciones,
cambiaria la politica de TVE.
serla muy bien recibido.
tendria efectos retroaclivos.
llegaria demasiado tarde.

mooOoOwW>»C mMOO®>P

¢ Qué es lo que el Gobierno ha obtenido?

A Subsidios.

B Volos.

C Beneficios.

D Rentas agrarias.
E Apoyos.
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TEST DEVELOPMENT AND REFINEMENT

¢ Que sera mayor?

A La mayoria del nuevo gobierno.

B El sentimiento en contra del PSOE.
C La inercia del campo.

D La préxima manifestacion.

E La respuesta urbana.

Ninguna manifestacion anterior ha ...

P2 unido las organizaciones del campo.
B obligado al Gobierno a reaccionar.

recibido tanto apoyo popular.
destacado la proximidad de Gobierno y agricultores.
demostrado tan claramente la actitud en contra del Gobierno.

La frase "la contumacia y el sectarismo de que ha hecho gala” en el parrafo B,
quieren decir que TVE se ha mostrado ...

neutral.

irresponsable.

partidaria del gobierno.

inconsistente.

influida por un sector.

La frase "la productividad de la cabafia” en el parrafo C refiere a ...

los impuestos pagados por los agricultores.
los ingresos que reciben al vender su ganado.
el volumen de carne producido en Espaia.
los beneficios del sector ganadero.

la cuantia de cerezles de la cosecha anual.

La frase "las vias espureas” en el parrafo C, son ...

rutas peligrosas.
métodos ilegitimos.

la red viaria.

un sistema burocratico.
un planteamiento politico.

La frase “"en un acuse de recibo” en el parrafo D, significa ...

un formulario oficial.

una respuesta por escrito.
una reaccién protocolaria,
un reconocimiento formal.
una acusacion juridica.
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

THIS WAS the first test paper that we wrote and we were keenly
aware of the tensions existing between our lack of experience in
writing papers of this type, and our need to produce a successful
instrument to be used in a real-world context. We hoped that
these would cancel each other out and ensure a professionally
written paper.

The test tasks were based on the first drafi specification, which
appears in an carlier chapter, and included a variety of task types
and target skills. Specifically, these were chosen from the range
of activities taught and tested in the Diploma course Traduccion I
(Inglés) during academic years 1991-92 and 1992-93. We
modelled the task types on materials drawn from a varicty of
sources in English language teaching and language testing.
Among others, these included Moore ¢t al 1979; Barr et al 1981
Grellet 1981; Rudska et al 1981; Carroll, Brendan J. and Hall
1985; Heaton 1988; and Carroll, Brendan J. 1992,

In Spring 1993, 44 candidates took this paper. Later, 37 of them
went on to sit the corresponding Language B English sub-test
in01.1. The paper was scheduled to last for 1h30min and was
administered during a session of that length. All candidates were
able 1o complete the paper within the period allotted and none
expressed any concern about time pressure, although the results
indicated this may well have been a problem.

11.1 Text

This newspaper leader text entitled “La Factura del Campo™
(ABC 6 March 1993:17) dealt with a topic of curreat affairs. At
497 words the text was more than 100 words shorter than the
specification. It was not edited in any way. The version used in
the examination paper was a photocopy of the original onto
which capital letters had been pasted to identify the paragraphs.
A word-processed version appears in Table 11—1.

11.2 Task types

11.2.1 MATCHING EXERCISE
The first task on the paper consisted of five items. Each of these
corresponded to one of the five paragraphs of the text. Essentially
this was a pre-reading task, for which candidates were expected
to use the target skill of scanning in order to identify the one
paragraph that was referred to by each of the target phrases
presented as prompts. These phrases were designed to summarize
the contents of cach of the paragraphs. There were five items and
no distractors, meaning that a first error would lead to the loss of
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two points, although subsequent errors would only be penalized
by one point.

Table 11—1 La Factura Del Campo (ABC 6 March 1993:17)

A NUNCA habla sido escenario la capilal de Espaiia de una
manifestacion de decenas de miles de agricultores venidos
desde todos los rincones que expresara de forma mas nitida y
paclifica el desacuerdo de un nimero tan grande de espafioles
con la politica que un Gobierno haya podido seguir para ellos.

B También es de sefalar, como rasgo muy principal de la
circunstancias que han rodeado esta expresion de desacuerdo
hecha por el campo espaniol, la contumacia y el sectarismo de
que ha hecho gala, a lo largo de los ultimos dias, el servicio de
propaganda del Gobierno socialista a través del principal de sus
medios de actuacién. Nos referimos a la manera con que los
llamados Servicios Informativos de TVE han silenciado durante
los pasados dias la voz de los dirigentes de ASAJA (Asociacion
Agraria de Jovenes Agricultores), que representa a la mayoria
inmensa de los agricultores que venlan hacia Madrid; mientras la
palabra, la imagen y la eventual capitalizacién politica del evento
eran reservadas a los representantes de la organizaciones
minoritarias de agricultores que pueden enconirarse en mayor
proximidad o sintonia con el Gobierno socialista.

[+ De entre los discursos pronunciados por los lideres del
campo ayer en Madrid destaca, como es logico, el del presidente
de ASAJA, Pedro Baralo, al pedir la solidaridad nacional con los
agricultores y ganaderos. Su conclusion de que Felipe Gonzélez
no presla la atencién suficiente al campo podria merecer, sin
embargo, algunas matizaciones, en el sentido de que lo que han
hecho los Gobiernos socialistas ha sido atender Unicamente al
campo a efectos elecloralistas. Las rentas agrarias y ia
productividad de la cabaiia no han tenido peso en el quehacer de
estos Gobiernos; pero si han merecido la atencién de éslos
cuando por las vias esplreas de determinados subsidios
destinados a paliar los efectos del paro, han sido obtenidos del
campo espanol, especialmente en Andalucia y en Extremadura,
rendimientos en forma de sufragios, sin los cuales, muy
posiblemente, se habrian acortado los afios de permanencia en
el poder del partido de Felipe Gonzélez.

D Es de prever que el impacto de la enorme y pacifica
manifestacidn campesina de ayer tenga sus repercusiones
menos en un acuse de recibo y una consecuente rectificacion de
Ia politica del Gobierno —puesto que para ello, practicamente se
han agotado los plazos- que en los resultados de las proximas
elecciones generales a Cortes. La magnitud que alcanza el
sentimiento de agravio en el campo espadol permite entender
que sera mayor y que excedera a la fuerza y al peso de ese voto
inercial, propio de la Espaia no urbana, en la que el PSOE
encontro sus reservas de votos para las dos Gltimas legislaturas.
E Posiblemente, en fin, no podra separarse del resultado
de las elecciones que vengan al impacto nacional logrado en
Madrid por la expresion del descontento campesino. Lo hecho
con el campo por los Gobiernos de Gonzalez ha sido un enorme
error nacional y una tremenda imprudencia politica.
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Table 11—2 Sub-test es01.1 Items #1-5 Malching exercise with key responses in bo!d

italics

Lee el texlo y sefiala a cual de los cinco parrafos corresponde
cada una de [as siguientes frases.

1 Las consecuencias inmediatas

2 La manifestacién

3 La aclitud del gobierno hacia el campo
4 El papel del Telediario

5 Las proximas elecciones

e

Table 11—3 Sub-test es01.1 Items #1-5 Target skills (Munby 1978:126-131)

ltem __ Skill(s)

#1-5  Scanning lo locate specifically required information on a

whole topic (Skill 46.5)

11.2.1.1 Facility values

In this case a significant number of candidates (>70%) inverted
the KEY RESPONSES for Paragraphs D and E, thus failing to score
on both item #1 and #5.

These introductory items were designed to be “candidate-
friendly”, because we wanted them to facilitate candidates’
approach to the paper. Our target FVs for all of them were in the
range 0.80 to 1.00, but item performance was uneven as the
Figure 11—1 shows. Three out of the five items — #2, #3, and
#4 — lived up 1o our expectations, but the other two fell far shor.

The fact that items #1 and #5 produced FV scores of only 0.18
and 0.25 respectively led us to review the responses predicted as
correct. For item #1, the majority of candidates had chosen
Paragraph D, whereas we had predicted that Paragraph E was the
correct response. On re-reading the text we decided that this item
was defective because both responses were in fact correct.
However, in the case of item #5, we maintained the original key
response. This meant that the total score for this section was
reduced to a maximum of 4, but for those who made a mistake
this was really 3.

11.2.1.2 Discrimination indices

The clear corollary of setting a high FV target is that items are
unlikely to discriminate efficiently between candidates. Qur
target DI score for all items was 20,3, and we obviously hoped
that no items would produce negative DI values as this would
mean that the better candidates were making errors that the
weaker ones were not.
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Figure 11—1 Sub-test es01.1 Items #1-5 Facility values

FV (range 0 to 1)

Item numbers

Figure 11—2 Sub-test es01.1 Items #1-5 Discrimination indices
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In fact, as Figure 11—2 demonstrates, item #5 (0.36) was the
only one that produced a DI score above our target minimum. All
of the others failed to discriminate between candidates, and item
#3 actually produced a negative value. Subsequent analysis of the
scripts failed to reveal any pattern 10 the incorrect responses.

11.2.1.3 Discussion
The matching exercise did not function well. We concluded that
two aspects of the task needed to be remedied. Firstly, the
concept of matching a phrase to a paragraph needed to be
clarified in some way or other. We decided 10 expand the rubric
to this section of the sub-test, and make the task more specific.
And secondly, we were faced with the issue of the “double
penalty” —a product of the absence of any distractors leading to
the inevitable loss of two points by a candidate making one
mistake — which also needed 10 be resolved. We decided that
this was best done either by reducing the number of items to four,
or by adding an extra paragraph title. The former approach would
have repercussions elsewhere, as we would clearly need 10 add an
extra item to another section, because the text itself could not be
“stretched” to include another paragraph. The latter would
perhaps be the casier solution.

Only one of the five matching items discriminated between
candidates and it was clear that in any subsequent revision of the
sub-test, item #35 (FV 0.25; DI 0.36) should be retained as it
stood. However, this effectively meant that the other items served
no purpose other than that of providing candidates with an casy
beginning to the sub-test, something that our revision would need
to take into account.

11.2.2 TRUE/FALSE/DON'T KNO W
This test task is a three-option multiple-choice exercise. Instead
of the more familiar A, B, and C options, we use “True” (T),
“False™ (F), or *Don’t know” (?). For the candidate who carries
out the task as intended, it means dealing with elements of text
content. For candidates who are unable to answer the item from
their knowledge of the language and who have been “exam
prepared”, there is a one in three chance of choosing the correct
option.

This random factor, as we discussed earlier, clearly influences the
validity and reliability of the items. The construct validity is
affected because it is not certain whether or not the candidate
actually reads the text in an effort to respond correctly. The
reliability of the item is affected by the introduction of the
random chance factor, which means that the part of the observed
score that corresponds to clements other than language ability is
increased.
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At the time of the trial, we knew that candidates were not familiar
with the task type and consequently it was explained to them
orally when the papers were distributed at the beginning of the
session. The explanation was made in English, as this was the
language of instruction for all of the classes and students were
accustomed to this approach. However, no example was given
which, with hindsight, was scen to be an error. As a number of
candidates asked for further clarification of the *Don’t know™
option while they were taking the paper, we concluded that this
aspect had not been sufficiently clear. Three different skills were
the targets of these items, as shown in Tables 11— and 11—5.

Table 11—4 Sub-test es01.1 Items #6-9 Target skills (Munby 1978:126-131)

llems | Targel skills
#6-7 Understanding information in the text, not explicitly
stated, through making inferences (Skill 22.1)

#8 Understanding relations between parts of text through
the grammatical cohesion device of reference (Skill
32.1)

#9 Understanding explicilly stated information (Skill 20)

Table 11—5 Sub-test es01.1 Items #6-9 True/False/Don't know (the key responses are
in bold italics)

Verdadero/falso/no se sabe
6 Es muy significativo que la manifestacion haya tenido 7
lugar en Madrid

7  Pedro Baralo opina que los socialistas perderéan las
proximas elecciones

8 Los servicios informativos de TVE siempre se
muestran parciales

9  Sino fuera por el voto del campo el PSOE habria
perdido las ultimas elecciones

[

11.2.2.1 Facility values
These items were designed to represent a challenge to candidates
after the casier first task. Our target FV scores were in the range
0.30 10 0.70. And, as Figure 11—3 shows, the key responses to
three out of the four items fell within this range.

However, our analysis of the actual “correct” responses supported
the impression received during the exam session that candidates
were not sure about the test task mechanism. Many did not
choose the key response for the “Don’t know” option in item #6
and, more notably, in item #9,
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Figure 11—3 Sub-test es01. 1ltems #6-9 Facility values of key responses

FV (range0to 1)

LI LR o5T e Target Targel
mImUM  masimum

Item numbers

Figure 11—4 Sub-test es01.1 ltems #6-9 Discrimination indices of key responses

DIs (range -1 to +1)
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For item #6 — Es muy significativo que la manifestacion haya
tenido lugar en Madrid — just over half of the candidates chose
“T™ as the correct response.

We think that this was because they did not understand that the
“Don’t know” option meant “there is no specific evidence for this
in the text”, in line with the target skill of understanding through
inference. We conclude that the candidates did not coincide with
our “correct” response because they were unfamiliar with the
item type, and not becausc they were unable to demonstrate the
ability to use the target skill.

This pattern was ¢ven more noticeable in the case of item #9, for
which 93% chose “True". This option represents the more
obvious inference to be drawn from the text, but is not stated
explicitly.

11.2.2.2 Discrimination indices
The scores derived from the key responses were in line with our
view that this item type was causing candidates difficultics
(Figure 11—). However, the two items that candidates
responded to “correctly” produced very high DI scores. ltems #7
and #8 scored 0.64 and 0.73, respectively, well above our target
minimum of 0.30. Each of these items focussed on a different
skill, and both proved extremely good measures of
discrimination. The reason that candidates responded “correctly™
10 these items may well lie in the fact that the “Don’t know™
option was only a distractor, although the volume of responses
option #7? received does seem to suggest that it was more than
this. Perhaps these items were well written.

11.2.2.3 Distractor evaluation
When we look at the percentage of responses that each distractor
attracts we are hoping to find that responses are shared equally
between these. In these three-option items, we wanted each
option (o attract between 15% and 35% of responses.

Table 11—6 Sub-test es01.1 ltems #6-9 Facility values of three-option items with the
key responses indicated by shading

FV 0.93

0.00 E&D;o £
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Table 11-6 shows us that only item #8 produced a balance of
responses approaching our target, with the lowest percentage of
incorrect answers (14%) going to option #8? With all of the other
items the options performed unevenly. For example, in the case
of item #7, bascd on the same skill as #6 and with “False" (#7F)
the key response, a large percentage of candidates answered
correctly (48%), but the incorrect responses were shared
unequally between the distractors,

11.2.2.4 Discussion
This item type called into question the FACE VALIDITY of the sub-
test. Candidates later reported informally that this item type was
difficult in terms of the concept implied by the third option
“Don’t know”. We considered three possible solutions: adding an
example item, and one or two casier items as the first in the
series, and writing a more detailed rubric. We also debated the
idea of abandoning the task type completely. However, in view of
the fact that two items had produced very high DI values we
decided that in the first instance the task type needed perfecting
rather than discarding.

These items did little to help us in our search for close ties
between task types and target skills. The two items based on the
same skill — #6 and #7 — produced similar results in terms of
facility, but not for discrimination. The only potential link that we
thought we might be able to exploit was that between Skill 32.1
and the T/F/? format, as item #8 scored within our target range
for facility and was a good discriminator.

ITem #8

The prompt of item #8 was:

Los servicios informativos de TVE siempre se muestran
parciales

And the key response was 10 be found in the middle of Paragraph
B:

B ..lacontumaciay el sectarismo de que ha hecho gala,
a lo largo de los tiltimos dias, el servicio de propaganda del
Gobierno socialista a través del principal de sus medios de
actuacion. Nos referimos a la manera con que los llamados
Servicios Informativos de TVE han silenciado durante los
pasados dias...

The key to finding the correct response lies in the reader's ability
to establish the cohesive reference between the second sentence,
in which TVE is mentioned directly, and the previous phrase, in
which the expression el servicio de propaganda del Gobierno
socialista is the referent.
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With a view to revising and refining these items we decided that
we could maintain #6, #7, and #8, but that #9 would require
revision. We also felt that if it were possible to add a further item
targetied on skill 32.1, as #8 was, this would possible give us a
valuable addition to the sub-test.

11,2.3 SENTENCE COMPLETION ITEMS
Six sentence completion items were included in this sub-test, all
of which are reproduced in the table below. The task type was
sufficiently well-known to candidates that we believed they
would have no difficulty in responding adequately. However, the
reality of candidate responses was such that it was extremely
difficult to apply a dichotomous (right-wrong) score to most of
the candidates’ responses. We had already specified that the test
should involve the maximum objectivity in marking, and the
responses that appeared made this aim impossible to achieve.

Table 11—7 Sub-test es01.1 ltems #10-15 Question stems

Completa Ias siguientes frases de la manera mas apropiada.
10.
requiere algunas matizaciones.
11. mas
importantes de la manifestacion se
12. Prevénen

13. No podran separarse

de ;
14. Como resultado de la presentacién de la noticia por

15. Una reclificacion por parte del gobierno

Many of these threw up a number of difficulties that affected our
concerns for the maximum objectivity of marking in order to
avoid difficultics of inter-rater and intra-rater reliability. The
responses given raised questions such as “Is a response correct if
it includes a spelling or grammar mistake?"” This type of open
answer requires a detailed markscheme and an investment in rater
training and moderation. Both of these were beyond the control
of the test designers aiming, as we were to produce a test that
would be highly objective. In conclusion, we chose to discard this
task type and did not carry out any statistical analysis of
performance.
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11.2.4 FIVE-OPTION MULTIPLE C HOICE QUESTIONS
There were a total of eight multiple-choice questions (MCQ) in
the sub-test and these divided into two groups. ltems #16-19
focussed on aspects of comprehension, while the other four
targeted vocabulary.

Table 11—8 Sub-test es01.1 Items #16-23 Target skilils (Munby 1978:126-131)

Item Target skill

#16, Understanding explicitly stated information (Skill 20)
#18,
#19
#17 Understanding the communicative value (function) of

sentences and ulterances with explicit indicators (Skill

26.1)
#20- Deducing the meaning and use of unfamiliar lexical
23 items, through understanding word formation (Skill

19.1) and context (Skill 19.2)

The purpose of using five option items was to reduce the “guess
factor” 10 20% and increase the reliability of the items. With five
options to choose from a candidate who only answered items at
random would be likely to score 1 in 5 right. With a three- or
four-option item the chances are | in 3, and | in 4, respectively.
The five option items are, however, much more difficult to write
as we have mentioned carlier.

11.3 Conclusions

Given the wholly experimental nature of a trial exercise like this,
little could be expected in terms of reliability, and the coefficient
recorded was actually negative, indicating extremely poor
performance. The key factors leading to this included the very
few items involved and the relatively small population on which
it was trialled. In the light of this, there is no value in discussing
the Standard Error of Measurement, nor the descriptive statistics,

As a result of our analysis of this trial paper, and of sub-test
in01.1, we made a number of decisions which we incorporated
into the revised version of this sub-test and which formed the
basis of es01.2, es02, and in02.

Among other things, we decided

% To extend the time allowed to 2 hours

o To reduce the range of task types to three, maintaining
only those that can be objectively marked
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To concentrate on the skill and test task combinations
that produced acceptable FV and DI scores.
Specifically, the combination of skills 22.1 —
Understanding relation between paris of text through
the grammatical cohesion device of reference — and
22.1 — Understanding information in the test, not
explicitly stated, through making inferences — with the
True/False/Don’t know task type.

To review the FACE VALIDITY of the True/False/Don’t
know items.
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12.1 Text

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

THIS SUB-TEST represents the first foreign language paper that we
prepared within this rescarch study. We believe it is more typical
of the type of test candidates would be accustomed to. The
application of forcign language test methods to Language A,
which we have seen in es01.1 would be something unusual for
them, and might have had some influence on performance.
Despite the fact that some though not all of the test tasks were
familiar, we always need to make allowances for the unexpected.
As Bachman (1990) suggests, the test-taker is central to the test-
taking process, and any factor that may influence test-taker
behavior and therefore contribute to the observed score, is
obviously important.

In a class session afier taking sub-test es01.1, 37 of the original
44 students from the first year Traduccion I (Inglés) course sat
sub-test in01.1. We are not able to explain the reduction in the
number of candidates other than by saying that this was probably
due to the vagaries of student attendance patterns. It was certainly
characieristic of this particular group of students. Candidates had
not been told there was 1o be a second test in order to ensure that
a statistically sound number (230) attended. From previous
experience, we felt that asking students to sit an English test for
no apparent purpose would have produced an unnatural group
composition and could easily have reduced the number attending
below the required minimum. We hoped that this would ensure
no one prepared for the test, and that no one stayed away from
class because of it.

As with sub-test es01.1, we presented this paper to candidates as
a reading comprehension activity similar to other work they had
been doing. In a follow-up session, when we gave candidates
their marks, we told them that the tests had something to do with
preparations for the aptitude test for entry 10 the new degree

program,

In our analysis of the results, as in the case of sub-test es01.1, we
need to bear in mind the fact that the number of candidates, who
sat the paper, while statistically sound, was nonetheless limited.
This means that when we draw our conclusions we must do so
with a measure of skepticism. The smaller the sample, the less
certain we can be about any possible generalizations.

The text “Short’s breakaway may be a blunder” (The Independem
on Sunday, 28 February 1993; Home:5) was unedited and the
version prescnted was a photocopy onto which letters had been
pasted to identify the paragraphs. We reproduce a word-
processed version of the original text in Table 12—2. The text
met the test specification at 396 words. The topic was of current
affairs, and it did not require any specialist knowledge. We
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Table 12—2 "Short's breakaway may be a blunder” (The Independent on Sunday, 28
February 1993; Home:5)

A LEADING figures in the British chess world are concerned
that Nigel Short may have made a tactical error in backing a
breakaway organisation which is attempting to seize control of
the world championship.
B They fear that the Professional Chess Association,
whose formation was hastily announced on Friday, still has no
constitution and could therefore favour the cause of Garry
Kasparov, the defending champion, because no safeguards exist
to protect the challenger.
Cc There was also concern that the joint statement by
Short and Kasparov that they were refusing to play their title
match in Manchester under the auspices of Fide, the World
Chess Federation, might mean that the championship would
eventually take place outside Britain.
D It emerged yesterday that the new chess body's lack of
a constitution means that it has no mechanism for resolving
disputes such as the choice of venue for the championship.
E Raymond Keene, chess correspondent of the Times,
who helped draft the announcement of the new organisation, said
that the players would be working together 1o evolve a workable
constitution.
F Murray Chandler, a British grandmaster since 1983 and
editor of British Chess magazine, said that Kasparov, as the
champion, was in a stronger position than Short because there
would be no independent authority to force him to defend his title.
By Andrew Gliniecki
G Short might have rushed into the decision because of is
anger at not being censuited about Fide's decision to choose
Manchester as a venue, he said.
H Mr Chandler went on: “Kasparov has a strong
personality, and without Fide there is no independent body to
make sure the challenger gets a fair crack of the whip.”
I He said there was a widespread dissatisfaction among
British players but the situation required a considered response,
“I'm not saying that an alternative to Fide isn't preferable, but it's
got to be the right alternative. The history of chess is littered with
new organisations which come out of nowhere then quickly
disappear.”
J Simon Brown, international director of the British Chess
Federation, said that he was “extremely nervous” about the new
body and hoped that a compromise could yet be hammered out
between the players and Fide.
K He added: "This new body is apparently to invite new
bids for venues, so the championship could yet be played outside
Britain.”
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consulted members of the Examination board and they agreed
that the topic was unlikely to favor any particular group of
candidates, although a few of them did criticize the choice text in
informal feedback. They commented that followers of the world
chess scene would perhaps have had an advantage, Given the
very specific nature of the anticle, we do not consider that this
was actually the case, but as the text did raise the issue of FACE
VALIDITY, we cannot ignore it completely.

12.2 Task types

12.2.1 MATCHING EXERCISE
The text consisted of 12 paragraphs, identified by the letters A to
K, and five matching items were included in the test, This meant
that seven of the paragraphs served as distractors. Consequently,
an advantage of this paper over sub-test es01.1 was that we
would not penalize any candidate twice for a single error, as was
the case on the LA paper. In analyzing the scripts we found only
two candidates out of the 288, had made an error possibly
induced by the task type.

Table 12—1 ltems #1-5 Target skills (Munby 1978:126-131)

Iltem Target skills

#1-5 Scanning to locate specifically required information on a
whole topic (Skill 46.5)

ltems #1 10 #5 aimed 10 test candidates’ ability 10 scan the text,
and all of the items focused on the same skill, as was the case in
sub-test es01.1. In reality, in order to candidates to demonstrate
their ability to use the skill in question they also demonstrate they
can identify the important information present. The nature of the
task is such that recognition is the key to successfully answering
cach item.

12.2.1.1 Facility values
The range of FVs was high, as predicted, with all of the items
passing the target minimum. ltems #1 and #5 both scored 0.84,
which is sufficient to achieve our global aim for these items while
at the same time demonstrating a minimum level of difficulty.
The others were all much closer to 1.00, indicating that they were
VEry casy.

12.2.1.2 Discrimination indices
DIs for three of these items — #3, #4, and #5 — were higher than
might have been expected, and coincided with the pattern of
facility values. Items #1 and #5 produced comparatively better
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Figure 12—1 Sub-test in01.1 Items #1-5 Facility values
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Figure 12—2 Sub-test in01.1 Items #1-5 Discrimination indices
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FV scores and discriminated well, ltems #3 and #4 were both
very easy, and barely discriminated between candidates.

12.2.1.3 Discussion

Table 12—3 Iltems #1-5 Question stems with the key responses in bold italics

Scan the text and identify which paragraphs are summarised by
the five sentences below.
Short's motives

A joint statement

Help from a journalist
Kasparov's personality
Other players' reactions

M WN =
TIMO®

In general terms the performance of these items was somewhat
better than might have been expected. The combined FV and DI
scores produced by items #1 and #3 are particularly interesting.
The items, which appear in Table 12—3, were straightforward
and in most cases we believed that candidates would be able to
respond from scanning the text without the need to read, or even
re-read, more extensively. We thought that items #2 and #4 were
the casiest as the words appearing in the question stems also
appeared in the text itself. Item #2 indeed proved that easy.

Item #3 required candidates to understand that “chess
correspondent of the Times"” — the target phrase in the text —
was linked to the synonym “journalist”, which appeared in the
stem. They also needed 1o see that the verb form “helped”, in
Paragraph E, echoed the noun “help” in the stem.

Both item #1 and #3, were, we thought, more difficult. In #1
candidates needed to achieve two tasks. Firstly they had to
identify the appropriate paragraph, which they could initially do
by scanning the text to locate the name “Short™. This would lead
them to identify Paragraphs A, C, T, and G, at leasl, as the
potential sources of the key response. Secondly they would need
1o identify within each of these paragraphs the presence of lexical
items associated with “motives™ or motivation, the second
clement of the stem. In this case the correct answer would be
found by interpreting the phrase

Short might have rushed into this because of his anger...
as describing supposed motives.
Finally we come to ltem #5, which we thought easier than #1, but
which did, in fact provide the same statistical response. The stem

links with the topic sentence of Paragraph I:

He said there was widespread dissatisfaction among British
players...
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The stem and the target paragraph both include the noun
“players”, and the interpretative element lies in linking the noun
“reactions”, in the stem, to “dissatisfaction”, in the text. As we
have alrcady commented, this item also produced the best figures.

12.2.2 TRUE/FALSE/DON'T KNO W
As all of the candidates had recently taken test es01.1, we knew
that they had acquired experience of the True/False/Don’t know
task type. Consequently, we set greater store by the results
achieved by this task type on this paper than by those from
esOl.1.

This section contained only three items, however the overall
performance was promising with regard to candidate perception
of the item type. In the sub-test taken previously, this task type
had been new. As we have described above, candidates were
uncertain as to the meaning of the “Don’t know” option. In fact,
we identified only one candidate who may have made an error in
handling the task type. The fact that item #6, for which “?" was
the key response attained a FV of 0.62 seems promising. The task
type may well have been “learned” and candidates are therefore
performing within their capabilities. This would indicate that the
item itself is also performing well, and that it may serve a useful
purpose in the final test paper specification.

Table 12—4 Items #6-8 Question stems with the key responses in bold italics

True/false/questionable
6 Manchester may be the venue chosen to host the ?
world title match

7 The new organisation is called Fide
8 Short is the favourite to win the title

F
?

Table 125 Target skills (Munby 1978:126-131)

ltem | Target skills

#5, Understanding information in the text, not explicitly
#8 stated, through making inferences (Skill #22.1)
#7 Understanding explicitly stated information (Skill #20)

12.2.2.1 Facility values
If we look at Table 12—6, we sce that both items #7 and #8
reached FV scores slightly above and at our target at 0.78 and
0.70 respectively. Moreover, item #8 also provides valuable data
on the test task in that the “?" option attracted 27% of responses.
If we link this to the skill in question, namely inferencing, we sce
that here candidates had read the text carefully and reached their
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decision on the basis of a number of words and phrases that
appear throughout the text. All of these lead to the conclusion
that Nigel Short is far from being the favorite. A conclusion that
directly contradicts the proposition put forward in the question
stem.

Table 12-6 Facility values of three-option items (Shading indicates key responses)

Options | 6T Target range
FV 0.16 0.3-0.7
Options | 7T

FV 0.22

Options | 8T 24 g

FV 0.05 070 027

12.2.2.2 Discrimination indices
These items all give very good DI scores, considerably higher
than our minimum, as Table 12—7 shows.

The data support the view that the stronger candidates had
managed to come to terms with the task type. If we consider these
in combination with the FV scores we can assume that some of
the less able candidates had done so too: otherwise the FV scores
would have been rather lower.

12.2.2.3 Discussion
With the proviso that we are only dealing with three items, we
can say that in this paper the task type is both manageable —
from the candidates’ point of view — and apparently serves a
purpose as an instrument of measurement. What’s more, this
would particularly seem 10 be the case when we are dealing with
the target skills of understanding information both explicit and
implicit in the text.

12.2.3 FIVE-OPTION MULTIPLE C HOICE QUESTIONS
Sub-test in01.1 included six MCQ items that focussed on a range
of skills. By contrast with es01.1, we identified the parts of the
text o which these items referred in the question stems, such as
that presented in Table 12—7. We did this to test out the theory
that it would facilitate candidates’ progress through the foreign
language text — something that we did not think necessary for
LA sub-test es01.1.

12.2.3.1 Discussion
In order to illustrate the performance of these items we now
discuss the most important of them in turn.
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ITem #11
Table 12-—7 Item #11 Question stem and options

11 The breakaway organisation (para A)

Has been established by Raymond Keene
Has chosen a new venue for the match

is supported by Garry Kasparov

Was set up by Kasparov and Short v/
is called the British Chess Federation

mooOwm>»

This item is perhaps the most interesting of the set. The ask
proved difficult, with a very low FV of 0.22, below our target,
and a good DI of 0.4. If we compare the responses to all of the
options, as set out in Table 12—38, we sce that option #11B
obtained the highest percentage. We must ask ourselves,
therefore, whether or not this was the “correct” response, rather
than the key response we had chosen at the time of writing the

paper.

Table 12—8 Item #11 Facility values for all options (shading indicates key response)

Item B11A #118 #11C_#11D#11E
Actual responses 15 9 8 12
FV 00 041 024 022
Total responses

Errors

Errors/Total{%) 1%

A re-reading of the text makes it clear that #1 1B cannot be
correct. The information given is that no venue has been chosen
for the event, and that there is still much doubt over whether or
not the championship will take place in Britain or elsewhere. This
is highlighted in the phrases

..might mean that the championship would eventually take place
outside Britain.” (Paragraph C)

and

“...s0 the championship could yet be played outside Britain.”
(Paragraph K)

This item, then, is more difficult than was out intention, but it
discriminates well, with a DI score of 0.4 (Figure 12—3).

It is worth noting that the last three rows of Table 12—S8 give the

figures for candidate responses and errors. These show that
although 37 candidates took the paper, 3 of them failed to
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Figure 12—3 Sub-test in01.1 Items #11-16 Discrimination indices
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respond adequately to this item. Failing 10 respond adequately
may mean marking two or more options as correct, or not clearly
marking any of them. The figure in this case is low enough for us
1o discount it.

ITEMS #12, #13, AND #14

JItem #12 is very casy and has a DI score of 0, and item #13 is
also above our target FV, and therefore very casy. It
discriminates to a limited extent only. Item #14 achieves a FV
within our target range, and achieves minimal discrimination, t0o.

ITEMS #15 AND #16

The remaining two items #15 and #16, are worthy of further
comment. Both achieve FV scores within our range, and very
good DI values, Both of these items focus on the same skill,
namely that of “reading between the lines”. Moreover, in the case
of #16, there is some spread of responses among the four
distractors, although #16B attracted none at all. A fresh look at
the text does not provide us with any clear indication as to why
none of the candidates chose this response. [t was included in the
sct of options because it reflects part of the overall content of the
text, and echoes the phrase “new organisations”, which comes
near to the end of the paragraph (Para. 1 in Table 12—2).

Table 12—9 Item #16 Facility values for all options (shading indicates key response)

item W16A #16B #16C #16D #16E
Actual responses {197 10 6 3 9
FV 51 10.00 016 __0.08 0.24

Table 12-10 Items #15 and #16 Question stems and options (a ¥ indicates the key

response)

—
L4 ]

The sentence "Kasparov has a sirong personality ...
of the whip" (para H) is intended as

an assessment

a warning

a new insight

a joke

a forlorn hope

The sentence “I'm not saying that ... then quickly
disappear” (para |) serves as

a balanced qualification

a new alternative

the definitive response

the last chance

a tried and tested response
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Among these MCQ items, candidate response to distractors
ranged from 0.00 to 0.78, with only nine out of forty attracting
>15% of responses. These figures indicate that the options would
need very careful revision in order to achieve a more balanced
spread.

12.3 Reliability

Table 12-11 Reliability coefficient

Kuder Richardson KR20 | 0.357

The very limited number of items in this sub-test makes it
inevitable that any coefficient of reliability will be low. We
calculated the KUDER-RICHARDSON KR-20 formula, and
recorded a coefficient of 0.357, which is completely
unacceptable. However, when we applied the SPEARMAN-
BROWN PROPHECY FORMULA, we found that by almost doubling
the number of items we could obtain a coefficient of 0.928. This
would, of course, mean that the extra items should be as similar
as possible 10 those currently in the test. While this is
theoretically possible, the practical question we would need to
answer is does the text actually provide content sufficient for the
writing of 13 more items? Qur initial impression is that this is
highly unlikely. Another six items, taking the sub-test to 20,
would achieve a coefficient of 0.678. For one sub-test, this would
not be satisfactory, but in the context of a set of sub-tests it might
be acceptable.

Table 12—12 How many items are needed to achieve a satisfactory level of reliability?

_Spearman-Brown Prophecy Formula (27 items) | 0.928

The STANDARD ERROR OF MEASUREMENT (S,) for this sub-test is
1.65. This means that we can be 68% certain that any individual
candidate’s true score will be in the range of the observed score
£1.65. While this appears a small quantity, we must bear in mind
the fact that the sub-test only adds up 1o 14 raw points. The
margin then, in percentage terms, is quite significant. This, then,
is another factor that leads us 1o question the value of our results.

Table 12—13 How “true” are candidates scores?

S, | 1.65
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12.4 Descriptive statistics

The descriptive statistics calculated for the raw scores of
candidates, with totals out of 14, appear in Table 12—12. In
addition, the frequency distribution of scores scaled out of a total
of 20 to enable casy comparison with other sub-tests in the study,
is depicted in Figure 12—4,

Table 12—13 Descriptive statistics

Mean 9.46
Median 10.00
Mode 10.00
Standard error 0.35
Standard deviation 2.14
Skewness (0.89)
Variance 4.59
_Level of confidence : 85% | 0.69

The three measures of centerdness, mean, median, and mode, are
all very close demonstrating that the distribution is quite
“normal”. The deviation from normal is shown in the figure of -
0.89 for SKEWNESS, which describes the curve of the tail to the
left of the center. This negative skew is associated with an casy
test.

12.5 Conclusions

In the trialling of this sub-test, we have found that even matching
exercise items that achieve high FV scores can discriminate well
between candidates, as demonstrated by items #1 and #5. Both of
these items involved the use of the target skill of

Scanning to locate specifically required information on a
whole topic (Skill 46.5)

In cach case the depth of search involved was probably quite
complex.

Furthermore, as in the case of the True/False/Don’t know items,
we have seen that once candidates have “learned” the task type,

these items perform reasonably well. The skills that have proved
successful in this instance have been

Understanding information in the text, not explicitly stared,
through making inferences (Skill 22.]

and
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Understanding explicitly stated information (Skill 20).

In the case of the former skills, this supports the results of sub-
test esO1.1.

The MCQ items, with five options, have shown us the difficultics
involved in writing four balanced distractors, although some of
the items have proved successful. In particular, we have
identified items #15 and #16, which require candidates to “read
between the lines™ to be valuable parts of the sub-test. This is

Interpreting text by going owiside ir: “reading between the
lines™ (Skill 34.2).

In the light of these factors, and those we have described in our

analysis of sub-test es01.1, we revised es01, and wrote sub-tesis
es02 and in02, for use with Cohort A,
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13.1 Text

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

THIS TEST was a revised version of es01.1, the first Spanish
language test we trialled. Modifications to the test were carried
out in the light of the analysis of the trial version, and of the
trial English language sub-test, in01. The final version was
studied by a number of teachers in the Faculty in order to
ensure construct validity. To make reading casicr, we reproduce
the text again in the table below. Items are reprinted by task
type in the corresponding sections throughout the chapter, and
KEY RESPONSES appear in bold italics.

Sub-test es01.2 provided us with thirteen items that achieved
both FV and DI scores within our target ranges. These items
could therefore provide is with material for future test design.
The first four items all fell within their target range in that they
were designed (o be easy, and nine other items met our target.
A further positive result is the fact that no item produced a
negative DI score. The value of the particular combinations of
task type and target skill would need to be supported, or not, by
results from other tests in order for us to be confident about
their value,

In July 1993, 288 (64%) out of 449 candidates took this test,
and the remaining 36 % took the parallel test es02. The division
was based firstly on the candidates’ choice of Language B, and,
secondly, on alphabetical order of surnames. Parallel tests in
English, French, and German were administered in the same
session, which was held in the Faculty of Arts building,
University of Granada.

The Examination board of 11 lecturers was responsible for
invigilating the examination in two separate rooms. In line with
the results of the trial test, this sub-test was scheduled to last a
maximum of two hours, and not 1h 30 min, to ensure candidates
were able to complete all items without time pressure, and most
candidates were able to complete the paper within that period.

We will now look at how each item performed by breaking

down our analysis along the lines of the task types chosen, as
these scparated the examination into three sections,
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Table 13—1 La Factura Del Campo (ABC 6 March 1993:17)

A NUNCA habia sido escenario Ia capital de Espana de una
manifestacion de decenas de miles de agricultores venidos
desde todos los rincones que expresara de forma més nitida y
pacifica el desacuerdo de un numero tan grande de espafoles
con la politica que un Gobierno haya podido seguir para elios.

B También es de sefalar, como rasgo muy principal de la
circunstancias que han rodeado esta expresién de desacuerdo
hecha por el campo espaiol, la contumacia y el sectarismo de
que ha hecho gala, a lo largo de los dltimos dias, el servicio de
propaganda del Gobierno socialista a través del principal de sus
medios de actuacién. Nos referimos a la manera con que los
llamados Servicios Informativos de TVE han silenciado durante
los pasados dias la voz de los dirigentes de ASAJA (Asociacién
Agraria de Jévenes Agricultores), que representa a la mayoria
inmensa de los agricultores que venian hacia Madrid; mientras la
palabra, la imagen y la eventual capitalizacion politica del evento
eran reservadas a los representantes de [a organizaciones
minoritarias de agricuitores que pueden encontrarse en mayor
proximidad o sintonia con el Gobierno socialista.

c De entre los discursos pronunciados por los lideres del
campo ayer en Madrid destaca, como es légico, el del presidente
de ASAJA, Pedro Barato, al pedir |a solidaridad nacional con los
agricultores y ganaderos. Su conclusion de que Felipe Gonzalez
no presla la atencion suficiente al campo podria merecer, sin
embargo, algunas matizaciones, en el sentido de que lo que han
hecho los Gobiernos socialistas ha sido atender unicamente al
campo a efeclos electoralistas. Las rentas agrarias y la
productividad de la cabana no han tenido peso en el quehacer de
estos Gobiernos; pero si han merecido la atencién de éstos
cuando por las vias espureas de determinados subsidios
destinados a paliar los efectos del paro, han sido obtenidos del
campo espaiol, especialmente en Andalucia y en Extremadura,
rendimientos en forma de sufragios, sin los cuales, muy
posiblemente, se habrian acortado los afios de permanencia en
el poder del partido de Felipe Gonzalez.

D Es de prever que el impacto de la enorme y pacifica
manifestacién campesina de ayer tenga sus repercusiones
menos en un acuse de recibo y una consecuente rectificacién de
la politica del Gobierno -puesto que para ello, practicamente se
han agotado los plazos- que en los resultados de las proximas
elecciones generales a Cortes, La magnitud que alcanza el
sentimiento de agravio en el campo espaiicl permite entender
que sera mayor y que excedera a la fuerza y al peso de ese volo
inercial, propio de la Espana no urbana, en la que el PSOE
encontrd sus reservas de votos para las dos ultimas legislaturas.
E Posiblemente, en fin, no podra separarse del resultado
de las elecciones que vengan al impacto nacional logrado en
Madrid por la expresion del descontento campesino. Lo hecho
con el campo por los Gobiernos de Gonzalez ha sido un enorme
error nacional y una tremenda imprudencia politica.
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13.2 Task types

13.2.1 MATCHING EXERCISE
These were the first four items on this paper, a reduction from
the five included in the trial test. The target skill for all four
items was the same as in the trial version, but sub-test esO1.1
item #1

Table 13—2 ltems #1-4 Target skills (Munby 1978:126-131)

ltem  Skill(s)

#1-4  Scanning 1o locate specifically required information on a
whole topic (Skill 46.5)

had been cut, item #2 had been modified, and all four items
were now presented with the target phrase in inverted commas,
to reinforce their presentation as possible “titles” for the
paragraphs. In addition, the rubric now stated clearly that
answers were to be written onto the separate answer sheet.

Table 13—3 ltems #1-4

Lee el texto y sefiala a cual de los cinco pérrafos podria
corresponder cada una de las siguientes frases como titulo.
Subraya la letra en la hoja de respuestas.

“El acontecimiento”.

“La actitud del gobierno hacia el campo”.
“El papel del Telediario”.

“Las préximas elecciones”.

PN =
OO

We decided to reduce the number of matching tasks to four
because their purpose was not to differentiate between
candidates, but to create a favourable impression of the sub-test.
Gaining an extra item for the test “proper™ was a clear bonus.

13.2.1.1 Facility values
As in the trial version, we wanted candidates to feel confident at
the beginning of the paper that they would be able to answer the
items, so these were designed to be casy. We were certain that
they would produce high FVs, and that they would all be “very
easy” (>0.80). In this, our plan was successful as indicated by
the resulting FVs, shown in Figure 13—1.

All four items exceeded our target. Since our prediction was

correct, the corollary of such high FVs was that the items would
fail to discriminate between candidates, as we will later see.
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Three items were maintained with only minimal modification
from the trail version to the full version of the sub-test.
Numbering of the items differed from trial to final version, and
accordingly we have not included the item numbers here. As the
table shows, in two cases the high FV scores were maintained
from the carlier to the later version. In the third instance, there
was a substantial increase in the score. This was due to the fact
that the error candidates had led to commit with the trial sub-
test, due to the two overlapping items, had been remedied by
omitting one of these from the set.

Table 13—4 A comparison of facility values for items included unchanged in sub-
tests es01.1 and es01.2

EsQ1.1 es01.2

0.95 0.97
1.00 0.99
0.25 0.85

13.2.1.2 Discrimination indices
By making the first four items easy, we had effectively reduced
to 16 out of 20, the number of items that could serve to
differentiate between candidates. The DI values for these four
items were below our target, as Figure 13—2 shows, but were
acceptable given their purpose.

13.2.2 TRUE/FALSE/DON'T KNO W
If we compare this section of the sub-test with the equivalent
section of the trial version, we can see that there are two items
more in the present version, than there were in the first. Three
of the original items have been maintained unchanged; the
fourth has been modified; and two new items have been added.
These changes were made for a number of reasons. Firstly, we
thought that the DI scores of the trial sub-test were satisfactorily
high enough to justify trying to include more, similar items. We
had already omitted one of the matching exercise items, and so
were able to include at least one extra here.
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Figure 13—1 Sub-test es01.2 Items #1-4 Facility values: these items all
surpassed the (already high) target minimum of 0.81

FV (range 0 to 1)

-3 2 =3 =4 Targer
FIRm um

Item numbers

Figure 13—2 Sub-test es01.2 items #1~-4 Discrimination indices: as was to be
expected, these items failed to achieve even our target minimum

FV (range0to 1)

a1 22 3 LE] Target
minimum

Item numbers
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In addition, we had discussed the overall format of the sub-tests
with those colleagues preparing the examinations in Spanish and
other languages, and collectively reached the decision that the
maximum similarity of format from one sub-test to another was
essential. While there were discrepancies over the relative value
of this task type, it was agreed that the ratio between the
matching tasks and the T/F/? ltems, should be 4:6, or 5:5. The
final choice was left 10 the discretion of the initial question-
writer in each case, bearing in mind the qualitics and
characteristics of the specific texts being used.

One of the concerns arising from analysis of the trial sub-tests,
and voiced again by some members of the Examination board
had been that the task type might have been the cause of
candidate errors. In view of this the first statistic of importance
was the error rate, which indicated how many candidates failed
to answer each item in the correct manner. These five items
produced a total of three candidate crrors in total, and all of
these were commitied by the same individual, who responded
twice to cach of items #7, #8, and #9. The candidate in question
responded correctly both in manner and response, to items #9
and #10. From these data, we deduce that the rubric, and the
time allowed were together sufficient to eliminate this source of
error for 287 of the 288 candidates. For the individual
concerned, we believe that the error was a problem of
indecision over the options and a wish either to “hedge bets” by
offering two responses, or an oversight of revision. In general,
though, we conclude that the task type was not a serious source
of candidate error.

In our conclusions to the results provided by es01.1, we had
seen the value of including tasks focussed on the skill of

Understanding relations between parts of text through the
grammatical cohesion device of reference (Munby 1978:128-
131 Skill 32.1).

It was our initial intention to focus at least one of the two extra
items on this skill, but in practice this proved difficult, as the

text did not lend itself 10 such items. The two extra items were
accordingly focussed on a more accessible skill, namely that of

Understanding explicitly stared information (Munby
1978:128-131 skill 20).

We list the target skills of all six items in Table 13—5, and the
items in Table 13—6.
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Table 13—5 Items #5-10 Target skills (Munby 1978:126-132)

ltemis] _ Skills

#5-6 Understanding information in the text, not
explicitly stated, through making inferences (Skill
22.1)

#7 Understanding relations between parts of text

through the grammatical cohesion device of
reference (Skill 32.1)

#8-10 Understanding explicitly stated information (Skill
20)

Items #5 and #6 were based on candidates’ understanding of the
ideas explicit or implicit in the texts. Items #8, #9 and #10
required the same skill. By contrast, #7 called on the reader 10
understand the relationship established through the lexical
parallel of two sentences in Paragraph B. This was based on the
use of Skill 32.1 as it required the understanding of the complex
relationship of textual cohesion through which the author makes
ironic use of co-reference.

Table 13—6 Items #5-10 Rubric and questions (key responses are in bold italics)
V (Verdadero), F (Falso) o ? (el texto no informa sobre este

punto), y subraya la letra o el simbolo correspondiente en la hoja
de respuestas.

5. Es muy significativo que esta manifestacién haya ?
tenido lugar en Madrid.

6. Pedro Barato opina que los socialistas perderén las F
proximas elecciones.

Is Los servicios informativos de TVE siempre se T
muestran parciales.

8. Si no fuera por el voto del campo el PSOE nunca
habrfa llegado a gobernar.

9. En opinién del autor de este articulo el campo F
seguird apoyando al Gobierno a pesar de lo hecho.

10. Las consecuencias més importantes de la ?

manifestacién se veran especialmente en
Andalucia y Extremadura.

13.2.2.1 Facility values
When we came 1o analyze the actual “correct” responses given
by candidates we found that these produced FVs which
conflicted with our key responses.
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Table 13—7 Items #5-10 Facility values for three-option items (shading indicates
key responses)

Options
FV
Options
FV
Options
FV b
Options
FV
Options
FV : 5 J
Options | 10T 1 0Ps
FV 0.30 _ 0.37 &"ﬁ\%g%i.

The actual responses indicated that for items #6, #7, #8, and
#10, two or even all three options had FVs within our target
range (0.3-0.7). But clearly, this did not mean that two or three
options could have been correct. In order to gain further
information on which 10 base a possible revision of the
“correct” answers we looked at the Discrimination indices for
these items.

The analysis of these responses involved three steps: firstly, we
returned to the test and re-checked the items to see whether we
continued to find the predicted responses “correct”. ltems #6
and #9 presented no difficultics as the majority of candidates
had chosen the predicted “correct™ response. We then looked
again at the Actual responses of the other items and rejected
some because they could not possibly be “correct”. This
happened in the case of items #5, #7 and #10, where the
predicted key responses were maintained. The only remaining
doubts centered on item #8.

During the writing of the test, the response (o this item was
considered to be within Paragraph D. On re-reading it is clear
that “never” is not part of the proposition. The phrase “muy
posiblemente, se habrian acortado™ (Para. C) conditions the
statement to such an extent that the “correct™ response must be
“False". Consequently, this is reflected in the adjusted
“correct” responses.
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Figure 13—3 Sub-test es01.2 ltems #5-10 Facility values of key responses: a
better set of figures than could be hoped for
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Figure 13—4 Sub-test es01.2 Items 5-10 Discrimination indices of key
responses
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13.2.2.2 Discrimination indices

Half of the options used in these items produced negarive Dls.
This led us to believe that the stronger candidates had in some
way been “tricked” by the items and answered incorrectly,
while the less strong candidates answered the same items
correctly, perhaps as a result of the random choice factor that
multiple choice items entail.

13.2.3 DISCUSSION

Table 13—8 ltems #5-10 Discrimination indices of 3-option items (shading
indicates key responses)

Options #5T
DI

Options
DI

Options
DI

Options
DI 0.0
Options #aT

DI (0.34)
Options #10T
3] (0.21)

In our revision of this section of the paper we concluded that
item #5 had been marginally successful as the key answer
produced an FV of 0.22. This was below our preferred range
and indicated the item was quite difficult, but with a minimally
acceptable DI (0.30) the item seemed to have functioned
correctly. We decided to maintain the “correct™ answer
predicted at the time of writing. Items #6, #7 and #8 were also
left unchanged: the FVs produced (0.47, 0.34, 0.53
respectively) were acceptable, but each of them failed to
discriminate significantly, with DI values of 0.13, 0.16, and
0.04 respectively. Item #9 was easier than had been hoped (FV
0.75), but provided an acceptable DI at 0.49. This item was
perhaps the most satisfactory within this section. Finally, item
#10 was also maintained because both the FV (0.33) and the DI
(0.35) were minimally within our targets.

In general, though, we found that these items functioned poorly

and did not really provide valuable data with regard 1o candidate
ability.
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13.2.4 FIVE-OPTION MULTIPLE C HOICE QUESTIONS

Table 13—9 liems 11-20 Target skills {(Munby 1978:126-131)

ltem Target skills

#11, Understanding relations within the sentence (Skill 28)
712
#13 Understanding information in the text, not explicitly
stated, through making inferences (Skill 22.1)

#14, Understanding explicitly stated information (Skill 20)
#16
#15 Recognising indicators in discourse (Skill 35)

#17- Deducing the meaning and use of unfamiliar lexical items,
20 through understanding word formation (Skill 19.1) and
context (Skill 19.2)

13.2.4.1 Facility values
The FV scores produced by these items were high: 0.61-0.83,
and although seven out of ten were within our target range,
these were all in the top quarter, indicating that all of the items
were easier than we would have liked. The other 3 items were
above our target maximum, and so we considered them too
easy.

13.2.4.2 Discrimination indices
As was to be expected, if the FVs tended to be high, and the
items were therefore easier than predicted, the DIs tended to be
low, and the items did not, therefore, discriminate as much as
had been hoped. In fact, the DIs ranged from 0.34 (0 0.51, all
of which were within the lower half of the target range. None of
these items produced a DI outside of our target.

13.2.4.3 Distractor evaluation
In general the distractors offered in these five-option multiple
choice items performed poorly. In items of this type all four
incorrect options, intended to distract candidates from the
correct option, would receive > 15 % of the responscs.
However, while the range of FVs for distractors was 0.00-0.33,
only 5 out of 40 distractors attracted 15% or more of responses.

13.2.4.4 Discussion
The section of multiple choice questions did serve to
discriminate between candidates to a certain extent and, given
that the candidates were native speakers of the language being
tested, perhaps this was as much as could reasonably be
expected. Two items produced actual “correct™ responses that
called into question those predicted initially. After considering

224



SuB-TESTES01.2

the options given, we altered the “correct” responses for items
11 and 13, and changed candidates’ scores accordingly.

13.3 Descriptive statistics

Prior 10 our analysis of the results, we produced three parallel
scores for each candidate, based on the three versions of the
“correct” responses:

2 The key responses, i.e. the answers in the
markscheme produced when the test was written

i The actual “correct™ responses, i.e. those produced
by the majority of the candidates

&

The adjusted “correct” responses, i.c. the definitive
list produced by authors after reviewing the other two
sets of scores in the light of the FVs and Dls.

i Three sets of descriptive statistics were calculated and
the frequency distributions plotted for each.

Table 13—10 Descriptive statistics 20 items: actual vs. key vs. adjusted responses

Key Actual Adjuste
d
Mean 11.82 13.94 13.14
Median 12.00 14.00 13.00
Mode 13.00 15.00 14.00
Standard error 0.12 0.13 0.15
Standard deviation 2.09 2.28 2.54
Skewness {0.39) {(0.70) {0.39)
Level of confidence : 95% | 0.24 0.26 0.29

The predicted scores produced a curve with a slight negative
skew, but which was the closest of the three to a normal bell-
shaped distribution (Figure 13—5). This was also seen in the
final adjusted scores, although the skew was more marked here,
indicating a comparatively easy test. The actual scores gave a
sharper left-hand skew, which indicated that these would have
produced the “easiest” version of the paper.
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Figure 13—5 Sub-test es01.2 Frequency disribution of the scores achieved by
candidates: actual scores vs. key responses vs. adjusted responses
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13.4 Reliability

The level of reliability achieved by this sub-test was
unsatisfactory, and this meant that the Standard error of
measurement was also off-target. As the test contained 20 items,
there is a 68% chance that candidates' true scores would be
likely to fall within a range of their raw scores +1.62. The
margin of error is clearly too high.

Table 13—11 Split-half reliability coefficients

Formulae Average
Criterion Spearman- Guttman
Brown
FV 0.529 0.632 0.581
DI 0.553 0.654 0.603
Average 0.541 0.643
Average overall 0.592

Table 13— 13 Standard error of measurement (Target <1)

S. |1.62

The more promising result in terms of reliability comes from
applying the prophecy formula. By adding 6 homogeneous
items, that is six items of a similar type and with similar FV and
DI scores to those in the current version, we would be able to
achieve a reliability coefficient of 0.947. This in its turn, would
reduce the level of Standard error.

Table 13—12 Improving reliability

Spearman -Brown Prophecy Formula 10.94?

13.5 Conclusions

In the analysis of results, conflicts arose between the “correct”
responses predicted and those provided by candidates. In most
instances, the authors confirmed the predictions after duly
analyzing the test papers, descriptive statistics, FVs and DIs.
The most conflictive items are #5 to #10, those of the
True/False/Don’t know type.
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This test was based on a text and on items presented in the
mother tongue of the candidates and, perhaps as a conscquence,
it did not provide a wholly reliable means testing them.
However, as Table 13—14 shows, thirteen of the twenty items
achieved the targets established in terms of FV and DI scores.

Four of these items came from the matching exercise, and these
were designed 1o be easy. We did not expect these items o
discriminate between candidates. All of them were targeted on
scanning.

Eight of the other nine successful items were MCQs, and their
performance was good, although there was little difference
between them and we might have hoped for some 10 be
noticeable better discriminators than others in order for us to
identify higher and lower levels of discrimination. These items
focussed on a range of skills, but it is worth mentioning that
four of them were intended 10 test skill 19:

Deducing the meaning and use of unfamiliar lexical items.

This is regarded by most writers (e.g. Madsen 1983; Weir
1993) as one of the lower level skills. As we are dealing with
candidates’ Language A, it scems strange to find that a lower
level skill should actually provide us with a measure of
discrimination.

The remaining item was #10, one of the True/False/Don’t know
type, and it focussed on “understanding explicitly stated
information”, a combination that we have already seen in sub-
tests esO1.1 and in01.2, to work well. This item was both
difficult and a good discriminator, and in this it contrasted with
all of the others of the same type. The overall performance of
this task type led us to conclude that it should be omitted from
the revised test specification to be prepared for Cohort B.
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Table 13—14 Sub-test es01.2 ltem by item summary of performance — shading
indicates items meeting both FV and DI targets

ltem Task type SkilliMunby Fv DI

46.5] Hast
#5 True/false/don“t  Understanding 0.22 0.30
#6 know information in the 0.47 0.3

text, not explicitly
stated, through
making inferences
(Skill 22.1)

#7 Understanding 0.34 0.16
relations between
parts of text
through the
grammatical
cohesion device of
reference (8 Skill

32t 1 }
#8 Understanding 0.53 0.04
#9 explicitly stated 0.7 0.49

information (Skill

#15 Understanding 0.83 0.35
relations between

parts of a text

through

grammatical

cohesion devices of

reference (anaphoric

and cataphoric) (8

Skill 33.1)
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ltem Task type SkilliMunby Fv D1
1978:126-131)
#16 Understanding 0.80 0.38

explicitly stated
information (6 Skill
20)
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14.1 Text

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

THIS TEXT was chosen as the basis for a paper intended to
parallel es01.2. The decision to produce two parallel papers for
use in the same session was taken at the request of the
Examination board for reasons of sccurity and in view of the
predicted number of candidates. This emailed the introduction of
a measure of Z-VALUES in order to calculate the equivalent scores
on the two papers, in addition to the use of the descriptive
statistics. By this means, we were able to establish the
cquivalence of the two papers, and accordingly scale candidates’
results so that no one could be said to have taken an “casier” or
“more difficult” examination. The results of this procedure are
described in detail below.

The text for es02 was chosen and the items written following the
same specification as that used for es01.1. The text was chosen
independently, but with knowledge of the text that formed the
basis of esO1.1 and ¢s01.2, and a different author wrote the items.
All of the initial work was carried out independently, and the
authors then revised each other’s work with the aim of bringing
the two papers into line as far as possible. Finally, other members
of the Examination board studicd the papers in order to consider
their CONSTRUCT VALIDITY and PARALLEL TEST RELIABILITY,
This sub-test was not trialled before its full administration.

The sub-test was administered to 161 (36%) of the 449
individuals making up the first batch of candidates hoping to gain
entry to the degree programme. They took the sub-test in July
1993, in the Faculty of Arts building of the University of
Granada. The remainder of the candidates in this batch took sub-
test es01.2. Sub-tests English, French and German, based on the
same specification, were also administered in this session

The test specification stated that the text would be journalistic in
nature, recently published, dealing with a topic of current afTairs,
and of approximately 600 words. The text in question, which
appears in Table 14—1, was taken directly from E/ Pais
(22/6/93:8). It was not edited in any way, and the version
presented to candidates was a photocopy of the original onto
which capital letters had been pasted to identify the different
paragraphs. The total number of words exceeded the
specification: it was just over 700 words long, more than 200
words longer than sub-test es01.2.
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Table 14—1 “Urge la tolerancia” £/ Pais(22/6/93. EDUCACION:8)

LA ADQUISICION DE VALORES
Unicef intensifica su campana para educar a los jovenes

como “ciudadanos del mundo”
ANA FERNANDEZ

A El Fondo de las Naciones Unidas para la Infancia
(Unicef) esta llevando a cabo una campana internacional
dirigida a concienciar e integrar en los sistemas
educativos una nueva opcion pedagogica que es la
educacion para el desarrollo, y cuyo objetivo fundamental
es sensibilizar al ser humano a fin de que colabore en la
solucion de los problemas vy diferencias, tanto econémicas
como culturales o étnicas, que afectan a nuestra sociedad,
ofreciendo asi una alternativa frente a la violencia que a
menudo se utiliza para dirimir tales diferencias.

B El responsable del Programa de Educacion para el
Desarrollo de la oficina europea de la Unicef, Andrés
Guerrero Felid, opina que, aunque la educacion para el
desarrollo no da una respuesta a todos los problemas que
surgen en este mundo interrelacionado, “intenta, al
menos, crear en los jovenes las actitudes que les van a
permitir comprender los complejos sistemas de relaciones
que dominan nuestra sociedad y de como éstos influyen
en uno mismo en su relacion con el entorno”.

C La educacion para el desarrollo, una de las principales
preocupaciones de fondo desde los anos 70, esta
propulsada principalmente, desde los propios comités
nacionales que la Unicef tiene en |a casi totalidad de los
paises industrializados que son los que mas elementos de
juicio tienen a la hora de elaborar material informativo y
didactico a cada pais.

D Sien un principio esta inquietud nacio para informar y
sensibilizar a los jovenes del Norte sobre los problemas
de los paises en desarrollo, el nuevo enfoque de la
organizacion esta centrado en la promocién de una
“ciudadania global".
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E La solidaridad, la paz, la tolerancia, la justicia social, la
conciencia de los problemas del medio ambiente son los
valores que promueve la educacion para el desarrollo.
Asimismo, intenta ofrecer a los jovenes los conocimientos
necesarios que les permitan poner en practica dichos
valores, segun Guerrero.

F “La guerra es un producto de la mente del ser humano.
Si somos capaces de generar violencia, también lo somos
de crear armonia. Frente a nuestra capacidad de
destruccion debemos explotar la capacidad de
construccion”.

G Opina que la crisis en la antigua Yugoslavia refleja "el
fracaso de la no practica de la educacion para el
desarrollo”. Esto nos ensena que los problemas “se
resuelven sobre todo a nivel local en su interaccion con el
medio donde se producen”.

Ciudadania global

H Los tejidos de relaciones humanas, que en el mundo de
hoy se multiplican aceleradamente gracias al avance de
los sistemas de comunicacion, hacen que el planeta se
enfrente a un complejo proceso de interconexiones que
generan situaciones y problemas de naturaleza global.

| Por ello, la Unicef considera imprescindible educar a la
juventud y fomentar una vision global, mediante el
estudio del planeta y de su gente, de los distinto estilos
de vida y de la forma en que se aprehende la realidad
mundial.

) En este sentido, los conceptos de interdependencia -
aprender a valorar las interconexiones y las consecuencias
gue muchas acciones efectuadas a nivel local acarrean a
nivel mundial-. la exploracion de otros modos de vida y
puntos de vista, eliminando los estereotipos que son
siempre juicios de valor muy simplistas o |a justicia social,
mediante la adquisicion de conocimientos en materia de
derechos humanos y su aplicacién a la vida diaria, son
elementos que forman parte del aprendizaje de la
ciudadania global.
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K Asimismo, Guerrero destaca otros conceptos
inherentes a este nuevo tipo de ser humano como son la
ensefianza a la juventud del origen y la solucion de
conflictos, para lo que necesita comprender las diferentes
fuentes y las causas de los mismos. Debe aprender a
luchar por la paz y entender que las medidas que se
toman hoy afectaran a las generaciones futuras.

L "Una de las dimensiones de la globalidad es el tiempo”,
senala; “cada acontecimiento hunde sus raices en algo
que va se produjo y a su vez influird en lo que seva a
producir. Una preparacion para el futuro implica
comprender que cada uno de nosotros tiene algo que
decir ante las fuerzas que provocan los cambios y una
participacion activa en el mismo proceso”.

No statistical comparison between this text and that used for sub-
test es01 was possible as we were not able to use Flesch or
Flesch-Kincaid text difficulty software, but neither the authors
nor the board members who studied the papers thought there was
a significant difference in terms of difficulty. The question of the
difference in the number of words was not considered important
due 10 the nature of the texts, the length of time allowed for the
test, and the fact that subsequent use of the results would be
based on Z-VALUES and not the raw scores.

14.2 Task types

14.2.1 MATCHING EXERCISE
The internal construction of this text permitted five matching
items, as opposed to four used in sub-test es01.2. The author felt
this was justified because the text comprises 12 paragraphs
(identificd by the letters A to L) whereas ¢s01.2 was only five
paragraphs long. The results of trialling ¢s01.1 had led to the
inclusion of one distractor paragraph in the former sub-test
meaning that only four test items could be used. Consequently, it
was considered acceptable to use a text that would give seven
distractor paragraphs.

However the extra seven distractors did increase the range of
choice, and therefore of possible error, for candidates. In the
analysis that follows we will sec how this did not actually induce
errors, and might even be considered to have had a positive effect
on the Facility values. It did not influence the Discrimination
indices, however.
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The target skill for these items was the same as that for the
cquivalent items on sub-test es01.2 (Table 14—2).

Table 14—2 Items #1-5 Target skills (Munby 1978:126-131)

Item Target skills

#1-5 Scanning to locate specifically required
information on a whole topic (Skill 46.5)

14.2.1.1 Facility values
As in the trial and full versions of es01, we aimed for all
candidates to find these items relatively easy. In fact, all
candidates answered item #2 correctly. However, items #3 and #5
produced FVs of 0.73 and 0.76 respectively, which while still
high, do indicate that the items were not all as easy as we had
intended (Figure 14—1).

14.2.1.2 Discrimination indices
The DI scores indicated that, despite the longer text and the
increased number of distractors, these items failed to discriminate
significantly between candidates. Three items discriminated to a
very limited extent, and one of these produced an unusual set of
responses, which we will look at in more detail below (Figure
14—=2).

14.2.1.3 Distractor evaluation
Given that two of the five items produced FV scores below our
target, we looked at the performance of the 12 options, in order to
establish whether any pattern existed. Having fixed our target at
FV 20.8 we would expect the remaining 20% of responses 1o
divide equally among the options. In a perfect test, this would
mean that three candidates would choose cach of these incorrect
options,

ITeEm #3
Table 14—3 Item #3 Question stem with the key response in bold italics

3. "La globalidad de los Para H
problemas.”

If we look at the set of FV scores produced by all of the options
for item #3, which appear in Table 14—4, we can see that option
#31 attracted 18 responses, and that 1wo options — #3E and #3K
— gained none at all. However, over the remainder there was an
even spread. We can probably, therefore, say that this item was
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Figure 14—1 Sub-test

FV {rangeDto 1)

es02 Items # 1-5 Facility values
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Figure 14—2 sub-test es02 Items #1-5 Discrimination indices
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reasonably well constructed. The clues that would lead 1o a
correct answer appear in the second of the two clauses that make
up the one-sentence paragraph:

...hacen que el planeta se enfrente a un complejo proceso de
interconexiones que generan situaciones y problemas de
naturaleza global. (Paragraph H)

These are essentially lexical clues found in the words problemas

and global both of which are repeated, fully and partially, in the
question stem.

Table 14—4 Item #3 Distractor performance Facility values

Item #3A #3B #3C #3D #3F #3F
Actual 1 6 2 7 0 2
responses

FV 0.01 0.04 0.01 0.04 0.00 0.01
Total responses (163

Item #3C #3H #31 #3] #3K #3L
Actual 3 117 18 3 0 4
responses

FV 0.02 0.73 0.11 0.02 0.00 0.02
Total responses

ITEM #4

Item #4 produced an FV scorc of 0.9, and a DI of 0.2. Data on the
distractors show that incorrect responses were spread among the
options, with three attracting zero responses, and the remainder
ranging from 1 10 4. Within our limited expectations of these
ilems, we can say that #4 performed moderately well.

ITem #5

When we ook at the performance of the options that correspond
to item #5, we find that only three options attracted any responses
at all, and the strongest options were the key response — #5K —
and the paragraph immediately following.

In this case, if we look more closely at the item stem we can leam
whether the item was satisfactory. Paragraph I, chosen by four
candidates, is linked in content, but no more. Paragraph L, is a
quotation which supports Paragraph K, and it includes the word
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Table 14—S5 ltem #5 Distractor performance Facility values

ltem #5A #5B #S5C #5D #5F #SF
Actual 0 0 0 0 0 1]
Responses

FV 0.00 0.00 0.00 0.00 0.00 0.00
Item #5C #SH #51 #£5] #SK #5L
Actual 0 0 4 0 122 36
Responses

FV 0.00 0.00 0.02 0.00 0.76 0.22

Juturo which the question echoes. However, in Paragraph K, the
very same words used in the item stem appear at the end of the
paragraph, which makes it difficult to understand why 36
individuals should make this mistake. Were they, perhaps, being
*100 clever™?

Table 14—6 Item #5 Question stem with the key response in bold italics

5. "Las generaciones Para K
futuras.”

Candidates do sometimes assume that if the answer 10 an item is
obvious then this is a trick. If we look at the DI histogram for
these items (Figure 14—2), we can sce that item #35 was the best
discriminator of all (DI 0.27) so it would appear that, even if the
distractors failed to operate successfully, the item did serve some
purpose. Was this purpose a function of the candidates’ linguistic
ability? We conclude that it probably was not, and that the
discrimination between candidates was more likely to be a factor
of test-taking experience or, even, of gencral intelligence.

14.2.1.4 Discussion
Our analysis of these five items teaches one important lesson for
the writing of future tests, in that it demonstrates the difficulties
that can be encountered in the use of this particular 1ask type. The
number of distractors is an important factor, and the exam
preparation that candidates may have had can influence the way
they respond to the items. The test writer is never likely to be
able to cater for this factor when dealing with an unknown
population, unlike the classroom teacher. Here we have a clear
example of the type of extrancous factor that can influence
construct validity and test reliability.
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From the point of view of the item writer, a positive point is that
apparent value to be gained from using options that repeat fully
or partially, phrase in the text,

14.2.2 True/FaLSE/DON'T kKNO W
This section contained only five items, as compared to the six
items in sub-test ¢s01.2, in order to compensate for the extra item
in the previous section. This was in line with the decision that the
test writers working on all four languages had taken.

Table 14—7 ltems #6-10 Target skills (Munby 1978:126-131)

Item | Target skills

#6 Understanding information in the text, not
explicitly stated, through making inferences
(Skill 22.1)

#7- Understanding explicitly stated information
10 (skill 20)

The target skills on which these items focussed were also used in
¢s01.2, but none of the items targeted on

Understanding relations between parts of text through the
grammatical cohesion device of reference (Munby 1978:126-
131 Skill 32.1)

which was the object of one of the items in the paralle] test.
14.2.2.1 Facility values

Table 14—38 Items #6-10 Facility values for all options with the key responses
shaded

Options
FV
Options
FV
Options
FV
Options
FV
Options
FV
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Four of the five items in this scction produced FV scores that fell
within our target range. If we look at candidate choice conceming
the key responses, we see that the FV scores for items #6, #7 and
#10 were in the middle of our target range. Item #9 produced a
very high FV (0.93); item #8 produced two options with very
similar values (0.45 and 0.43).

14.2.2.2 Discrimination indices

Similarly, four out of the five items were comfortably above our
target score. Morcover, the details of the DI scores for all options
provided us with material of interest, as shown in Table 14—S8,

Table 14—8 Items #6-10 Discrimination indices for all options with the key

responses shaded

DI

DI

Options
_Di

_DI

Options

Options

Options
DI

Options

By comparing the FVs and Dls for the options on item #8 we
found that the predicted “correct™ answer, *?" “there is no
evidence in the passage to support this” gave a sound DI, whereas
the slightly more popular option, “False™, gave a negative DI of
(0.32). This meant that generally the weaker candidates had
chosen “False”.

14.2.3 FIVE-OPTION MULTIPLE C HOICE QUESTIONS

Overall, the results derived from this set of items were promising.
With the exception of item #12, which was rejected after analysis
of candidate responses as defective, the other items performed
reasonably well.
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Table 14—9 ltems #11-20 Target skills (Munby 1978:126-131)

Item

Target skills

#11, #14,
#16, #17,
#19
#12,18

#13

#15

Understanding explicitly stated information
(Skill 20)

Understanding information in the text, not
explicitly stated, through making inferences
(Skill 22.1)

Understanding the communicative value
(function) of sentences and utterances without
explicit indicators (Skill 26.2)

Understanding relations between parts of text
through grammatical cohesion devices of
reference (anaphoric and cataphoric (Skill
33.1)

Interpreting text by going outside it, using
exophoric reference “reading between the
lines” (Skill 34.2)

14.2.3.1 Facility values

The range of Facility values achieved by these items was
reasonably satisfactory, as Figure |4—3 shows. Four items fell
within our target range: three were above it, and two below.

14.2.3.2 Discrimination indices
The Dls ranged from 0.05 to 0.70. Four items surpassed our
target, while five equalled, or were below the level set (Figure
14—4). Items #14, #17, #18 and #19 all produced acceptable FVs
100, and three of them focussed on the same skill.

14.2.3.3 Discussion

In this section we will discuss most of the MCQ items and go
into some detail in our attempt to explain their success or failure,
We will begin with item #19, apparently the most successful on
the test paper with a low FV (0.35), and a satisfactory DI (0.38)
score. This means that the item is both difficult, and discriminates
well. Then we will look at the other items that focussed on the
same skill — wnderstanding explicitly stated information — not
all of which were equally successful,
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Figure 14—3 Sub-test es02 Items #11-20 Facility values
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[Tem #19

Table 14—10 Item # 19 Question stem and all options (a ¥ indicates the key

response)

La adquisicion de conocimientos en materia de
derechos humanos contribuye a ...

la eliminacion de estereotipos.

su aplicacién a la vida diaria.

el avance de la justicia social.

la valoracion de las interconexiones.

la exploracion de puntos de vista.

m onNnom>

[T ]

This item is based on Paragraph J of the text, and has certain
characteristics that, at first sight would almost seem to mediate
againsl its success. In the first instance, the head noun phrase of
the stem appears in its entirety in the text. Furthermore, all of the
options are either quotations or close reflections of phrases,
which also appear in the same paragraph. A third factor 10 bear in
mind is that none of the items are mutually exclusive: i.c. at first
sight, one or more of the options could be correct.

On closer analysis of the options and the text, we find that the
secret of the item appears to lie in the complexity of the sentence
or paragraph structure of the text. This may well be a good
example of the item writing opportunities that Spanish offers
through its propensity for lengthy, complex sentences involving
many layers of subordination. Similar opportunities are unlikely
10 appear as often in an English text.

However, as Table 14—11 shows us, the number of responses
attracted by cach of the distractors in this item was uneven.
Ideally, with an FV of 0.35 for the key response — option #19C
— we would expect each of the altematives to score around FV
0.16. In fact, two items score slightly less than this, but the other
two were unbalanced. Distractor #19A is clearly too strong,
attracting 52 candidates and achieving an FV of 0.32.

Table 14—11 Item #19 Facility values for all options with the key response

shaded

hem #19A #198 #1
Actual responses 52 8 '
iy 0.32 005 0
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ITEM #17

To continue 1o focus on the items targeted at understanding
explicitly stated information, we now turn 1o #17, reproduced in
the table, which is based on Paragraph 1 of the text.

Table 14—12 Item #17 Question stem and all options (a v indicates the key
response)

La Unicef considera imprescindible fomentar ...

A el estudio de los distintos modos de
vida.
B una vision global de las formas de s
aprehender la realidad mundial.
C la educacion de la juventud para
aprender de la realidad mundial.
D una vision global del planeta y su
gente.
3 la educacion de la vision de la
juventud

Many aspects of the item are similar to #19: the stem and the
options are lifted directly from, or reflect very closely, the
phrasing of the text. The paragraph itself, while shorter than
Paragraph J similarly contains one sentence only.

Table 14—13 ltem #17 Facility values for all options with the key response
shaded

Item #17A BIZB2#17C #170 #17€
Actual responses 6 !7 32 35 18
FV 0.04_0.43 1020 0.22 0.1

The performance of the distractors is also similar to that
described in relation to #19, although slightly better. A balanced
set of options would have auracted about 22 responses each,
giving FV scores of 0.14. In fact, two options attracted more
responses than this, but neither approached that of the key
response, The remaining two were less popular, with #17A
having an almost negligible impact on the item,

ITem #14

The third successful item, which focussed on Skill 22, was #14.
This item is based around Paragraph A of the text.
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Table 14—14 Item #14 Question stem and all options with a ¥ to indicate the

key response

La educacién para el desarrollo es un proyecto ...
de paises industrializados.
de nueva opcion pedagdgica.
de las Naciones Unidas.
centrado en la infancia.

en los paises del Norte.

v

monNno>»

1

The nature of the stem and of the options is different to the two
items discussed above. This may well account for the fact that the
FV score was 0.57, notably higher than the others were. The DI
value, however, remains in the same band.

If we look at the options in turn we can see that #14A and #14E
cancel each other out, in that the two aliernatives could in fact be
considered synonyms. Neither expression appears directly or
indirectly in the paragraph, but both appear later in the text, in
separate contexts. It would scem that the writer’s intention was
more that candidates should choose one or other of these
responses if answering in haste, or with time for only a
superficial reading of the text.

Table 14—15 Item #14 Facility values for all options with the key response

shaded

Iten #14A #I4B [ #14C #14D #14E

Actual responses 14 %}% SO 6 2
‘,a-;sg.,g{

FV 0,09 057 1031 0.04 0.0

Options #14C and #14D are similar, but clcarly better
alternatives. Both repeat words that appear in the paragraph, and
could be chosen as the correct response by readers who spend
insufficient time on the item. The FV scores they generate
support the improved quality of these options.

ITEm #18
The next item we will discuss was based on the skill of

understanding information in the texi, not explicitly stated,
through making inferences (Munby 1978:126-131 Skill 20)

and the response 1o the item is couched in Paragraph K. The
question stem and options appear in the table.
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Table 14—16 Item #18 Question stem and all options (a ¥ indicates the key
response)

Los conceptos inherentes al nuevo tipo de ser
humano son los conceptos __________ ser humano.
... coaligados al ...

... Colaterales del ...

... circunstanciales del ...
... adicionales al ...

... esenciales del ...

mMoONo >

al

On studying the candidates’ responses we conclude that,
essentially, the correct response to this item is to be found in
adequately distinguishing between the lexical items included in
the options as much as in a correct reading of the paragraph.
While the knowledge of vocabulary is obviously a part of all
individuals’ reading skills, in this case it is not a skill that is being
tested by reading in context. However, having said that, the item
was of average difficulty, appears to have had no serious internal
defects, and discriminated between candidates.

The FV scores of the incorrect options show that options #18C
and #18D performed rcasonably well, but that #18A was too
strong a distractor, at the expense of #18B. Why is this the case?
There were no echoes or repetitions in the text that might have
brought this about, and we concluded that candidates may have
opted for #18A as much because it is the least frequent of the
words uscd, as for any other apparent reason.

Table 14—17 Item #1 8 Facility values for all options with the key response
shaded

Item #18A #188 #18C #18D #I8E .
Actual responses 50 1 27 18 61
FV 031 001 017 011 038

ITem #12

As we will now explain, this item was defective and was
discarded from our final analysis of the sub-test. However, as this
analysis was not carried out before producing the scores used to
admit, or not candidates, it did form part of the scores used for

this purpose.

The actual “correct” responses to item #12 indicated that the key
option #12D was incorrect. In marking the scripts we found that
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equal numbers of candidates adjudged both #12A and #12D
correct.

When we reviewed Paragraph B, we decided that both options
were correct, so this item was climinated from the final scores
and the adjusted answer list was based on totals out of 19, scaled
to 20.

Performance of items #14, #17, #18, and #19 - three of which
aimed to test the same target skill - indicated that the item type
and target skill were appropriate for inclusion in further tests.

14.3 Descriptive statistics

The frequency distribution for the final set of scores on this sub-
test was"normal” (Figure 14—3), The three central measures
were all very similar, and the degree of skewness was small. This
indicates that the test was, if anything, slightly casy for the
majority of the candidates. The negative tail seen in the figure is
notable for the sharp fall between the number of candidates
scoring 10 out of 20, and 9 out of 20. The 101al number of
candidates who achieved scores below ten did not reach 20, out
of 161 who took the paper.

Table 14—18 Descriptive statistics based on scores out of 20: the comparison
shows only the slightest difference between the three

Key Actual Adjusted
Mean 12.04 12.91 12.56
Median 12.00 13.00 12.63
Mode 11.00 12.00 13.68
Standard error 0.19 0.19 0.20
Standard deviation 2.42 2.45 2.54
Skewness (0.56) (1.03) (0.62)
_Level of confidence: 95% | 0.37 0.38 0.39

14.4 Reliability

Despite the relative “normality” of the frequency distribution
(Figure 14—35), the reliability coefficient was most disappointing,
with the overall average far lower than we had hoped for (Table
14—19). In order 1o improve on this aspect of the test we would
have 10 use half as many items again, as were in the current
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Figure 14—S5 Sub-test es02 Frequency distribution of raw scores out of 20
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version, and this seems rather an unrealistic figure, The text
might be expected to provide material for another ten items, but it
is unlikely that they would be of the same level in terms of the
FV and DI scores

Table 14—19 Calculations of split-half coefficients of reliability

FV rank-order DI rank-order Average
Spearman-
Brown
rxxl 0.389 0.356 0.372
2rhhi 0.482 0.434
rhhl 0.241 0.217
1+rhhi 1.241 1.217
Guttman
rxx1 0.544 0.516 0.530
s2hl 2.187 2.139
s2h2 1.809 1.935
52X 5.492 5.492
Average 0.466 0.436
Overall Average [0.451

Table 14—20 Standard error of measurement

Se 1.74

Table 14—21 Reliability of a lengthened version

Spearman-Brown Prophecy Formula (30 0.903
items)

14.5 Conclusions

Our analysis of Sub-test es02 leaves us with thirteen items that
performed within our target range for both FVs and Dls, although
five of these were the matching items, and as in paper es01.2,
these failed to discriminate between candidates. In the section of
multiple choice items, we found one that had 10 be discounted as
candidates demonstrated that two of the five options were equally
correct,
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As Table 14—2 shows, the matching items achieved high FV,
and low DI scores, with the exception of #5 which almost
reached our target. All of these were based around the same
scanning skill.

In contrast 1o es01.2, four of the five True/False/Don’t know
items were successful. Three of these were focussed on the skill
of understanding explicitly stated information, and the fourth on
making inferences. These results are the most positive for this
item and skill combination in all of the tests we have analyzed.

Among the MCQ items which reached our performance targets,
three were based on the skill of understanding explicitly stated
information, skill 20. It appears that this skill and item
combination is also predictably successful. However, we have to
ask ourselves whether this is a good combination in its own right,
or whether it is a good combination because we have mastered
the technique of writing this type of item.
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Table 14—22 Sub-test es02 Item by item summary of performance

ltem Task type Skill (Munby 1978:126- Fv Di

131)
#1 Matching Scanning to locate 0.96 0.07
titles to specifically required

paragraphs information on a whole
topic (Skill 46.5)

#2 idem 1.00 0.00
#3 ldem 0.73 0.20
#4 ldem 0.90 0.20

V- e SRS 1 - W e O . ([ ! 44

-option Understanding explicitly 0.89
MCQ stated information (Skill
20

#13 Understanding the 0.75 0.27
communicative value
(function) of sentences
and utterances without
explicit indicators (Skill
26.2
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ltem Task type Skill (Munby 1978:126-  FV O/
131)

#15 Understanding relations 0.14 0.18
between parts of a text

through grammatical

cohesion devices of

reference (anaphoric and

cataphoric) (Skill 33.1)

#16 Understanding explicitly 0.26 0.11
stated information (Skill

20

#20 Interpreting text by 0.94 0.16
going outside it, using

exophoric reference

“reading between the

lines” (Skill 34.2)
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15.1 Text
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Tue: SECOND LB English sub-test was written to be administered
for the first time to the candidates registered for the entrance test
in July 1993. This paper was not trialled, and was to be used in
parallel with the revised sub-test in01.1. The latter was only to be
used if the number of candidates exceeded the room capacity, but
as this did not occur, sub-test in02 paper was administered to all
317 in a single session that took place in the Faculty of Arts
building of the University of Granada. These candidates also took
cither sub-test ¢s01.2 or es02. A few also sat sub-tests in German
and/or French during a subsequent session. These were
candidates who either wished to compete for places in the
Applied Languages Europe (A.L.E.) program for which they are
required to achieve entrance standard in both English and French,
or who hoped to secure themselves a place in the degree program
regardless of the LB.

Although the sub-test had not previously been trialled, members
of the Examination board had studicd it and considered it
suitable. Revisions had been made because of their comments.,

Our analysis of the results derived from this test is, at least
statistically well founded in that the number of candidates who
sal the paper was 317, Such a large sample clearly means that the
conclusions we draw and any generalizations we may make have
a much more sound foundation than those based on sub-test
in01.1 (n=37).

The text (The Guardian 1993) was unedited and the version
presented was a photocopy onto which letters had been pasted 10
identify the paragraphs. It exceeded the specification at 538
words. The topic was of current affairs, required no specialist
knowledge, and was thought unlikely to favor any particular
group of candidates.

15.2 Task types

The paper involved items of the same three types that were used
in all of the papers written for this session: five matching
exercises, five True/False/Don't know items, and ten multiple-
choice questions. The target skill being tested was a scanning
skill, as in all of these matching activities (Table 15—2).
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Table 15—1 "Today's royal bride: subversive modern or anti-feminist
reactionary?” (The Cuardian 1993)

Japan marries self-sacrifice with nostalgia

By lan Buruma

A MODERN Japanese monarchs have liked to copy the style
of the British royal family. The late Emperor Hirohito, in
particular, admired the casual, golf-playing dash of Edward
VIil. He was perhaps a rather odd role model but, his
abdication and other problems notwithstanding, British
royalty remained until recently the ne plus ultra of
monarchical grandeur.

B But Crown Prince Naruhito and Masako Owada
marry against a background of changed attitudes to the
British monarchy. Now it is viewed by Japanese royalists as
a parable of failure, an example of how things can go
terribly wrong. Look, for example, at the difference
between the Princess of Wales and Miss Owada, a
commoner, whose wedding to Prince Naruhito today will
make her crown princess.

Cc The Princess of Wales, one is told (and not only by
Japanese conservatives), is the perfect example of modern
selfishness. By refusing to play the game, by insisting on
her freedom, she has jeopardised an ancient institution.
How noble, in contrast, seems Miss Owada: after refusing
for seven years to give up a promising diplomatic career
for the gilded prison of the Japanese imperial court, she
was prevailed on to put aside “selfish” concerns and marry
a man for whom she has not expressed any affection. That
it was an act of self-sacrifice is clear from her language.
While once she said that she would never give up her
freedom, she now promises to make herself “useful to the
imperial household”. Self-sacrifice, for the country, for a
feudal lord, for a business corporation, for a husband, is
the greatest traditional virtue in a Confucian society, or
indeed in any society where the strong can impose virtues
on the weak. It is a virtue which fills some Western
reactionaries with nostalgia.
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D Such nostalgics like to project the shortcomings of
their own societies (the selfish, materialistic West) on to
other, faraway places (the disciplined, spiritual East). But
Miss Owada's virtue is oddly out of step with trends in
Japan too.

E Her marriage comes when, for the first time in
Japanese history, women are doing what the Princess of
Wales has done: claiming the right to disentangle
themselves from intolerable marriages. More Japanese
women than men now ask for divorces. An increasing
number of women are more interested in careers and
economic independence than in traditional family life.
Some (known derisively as “yellow cabs"” - you can always
get a ride) would rather travel abroad for casual sex than
enter into subservient relationships with Japanese men.
One could call this selfish and sad. One could also say that
society has not kept pace with its most intelligent and
independent women,

F Although there was never any hint of the yellow cab
about her, Miss Owada was such a woman. This may be
partly why Prince Naruhito was attracted to her, rather than
to some simpering blueblood who played by all the old
rules. This is what makes the marriage so interesting:
either Miss Owada's sacrifice is a reactionary blow against
female independence, or she is a subversive modern in the
heart of the nation's still-sacred institution.

lan Buruma is the author of A Japanese Mirror.

15.2.1 MATCHING EXERCISE

Table 15—2 Sub-test in02 Items «1-5 Target skills (Munby 1978:126-131)

Iltems | Skill

#1-5 | Scanning to locate specifically required information
on one point, involving a complex search (Skill
46.2)

This text consisted of 6 paragraphs, identified by the letters A 10
F, and five matching items were prepared, thus ensuring that one
paragraph served as a distractor (Table 15—3). This contrasted
with in01.1, for which there were seven distractors.,
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Table 15—3 Items #1-5 Question stems

Scan the text and identify for which paragraph each of
these sentences could be the title.

1 A distant admirer.

Contrasting attitudes.

Out of step with society?

The enigma of Miss Owada's decision.
A view from the present.

wvi & WN

audis

This task differed from that used in the trial test in that the stem
included the use of the word “could”™, and this was underlined.
We intended this to allow candidates to speculate and to choose
whichever they thought was the best fit.

15.2.1.1 Facility values
The target range for these items was «.0.80, and the FV scores
produced were in fact lower than that with the exception of item
#1, which scored 0.91. This indicates that most of the items were
in fact more difficult than had been intended (Figure 15—1).

15.2.1.2 Discrimination indices
Having set a high FV range, we expected these items to
discriminate little. As the actual FV scores have been lower than
our target, some minimal degree of discrimination might be
expected from those items that proved slightly more difficult.

To begin with, we can see from the histograms (Figure 15— and
15—2) that item #1 was both casy and failed 1o discriminate.
Item #2 was more difficult, but it also scored a mere 0.09 for
discrimination. What is more surprising, however, is that item #3
discriminated negatively. This means that the stronger candidates
actually chose the wrong response, while the weaker ones were
successful. We will discuss this item in more detail below.

Perhaps the only item that performed as might have been
expected, in view of the FV score recorded is item #4. This

achieved a minimal level of discrimination among candidates, at
DI 0.18.

Within this set of items, #5 scored DI 0.31, which is just above
our target minimum. If we combine this with an FV of 0.63, we
can see that this item performed well. We will look at the reasons
behind this in more depth shortly.

15.2.1.3 Discussion
One of the clearest conclusions we can draw from our analysis of
these items is that, whatever the individual target skill for which
the item is written, the realities of candidates’ actual responses
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Figure 15—1 Sub-test in02 Items #1-5 Facility values
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will produce a much more detailed understanding of the possible
range of skills that they may have employed. Reading
comprehension is far more complex than the discrete analysis of
skills might lead us to suppose.

ITEm #3

As we have mentioned earlier, this item was more difficult than
we predicted it 10 be, and it discriminated negatively. This means
that the stronger candidates answered it incorrectly, and weaker
candidates gave the correct response.

The item (Table 15—3) is based on candidates being able to link
the phrase

Ouwt of step with society?
which appears in the stem, to the phrase

...out of step with trends in Japan, too,
that appears in the text (Table 15—1, Para. D). In order to find
out why the better candidates made a mistake with this item we

need to Jook at the responses to all of the options to analyze the
cffect of the distractors (Table 15—4).

Table 15—4 Sub-test in02 Item #3 Facility values for all options {shading
indicates the key response)

Item #3A #3B #3C

Actual .00 10.00 5.00 R42:00153.00 5.00
responses e

vV .01 0.03 0.02 07—

The spread of responses across the five incorrect options is by no
means cven. Option #3E has attracted the attention of 53
candidates, and if we refer back to the text we can sec that the
entire paragraph does deal with this same topic. There is a phrase
in the final sentence that could be said to echo the item stem:

...[Japanese] society has not kept pace with its most intelligent
and independent women.

but which is not as close as those that appear in paragraph D

We would suggest that this is an example of an item that better
candidates have answered incorrectly precisely because they are
better and have been able to complete the exercise more quickly
and read the text in more depth. Among the 53 candidates who
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chose #3E, there will probably be a number who read the text
carefully and who decided that the key response, paragraph D,
was too obvious. Consequently, they chose E. Less able
candidates will have had insufficient time, and will have lacked
the capacity 1o read, and probably re-read paragraph E in order to
interpret the item in this way.

ITeEm #4

The FV and DI data collected on this item are not in line with our
prediction, but in fact make this into one of the better items on
the test. The FV score achieved is below our target for the
matching exercise, and thus falls into our target range for the
other items in the test. However, the DI score remains below our
target (Figure 15—2). Why the item performs in this way
remains 1o be seen.

If we look at the FV scores achieved by all of the options we can
see that, as in the casc of item #3, that the spread among the
distractors was uncven (Table 15—S5).

Table 15—5 Sub-test in02 Item #4 Facility values for all options (shading
indicates the key response)

Item #4A #4B #4C #4D #4E
Actual 2,00 0.00 78.00 3.00 20.00 2
responses

FVv 0.01 0.00 0.25 0.01 0.06

Alternative #4C was selected by 78 candidates, giving it an FV of
0.25, whereas none of the other distractors reached 0.10. In the
view of the item writer, the stem contains the word enigma and it
scems likely that this is the reason candidates have made an error.
Paragraph C deals in much detail with matter of Miss Owada’s
decision, but in gencral it does so in affirmations:

How noble, in contrast, seems Miss Owada...
That it was an act of self-sacrifice is clear from her language.

In paragraph F, the there is a more open questioning of her
motives:

This may be party why Prince Naruhito was atiracted 1o
her...

In this case, the greater capacity of some candidates to read into
the details of nuance in the text is what has discriminated
between them.
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ITEM #5

Like the previous item, #5 has achieved an FV score within our
target range for the main body of items. Morcover, the DI score is
above our target minimum, making this a valuable item within
the overall context of the sub-test (Figures 15—1 and 15—=2).

If we consider the construction of this item, we can perhaps learn
why it has performed so well. The stem uses the noun view as a
conscious echo of the verb viewed which appears in paragraph B.
In the text, viewed is also linked to Look, which belongs 1o the
same field. The proposition presented in the option draws on the
contrast established between paragraphs A and B.

Table 15—6 Sub-test in02 Item #5 Facility values for all options (shading
indicates the key response)

lten #SA #5B #5C #5D B

Actual 6.00 87.00 4.00 4.00 |
responses ]
FV 0.02 0.28 0.01 0.01 K

As in the previous two items, the data provided by considering
the FV scores of all options (Table | 5—6) show us that one of
the distractors was far stronger than all of the others. In this case,
alternative #5B, the one true distractor in the set, has drawn the
attention of 87 candidates, and in fact this can be seen as justified
because of the contrast established between this paragraph and
the previous one. However, the FV and DI scores attained by the
item led us to maintain #5E as the key response, while
acknowledging that the item was possibly misleading.

15.2.2 TRUE/FALSE/DON'T KNOW
Drawing on the experience gained in the trial tests, this section
contains items which combine the task type with skills that have
demonstrated themselves to provide us with valuable results
(Table 15—7).
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Figure 15—3 Sub-test in02 Items #6-10 Facility values for key responses
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Table 15—7 Sub-test in02 Items 36-10 Target skills (Munby 1978:126-131)

ltem Skills

#6 Understanding information in the text, not
explicitly stated, through making inferences (Skill
22.1)

#7 Understanding relations between parts of text

through the grammatical cohesion device of
reference (Skill 32.1)

#8-10 | Understanding explicitly stated information (Skill
20)

Table 15—8 Sub-test in02 Items #6-10 Question stems with key respanses in
bold italics

Choose T (True), F (False), or 7 ("there is no evidence in the
passage to support this").

6. The Japanese see the Princess of Wales as an T
example of modern social change.
7. Miss Owada decided to accept her arranged F

marriage out of a sense of tradition.
8. Some Western observers would wish to impose 7
Confucian traditions on their own societies.

9. Prince Naruhito has spoken out against the ?
attitudes displayed by the British Royal Family.
10. The stability of Japanese family life has been ?

shaken by the so-called "yellow cabs".

15.2.2.1 Facility values
The levels of the FV scores, with the exception of item #6 are all
at the higher end of our target range, and #6 is only just above
this (Figure 15—3). This indicates that, although there is no
variety in the level of difficulty of the items, almost all have
performed as hoped.

15.2.2.2 Discrimination indices
Only item #6 discriminated well between candidates. Two others
gave low positive values, #7 and #10, and #8 and #9 did
discriminate 1o a limited extent. When we analyzed the FVs and
Dls we determined not 1o alter any of the key responses, and
judged the performance of item #6 as satisfactory, #8 and #9
acceptable, and #7, and #10 inadequate. In the following sections,
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—

we will look at the possible causes of the performance of these
nems.

15.2.2.3 Discussion

ITEM #6

This item almost achieved both of the target parameters
established. The FV score of 0.71 was just outside of our range,
but the DI value was on target (Figures 15—3 and 15—4). The
item has proved relatively easy, but a good means of
discriminating between candidates. The question stem, shown in
Table 15—38, is intended to lead readers to the first four lines of
paragraph B, which clearly agrees with the proposition, and lcads
readers to the conclusion that this is true.

The performance of this item reinforces our opinion that the
combination of this task with skill 22.1 is valuable in item
writing.

ITems #7 anp #10

In both of these items, we have very low DI values, which make
us query the premise on which the items were written. Candidates
generally chose the key responses 10 these items, but among
those who chose other options there was no significant distinction
between the stronger and the weaker candidates. In responsc to
this, we ask ourselves whether, again, this is evidence of the
difficulty implicit in the use of the “Don’t know™ option.

The key response to item #7 is “False”, because the stem offers
neither of the suggested reasons for her decision (paragraph F).
Similarly, the “Don’t know" response is correct for item #10,
because at no point in the text is there any information about the
influence of the yellow cabs on Japanese society at large.

ITEMS #8 AND #9

In the data produced by these items, we found average FVs, of
the same strength as those in items #7 and #10, and low DI
scores, but scores that did indicate a degree of discrimination.

The response to the first of these items is explicit in the final
sentence of paragraph C. The response to #9 can only be “Don’t
know”, as there is no information given about Prince Naruhito’s
view of the British royals anywhere in the text.

If these two pairs of items had been grouped differently, we
might have been able to come to a more useful conclusion. For
example, if the two “Don’t know" responses had scored the same
or similar DI values, we would have been able to deduce
something evident about their performance. As things stand, we
are left to search for further data.
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15.2.3 FIvE-OPTION MULTIPLE C HOICE QUESTIONS
Seven of the ten items in this section focus on basic skills of
understanding information, whether explicitly stated or implicit
in the text (Table 15—9). In addition, one of the remaining three
focuses on deducing the meaning of vocabulary, which is also a
skill that has demonstrated itself to perform well in these items.

Table 15—9 Sub-test in02 ltems #11-20 Target skills (Munby 1978:126-131)

ltem

Skill

#11

#12

#13

#14

#15

#16
#17

#18

#19

#20

Understanding explicitly stated information (Skill
20)

Understanding information in the text, not explicitly
stated, through making inferences; figurative
language (Skill 22.1 & 22.2)

Idem

Understanding explicitly stated information (Skill
20)

Understanding information in the text, not explicitly
stated, through making inferences; figurative
language Skill 22.1 & 22.2)

Idem

Interpreting text by going outside it, using
exophoric reference “reading between the lines”
(Skill 34.1 & 34.2)

Understanding information in the text, not explicitly
stated, through making inferences; figurative
language (Skill 22.1 & 22.2)

Deducing the meaning and use of unfamiliar lexical
items, through understanding word formation (Skill
19.1) and context (Skill 19.2)

Understanding relations between parts of text
through the grammatical cohesion devices (Skill 32)

15.2.3.1 Facility values

The FV scores for these items range from 0.12 to 0.87, but six of
the set do fall within our target range, and two others are only
slightly above the maximum. The six successful items all prove
reasonably difficult, and four of them have DI scores that are also
above our target (Figure 15—5).
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Figure 15—5 Sub-test in02 ltems #11-20 Facility values
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15.2.3.2 Discrimination indices
Five items gave satisfactory DI values, above our target
minimum, and the other five were lower than hoped (Figure
15—6). Two of these achieved a level of minimal discrimination,
but three produced negative scores. Two of these had also been
difficult for candidates, although the third had achieved a
reasonably good FV score of 0.48.

15.2.3.3 Discussion
In general the MCQs performed reasonably well. By pairing FVs
and Dls we find that items #11 and #13 gave the best results,
being both reasonably difficult and discriminating well between
candidates. ltems #14, #19 and #20 produced DIs >0.30, but
these were combined with relatively high FVs (range 0.74-0.87)
indicating that they probably only served to discriminate at the
lower ability levels.

ITem #11
This item was testing skill 20 (Table 15—9), based on
understanding information explicitly stated in the text.

Table 15—10 Sub-test in02 Items #11 Question stem and options (a v
indicates the key response)

11.  Miss Owada's decision represents...
a clear change of mind.

the fulfilment of her dreams.

an acquiescence to family pressure.
her acceptance of destiny.

her desire to be subversive.

mONw >

1 11]s

The answer to this item lies in the second half of paragraph C
(Table 15—1), where the writer says

While once she said that she would never give up her freedom,
she now promises to make herself “useful to the imperial
household™.

If we look at the range of options and the numbers of responses
cach attracted we see that the spread was quite good, with only
option #11B failing to gain much support, and this is probably
because it is the most obviously incorrect. The option goes
completely against the tone of the entire article. The other three
options all echo aspects of the text, and partial evidence to
support each of them could be found in an incomplete reading of
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the text. We judge this item 1o be an extremely successful means
of discriminating between candidates.

Table 15—11 Sub-test in02 Item #11 Facility values for all options (shading
indicates the key response)

Item el/8 11c 110 1IE
Actual 087,00 28,00 61,00 62,00
responses ]

FV 10.02 009 0,19 0,20
ITem #14

This item was easier than #11, it tested the same skill, and
although its FV score was a little above our target (0.74), it was
quite successful. This was mainly because DI value it gencrated
was 0.51, which is exceptional good.

Table 15—12 Sub-test in02 Items #14 Question stem and options (a v
indicates the key response)

14.  Before deciding to marry Crown Prince Naruhito,
Miss Owada was ...

an anti-feminist.

a traditional Confucian.

a model of selfishness.

a "yellow cab”.

a career woman.

monNno>»

v

The spread of incorrect response was not evenly balanced across
the four distractors, but three of the options were chosen by a
number of candidates. It would secem that the success of these
incorrect options lies in the need for candidates to have a good
grasp on information appearing at different points in the text.

Table 15—13 Sub-test in02 Item #14 Facility values for all options (shading
indicates the key response)

ftem 14A 148 14C 140D §
Actual 1.00 12.00 42.00 28.00§%
responses i

FV 0.00 0.04 0.13 0.09
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ITEM #13

By comparison with item #11, this is more difficult, and does not
discriminate as well. The task invites candidates to interpret the
text, and to use their reading skills in order to extract implicit
content (Table 15—12).

Table 15—14 Sub-test in02 item #13 Question stem and options (a ¥
indicates the key response)

13. Once she becomes a member of the Japanese
imperial court Miss Owada will probably...
A be in a position to bring about change.
B Represent female independence in modern
Japan.
be referred to as being a "yellow cab".
find her life comfortable, but limited.
E follow the example set by the Princess of
Wales.

o n

|4 |

Once again, we find a good spread of choice among the options,
although one is chosen far less ofien than the others (Table
15—13). This option, #13C, is the most clearly incorrect, and
candidates would be able to deduce this because it is neither
implicit nor explicit in the text. The first reference to “yellow
cabs " appears in the middle of paragraph E (Table 15—1), and it
is clearly not referring to Miss Owada. The sccond reference is in
the first sentence of paragraph F, and here the text explicitly
denies that that she was ever “such a woman™.

The other four options all contain information or ideas which are
clearly contained in the text, and about which nothing explicit is
said. Candidates would therefore have to read the text very
carefully in order to discern which is correct.

Table 15—15 Sub-test in02 Item #13 Facility values for all options (shading
indicates the key response)

ltem 13A 138 13C
Actual 109,00 40,00 9,00
responses

FV 034 013 0,03
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ITem #19

The ability to candidates to deduce word meaning from
morphology and context was the target of this item, which was
easier than we would have liked, but which achieved the highest
DI score of the sct of items.

Table 15—16 Sub-test in02 Item #13 Question stem and options (a v indicates

the key response)

19.  In paragraph C, the phrase "to play the game"
is synonymous with ...

victory.

conformity.

defeat.

stalemate.

rebellion.

m O 0O om>»

NERE

The stem refers 1o a sentence in paragraph C, which reads:

By refusing to play the game, by insisting on her freedom, she
[the Princess of Wales] has jeopardised an ancient institution.

In order to deduce the correct answer candidates would need to
understand the relationship between the first two phrases. Many
of the weaker candidates chose option #19E, which is in line with
the meaning of the second phrase, but not the target of the item.
In this instance, the spread of responses across the option was
less evenly balanced than in the earlier items,

ITem #20

The grammatical cohesion of the text was the objective of this
item, in which candidates were asked to identify the referent of i
from the sentence quoted (Table 15—17). The item was
relatively easy, with an FV of 0.75, but it 100 discriminated well:
DI10.52.

Another positive attribute of the performance of this item is the

fact that the options all attracted a number of responses (Table
15—18).
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Table 15—17 Sub-test in02 Items #20 Question stem and options (a v

indicates the key response)

20. . Inthe phrase "That it was an act of self-sacrifice
..." in paragraph C, the word "it" refers to ...

m OO o>

being selfish.
playing the game.
getting married.
being useful.
pursuing a career.

[ 114

Table 15—18 Sub-test in02 Item #20 Facility values for all options (shading

indicates the key response)

Item

Actual
responses
FVv

20A 208
16.00 37.00
0.05 0.12

ITeEm #17

The item that performed worst on this paper was #17. This item
was an attempt to test candidates” ability to interpret the text by
rcading between the lines. The sentences referred 10 in the stem
appear in paragraph E:

One could call this selfish and sad. One could also say thai
society has not kept pace with its most intelligent and
independent women.

As the reader can see, only two of the options have naything to
do with the text, and both of these actually quote phrascs from
the original. The other three options are asking candidates to
perform some mental juggling around the first two options.
Judging by the poor responses (FV 0.12; DI 0.13) it seems likely
that the item was poorly conceived and that format of the
distractors “tricked” candidates as much as the item itself
contained any difficult (Table 15—I15).

273



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Table 15—19 Item #17 Question stem and options (a ¥ indicates key response)

17 In paragraph E, from the sentences "One could call
this ... independent women.” we can assume that the
author of the article does himself believe ...
that this is "selfish and sad".

that "society has not kept pace”,

neither 'A' nor ‘B’ is true.

both 'A’ and 'B’ are true.

something completely different.

mO 0= >

T

Table 15—20 Sub-test in02 Item #17 Facility values for all options (shading
indicates the key response)

Item 17A 178 17C 17D 7€
Actual 16,00 37,00 238,00 5,00 21,00
responses

FV 10,05 0,12 0,75 0,02 0.07

15.3 Descriptive statistics

This test produced one of the more normal frequency distribution
curves (Figure 15—>5). The most notable characteristics of the
curve are the fact that the range from lowest to highest score is
relatively small, from 3 to 16, and that the mode is 10.5, because
there are two equally high peaks, at 10 and 11. This “bunching”
of all of the candidates suggests a high degree of homogeneity in
the group, and backs up the evidence that relatively few items
discriminate well between stronger and weaker candidates. The
level of skewness is small (Table 15—21) and suggests that the
test was a little casy. The fact that no candidate was able to obtain
maximum marks is probably due to defects in the item writing,
rather than in candidate ability.

15.4 Reliability

As we have discussed carlier, the question of statistical reliability
is one we would have hoped to resolve in the process of trialling
and using earlier tests. Our target is to achieve high levels of
reliability on the major sub-tests used for full scale testing (20.9).
In order to calculate the coeflicient of reliability we
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Figure 15—5 Sub-test in02 Frequency distribution of raw scores out of 20
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Table 15—21 Descriptive statistics 20 items

Mean 10.50
Median 11.00
Mode 10.50
Standard error of measurement 1.55
Standard deviation 2.35
Skewness (0.08)
Level of confidence: 95% 0.26

have adopted Bachman's suggestions of using two different split-
half formulae. We have calculated the coefficient with each of
these twice, on each occasion using a different method of
selecting the rank order of the items on which to divide the test
into two supposedly equal halves. The resulting overall average
for Sub-test in02 was extremely disappointing. A coefficient of
0.395 effectively means little reliability.

Table 15—22 Calculations of average split-half reliability coefficients

FV rank- DI rank- Average
lorder order
Spearman-Brown
Rxx1 0.315 0.319 0.317
2rhhi 0.374 0.380
Rhh1 0.187 0.190
1+rhhl 1.187 1.190
Guttman
Rxx1 0.418 0.527 0.473
S2hi 2.041 2.034
S2h2 2.331 2.038
S2x 5.529 5.529
Average 0.367 0.423
Overall average  10.395 [

From a technical point of view however, by applying the
SPEARMAN-BROWN PROPHECY FORMULA (Table 15—23) we
have calculated that were we to extend the text by increasing the
number of similar items from 20 to 34, then we would achieve a
coefficient of 0.948, which would be perfectly acceptable.
However, as we have said in our analysis of other sub-tests, the
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reality of producing another 14 similar items, whether based on
the same text or not, is not necessarily so straightforward.

Table 15—23 Spearman-Brown Prophecy Formula

N 1.70
n 0.395
Min 0.948
items |34

D ———

The level of the Standard error of measurement is, unfortunately,
high. Candidates’ true scores may have differed by more than
+1.95 from their observed scores.

Table 15—24 Standard error of measurement

Standard deviation 2.51
Reliability 0.39
1-r 0.61
Square root of (1-r) 0.78

Standard error of measurement __1.95

15.5 Conclusions

One of the basic principles on which our sub-tests have been
designed is that of the discrete analysis of reading skills, hence
the use of Munby’s taxonomy (1978). What we have learned
from the process of analysis of the candidates” performance is
that the choice of an individual skill as the target of our test item
does not mean that all candidates will use the target skill, and
only the target skill, in order to respond. The reading process is
clearly more complex, and our discussion of the responses to
individual items informs our understanding of this complexity,
without being able to reveal the empirical base. However, this
does not invalidate the decision to focus items on individual
skills. It merely means that we cannot expect human beings to
“jump through hoops” in the way in which we have
introspectively decided that they should.

Despite this apparent complexity, we can say that the items
which have focused on skills to do with understanding
information explicitly or implicitly stated in the text, do appear to
be sufficiently difficult, and 10 discriminate sufficiently well
between candidates, for this combination to be re-used in further
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tests. In addition, we have seen two other skills produce very
high discrimination indices, in spite of being relatively casy.
These items tested skills 19 and 32, respectively, both of which
are skills that we have identified in other sub-tests as being
particularly useful. These items have combined with the MCQ
format to provide good discriminators at the lower level of the
ability range.

One clear conclusion from this sub-test is that the time factor can
interfere with candidate performance both when they have too
little time, and when they have oo much. Our sub-tests have
been designed to ensure that all candidates were able to complete
the paper comfortably within the time limit, This has meant an
allowance of two hours, in which to respond 1o twenty items: six
minutes per item. This was a conscious dccision taken because of
the experimental nature of the test, and in the face of the advice
found in the literature (Madsen 1983) that no more than two
minutes per item is needed.
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Table 15— 25 Sub-test in02 ltem by item summary of performance (shading

indicates those items that achieved both target performance levels)

Item

Task type

Skill {(Munby 1978:126-
131)

FV

#1

#2
#3
#4
#5
#6

#7

#8

#9

#10
#11
#12

#13
#14

#15

#16
#17

Matching
titles to
paragraphs

True/false/
no
evidence

5-foil MCQ

Scanning to locate
specifically required
information on one point,
involving a complex
search (Skill 46.2)

Idem

Idem

Idem

Idem

Understanding information
in the text, not explicitly
stated, through making
inferences (Skill 22.1)
Understanding relations
between parts of text
through the grammatical
cohesion device of
reference (Skill 32.1)
Understanding explicitly
stated information (Skill
20)

Idem

Idem

idem

Understanding information
in the text, not explicitly
stated, through making
inferences; figurative
language (Skill 22.1 &
22.2)

Idem

Understanding explicitly
stated information (Skill
20)

Understanding information
in the text, not explicitly
stated, through making
inferences; figurative
language Skill 22.1 &
22.2)

Idem

Interpreting text by going
outside it, using exophoric
reference “reading
between the lines” (Skill
34.1 & 34.2)

0.91

0.74
0.77
0.67
0.28
0.71

0.63

0.63

0.56
0.64
0.52
0.36

0.41
0.74

0.31

0.46
0.12

0.09

0.09
(0.13)
0.18
0.31
0.31

0.06

0.22

0.21
0.05
0.49
{0.06)

0.33
0.51

(0.03)

0.17
{0.13)
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Item

#18

#19

#20

Task type

Skill (Munby 1978:126-
131}

Understanding information
in the text, not explicitly
stated, through making
inferences; figurative
language (Skill 22.1 &
22.2)

Deducing the meaning and
use of unfamiliar lexical
items, through
understanding word
formation (Skill 19.1) and
context (Skill 19.2)
Understanding relations
between parts of text
through the grammatical
cohesion devices (Skill 32)

FV

0.48

0.87

0.75

DI

(0.17)

0.59

0.52
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THIS SUB-TEST was adminisiered to a sample of 55 candidates for
entry to the first degree program in Translation and Interpreting,
They formed part of the potential first intake to the private
University Alfonso X AEI Sabio@, located near Madrid, in July
1994, The test, the same model as that being used in Granada,
was designed, written and administered as part of a rescarch
contract between the two universities (University of Granada,
Agencia de Transferencia de Investigacion contract N°: 440a.
Principal researcher: Dorothy Kelly. Associate Researcher: Bryan
Robinson).

Due to the nature of the contract, and the potential difficulties
involved in a long-distance follow-up study of results, it was
decided not to proceed beyond the entry test stage. As the number
of candidates involved in the sample was above our statistical
minimum, although it was low by comparison with Granada, the
results are included here for two reasons. The first of these
concerns the nature of the test itself and the changes made in the
test specification with respect to 1993. The second is to do with
the political decisions and subsequent changes that had taken
place in Granada, and which affected the, writing, registration
for, and administration of the tests. The fact is that entry tests are
instruments of socio-political control — socicty's gatekeepers —
and their use can never be considered in abstract.

In July 1994, the test specification was altered to introduce the
use of the error identification and error correction items, which
we study in more detail below. These items constitute an attempt
to include objective activities that resemble one part of the
translation process tested through the traditional synthetic
summary writing exercise, which we discussed carlier.
Essentially, they represent a step towards the use of a written
production exercise, but they maintain a high degree of
objectivity of marking. In this sub-test and in in03 used in the
corresponding session in Granada, this task type was used —
without trialling — for the first time.

The second change, to which we referred carlicr, involved the
registration of candidates for the entry test, the makeup of the
Examination board, and the preparation of the test papers.

For the first time, prospective candidates for the entry test were to
be charged a registration fee, This decision was taken to bring the
entry test in line with other tests, and the immediate beneficiary
of this fee was to be the newly established Faculty. Members of
the Examination board received no payment for the 1994 entry
test. As well as this, the Chair of the Examination board passed
from the Dean of Faculty to a Vice-Dean who was not a stafl
member of the Department of Translation and Interpreting.
Furthermore, the Department of Spanish Philology took on the
role of preparing the LA sub-test. Previously, members of this
department had declared themselves against the administration of
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an entry test in Language A on the grounds that candidates who
had just completed their University entrance examinations had
been fully examined in the pertinent skills. Responsibilities for
the other sub-tests were divided up between the Department of
Translation and Interpreting and the corresponding Philology
departments. The former took responsibility for the reading skills
tests, and the latter for the listening skills. Membership of the
Board was based on cqual representation by department, and
included representatives of the Administration and Services stafT.

The sub-test was administered in Madrid by the two researchers
involved in the research contract with the support of staff of the
Alfonso X University. It was marked immediately after the
session, and scores were later published. Details of candidate
performance were reported directly 10 the University (See
Appendices).

The text (Pérez Reverte, Anwuro; El Ideal Revista Dominical,
1994) was presented in word-processed format with the
paragraphs identificd by numbers (Table 16—1). For the
multiple-choice items, only the first three paragraphs were
required. These added up to some 440 words. The fourth
paragraph was used for the error identification and error
correction items. This format was preferred to the photocopied
texts used in earlier sessions because it enabled us to present the
error identification and correction items in two columns.

The topic was a personal commentary on present-day reading
habits and it was thought to require no specialist knowledge, and
that it was unlikely to favor any particular group of candidates,
The text was chosen and items written by Dr Francisco Salvador
Salvador, a member of the Department of Spanish Philology and
the items were written with a clear profile of the potential
candidate in mind. The author has extensive experience of testing
through the University entrance examination, and has regularly
participated in examination boards for the University entrance
cxamination — selectividad. The sub-test was neither trialled nor
revised by other specialists prior to its administration, and non-
specialists who adhered strictly to the markscheme provided by
the author carried out marking.
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Table 16—1 Sub-test es04 Exam text Miedo a /os libros (Pérez Reverte, Arturo:
£l ldeal Revista Dominical, 1994)

(1) El prestigio de la lectura
como placer ha ido
aumentando a medida que
crecia el prestigio de la
imagen como fuente
principal de diversion. Se ha
fomentado la idea de que la
letra es causa de
aburrimiento, mientras que
cuanto llega a través de la
imagen es necesariamente
ameno. Esta teoria ha creado,
como es sabido, un habito de
pereza mental, pero también
una aceptacion de lo pesado
como si fuese ligero. Segln
esta actitud, cualquier
espacio de la television
entretiene mas y mejor que la
mas entretenida novela de
aventuras. Se equivoca la
masa a tal respecto. O, peor
aun, no se concede a si
misma la posibilidad de
rectificar abriendo un libro de
vez en cuando. A menudo he
citado el caso del
adolescente que descubrid
cuan amena puede resultar la
lectura de La Odisea si se
aprende por voluntad propia
y sin la obligacion de aprobar
un examen. Al igual que él,
muchas personas que
retroceden ante la lectura se
asombrarian al descubrir que
muchos titulos en apariencia
rimbombantes de nuestro
pasado cultural son mucho
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familiar implica
necesariamente torpeza,
cretinez y vulgaridad. (2)
Paralelamente a estos
fenomenos tipicos de las
normas de coaccién que
rigen la segunda mitad del
siglo, asistimos en las
librerias a un renacer de la
literatura de aventuras. Con
el proposito de servir a los
intereses y gustos de los mas
jovenes, se reeditan titulos
miticos del género,
combinando el colenialismo
poético de Kipling con las
profecias, a la larga sensatas,
de Julio Verne. Claro que no
todo el monte es orégano,
aun pareciéndolo. Algunos
autores favoritos de la
literatura aventurera han
desaparecido de los
catdlogos, cuando anos atras
tuvieron el poder de cautivar
a toda una generacion de
jovencitos. ;Quién lee hoy las
aventuras de Tarzan, héroe
que parecia imbatible? ;Quién
recuerda a los centauros de
Karl May o Zane Grey?

(3) No pertenezco al grupo
de ilusos inclinados a exigir
que todos sus vecinos de
escalera hayan leido el Ulises
o La Montana magica. Para
que muchos vecinos
perdiesen el miedo al libro y
se apartasen de la tirania de
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mas amenos que cualquiera la imagen no harian falta

de estos telefilmes metas tan elevadas: bastaria
americanos que transcurren con ayudarles a recobrar la
invariablemente en una pasion que en otro tiempo le
comisaria y abundan en inspiraban otros titulos
personajes y situaciones aparentemente simplones, de
repetidas hasta la los que soliamos decir que
exasperacion. Y no hablemos "se leen de un tiron". Cuenta
ya de las innimeras mucho, de todos modos el

comedietas de corte casero cambio de época, con la
empenadas en demostrar que consiguiente transformacion
la vida de la sensibilidad.

16.2 Task types

16.2.1 FOUR OPTION MULTIPLE C HOICE ITEMS
This test saw the use of four-option multiple choice items, instead
of the five-option items that had been written for earlier sub-tests.
The change was introduced for two reasons. Firstly, because of
the poor results produced by the five-option items and, secondly
in an attempt to reduce the level of difficulty of the MCQ items
which were now the first set on the paper.

The skill selection was based on the same specification as that

used in earlicr tests, and this had been published by the
University along with registration details.

Table 16—2 Sub-test es04 Items #1-10 Target skills (Munby 1978:126-131)

Item Target skills

#1, #4, Understanding information in the text, not
#6, #10 | explicitly stated, through making inferences

(Skill 22.1)
#2 Recognizing specific literary figures
#3, #7, Deducing the meaning and use of unfamiliar
#8 lexical items, through contextual clues (Skill
19.2)
#5 Understanding relations between parts of text

through lexical cohesion devices of pro-
forms/general words (Skill 30.7)
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Item Target skills

#7 Understanding relations between parts of text
through lexical cohesion devices of antithesis
(Skill 30.4)

#9 Interpreting text by going outside it,

integrating data in the text with own
experience or knowledge of the world (Skill
34.3)

Item #2 was not based on a skill given in the specification, nor
does this appear as such in Munby (1978:126-131). It was
included in the test paper by the author in the belief that this was
a skill candidates who had recently completed Spanish secondary
schooling would and should be able to demonstrate. The item
was included in the final count, and scored as normal.

16.2.1.1 Facility values
Overall, this set of items failed to test candidates adequately.
Given that this was a test of the candidates’ first language, we
would have expected a range of Facility values near or above the
target maximum of 0.7. In fact, only one item proved casier than
required, and half of the set were more difficult than the
minimum. Only items #3, #4, #6, and #10 came within our range.
Three of these focussed on the same target skill (Figure 16—1).

16.2.1.2 Discrimination indices
The performance of this set in terms of discrimination was also
disappointing. Only three items achieved the minimum, two of
which also had FV scores within our range (Figure 16—2). These
items, #6 and #10 will be discussed in more detail later. Item #9
also discriminated to a limited extent, but this item was difficult.
All of the other items were below the target minimum, and one,
#5, produced a negative figure.

16.2.2 DrscussioN
Some of the causes for the poor performance of this sub-test will
be seen 1o have derived from the preparation of the paper itself.
Others are due to the difficulties inherent in the uncoordinated
writing of test papers, when neither peer evaluation nor trialling
is carried out. Others have to do with aspects of writing MCQ
items. In our discussion, we will make use of the FV scores for
all of the options in order to contrast performance.
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Figure 16—1 Sub-test es04 items #1-10 Facility values
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ITEMS #6 AND #10

These two items focussed on the skill of inferencing, as shown in
table 16—3. In the case of #6, we can sce that all of the options
offered were plausible, but only one was clearly correct given the
context of the phrase.

Table 16—3 Sub-test es04 ltem #6 Question stem and options (a ¥ indicates
the key response)

6 ... las profecias, a la larga sensatas, ..." (parrafo 2). La
expresion subrayada se podria sustituir por ...
A. Cuando ha pasado un tiempo.
B.  asu debido tiempo.
C. en su momento.
D Siempre.

T

Given that the distractors do appear plausible, we would expect
an even spread among the alternatives chosen by candidates. In
this casce, that would mean some eight responses for cach of the
alternatives, and FV scores of around zero. 15. The spread was
uneven, although all options did attract some responses.

Table 16—4 Sub-test es04 Item #6 Facility values for all options (shading
indicates key response)

leem 64 |#68 #6C #6D
Actual 39 214 3 7
responses

FV 10.25 0.05 0.13

Candidates without actually reading the passage could reject
alternatives #6C and #6D, whereas #6B probably nceds reference
to the text to ensure it is incorrect.

In the case of item #10, which appears below, we find a similar
scenario. The skill targeted is also inferencing, and the spread of
responses attracted by the distractors could be expecied to be
slightly lower or the same as for item #6. However, the first two
are casily ruled out as each is based around a word that carrics
elements of negation in its meaning: carencia and ausencia. The
decision then is limited to a choice between #10C and #10D, and
the only real difference is in the strength of the reference.
Candidates would, again, probably be able to make a decision
about this item without referring to the text, and choose #10C,
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because it represents a more forceful alternative, more in line
with the use of rirania in the stem,

Table 16—S5 Sub-test es04 Item #10 Question stem and options (v indicates

key response)

1 "..latirania de la imagen ..." (parrafo 3) se refiere a la
0

A. Carencia de otros intereses visuales.
B. Ausencia de otros medios.
C. Atraccion absoluta hacia el cine y la TV. v/
D. Influencia de los medios audiovisuales,
ITem #9

This item proved difficult with an FV of 0.24, but it was a good
discriminator, with a DI of 0.33. The inclusion of the item, based
on the candidates’ knowledge of the texts quoted and their ability
to identify them as contemporary literature, or choose the correct
alternative by elimination, corresponded to the test author’s
knowledge of the potential candidature. Superficially, all of the
alternatives could have been correet, and the spread of responses
was good.

Table 16—6 Sub-test es04 Item #9 Facility values of all options (shading
indicates key response)

ltem

Actual
responses
FV

Idcally, each alternative would have attracted 14 responses, and
thus achieved a FV of 0.25. It is likely that candidates who opted
for #9D did so because they confused Ulysses, by James Joyce,
with the Greek classic, and assumed that La Momadia Mdagica
was neither Greek nor a classic. Again, in the answering of this
item we see that there was much room for candidates to score the
points by drawing on their general cultural background
knowledge and without having recourse to their reading skills.
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ITEMS #3 AND 4

The other two items that achieved average FV scores, were #3
and 4, with 0.47 and 0.51, respectively. Each of these focussed on
a different skill. Item #3 was based on

Deducing the meaning and use of unfamiliar lexical items,
through contextual clues (Munby 1978:126-131 Skill 19.2).

Effectively the stem asked candidates to choose a synonym for
the word underlined from those given in the options.

Table 16—7 Sub-test es04 Item #3 Question stem and options (v indicates key
response)

3  "... muchos titulos en apariencia rimbombantes ..."
(parrafo 1) ;qué adjetivo estaria mas proximo a la
palabra subrayada?

A. Sonoro. I
B. Rumboso. —
C. Glorioso. P
D. Llamativo. w

One obvious distraction in the wording of this item lies in the fact
that the adjectives used in the options are all presented as
masculine singular forms, when the focus of the stem ison a
masculine plural form. This type of incoherence is not necessarily
going to cause difficultics 1o candidates, but it might, and given
the nature of the item it constitutes an unnecessary distraction.

Table 16—8 Sub-test es04 Item #3 Facility values of all options

Item 3A #3B
Actual 15 9
responses

FV ).27 0.16

As can be seen, all of the aliernatives attracted some responscs,
although the spread was not balanced. As 26 candidates chose the
key response, giving this an FV of 0.47, the ideal FV score for
cach of the others would have been around 0.17. In this instance,
alternative #3A, perhaps the Jeast unusual of the distractors, has
attracted rather more than its fair share.
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Item #4 focussed on

Undersianding information in the text, not explicitly stated,
through making inferences (Munby 1978:126-131 Skill 22.1).

However, in fact it presented three distractors that left little
choice to candidates. What is surprising is that it should have
achieved such a low FV score, given the manner in which the
options are presented. In an MCQ item, any clear indication that
one of the options is in some way different to the others marks
the option in question as cither clearly the key response, or
completely wrong. In this case, without even reading the text,
candidates would have been able to judge that option #4A is
correct. They could do this, firstly because it is clearly different
to the other three, and secondly from their knowledge of
morphology, which would lead them to associate the form ~ietas,
in the question stem, with the adjective despectivo in the option.

Table 16—9 Sub-test es04 Item #4 Question stem and options (v indicates key
response)

4 "Comedietas de corte casero ..." (parrafo 1). Con esta
expresion el autor se refiere ...
A. al uso despectivo del término comedia.
B. ala Comedia de costumbres.
C. ala Comedia de caracter,
D. ala Comedia familiar.

[T

Having said that, we need now look at actual performance. In
fact, the item was more difficult than we might have predicied,
and the range of FV scores achicved by the options was quite
high. Why did option #4D attract 22 responses? Quite possibly
because candidates did actually read the item and try to respond
with reference to the text.

Table 16—10 Sub-test es04 Item #4 Facility values of all options

Item JA 1 #48 #4C #4D
Actual 28= 15 0 22
responses "

FV S1_.0.09 0.00 0.40

If we now look briefly at items #1, 2, 7 and 8 we may find some
sort of explanation for their difficulty other than any connection
with the target skills on which they focussed. Each of these items
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was based on a different skill, and cach presented different
difficulties of a technical nature, which might have been
eradicated had the sub-test been given 1o one or more colleagues
for revision,

ITEm #1

This item proved very difficult, and was deficient in terms of
discrimination. Why was this the case? As the first item on the
paper, and in line with the generally established policy, it woulkl
have been best to offer candidates an item which was at least of
average difficulty.

The difficulty of the item lies in the fact that the affirmation of
the first sentence of the text does not appear at all logical unless
and until it is seen in the context of the full passage.

Table 16—11 Sub-test es04 Item #1 Question stem and options (v indicates

key response)

1 Segin el texto, la idea de que la lectura provoca
aburrimiento, (parrafo 1) ;qué hdbito ha creado entre
la gente?

A. Potenciar la cultura de la imagen.
B. Dificultad de concentrarse.

C. Acostarse mas temprano.

D. VermaslaTV.

[T

Again, options #1C and #1D effectively cancel each other out, as
there is a degree of opposition in the content of cach. In addition,
option #1B seems illogical if we carry out a first superficial
reading of the text. Moreover, it is the only one of the four
options that uses a noun as the headword rather than a verb.
Option #1 A seems both the most logical, if we relate the text to
our knowledge of the world, and the most accurate unless we
spend a lot of time on the text. However, as we have shown in,
the key response was #1B. The justification for this, in the view
of the author, is to be found in Paragraph 1, in the phrase

«..un habito de pereza...
considered synonymous with option #1 B.

Candidates evidently did not see this, and the choice of the
majority was for option #1A.
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Table 16—12 Sub-test es04 Item #1 Facility values of all options (shading
indicates key response)

item #1A 1 1#I1C #1D

Actual 9 & 0 20
i

responses S

FV 0.53 0.11 10.00 0.36

Furthermore, option #1D gained a significant number of
responses, with the key response attracting only six candidates.

In our analysis of the paper carried out after the marking session,
we gave some thought to the question of whether or not this item
was valid. It could not be said that the key response was
incorrect, but it was clearly a very difficult item. In a revised
version of the test this item would either have been replaced or
made casicr. As things stood, the item was counted as valid for
the sample taking the test, and the markscheme was applied as it
stood.

ITEM #2

A superficial analysis of this item from the point of view of a test
task shows that it should function adequately. It is only when the
item is compared with the test specification that we see it is based
on the knowledge of a series of concepts that are external to the
test. Whether or not we can assume that candidates know these
items is not relevant here. The importance of this lies in the fact
that the item contravenes the test specification as it depends not
on the ability of candidates to demonstrate their use of reading
skills, but on their content knowledge of rhetorical figures. It is a
clear example of an item that fails to meet criteria of construct
validity.

Table 16—13 Sub-test es04 Item #2 Question stem and options (v indicates
key response)

2  "Cualquier espacio de la TV entretiene mds y mejor
que la mas entretenida novela de aventuras ..."
(parrafo 1) ;qué figura retérica parece que emplea el
autor en esta frase?

A. Anéfora.

B. Paradoja. Z
C. Anacoluto. =
D. Redundancia. .
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Technically, the item is presented well. Each of the alternatives is
a single noun, and cach belongs to the same semantic category.
The flaw lies in the underlying assumption about the content of
the item and the test specification. However, the item did not
serve any significant purpose in the test, as the FV score was low,
0.25, and discrimination was zero. Effectively it was an item
wasted.

ITEMS #7 AND #8
These items have one target skill in common, namely that of

Deducing the meaning and use of wnfamiliar lexical items,
through contextual clues (Munby 1978:126-131 Skill 19.2).

The difference between them lies in the more complex
mechanism of item #7, which requires the use of a second skill in
order to handle the stem and options. This second skill —

Understanding relations between parts of text through lexical
cohesion devices of antithesis (Munby 1978:126-131 Skill
30.4)

— which is closely related in the first in that it also deals with an
aspect of lexis makes the item seem more difficult. The reality of
the results, however, is that both items are difficult, with FV
scores of 0.25 and 0.135 respectively. Neither item discriminates
to a significant degree (#7 DI 0.07; #8 DI 0.13).

Table 16—14 Sub-test es04 Items #7-8 Question stem and options (v
indicates key response)

7 "...tuvieron el poder de cautivar a toda una
generacion ..." (parrafo 2). ;Cual seria el verbo mas
exactamente contrario de cautivar?

A. Desencantar.
B. Aborrecer.
C. Rechazar,

D. Repeler.

8 "Quién recuerda a los centauros de Karl May ..."
(parrafo 2). Con qué palabra o palabras podriamos
sustituir el término "centauros” segun el sentido del
texto.

A. Vaqueros (cow-boys).
B. Jinetes audaces.

C. Policia montada.

D. Caballeros.

11

TS
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Why have these items failed to discriminate between candidates?
In the case of #7, the answer probably lies in the extreme
difficulty of the question stem, and in the fact that the four
alternatives are very close in meaning. That option #7D should be
correct is difficult to justify.

Table 16—15 Sub-test es04 Item #7 Facility values of all options

Item #7A #7B #7C
Actual 28 9 3
responses

FV 0.51 0.16 0.05

The FVs scored by all of the options show that #7A was the most
popular by far. The very nature of the semantic proximity
between #7A and #7D makes it likely that, had a prior analysis of
results been possible, the key response for this item would have
been changed.

Similar problems emerge with item #8. The key response is the
third most popular, and it is really only #8C which can be casily
discounted. OF the apparently correct options #8A is either the
most likely, or the least likely, because it includes the loan word
cow-boys, which candidates may have rejected precisely because
it contains an English word. Again, the item seems to have a
number of intrinsic, technical flaws, which would almost
certainly have led to its revision, had the sub-test be trialled.

Table 16—16 Sub-test es04 Item #8 Facility values of all options

ftem #8A | #88 #8C #8D
Actual 8 129 2 16
responses &

FV 5.0.53 0.04 0.29
ITem #5

The only item we have yet to discuss in this set is #5. This is
designed to focus on the skill of

Understanding relations berween paris of text through lexical

cohesion devices of pro-forms/general words (Munby
1978:126-131 Skill 30.7)
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In fact, it scems to have a double focus, as did #7, because a
further skill is required in order to manage to relate the stem and
options to the item. To a certain extent, candidates must be able
to interpret the text

By going outside it, “reading between the lines™ (Munby
1978:126-131 Skill 34.2)

Without this ability, they are unable to discern which of the
options is correct: the more obvious superficial reference based
on the association of ritilos miticos with dioses griegos in #8C,
or the key response of #8B.

Table 16—17 Sub-test es04 Item #5 Question stem and options (v indicates
key response)

5  "..se reeditan titulos miticos del género ..." (parrafo
2). Con esta frase el autor se refiere a los libros ...
A. de profundo sentido religioso.
B. mas conocidos.
C. de dioses griegos.
D. mas consultados por los especialistas.

|11

If we refer to the FV scores for all of the options, we find that the
item produced no difficulties at all, with the highest FV score of
the set at 0.93, making it 100 easy. The item, however, provides
the only negative DI score of the section with DI -0.07, which
shows that the stronger candidates made mistakes by choosing
#5C. Options #5A and #5D attracted no responses at all,
demonstrating their inefficiency as distractors.

Table 16—18 Sub-test es04 Item #5 Facility values of all options (shading
indicates the key response)

Item SA

Actual

responses

FV .00 0:93 :0.07 0.00

16.2.3 ERROR IDENTIFICATION AND CORRECTION
These items were seen as a significant improvement in the
construct validity of the test.
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Table 16—19 Sub-test es04 Error identification and error correction items (Key
responses appear in the right-hand column in bold italics. Item numbers have
been added to facilitate the discussion.)

A continuacion, presentamos el ultimo parrafo del texto; en él se
han introducido 10 errores de tipo linglistico (acentuacion,
ortografia, morfosintaxis y puntuacion). Marcar el punto donde se
encuentre una incorreccion y proponed la solucion correcta en la

linea de al lado.
Comprendo (11) que-al
enfrentar ejemplos de la
cultura llamada "superior”
contra los de la (13)

supcultura, me adentro en una

selva tan intricada como la de
la Comedia. En cualquier caso,
conviene disponer de la
suficiente humildad para no
despotricar contra las novelas
que, (15) segun ¢l tdpico, "se
leen de un tiron". En realidad,
(17) restituyan al lector
perezoso sus derechos sobre
la imaginacién, hoy (19)
aletardada bajo los sobornos
constantes de la caja tonta.
Este esfuerzo es el primero
que cabria (21) esigir. Sigo
recordando el ejemplo de mi
amiguito el adolescente (23)
hemeréfile; salié de La Odisea
tan encantado que se puso de
inmediato a buscar
experiencias (25) parecidas-a
otros libros. (27) Mientras se
perdidé quince o veinte

concursos de varias cadenas. Y

si hizo esto un pobre
adolescente despistado, (29)
?han de serde-menos mis
vecinos adultos?,

Comprendo (12) que, al
enfrentar ejemplos de la
cultura llamada "superior”
contra los de la (14)
subcultura, me adentro en
una selva tan intricada como
la de la Comedia. En
cualquier caso, conviene
disponer de la suficiente
humildad para no despotricar
contra las novelas que, (16)
segun el topico, "se leen de

un tirén". En realidad, (18)
restituyen al lector perezoso
sus derechos sobre la
imaginacion, hoy (20)
aletargada bajo los sobornos
constantes de la caja tonta.
Este esfuerzo es el primero
que cabria (22) exigir. Sigo
recordando el ejemplo de mi
amiguito el adolescente (24)
homerdfilo; salio de La
Odisea tan encantado que se

puso de inmediato a buscar
experiencias (26) parecidas

en otros libros. (28) Mientras,
se perdioé quince o veinte
concursos de varias cadenas.
Y si hizo esto un pobre
adolescente despistado, (30)
ihan de ser menos mis

vecinos adultos?.

297



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Table 16—20 Sub-test es04 Items #11-30 Error identification and error
correction Target skills (Munby 1978:126~-131 Shading indicates items that are
not derived from this source)

Item Target focus

#11-12 | Recognizing the script of a language:

#23-24 | understanding punctuation (Skill 17.3)

#27-28 | Manipulating the script of a language: using
punctuation (Skill 18.3)

#13-14 | Recognizing the script of a language: following
#15-16 | grapheme sequences (Spelling system) (Skill
#21-22 | 17.2) Manipulating the script of a language:
catenating grapheme sequences (Spelling
system) (Skill 18.2)

#17-18 | Knowledge of irregular verb form

#19-20 | Knowledge of vocabulary

#25-26 | Understanding relations between parts of a text
through lexical cohesion devices of lexical
set/collocation (Skill 30.6)

Expressing relations between parts of a text
through lexical cohesion devices of lexical
set/collocation (Skill 31.6)

#29-30 | Discrimination between levels of register:
identification and substitution of colloquialism

The skills on which items #17-18, #19-20, and #29-30 were
focussed do not form part of the specification for the test, nor do
they appear in Munby (1978). They are, however, skills that the
author of the test assumed candidates should be able 10
demonstrate.

16.2.3.1 Facility values
As was perhaps to be expected with candidates being tested in
their first language, only four of the error identification items
produced FV scores within our target range, and all of thesc were
in the top half (FV <0.5). ltems #11, 19, 23, and 29 were of
average difficulty, or casy, while the remainder were casy, or
very casy. The corresponding correction items, #12, 20, 24, and
30 also fell within our range, and all of the FV scores were
slightly lower. Two other items, #26 and 28, also fell within the
target range. The FV scores for the error identification items had
both been 0.71, just above our target maximum. All of the other
FV scores for error correction were above our range.
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16.2.3.2 Discrimination indices
The value of these items as discriminators was surprisingly good,
given their relative case. Five error identification and their
corresponding five error correction items achieved good DI
scores, slightly or considerably above our target, Only one
recorded a negative DI score, item #14 (DI -0.33).

16.2.4 DrscussIonN

16.2.4.1 Error identification item s
First, we will look at the performance of the set of odd numbered
items and attempt to draw some conclusions as to the reasons for
their performance in terms of both facility and discrimination.

The three items that focussed on spelling, including the use of
accents, all performed in a similar fashion. These items were very
easy, with FVs over 0.81, and two of them failed to discriminate
to any great degree: item #13 had a DI of 0.07, and #135 reached
0.2. However, item # 21 passed our target and could be described
as a good measure of discrimination at DI 0.33. The target word
in the text, spelt wrongly, was esigir.

Another sub-set of items, which we can look at together here, is
#11, 23, and 27, all of which deal with questions of punctuation.
The first of these was of average difficulty (FV 0.51) but
deficient as a discriminator at DI 0.13. The second produced
good scores for both facility and discrimination: FV 0.58, also of
average difficulty, DI 0.38, a good discriminator. Finally, the
third of this set was casy, but it also proved a good discriminator
(FV 0.71; DI 0.33).

The remaining four items all focussed on different skills, three of
which were outside of the test specification. ltem #17 was very
casy, but discriminated well. It focussed on the use of an
incorrect, irregular verb form: restituyan.

Item #19 presented the non-existent aletardada, instead of
aletargada. 1t could be said that this was also a test of spelling,
but essentially candidates who were able to decide on the
correction probably needed to be able to do more than just spell.
Their capacity to distinguish between the plausible but erroncous
was being put to the test.

ltem #25 required candidates to identify an incorrect collocation
in the context of the passage. This was also easy, with an FV just
above our target maximum, but a good discriminator: DI 0.4,

The final item, #29, was based on the analysis of register, and
candidates had to identify the colloquialism that appeared in
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Figure 16—3 Sub-test es04 Facility values of error identification items
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FV (range 0 to +1)

212 216 ®20 2 ’28 Target
minimum

Item numbers

300



SUB-TEST ED4

Figure 16—5 Sub-test es04 Discrimintion indices of error identification items
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Figure 16—6 Sub-test es04 Discrimintion indices of error correction items
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the passage. This item produced a high FV score, 0.62, and the
best DI score 0.53, making it an excellent measure of
discrimination. The fact that it is also the penultimate item on the
sub-test is an added bonus, as it means that candidates have
reached the more difficult item when they have been through the
paper many times.

16.2.4.2 Error correction items
We will now look at the performance of cach of the even-
numbered items, which involved correcting the errors identified
previously. To do this, we will again follow the pattern of
looking at the items in sets according to the target skills.

Items #14, #16, and #22 all required candidates to correct errors
of spelling that had been inserted into the text. All of them
produced high FV scores, showing that they were very easy, and
none of them produced a good DI score, although both #16 and
#22 were average discriminators at D1 0.2 and 0.27, respectively.
The strangest result in this set, and in fact among the 30 items in
the sub-test, is that produced by #14. The DI score for this item
was -0.33, indicating that it discriminated against the strongest
candidates. Candidates chose to change completely the word
provided in the text, substituting phrases such as culiura inferior.
Some of their alternatives were correct, but they were carrying
out the wrong task. In this case, as the correction was carried out
without MODERATION or INTER-RATER RELIABILITY checks, these
candidates were penalized for having provided correct responses.

The set of items in which candidates had to correct errors of
punctuation were #12, #24, and #28, The performance of these
items was not bad, but it was very unequal in terms of their
discrimination. The first item proved of average difficulty and
was an average discriminator. The second was of a similar level
of difficulty, but a good discriminator with a DI of 0.33. The
third was also of average difficulty, although it had a higher FV
than the others, but proved an excellent discriminator at DI 0.53.

The final four items, #18, #20, #26, and #30 all produced
interesting results, with FV and DI scores that were in line with
the corresponding error identification items. In fact, all of them
produced good or excellent discrimination indices. Item #18 had
a high FV score, making it very easy, but did discriminate, while
the others produced FV scores between 0,58 and 0.69, and DI
scores of 0.53, 0.47, and 0.53, respectively.
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Figure 16—7 Sub-test es04 Frequency distribution of scores for MCQ items
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Figure 16—9 Sub-test es04 Frequency distribution of weighted total scores
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16.3 Descriptive statis tics

In this scction, we are going to look in some detail at the statistics
derived from the test and in particular at the comparisons we can
make between the different item types. This will involve a
discussion of the histograms that represent these visuvally, and of
the tables of descriptive statistics.

The reasons we will carry out this analysis by item type is that
the Examination board decided to WEIGHT the three components
of the test. In this particular test, weighting the components
meant that the raw scores obtained by candidates would not be
the same as the final scores.

Table 16—21 Sub-test es04 Breakdown of components to distinguish raw
scores from weighted scores

Component Maximum raw  Maximum
score weighted score

10 MCQ items 10 10

10 Error 10 5

identification items

10 Error correction | 10 )

items

The 10 MCQ items were given their full value with one point
cach; the 10 error identification and 10 error correction items
were given half their value, In this way, the Examination board
hoped to compensate for the experimental nature of this
component of the test. In fact, when we look at the results, we see
that this did influence the final pattern of results. The
FREQUENCY DISTRIBUTION of scores for the MCQ items was
quite close to being normal (Figure 16—7). The median and
mode were the same, and the mean was only slightly lower.

The degree of skewness was minimal (0.11). When we look at the
frequency distribution for the error identification and crror
correction items we see a very different pattem, or 1o be more
precise, a lack of a clear patiern (Figure 16—38). There are two
modes, at 14 and 18 out of 20. The median and mean are closer to
the first of these, and there is a slight negative skew. When these
figures are merged in the weighted scores which were used as a
basis for entry decisions, we find that the relative normality of the
MCQ items impresses itself on the overall score (Figure 16—9).
Essentially, this means that as the aim of weighting the scores
was (o counteract the more experimental nature of the error
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identification and crror correction items, this was successfully
achieved. The frequency distribution histograms display this
effect quite clearly.

Table 16—22 Sub-test es04 Descriptive statistics for MCQ items (score out of
10)

Mean 4.51
Median 5.00
Mode 5.00
Standard error 0.19
Standard deviation 1.37
Skewness 0.1
Level of confidence : 95% | 0.36

Table 16—23 Sub-test es04 Descriptive statistics for error identification and
error correction items (score out of 20)

Mean 13.95
Median 12.00
Mode (bimodal curve) 14.00
&
18.00
Standard error 0.39
Standard deviation 2.90
Skewness (0.75)
_Level of confidence : 95% | 0.77

Table 16—24 Sub-test es04 Descriptive statistics for weighted scores (out of
20)

Mean 11.48
Median 12.00
Mode 13.00
Standard error 0.27
Standard deviation 2.00
Skewness (0.21)
Level of confidence: 95% | 0.53
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Table 16—25 Sub-test es04 Descriptive statistics for unweighted total scores
(out of 30)

Mean 18.45
Median 19.00
Mode 20.00
Standard error 0.43
Standard deviation 3.21
Skewness (0.34)
Level of confidence : 95% | 0.85

To return to the error identification and error correction items for
a moment, we will look briefly at some measures that may help
us to learn about the comparative performance of these two sets
of items. In this way, perhaps we can find further insights into
their value, or lack of value. We have calculated the means for
each of the sets of scores. The conclusion we reach from these
data indicates that for these items, candidates found it as casy to
locate the errors, as they did to correct them. However their
ability to find errors was marginally more valuable as a means of
discriminating between candidates. These figures reveal very
little of certainty, and our speculations would need to be
corroborated, or not, by a larger.

Table 16—26 Sub-test es04 Comparison of mean Facility values and
Discrimination indices for error identification and error correction items

Mean score | Error Error
identification correction
Fv 0.68 0.68
DI 0.31 0.27
16.4 Reliability

One of the advances we hoped to make by introducing the error
identification and error correction items was in the arca of
reliability. The increase in the number of items included in the
raw score of the test would, we believed, go some way towards
achieving higher coefficients. By using the same procedures as in
carlier sub-tests we calculated the average for the split-half
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cocflicients and then went on to apply the Spearman-Brown
Prophecy Formula.

Table 16—27 Sub-test es04 Calculations of split-half coefficients of reliability

FV rank-order DI rank-order Average
Spearman-Brown
Fxx! 0.501 0.513 0.507
PAMTE 0.668 0.690
Thh! 0.334 0.345
1+ tny! 1.334 1.345
Guttman
xx! 0.488 0.511 0.499
S} 4.926 4.274
s2y2 2.882 3.415
s2x 10.327 10.327
Average 0.494 0.512
Overall average  |0.503

The conclusion that we reached is that in this specific sub-test,
the first of its type, untrialled, and with a number of errors in the
test writing and revision process, we had gained little in terms of
reliability. Similarly, the increase in the number of items that
would be needed to produce a reliable instrument was +12, which
is similar to that we had estimated for ecarlier tests.

Table 16—28 Sub-test es04 Reliability of a lengthened version

Spearman-Brown Prophecy Formula (42 0.906
items)

The Standard error of measurement for the test, at 30 items,
unweighted, was no improvement on that of carlier tests, nor was
it significantly worse. In fact, if the final scores had been
calculated on the unweighted total it would have been an
improvement. We would have been able to assert, with 68%
certainty, that any candidate’s true score lay within a range of
their observed score +1.37 out of a total of 30. A better score than
that out of 20.
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Table 16—29 Sub-test es04 Standard error of measurement

Standard error of measurement 1.37

16.5 Conclusions

The important conclusions we are able to draw from this sub-test
lic in two arcas. Firstly, there are two points that center on the
tasks and skills.

& We are able 10 add further weight to the argument in
favor of using items based on skill 22.1:

Understanding information in the text, not explicitly stated,
through making inferences

In three of the four MCQ items that focus on this skill,
we have achieved good results.

B The error identification and error correction items
focus on assumed knowledge, and reveal a significant
lack of precision. These items would seem to be testing
skills that are in need of improvement.

Secondly, we have a number of lessons-10-be-lecarned about the
test writing process:

& Problems arise when item writing is uncoordinated

n It is of value for item writers to analyze the actual
responses of candidates in order to learn how better to
write items

& Stem and option writing requires a good deal of care,

and is enhanced by teamwork, ensuring that
unprejudiced eyes lead the revision process.
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THIS TEST was the Language B English counterpart of LA sub-
test ¢s04, It was written and administered to candidates taking the
entry test to the University of Granada in July 1994, The sub-test
was taken after a test in LA at the Faculty of Arts, University of
Granada, in a single morning session, and in parallel with tests in
LB German and French. The results of this test, and those
produced from the LA test were used to select those who would
later take a sub-test in LB listening comprehension.

The single most important factor that may have had an impact on
candidate performance in this test is the fact that the
circumstances in which the LA sub-test was administered were
the cause of conflict. The administration of the LA sub-test was
wholly unsatisfactory causing protests from many of the
candidates both during and after the session. These later led to an
internal disciplinary inquiry. During the session candidates
encountered what they believed was an error in the paper, but
they did not receive a satisfactory explanation from its author.
The test paper had not been produced according to the established
specification or schedule, it had not been revised or trialled. The
member of the Examination board responsible for its
administration and correction failed to apply the markscheme
correctly, leading to inconsistencies in marking. There also
appeared a number of clerical errors in many of the scripts
meaning that scores were totaled incorrectly. As a consequence
the Examination board decided to alter the weighting of the LA
and LB tests to give the former less value. The ratio was changed
from 1:1 to 2:3. All of these e¢lements lead us to believe that
candidate performance may have been negatively affected as a
result.

Three hundred and sixty-two candidates took sub-test in03, and,
other factors not prevailing, we were reasonably confident that
the results produced would be representative, and that these
would confirm, or not, the conclusions we had drawn from the
more limited sample that took es04. As these candidates would
also continue their studies in Granada, we knew that we would be
able to make a follow-up study of their performance.
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Table 17—1 Sub-test in03 “A skeleton in the cupboard” (The European, 3-9
June 1994; Elan:30)

Birna Helgadottir on the literary triumph of an Icelander
who is also a New York yuppie prince

Olafur Olafsson
Absolution Orion, ,12.99

m IF OLAFUR OLAFSSON were a character in one of
his own novels, critics would no doubt think him a far-
fetched fantasy. The son of one of Iceland's best-known
writers, Olafur Johann Sigurdsson, the young Olafsson
joined Sony, rising to become, at the height of New York
yuppie fever, the president of Sony Electronic Publishing -
one of the youngest company presidents in US business
history. At the same time, he published his first novel to
rave reviews back in Iceland.

(2) Now, at 31, both Olafsson the executive and
Olafsson the novelist are flourishing to an extraordinary
degree. Electronic Publishing, riding the crest of the video
game boom, is the fastest-growing branch of the Sony
empire. Meanwhile its president, already the best-selling
author in Iceland's history has had his first novel in English,
Absolution, hailed by critics in the US and Britain as a
worthy successor to Dostoevsky's Crime and Punishment,

(3) Olafsson has chosen as the subject of his first
"international” work how embittered old age follows a
wasted life. Absolution is a study of a man whose life has
been poisoned by a "little crime” of treachery committed in
youth. The novel takes the form of the memoirs of Peter
Peterson, an Icelandic expatriate living the life of a recluse
in New York's Park Avenue. He has amassed a fortune
through a lifetime of dubious business practices, is cruel to
his estranged family and has no faith in God or humanity.
His only interests are old movies, wine and the charms of
his housekeeper,

(4) We are gradually introduced to the old
misanthrope's younger self, an idealistic youth, then known
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by his proper Icelandic name Petur Petursson. Young Petur
leaves his native Reykjavik to follow Gudrun, the girl he
worships, to Copenhagen, just before the Nazi occupation.
Itis here, in a blind fog of jealousy and shattered illusion,
that he carries out the deed that transforms him into the
bitter, amoral Peterson. The narrative, which zips back and
forth between past and present, pre-war Scandinavia and
modern Manhattan, is sandwiched between the musings of
its "editor”, a sensitive young Icelander who has discovered
Peterson's manuscript after his death.

(S) In Iceland the novel has sold 13,000 copies, one
for every 20 inhabitants. Olafsson's success there is in
many ways due to the fact that he embodies the curious
paradox of the Icelandic psyche.

(6) On the one hand, it is a materialistic nation with
one of the highest living standards in the world. In recent
years the traditional devotion to the Protestant work ethic
has often combined with growing consumerism to produce
the worst kind of yuppie excesses.

(7) At the same time, Iceland is probably the world's
most literate and literary nation. This is the country that
produced not just the medieval sagas - Europe's first
vernacular prose - but other more esoteric literary efforts.
The world's first Basque dictionary was written by a farmer
in North-West Iceland - he had learned the language from
Basque fishermen. The only epic poem ever written in
honour of the medieval Balkan hero Skanderbeg was
composed by an otherwise unknown Icelandic clergyman in
1861.

(8) Literacy rates have been nearly 100 per cent since
at least the 18th century. With 400-500 published here
every year, Iceland produces more books per head of
population than any other country. One in ten Icelanders
will be published in his or her lifetime - writing a book is
seen almost a form of national service.

(9) There is a poetic, mystical side to the Icelanders -
most claim to believe in God and most believe in elves and
ghosts, Poetic ability is considered the hallmark of a noble
personality, and artists and writers have a special
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dispensation, in a nation where hard work is considered
beneficial for its own sake, to lead a ramshackle, layabout
lifestyle. As the Icelandic Nobel prizewinner Laxness put it,
“since time immemorial, the Icelandic nation has had to
battle with men who call themselves poets and refuse to
work for a living."

(10) But Olafsson is a poet who works hard for his
living. He has also fulfilled another important Icelandic
dream - to become famous abroad: he has been featured
in Fortune magazine as a high-flying company president
and the New York Times Book Review as a promising
novelist.

The text (The European, 3-9 June 1994; Elan:30) was edited
down to 730 words and the version presented was in word-
processed format. Numbers were added to identify the
paragraphs, and some of these paragraphs were identified in the
question stems. This procedure was adopied to counter the extra
length of the text by comparison with the earlier sub-tests.
Adding paragraph numbers to the item stems speeds up the
reading required to locate the answer,

The topic is a book review, requiring no specialist knowledge,
and believed unlikely to favour any particular group of
candidates. Both the author and the book were thought 1o be
sufficiently remote from the candidates’ context that it was highly
improbable anyone would have heard of either.

17.2 Task types

As in sub-test ¢s04, three task types were used, four-option
MCQs, error identification, and error correction items.

17.2.1 FOUR-OPTION MULTIPLE CHOICE QUESTIONS

17.2.1.1 Facility values

The overall performance of these items was disappointing. Of ten
MCQ items only two — #5 and #6 — produced FV scores within
out target range, and the first of these was defective, as we will
see shortly. These two intermediate FV items aside, the
remainder were either easy, or very casy.
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Table 17—2 Sub-test in03 Items #1-10 Target skills (Munby 1978:126-131)

ltems Target skills

#1 Interpreting text by going outside it, “reading
between the lines” (Skill 34.2)

#2, #8, Understanding explicitly stated information
#9, #10 | (Skill 20)

Understanding information in the text, not
explicitly stated, through making inferences
(Skill 22.1)

#3 Understanding the communicative value
(function) of sentences and utterances with
explicit indicators (Skill 26.1)

#4, #6 Understanding explicitly stated information

(Skill 20)

#5 Deducing the meaning and use of unfamiliar
lexical items, through contextual clues (Skill
19.2)

#7 Selective extraction of relevant points from a

text, involving the coordination of related
information (Skill 41.1)

17.2.1.2 Discrimination indices
In contrast, the DI scores achieved by the same set of items were
much more promising. None were negative, and only two items
achieved a poor level of discrimination, and one of these was #3,
which we have already mentioned was defective. Of the
remainder, four can be classified as average discriminators,
coming below our target. The other items were all very good
discriminators, ranging in scores from 0.41 to 0.52.

17.2.1.3 Discussion
In this section we will look at the items in groups according to
their performance and the skills they were designed to test. We
will start by discussing the two items that scored the best Facility
values.

ITEM #5
We will deal with this item first because it is defective, and

clearly so, and because it is a good example of the difficulties of
producing good MCQ items without trialling.
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Figure 17—1 Sub-test in03 Items #1-10 Facility values
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This item, and all of the test, was revised by members of the
Examination board prior to administering the test, but at no point
were the options offered questioned. The text of the item, shows
that the key response was intended to act as a synonym for the
target word estranged. There are two defects in the item. The first
is apparent without reference to the text, as none of the options
can be seen to be a close synonym of the target word. The second
reason can only be perceived by referring to Paragraph 3 of the
text.

Table 17—3 Sub-test in03 Item #5 Question stem and options (v indicates key
response)

5 In the phrase "... to his estranged family ..."
(Paragraph 3), estranged means the same as ...
unfriendly.

foreign.

faraway.

ON w»>»

curious.

NERE

The sentences from which candidates are intended to deduce the
meaning of estranged by using contextual clues are:

The novel rakes the form of the memoirs of Peter Peterson, an
Icelandic expairiate living the life of a recluse in New York's
Park Avenue. He has amassed a fortune through a lifetime of
dubious business practices, is cruel to his estranged family
and has no faith in God or humanity.

In this context, the clearest meaning of estranged is #5C faraway.
This conclusion was reached by nearly half of the candidates,
whereas only 15% chose the key response, making this the least
popular of all of the alternatives. As we have said in the context
of other items, a well-written set of options should produce
similar FVs for cach of the incorrect altematives. In this case we
have a badly-written item, which does actually produce a good
spread of responses,

Table 17—4 Sub-test in03 Item #5 Facility values of all options

#58 #5C #5D

60 164 67
0.17 045 0.19

ltem

Actual responses (@5
FV
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In the context of the actual administration of the test, the item
was counted as valid, and option #5A was scored as correct,
maintaining the key response as predicted. This was felt to be the
fairest way of managing the problem without reducing the
number of valid items, and in the light of the performance of the
Error identification and Error correction items which we discuss
below. This was the option that produced the best discrimination
index score. Option #5C, the most popular of the responses, and
that which might be considered the correct measure of the target
skill being tested, actually provided us with a negative DI.

Table 17—5 Sub-test in03 Item #5 Discrimination indices of all options
(shading indicates the key response)

#58  #5C #5D
24 0.01 _(0.10) (0.05)

Allin all, we can say that the item has provided much food for
thought from a technical point of view, and little of value for the
immediate question of assessing candidates’ ability to use their
reading skills,

ITEM #6

“Understanding explicitly stated information” is the target skill
on which this item focuses. This is one of the more
straightforward skills, and so it would not be predicied 1o produce
a low FV. However, the fact is that the FV for this item was 0.49,
making it stand out in this set of Facility values. The key
response to this question, #6D, is based on information found in
Paragraph 4, and the difficulty may lic in the fact that the location
of the answer is not specified in the stem by reference to the
paragraph number. Candidates may have found that any of the
alternatives, with the exception of #6C, may be correct. In this
case it is a casc of climinating options which do not appear in the
text and/or associating the phrase

The narrative, which zips back and forth benween past and
present, pre-war Scandinavia and modern Manhairan...

with option #6D.
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Table 17—6 Sub-test in03 Item #6 Question stem and options (v indicates key
response)

6 In Absolution, the narrative ...
A. Displays characteristics typical of Icelandic
literature.
B. is a chronological account of the protagonist's
life.
has been written by an "editor".
D. Changes perspective frequently.

n

v

The FV scores for all options show that #6B proved a very strong
distractor, and that neither #6A nor #6C served much purpose.
Having said that, it is therefore interesting to note that this was
the strongest of all of the items in terms of discrimination. The DI
score of 0.52 makes it a very good item.

Table 17—7 Sub-test in03 Item #6 Facility values of all options

/tern #6A  #6F
Actual responses | 10 124
FV 0.03  0.34

Why option #6B should be such a strong distractor is difficult to
explain, It contradicts the key response, and the information that
indicates that it is incorrect seems fairly clear in the same phrase
taken from Paragraph 4 and which we have quoted above. The
reason may lie in candidates’ unfamiliarity with the word “zips”,
and their inability to deduce its meaning from the context.

ITems #8, #9, anND #10

These three items focused on the target skills of understanding
information both explicit and implicit in the text. As could be
predicted, those that were casier — #8 and #10 — failed to reach
the target minimum for discrimination, but all of them functioned
reasonably well.

The key response to item #8 can be understood by a careful
reading of the third sentence of Paragraph 8. It restates the
proposition of the stem and option #8B, and the difficulty lies in
candidates’ ability to interpret the phrasing of the text:

One in ten Icelanders will be published in his or her lifetime -
writing a book is seen almost a form of national service.
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Table 17—8 Sub-test in03 Items #8, #9, and #10 Question stem and options
(v indicates key response)

8 One out of ten Icelanders ...
A. has bought a copy of Absolution but has not
read it.
has published a book.
has read Absolution.
is a poet.
9 In Iceland people who think themselves artists
or writers ...
lead bohemian lives.
are social outcasts.
refuse to work for a living.
believe in elves and ghosts.
Olafsson has fulfilled an important Icelandic
dream because he...
embodies the traditional image of the writer,
does not believe in elves and ghosts.
has become famous abroad.
works hard.

©Nw

Bhd

°Soonw»

[ 14 |

SN w=>»

It is important for candidates here to be able to interpret the
modal “will” as indicating a generalization that is echoed in the
present perfect form of the option.

In item #9, the statements which are embodied in the stem and
cach of the options could all be correct according to the manner
in which the text is read. The Key response is found in Paragraph
9, but candidates need to interpret several phrases in order to
reach the conclusion that the item presents.

.artists and writers have a special dispensation, in a nation
where hard work is considered beneficial for its own sake, to

lead a ramshackle, layabout lifestyle.

The item serves as a summary sentence for the entire phrase,
reproduced above,

Item #10 is surprising in that the stem and key response echo two
phrases that appear in the text:

..another important Icelandic dream - to become famous
abroad...
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It scems too easy, in fact, but the item has functioned surprisingly
well.

In all three items, the range of responses attracted by the
distractors has been wide, showing that the incorrect options have
functioned poorly despite the good results achieved in terms of
discrimination. We can conclude, therefore, that technically these
items leave something 1o be desired, but in practical terms they
serve a purpose.

ITem #1

Another example of a poorly written item that has technically
functioned well is item #1. The target skill involved in this case
was that of “reading between the lines™, and the key option is
distant from the content of the text.

Table 17—9 Sub-test in03 Item #1 Question stem and options (v indicates key
response)

1 The growth of the electronic publishing industry

continues to amaze the business world.
has failed to live up to expectations.
appears to have reached a plateau.

has past its peak.

RERL

ONw>

However, the key response is the only option that is positive,
indicating that it is clearly correct, or that it is incorrect and that
there are only three valid alternatives, Candidates need not read
the text in order to come to this conclusion. However, once they
read the text and find all of the positive information relating to
the electronic publishing industry, particularly in Paragraph 2,
they can have little doubt about it. The FV was only just above
our target, and the DI score was 0.42, showing that the item
discriminated well. Option #1C was the strongest of the three
distractors, but the range was wide: FV 0.02 10 0.17, indicating
that they functioned poorly.

ITem #7
The 1arget skill on which this item focuses is onc that we have not
tested in previous sub-tests.

Selective extraction of relevant points from a text, involving the

coordination of related information (Munby 1978:126-131 Skill
41.1
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Although the item stem refers to Paragraph 5, this is just the
location of the target phrase and the options ¢cho or quote
elements that appear in Paragraphs 6, 7, and 8.

Table 17-10 Sub-test in03 Item #7 Question stem and options (v indicates key
repsonse)

1 "... the curious paradox of the Icelandic psyche

... (Paragraph 5} is that as a nation Icelanders ...

A. enjoy high living standards but act like yuppies.

B. are materialistic and yet highly literate and
literary.

C. are devout Protestants who have an affinity for
the Basques.

D. publish huge numbers of books each year
though they read few.

The key response is a composite of information that appears in
both Paragraph 6 and Paragraph 7. Candidates might be tempted
to jump at #7B because the first clement of this option is the first
response they would find in a linear reading of the text. However,
the fact that the other options are strong should entail a deep
reading of the paragraphs concerned and some thought in order to
put the response together.

The item was not as difficult as we would have liked, and the
distractors performed poorly, with a range of FV scores from
0.01 to 0.14. Nonetheless, item #7 did discriminate very well
with a DI of 0.50.

ITem #3

This item focuses on an element of written production, which
candidates may or may not be familiar with, in order to test their
ability to use the skill of

Understanding the conununicative value (function) of
sentences and utterances with explicit indicarors (Munby
1978:126-131 Skill 26.1)

The item stem focuses on the phrase a “little crime ™ of rreachery

and asks candidates 10 select the appropriate interpretation of the
communicative value of the inverted commas.
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Table 17—11 Sub-test in03 Item #3 Question stem and options (v indicates

key response)

3 When the writer uses the words "little crime"
between inverted commas she does so because
she ...

is using a recognized literary term.

wants to produce an ironic effect.

intends it as reported speech.

is quoting from the text.

1

CNnw»

In order to do so candidates must move beyond the text itself and
apply their intertextual knowledge. In practice, the supratextual
convention is not difficult to identify, and the FV score for the
item demonstrates its case. However, the DI score shows it is an
average discriminator at DI 0.29, and it almost enters our target
range. The FV scores for the alternatives are poor, though, with a
wide range. We would have hoped that each option might attract
something like 20 actual responses, but only #3D was chosen by
a significant number of candidates, and this was intended 10 be a
strong distractor.

Table 17—12 Sub-test in03 Item #3 Facility values of all options

Item #3A EBB N #3c  #3D
Actual responses | 4 g 14 43
FV 0.01 1 0.04 0.12
ITem #4

We have already seen that item #6 performed well. Item #4 was
focused on the same skill, but was much easier. It did, however,
produce an average DI of 0.27.

The item itself offers a range of options, all of which superficially
could be correct. In order to reach the key response, #4C, it is
necessary to identify #4B as incorrect, because these are mutually
exclusive. Option #4A is the most obviously incorrect, as
candidates discover fairly carly on in their reading of the text,
And option #4D is incorrect, but is an echo of a phrase that does
appear in Paragraph 2 and distracts well.
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Table 17—13 Sub-test in03 Item #4 Question stem and options (v indicates
key response)

4 Absolution ...

deals with an Icelandic theme. o
was first published in Icelandic. =LY
is Olafsson’s first novel in English. _"_
made Olafsson the best-selling author in

Iceland's history.

ON=»

The FV scores for all of the options show how only one candidate
failed 10 discount #4B, and that of the other two distractors one
was stronger.

Table 17—14 Sub-test in03 Item #4 Facility values of all options

Item #4A  #48
Actual responses | 14 1
FV 0.04 0.00

From the point of view of item writing, this item does indicate
that options that in one way or another echo the passage can serve
as useful distractors.

17.2.2 ERROR IDENTIFICATION AND ERROR CORRECTION
These task types were new to candidates, and as they are not
frequently used in EFL teaching, we believed that some
candidates might not perform as well as they should. In order 10
reduce this to a minimum we used a highly explicit rubric, which
listed the type of error and the number of errors of cach type, and
we included an example in the task (Table 17—16).

These items were based on a selection of target skills drawn from
Munby (1978) (Table 17—I15). We will now begin to look at the
items in terms of the overall pattern of Facility values and
Discrimination indices they produced.

17.2.2.1 Facility values
The range of Facility values produced by these items was both
narrow and low: 0 to 0.33. Only three error identification, and
two error correction items reached our target minimum. The
remaining items fell below this level. This means that all of the
items in the two sets were difficult or very difficult for
candidates. This is exactly the opposite of the pattern that
emerged with the MCQ items based on the same text.
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Table 17—15 Sub-test in03 items #11-30 Error identification and error
correction target skills (Munby 1978:126-131. Shading indicates items that are

not derived from this source)

/temns

Target skills

#11-12,

#15-16,
and #29-
30
#17-18
and #25-
26

#21-22

#23-24

Recognizing the script of a language:
following grapheme sequences (Spelling
system) (Skill 17.2), and Manipulating the
script of a language: cazenating grapheme

Understand}ng retattons within the sentence
(Skill 28), and Expressing relations within the
sentence (Skill 29)

Recognizing the script of a language:
understanding punctuation (Skill 17.3) and
Manipulating the script of a language: using
punctuation (Skill 18.3)

Recognizing indicators in discourse for
concluding an idea (Skill 35.4) and Using
indicators in discourse for concluding an idea
(Skill 36.4)

Recognizing indicators in discourse for
explanation or clarification of point already
made (Skill 35.6), and Using indicators in
discourse for explanation or clarification of
point already made (Skill 36.6)

Table 17—16 Sub-test in03 Error identification and error correction items (Key
responses appear in the right-hand column in bold italics. Item numbers have
been added to facilitate the discussion.)

The text continues here, but 10 errors - of grammar (2),
cohesion (1), spelling (2), punctuation (3), and vocabulary
(2) - have been introduced. Read the text carefully and
underline the errors you find. On the line provided in the
second column write the correct form. One answer has
been given for you as an example.
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(11)Nentheless there are
signs that the Reykjavik
intelligentsia is whipping up
something of a (13) backslap
against the golden boy -
some of its members have
slated the book, calling it
formulaic, catchpenny
literature, and have
complained that (15) they're
other (17) ieelandie writers
more deserving of an
international following.

As a novelist Olafsson has his
(19) fleors. His stately style
may not be to everyone's
taste, and he lacks (21)
lyricism-atmosphere is
another (Example) week point
- his anachronistic portrayal
of pre-war Reykjavik cannot
compare with the vivid way
writers (23) such-like Einar
Karason and Petur
Gunnarsson have conjured up
the post-war period.

He also resorts to obvious
ploys to whet (25)-the
readers-appetite. But overall
the book works extremely
well both as a (27)
psycologieat thriller and as a

character study.

Though Absolution is set for
publication in Germany,
France and Norway this
autumn, there is little chance
of Olafsson giving up his day
job. (29) He-is-saying-he does
not want to have to write to
pay.

(12) Nonetheless there are

signs that the Reykjavik
intelligentsia is whipping up
something of a (14) backlash
against the golden boy -
some of its members have
slated the book, calling it
formulaic, catchpenny

literature, and have
complained that (16) there

are other (18) /celandic
writers more deserving of an
international following.

As a novelist Olafsson has his
(20) flaws. His stately style
may not be to everyone's
taste, and (22) he lacks
lyricism. Atmosphere is
another (Example) weak point
- his anachronistic portrayal
of pre-war Reykjavik cannot
compare with the vivid way
writers (24) such as Einar
Karason and Petur
Gunnarsson have conjured up
the post-war period.

He also resorts to obvious
ploys to whet (26) the

reader’s appetite. But overall
the book works extremely
well both as a (28)
psychological thriller and as a
character study.

Though Absolution is set for
publication in Germany,
France and Norway this
autumn, there is little chance
of Olafsson giving up his day
job. (30) He has said/says he
does not want to have to
write to pay.
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Figure 17—3 Sub-test in03 Error identification items Facility values
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Figure 17—S5 Sub-test in03 Error identification items Discrimination indices
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17.2.2.2 Discrimination indices
In general, low FV scores mean low DI scores, and this sub-test
was no exception. None of the items reached the target minimum,
and six produced negative DI values. The highest discrimination
index score was for item #13, which reached 0.21, an average
level of discrimination.

17.2.2.3 Discussion
In global terms, we can say that this set of items has proved far
too demanding of candidates. But we must ask ourselves whether
this is a consequence of the inherent difficulty of the target skills
involved, a function of the specific task type, or of the individual
items included in the paper. If the construct validity is proven,
then the scores represent an accurate judgement on the
capabilities of the candidates; if either the task type or the
individual items are called into question, then the results have
more to do with poor test design that actual candidate
performance.

We will now group the items according to the target skills
involved and discuss their performance in more detail.

Items #11, #19, and #27 all focus on spelling in one way or
another. The first was what we considered a straightforward error
of omission — nontheless for nonetheless — the second a more
complex error involving the use of a homophone, and the third
another relatively simple error of omission — psycological for
psychological. 1t was our belief that both #11 and #27 would
score an FV within our target range, and that these were likely to
be towards to top of that range.

We thought that #19 was likely to be comparatively more
difficult, but that it too would score an FV comfortably within the
range. ltem #19 focussed on the recognition of a homophone, and
the necessary correction of the written form. This exercise in
precision was included as being a test of candidates’ ability to
identify a highly specific error of this kind. The error in question
— floor or flaw — was not “authentic”, in that it was not an error
that had been encountered in student work. It was, however, felt
to be a plausible error that might occur, and clearly was an error
that the text enabled us to use.

The FV scores for these items indicate that our predictions in
terms of difficulty were far from correct. The three items scored
FVs of 0.38, 0.11, and 0.06, respectively. This means that only
the first achieved our target minimum, and scored the same FV as
item #22, both of which were the highest in the whole set.

The error correction items based on these items were naturally
enough, lower scoring still. Item #12 scored an FV of 0.27, which
makes it difficult, but it was close to our target; but #20 scored
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0.06, and #28 only 0.04, meaning that virtually nobody was able
1o correct them successfully.

What is more disappointing is that the DI values achieved by
items #11 and #12, which apparently performed better than the
others, were actually very low for error identification, and
negative for correction. ltems #19-20 and #27-28 also produced
negative or zero DI scores.

Item #13, based on the knowledge of vocabulary was very
difficult, with an FV of 0.02, and the corresponding error
correction item #14 scored 0, i.c. nobody was able to respond
correctly. This item was probably ill-conceived in that the words
involved — backslap and backlash — are probably 100 obscure
in meaning and too close in morphology, for candidates to be
aware of the difference. The DI value for error identification was
actually slightly ncgative, meaning that it was not only difficult
for candidates to find the error, but that those candidates who did
find it were actually the weaker candidates overall. Correction
did not discriminate because no one was able to correct it.

The two items that focused on “relations within the sentence”,
#15 and #29 achieved better FVs: 0.35 and 0.26, respectively.
What’s more, the FVs for correction were also comparatively
better 0.32, and 0.23. The differences between these are marginal,
meaning that those who were able 1o locate the errors were
usually able to correct them. The first of these items entailed find
the incoherence of the phrase

..and have complained that they're other Icelandic writers
more deserving of an international following.

A careful reading would lead candidates to the realization that
with no relative pronoun they would need to make some kind of
correction, and substitute there are for they 're. In the case of item
#29 the task was apparently almost as easy. Candidates needed to
identify the inappropriate verb form with which the sentence
begins:

He is saying-he does not want to have to write to pay.

This involves relating the sentence to the rest of the text and
understanding the communicative function it fulfils. While
identification of the error was reasonably good under the
circumstances, it is surprising that very few candidates were able
1o correct it adequately, and that neither the identification of the
error nor its correction served to discriminate between candidates.

Similarly, it was disappointing to discover was that the two items
that focussed on punctuation, #17 and #25, were extremely
difficult for candidates, although the majority of those who were
able to identify the error succeeded in correcting it. The first of
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these simply required candidates to spot the lower case i used
with icelandic, which is acceptable in Spanish, but not so in
English. The second, which we also considered straightforward,
consisted of identifying the missing apostrophe of a possessive
form — to whet the readers appetite — and to correct the phrase,
This latter item was found by very few, and was corrected by
only a few of these. It did not discriminate between candidates.

The two remaining items were thought 1o be the most difficult on
the paper as each involved recognizing and using indicators in
discourse. In fact, these produced good facility values, given the
overall nature of performance, except that very few of the
candidates who were able 1o identify the error in #21 were
subsequently able to correct it.

Item #21 was based on the lack of a full stop and capital letter,
meaning that two sentences ran into one:

«..and he lacks lyricism atmosphere is another weak point...

Many candidates completely failed to understand the error, and
would appear to have read lyricism atmosphere as a compound
noun. Those who were able to identify it attempted different
means of correcting, many of which were acceptable even though
they were different 1o the key response. In these cases, the item
was marked correct if, in the context of the passage, the
correction proposed was considered acceptable.

The use of a connective phrase — such as — was the basis of the
remaining item. In this case, the candidates who identified the
item were gencrally able 1o correct it, but this item, too, failed to
discriminate.

Perhaps the most striking conclusions that can be made from
these sets of items are in two directions: firstly, they have to do
with the perception on the part of the test writer of the types of
error candidates should/would be able to identify. Secondly, they
concern the levels of ability demonstrated by candidates in the
MCQ items, and the comparable levels in these tasks.

The skills on which the error identification and error correction
items were based do not appear to be of any tremendous
difficulty. Rather, they are on the whole somewhat “tame” items.
Colleagues in the Examination board and in the Department did
not consider these items unduly difficult, nor did they believe that
they lacked content or construct validity. In some quarters the
conclusion reached was simply that the standard of English
attained in secondary schooling was “that poor”. However, it
seems highly unlikely that such a simplistic explanation should
be correct. We feel that the reasons behind these results probably
lic in a combination of these factors and, perhaps, others that we
have yet to identify.
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One thing is clear, by carrying out a comparison between the two
parts of the test, we have identified a strange discrepancy. The
correlation between candidates scores for the two weighted
clements of the sub-test, the MCQ items out of a total of 10 and
the Error identification and Error correction items out of a total of
20, was as low as 0.12. While we would expect there to be a
difference between the level of passive skills demonstrated
through the MCQ items, and active skills demonstrated through
the Error identification and Error correction items, we would not
predict such a great difference. A correlation of only 0.12
indicates virtually no relationship between the two, and that is
almost impossible to believe. This finding alone must incline us
to the conclusion that the greater part of the responsibility for
these results lies in clements other than the candidates’ level of
English.

17.3 Descriptive statistics

Even the most superficial analysis of the four histograms that
depict aspects of the results of this sub-test reveals the
discrepancy between the scores achieved by candidates in the
MCQ items and in the Error identification and Error correction
items. The curve of is strongly negative with skewness recorded
a1 -0.78. This influences the weighted scores, but to a lesser
extent, producing a figure of -0.24. The histogram representing
the scores out of 20 for the Error identification and Error
correction items is totally different (). Here the skew is almost as
great, but it is positive at 0.70.

17.4 Reliability

Despite all of the difTiculties that we have encountered in the
individual items and particularly in the manner in which
candidates have responded to the task type, we find that the
average reliability coefficient for the test is quite good. In order
to calculate this we have viewed the test as a 30 item whole,
rather than taking into account the weighting in any way, as the
construction of the split halves does not permit this. The data
presented in Tables 17—21, 17—22, and 17—23, therefore,
reflect the statistics presented and present a more “normal”
distribution.

If we were to produce a revised version of this same test, by
adding nine items of the same nature to a 30 item, unweighted
sub-test, we would be able to attain a more than acceptable level
of reliability.

In this instance, due to the nature of the formulae, we are only
able to offer the S, based on the unweighted total out of 30. This
produces a figure of 1.99, meaning that we can be 68% certain
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Figure 17—7 Sub-test in03 Frequency distribution of scores for MCQ items
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Figure 17—9 Sub-test in03 Frequency distribution of weighted total scores
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any candidates’ true score would fall within a range of their
observed score £1.99. While this is greater than the S, for sub-test
es04, it is still an improvement on the margins we found in the 20
item sub-tests taken by Cohort A.

Table 17—17 Sub-test in03 Descriptive statistics for MCQ items (score out of
10)

Mean 7.32
Median 8.00
Mode 8.00
Standard error 0.07
Standard deviation 1.39
Skewness (0.78)
Level of confidence: 95% | 0.19

Table 17—18 Sub-test in03 Descriptive statistics for error identification and
error correction items (score out of 20)

Mean 3.53
Median 3.00
Mode 0

Standard error 0.14
Standard deviation 2.74
Skewness 0.70
Level of confidence : 95% | 0.28

Table 17—19 Sub-test in03 Descriptive statistics for weighted scores (out of

5.55
Median 5.50
Mode 5.00
Standard error 0.09
Standard deviation 1.83
Skewness (0.24)
Level of confidence : 95% | 0.19
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Table 17—20 Sub-test in03 Descriptive statistics for unweighted total scores
(out of 30)

Mean 10.86
Median 11.00
Mode 11.00
Standard error 0.17
Standard deviation 3.22
Skewness 0.39
Level of confidence : 95% | 0.33

Table 17—21 Sub-test in03 Average of split-half coefficients of reliability

Overall average 0.619

Table 17—22 Sub-test in03 Reliability of a lengthened version

Spearman-Brown Prophecy Formula (39 0.991
items)

Table 17—23 Sub-test in03 Standard error of measurement

Se

1.99

17.5 Conclusions

The conclusions we reach from our analysis of this test, build on
those for sub-test es04. Again, we have found that the longer
texts, and the increased number of items improves the overall
performance of the test. We have also interpreted candidate
responses and found that skills appear to operate in combinations,
even though we have attempted to target our items on individual
skills. Further, we have seem the effectiveness of items that aim
to test skill 20 — understanding explicitly stated information.
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THE PURPOSE of this chapter is to analyze the results of our
research against the criteria and performance targets established
during the design phase (Part 11). We divide the chapter into
several parts. First, we deal with the questions of validity relevant
to the longitudinal study, which was our principal objective. Then
we Jook at the validity of measures involved in the cross-
sectional study, and we continue with by analyzing the reliability
of the tests. After this, we take into account the measures that
demonstrate the practicality of our test instruments and analyze
their performance in terms of the principal indicators of item
analysis, namely the Facility values and Discrimination indices,
and the target skills tested. Finally, we consider the test design
process and discuss the combinations of task types and target
language skills that have performed well, and that we believe
could be exploited effectively in further tests.

In Table 18—1 we reproduce the criteria that we decided to use
in the longitudinal part of our study and, in the later sections we
present those we employed in the cross-sectional part. These are
expressed as correlation coefficients derived from the instruments
we have used.

Table 18—1 Summary of test implementation criteria, means of testing, and
targets relevant to our longitudinal study

Sub-test Means of testing Target parameters
performance
criterion
Response validity | Standard error of <1
(Carroll's measurement
condition 1)
Predictive validity | Correlation 20.65 at 5%
(Carroll's coefficients significance
condition 6) between LA and

LB sub-tests and

General

translation A-B

and B-A

In our discussion of the results we aim

@ To draw conclusions about the strength of the
correlation coefTicients produced,

@ To explain, as far as we are able, the discrepancies
between our results and our targets.
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@ To answer the general and specific research questions
on which our study is based.

18.1 Are the sub-tests we design and use in this study
valid?

This is one part of our basic research question. In Chapter 7, we
have already defined the different types of validity contemplated
in Classical Test Theory. Here we will answer the question with
reference to two of the validitics on which our study is based:
response validity and predictive validity. We do so in order to
fulfil the two essential conditions established by J.B. Carroll
(1981) in his research design model, which we have adopted for
our study.

18.1.1 RESPONSE VALIDITY (CONDITION 1)
We have described in Chapter 8, how the STANDARD ERROR OF
MEASUREMENT (S,) is the means by which we establish indirectly
whether Carroll’s condition | has been met by our tests. Crocker
and Algina (1986:146-152) emphasize the need to ensure the S,
of any test is as low as possible and we have set our target for
sub-test performance at S.<1. Table 18—2 shows the actual
performance of the sub-tests involved in the major part of our
study.

Table 18—2 Standard error of measurement (5,) calculations for four of our
sub-tests

Cohort | Sub- Se Unweighted total
rest

A es01.2 |1.62 20

A es02 1.74 20

A in02 1.95 20

B in03 1.99 30

We can interpret these values as meaning that we are 68% certain
that the true score of our candidates lies within a range of the
observed score plus or minus the S,.. We can be 95% certain that
it lies within a range of the observed score plus or minus 25..
With total scores out of twenty, in the case of the first three tests,
and out of thirty for the fourth, we must be clear that thesc are
high margins of error. Although they are comparable to those
described in the literature (Crocker and Algina 1986:151) they
are far from satisfactory. In the administration of the sub-tests,
and their usc to make decisions on entry 1o the degree program,
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these wide margins of error will almost certainly have led to the
unfair exclusion/inclusion of some candidates.

18.1.1.1 Conclusions

In part response to our specific research question

& Are the sub-tests we design and use in this study
valid?

We can begin to answer by saying that our level of error is higher
than we anticipated, and that therefore they lack the level of
response validity we wanted to achieve.

This leads us to consider another of our research questions:

3 What modifications can we introduce to improve the
sub-tests?

Without doubt, if we look at the data derived from employing the
SPEARMAN-BROWN PROPHECY FORMULA (Table 18—9) we can
sce that all of our sub-tests could be lengthened to achieve greater
reliability and thus reduce the S.. We report on this in more detail
below,

18.1.2 PREDICTIVE VALIDITY (C ONDITION 6)
In the following sections, we look at the correlation coefficients
derived from comparing the pairs of instruments, and we
comment on the strengths of the relationships in both Cohort A
and Cohort B.

The correlations in question are bascd on the use of the PEARSON
PRODUCT-MOMENT FORMULA, and KENDALL'S TAU, FORMULA.
In each case, we indicate the statistical significance of the
correlation with reference to the tables of statistical significance
reproduced in Silver (1997:102), and Sicgel and Castellan (1988),
and to a 5% level of significance. Shading in the tables presented
in this chapter indicates the correlations that are statistically
significant, and we will discuss cach of these individually.

We will later comment on the correlations between other
instruments in the study, and draw further conclusions from the
data we have generated.

18.1.2.1 Cohort A
In this section we will discuss the six correlations arising from
the comparison of these data, three of which are statistically
significant, although they all fail 1o reach our target standard
(Table 18—3).
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DiscussION

Table 18—3 Cohort A Predictive validity correlation coefficients

LA L8 A-8 B-A

LB
A-B
B-A

Language A reading skills and Language B reading skills

As would be predicted, there is virtually no correlation between
these skills in the two languages. This is perhaps indicative of the
low level of LB proficiency candidates have when compared to
that in their mother tongue: few, if any, approach LB native
spcaker standards. At a higher level of proficiency, we would
expect a greater level of skill transfer from LA to LB. This would
reflect the fact that reading skills are taught explicitly in the FL
classroom, but not in the mother tongue, where it is assumed —
perhaps erroncously — that all individuals have acquired these.

Language A reading skills and General translation A-B

There is a low positive correlation here, which does not reach the
level of statistical significance. We would suggest that this is
because the criteria that predominate in the correction of the
General translation A-B examination are heavily oriented towards
the target language. Most candidates will have a more than
sufficient command of their mother tongue to cnable them to
decipher the content of the source text, and the elements that
discriminate between candidates are those found in their ability to
express themselves in the target language.

Language A reading skills and General translation B-A

The fact that these tests should produce a negative correlation of -
0.09 perhaps indicates the differences in the nature of the skills
being evaluated. The active skill of written production is that
which dominates, to the extent that LA reading ability is an
irrelevance.

Language B reading skills and General translation A-B

Here we have a large sample (n>350) and we have attained a
positive correlation of 0.45. This fails to reach the minimal
requirement of our rescarch design, but is statistically significant
and, if it were corroborated by the results of Cohort B (below),
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would counter the poor results described by the negative
correlations we have discussed above.

Language B reading skills and General iranslation B-A

The logic of our study implies that the relationship between LB
reading skills and General translation from LB into LA should be
stronger than the complementary relationship we have just
described. Unfortunatcly, this is not the case. The correlation of
0.25 — while it is statistically significant — is weaker.

The explanation for this may well be found in unknown external
variables, which have intervened in the development of the
candidates over the two years of the study. Alternatively, it may
lie in elements of the entry test instruments themselves, possibly
in the content validity of the test items with respect to the target
performance in translation. We believe we have been testing
reading skills, but we may well been testing other skills in
addition, which in some way have marred our results, On the
other hand, it may even lie in aspects of the target performance
testing in General translation B-A.

General ranslation A-B and General translation B-A

Finally, we come to the relationship between the two
examinations in translation, which complement cach other. The
low positive correlation we find here, 0.32 indicates the common
and disparate clements of the two subjects. The common
elements lie in the practical aspects of translation, taught by two
teachers who have worked in close harmony over a number of
years. The divergences lic in terms of the directionality of the
translations, or the criteria the teachers apply, or the relative
weighting they give to each criterion.

CONCLUSIONS

Two years into the Translation and Interpreting studies program,
there are clearly a wide range of criteria, both linguistic and
methodological, which appear 10 have more bearing on the
correction of translation examinations than reading skills do. Has
the anecdotal emphasis on the importance of LB proficiency at
the entry point — as a gatckeeper — given way to an emphasis
on written production in LA and in LB, two years later? The
apparent contradiction in results may have part of its origin in
variation in criteria.

18.1.2.2 Cohort B
In this section, we will look at a set of data similar to that we
have just discussed. However, there are certain important
differences. The first lies in the absence of data for the Language
A sub-test taken by Cohort B, which we referred to in Chapier
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17. As we pointed out there, the circumstances that gave rise to
this lack of data may well have influenced other elements of the
sub-tests and may have affected the quality of the data we will
now discuss.

A second difference between these two cohorts lies in the
modifications to the test specification that were made. The most
important of these involved the introduction of a set of Error
identification and Error correction items in an attempt to test
aspects of written production through an objectively marked task.
The influence of this task should be most evident in the
correlation between the LB sub-test and the General translation
A-B examination, that is, translation into English.

Not one of the correlations that we have calculated from these
data is statistically significant, and one is actually negative.
However, this and all of the non-significant, low positive
correlations needs careful analysis, particularly as these
correlations are lower than those produced by Cohort A.
Specifically, the negative correlation between the Language B
sub-test and General translation B-A, where we would expect the
highest positive correlation, requires serious thought. All of this
discussion needs to be carried out in the light of the fact that the
LB sub-test concerned, in03, produced the highest split-half
reliability coefficient (0.619). This suggests that flaws in the test
as a test instrument are less likely to be the cause, and that other
factors must have intervened.

Table 18—4 Cohort B Predictive validity correlation coefficients

LB A-8 B-A
LB 1.00
A-B 0.14 1.00
B-A _(0.07) 0.21 1.00

Discussion

Language B reading skills and General translation A-B

The correlation coefficient of 0.14 is very poor when compared
with that attained by candidates in Cohort A (0.45). It seems to
indicate major changes in the levels of ability developed in the
candidates over the two year period, and would require a detailed
study of individuals and of their academic and personal
development over that period in order to establish any firm
explanation.

It was our intention, by including the Error identification and
Error correction items to measure written production in the LB,
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and we assumed that this would have an influence on the
predictive validity by raising the level of the correlation with
General translation into the LB. However, it does not appear to
have done so. Perhaps, again, this is an indication of the clements
of criteria used in the correction of the General Translation A-B
examination, where accuracy and precision give way 1o aspects
of style and maturity in written production.

At this point, we believe it is important to report that informal
feedback from all of the teachers of translation who taught both
Cohort A and Cohort B during their studies in the Faculty,
coincided in that they believed the latter 1o be much weaker in
LB English. This is reflected in the average grades attained by
these students up to their final year. Only at the end of their
studies did they begin to obtain grades comparable to their
predecessors. These views take us beyond the scope of our
rescarch, but point to further lines of research of interest.

Language B reading skills and General translation B-A

As we mentioned in the introduction to this section, the negative
cocfficient produced by this correlation has confounded our
hypothesis of the link between these two measures. A coefficient
of -0.07 can only lead us to speculate as to the nature of the
instruction and the learning undergone by the candidates. During
the two years between the administration of these test
instruments, the range of other variables that may have
intervened to a greater or lesser extent is unknown,

We do not discount the fact that the test instrument, sub-test in03,
may have been deficient in some way or another. However, we
feel that as it produced the highest reliability coefficient of all of
the papers, and as the item analysis (Chapter 17) was reasonably
good, it is less likely to have been the cause of this result. The S.
was 1.99, but the unweighted score was based on 30 points,
making it relatively good.

To conclude, the only explanation we can find is that other
variables, such as individual language leamning processes may
have influenced candidates’ progress to the extent that the
correlation should prove negative. Perhaps candidates who had
gained entry to the degree program and found that their level of
LB was relatively poor enrolled in complementary language
classes in order to improve. However, we find it hard to believe
that this particular variable could be the only explanation.

General ranslation A-B and General ranslation B-A

A comparison of the circumstances and instruments involved in
teaching General translation A-B and B-A 10 Cohort A and
Cohort B indicates few differences. The teachers involved were
the same ones and the core content and materials used during the
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General translation classes were unchanged. However, in the case
of Cohort A, the General translation courses were taught in
consecutive semesters. General translation B-A was taught from
October to February, and A-B was taught from February to June.
Each subject was examined at the end of the corresponding
semester. The following year, Cohort B was taught B-A and A-B
simultancously from October to June, with examinations held in
the June session. This variable may have influenced the
statistically non-significant coefficient of Cohort B (0.21).

As in the case of Cohort A (0.32), we have here a low positive
correlation. We expect that the causes of this lic in the same area
as in the case of Cohort A. That is, that these would derive from
the inherent differences of the directionality of the subjects, and
the differences of criteria and weighting of criteria applied by the
two teachers involved. Altemnatively, this lower coefficient may
be a consequence of the changes in the duration of the teaching
period that we have described carlier. Alternatively, they may be
the consequence of a combination of these factors.

18.1.2.3 Conclusions

Predictive validity is the criterion by which we have chosen to
evaluate our hypothesis that

Reading skills provide a measure of aptitude for
translation

We believe that in view of the results generated from our
longitudinal study of Cohort A, we are in a position 1o reject the
null hypothesis:

No direct relationship exists between reading skills and
aptitude for translation

We do so in the knowledge that the incomplete data generated by
Cohort B contradict that provided by Cohort A. However, we
have sufficient confidence in the results of sub-test in03, to
believe that these are a consequence of other variables outside of
our control.

However, we are not able to support our initial belief that the
language in which the reading skills are tested would be evident
in the directionality of the translation used to test predictive
validity. In other words, we have to accept the null hypotheses
that
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No direct relationship exists between LA reading skills and
translation from LA into LB
No direct relationship exists between LB reading skills and
translation from LB into LA

We now move on to the cross-sectional part of our study, and
look at the degree to which our test instruments achieved validity
against a further series of performance criteria based on the CTT
classification of types of validity. In Table 18—S5 we present the
summary of criteria, means of testing and parameters. In the
following sections, we will discuss these data with reference to
Cohorts A and B.

18.1.3 CONCURRENT VALIDITY

Table 18—5 How did we intend to test concurrent validity? What was our target?

Means of testing | Correlation coefficients between LA
and LB sub-tests and OPT, University
entrance test, and Secondary school
average

Target parameters | 20.65 at 5% significance

The concurrent validity of any test, as defined in Chapter 7, is
measured in terms of the correlations between the scores it
generates and those attained in other tests of the same knowledge
or skill(s). In the cross-sectional part of our study, we have not
administered any parallel tests of LA or LB reading skills.
However, we have administered an English language placement
test, the Oxford Placement Test (OPT) (Allan 1991), and we have
introduced data on the candidates™ University entrance
examination (Univ) and Secondary school average scores (Ssch).

In Chapter 3, we described the results of administering the OPT
to Diploma course students in an attempt 1o establish their LB
proficiency level. Later, in Chapter 8, we detailed the
components of the test, and indicated the overlaps between its
content areas and our more narrowly defined reading skills sub-
test. At that point, we stated that we had decided to use it as one
means of validating our work.

Furthermore, in Chapters 3 and 4, we have encountered the
question of the relationship between general intelligence and
aptitude. Both Bossé-Andrieu (1981) and J.B. Carroll (1981)
make the point that there are connections between the two, and
the former includes measures of secondary school performance in
her statistical analysis. Similarly, the bulk of rescarch into
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aptitude documented by Spolsky (1995) and discussed in Chapter
4, points to the 0.20-0.60 range as being that most commonly
found. Therefore, we conclude that this aspect of candidate
performance could have a bearing on our research. The
University entrance examination entails tests in LA Spanish and
LB English which clearly overlap with our sub-tests in a similar,
although less precise manner, as the OPT does.

Our prediction, therefore, is that there should be some low,
positive correlations between these measures and those of the LA
and LB sub-tests. Table 18—6 reveals the strengths and natures
of these correlations, which we discuss below. If these
correlations prove strong then we will have to consider the
practicality of using one or other of these tests in the place of our
own. We will deal with this in a later section when we discuss the
issue of test practicality.

18.1.3.1 Cohort A

Table 18—6 Cohort A Concurrent validity coefficients

Univ Ssch LA L8 OPT

Univ [1.00

Ssch 0.75 1.00

LA 0.21 0.09 1.00

LB 0.27 0.11 0.08 1.00
OPT 10.28 0.08 0.27 0.35 1.00

UNIVERSITY ENTRANCE EXAMINATION AND SECONDARY SCHOOL
AVERAGE

As was to be expected, the correlation between these two scores
was 0.75 which clearly shows a high level of similarity between
what are, after all, measures of essentially the same clements, but
with criteria applicd by two different although overlapping
collectives.

UNIVERSITY ENTRANCE EXAMINATION AND LANGUAGE A
READING SKILLS

The teachers of Language A within the Faculty of Translation
and Interpreting at the University of Granada argue that the
administration of a separate test of LA reading skills is
unnecessary and in recent years, such a test has been dropped
from the entry procedures. Their position is based on the
perceived similarities between the reading skills sub-tests in our
model and those found in the University entrance examination. A
correlation of 0.21 between these two measures is statistically
significant, and their position is supported by these figures.
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UNIVERSITY ENTRANCE EXAMINATION AND LANGUAGE B
READING SKILLS

The correlation we find here (0.27) is, surprisingly, slightly
higher than that for Language A. As a low positive correlation it
does indicate some sort of connection between performance on
the two measures and might be offered as an argument for the
abolition of a Language B entry test, too.

One general comment, which may be relevant to the
interpretation of the three relationships, is the fact that candidates
took all three examinations in a short period of time at the end of
months of intensive preparation. It is therefore likely that their
level of examination preparedness may also have influenced the
scores.

UNIVERSITY ENTRANCE EXAMINATION AND THE OPT

We did not expect this relationship to be significant. As a gencral
measure of English language proficiency, the OPT gives a low
positive measure of correlation (0.28) with selecrividad which is
logical in as much as there is an English language component to
the examination. However, the comparatively small sample
renders the results statistically insignificant.

SECONDARY SCHOOL AVERAGE AND ALL OTHER MEASURES

None of the correlations between the Secondary school average
and the other instruments in our study are statistically significant.
It may well be considered obvious that this was likely to occur.
However, the purpose of including these correlations was to
follow the line of investigation that appears in Bossé-Andricu
(1981; see Chapter 3) and that is clearly present in all of Carroll’s
writings, namely that some sort of relationship exists between
aptitude and the g factor, i.c. general intelligence. Bossé-Andricu
links these in her rescarch and finds a correlation of 0.254
between Secondary school average and Translation B-A,
although she does not state the sample size, nor does she affirm
the statistical significance of the relationship. If we are to give
her research the statistical benefit of the doubt, then our results
firmly contradict this relationship. From this, we conclude that a
measure of aptitude other than the secondary school average
is required. If we combine these data with those derived from
the University entrance examination, we must conclude that an
aptitude test of one sort or another does serve a purpose in the
selection process.

LANGUAGE B READING SKILLS AND THE OPT

In this instance we have a low positive correlation of 0.35 which,
if we consider the relatively few individuals in the OPT sample
(n>30) is remarkably good. The strength of the relationship
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would need to be corroborated by other studies in order for us to
make substantial claims for our test instrument, but it is
nonetheless a satisfying result. We can state, with a minimal

degree of certainty, that the test has measured skills that probably

overlap with those measured by the OPT,

18.1.3.2 Cohort B

Table 18—7 Cohort B Concurrent validity coefficients

Table 18—8

Univ Ssch L8 OPT

Univ |1.00

Ssch 0.46 1.00

LB 0.12 0.08 1.00
OPT _[0.05 0.03 0.45 1.00

UNIVERSITY ENTRANCE EXAMINATION AND SECONDARY SCHOOL
AVERAGE

The correlation between these scores (0.46) is surprisingly low
when compared to that for Cohort A (0.75). Perhaps, if we
contrast figures for three samples we can put these figures into
perspective. By “All applicants™, we mean all of those who took
the entry test. “Candidates accepted”, describes those candidates
who were offered places on the degree program in Translation
studies; and “Candidates rejected™ were those who were not
offered places as a result of the entry test and the combination of
their score on this test with their University entrance test score.

Correlation Univ Ssch
coefficient average average
All applicants | 0.72 6.88 7.25
Candidates 0.46 7.92 8.12
accepted
Candidates 0.56 6.51 6.94
rejected

Regardless of the level of the correlation, the level of ability
demonstrated by the University entrance examination (Univ) and
Secondary school averages (Ssch), respectively, indicate a sample
of high general ability. In Bossé-Andricu’s terms, these are
candidates whose general level of academic ability should enable
them, given time, to acquire the language skills necessary
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regardless of their initial language level. The lower coefficient
recorded for this sample may merely be due to the fact that the
sample was much smaller (n>60) than that of Cohort A (n >150).

One point of comparison available to us here are data on the
diploma intake students from 1992-93 (Table 18—9). These
show a slightly higher level of correlation between the two
measures, but rather lower average scores.

Correlation Univ Ssch

coefficient average average
Candidates 0.79 7.21 7.65
accepted

UNIVERSITY ENTRANCE EXAMINATION AND LANGUAGE B
READING SKILLS

The very low, positive correlation (0.12) here is such that it is
difficult to comment with any degree of certainty. The correlation
is weaker than that for Cohort A (0.27) and, as in the case of the
previous correlation, this may be due to the lower sample size, or
the circumstances surrounding the administration of the test.

UNIVERSITY ENTRANCE EXAMINATION AND THE OPT
The pattern of lower correlations for Cohort B (0.12) when
compared to Cohort A (0.28) is continued in these data.

SECONDARY SCHOOL AVERAGE AND ALL OTHER MEASURES
Similarly, the coefficients recorded between this set of measures
and the Secondary school average show an absence of any
relationship, and are also slightly lower than those for Cohort A,

LANGUAGE B READING SKILLS AND THE OPT

This particular coefficient runs counter 10 all of the others in the
set of values recorded for Cohort B in that it is stronger than that
recorded for Cohort A, and is statistically significant. The value
of this figure is that it confirms the information offered by the
results provided by Cohort A, and indicates that there is a clear
overlap of knowledge areas and skills between the two
instruments. Furthermore, it would appear that the overlap is
greater in the case of sub-test in03, in which we introduced the
Error identification and Error correction items, than it was for
sub-test in02.
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The conclusion that we are led to by these strengthens our belicl
that the criteria used to evalvate General translation A-B lay more
emphasis on aspects of written production in English other than
those of accuracy and precision. Alternatively, it may be that
these aspects have been adequately taught to candidates during
the two years of study before the General translation exam.

18.1.3.3 Conclusions
The concurrent validity of our tests would seem to have been
established by the strength and nature of the corrclations with the
OPT test. The relative weakness of the correlations against the
wider ranging measures indicate that our sub-tests do, in fact, test
discrete sets of skills. It is, therefore, to our analysis of construct
validity that we next turn in order 10 assess whether these discrete
sets of skills are those we believe them to be.

These results are in line with those found by Clapham (1975,
reported in Alderson 1984:13.

The study concluded thai the best predictor of reading ability
in a foreign language was not reading ability in the mother
tongue, but rather proficiency in the foreign language.

The correlation coefficient in her study (» = 0.67) was much
higher than that which we generated, but Alderson points out that
the results were influenced by *“text effect”, in that LB
proficiency was of greater importance when candidates were
working with an “casy” text. Reading ability was of greater
importance when they were working with a more “difficult” one.

18.1.4 CONSTRUCT VALIDITY

Table 18—5 How did we intend to test construct validity? What was our target?

Means of testing | Correlation coefficients between LB
sub-tests and OPT
Target parameters | >0.65 at 5% significance

The theoretical construct that we are attempting to measure is that
of reading skills. Objective tasks, such as the multiple-choice
questions and most of the other tasks we have used, are largely
based on reading skills, Similarly, the grammar and listening
components of the OPT are wholly based on the reading of
prompis. Therefore, we consider that the construct validity of the
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sub-tests can be measured through the strength of the correlations
between the LB and the OPT scores, shown in Table 18—S.

As these correlations are similar in strength for the two cohorts,
and both are statistically significant, we consider that a good
degree of construct validity has been proven. We have failed to
achieve our target parameters, but the results are in line with
those of researchers in FL aptitude. As we have discussed above,
part of this overlap is almost certainly in the ficld of reading
skills; a further part, we suggest lies in the arca of written
accuracy.

Table 18—8 Language B reading skills and the OPT. These correlation
coefficients indicate concurrent, construct, and criterion validity.

Cohort A | 0.35
Cohort B | 0.45

18.1.5 CRITERION VALIDITY

Table 18—9 How did we intend to test criterion validity? What was our target?

Means of testing | Correlation coefficients between LB
sub-tests and OPT

Target parameters | 20.65 at 5% significance

In our study, criterion validity is measured in terms of the
strength of the correlation between the LB sub-tests and the OPT,
this being the externally validated measure of English proficiency
that we have adopted for the purpose. The OPT tests
administered to both cohorts produced statistically significant
coefficients with the LB sub-tests (Table 18—38), which
demonstrate an effective overlap between the test instruments
even though they are below our 1arget value. This would also
seem to prove the criterion validity of our instruments, meaning
that as tests of some areas of English proficiency they are valid.

Criterion validity is important to our study as it enables us to
make appropriate comparisons between these cohorts and the
students who made up the carlier Diploma course population. As
we have said above, this provides a consistently strong
correlation in the two sets of data (Cohort A r = 0.35 and Cohort
B r = 0.45).
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18.1.5.1 Conclusions
We can conclude, therefore, that the hypothesis

Our LB reading skills sub-tests measure skills and areas
of knowledge that form part of general English language
proficiency

can be accepted. And we reject the null hypothesis

Our LB reading skills sub-tests measure skills and areas
of knowledge other than those that form part of general
English language proficiency

In addition, the data on candidate performance in the OPT leads
us to confirm another of our initial hypotheses, namely that

The introduction of an entry test that includes an LB sub-
test will raise the standard of general LB proficiency

The introduction of an entry test that includes an LB sub-
test will have no effect on the standard of general LB
proficiency

In this case, we offer a set of comparative results (Table 18—10),
in percentages, which indicate a general improvement in LB
proficiency over three years: the final Diploma intake 1992-93,
and the two degree course cohorts A (1993-94) and B (1994-95).

The general trend over the three years has seen an upward shift in
terms of the percentages of candidates in each band, most striking
of all in Cohort A. The mean score rose by 7 out of 200, which
Just failed to take the mean grade into a higher band. Cohort B
saw a lapse in performance as far as the mean grade was
concerned, and a wider spread of grades overall. The two
candidates who achicved Pre-clementary scores did so because
they failed to complete all parts of the paper, but we have been
unable to determine whether this was due to lack of time or
oversight.
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Table 18—10 A comparison of Language B proficiency based on the OPT scores
for three generations of students. The descriptors are taken from Allan (1990).

Descriptor Diploma Cohort A Cohort B
(92-93) (93-94) (94-95)

Mean score (out of 140 157 144

200)

N = 115 53 50

Advanced to near- 0% 2% 1.9%

native

Upper intermediate 10.4% 46% 34%

to advanced

Intermediate to 44 3% 40% 30.2%

upper intermediate

Lower intermediate 34.8% 12% 22.6%

to intermediate

Post-elementary to 8.7% 0% 7.5%

lower intermediate

Elementary to post- 1.7% 0% 0%

elementary

Pre-elementary 0% 0% 3.8%

18.1.6 CoNTENT vaLIDITY

Table 18—11 How did we intend to test content validity? What was our target?

Means of testing Expert opinions offered by members
of the examination board
Target parameters | Reference to the test specification

This is an element of our tests that is not measured objectively
but, rather, by the subjective evaluation of the members of the
Examination board who reviewed and revised the sub-test papers
with reference to the written specification. In the previous
chapters, where we have presented the results of each of the
scven sub-tests, we have commented on their gencral approval of
the papers, and on modifications we have made to the sub-tests
based on their suggestions.

We do not mean to accept the content validity of the tests as
proven, but in the light of our research, we feel that the null
hypothesis cannot be rejected. It is clear that the specialists
consulted felt that test items were adequate measures of the target

356



MEETING CRITERIA

skills as defined in the test specification. The efficiency with
which specialists are able to carry out this type of content
validation is question by Alderson (1990) but affirmed by
Bachman ct al (1988). It is a further line of resecarch 1o which we
could contribute in a future study.

18.1.6.1 Conclusions
Our hypothesis about the content validity of our tests is that

H)  The sample of reading skills included in each sub-
test is representative of those in our initial test
specification

Our tests have been “approved™ by those specialists called upon
to do so, and accordingly we reject the null hypothesis.

H .0 The sample of reading skills included in each sub-
test is not representative of those in our initial test
specification

However, we are aware that there are many flaws in this
procedure of content validation, and believe that further research
would lead to a greatly improved test specification, and an
improved content validation proccss.

18.1.7 Face vaLiormy

Table 18—12 How might we have tested face validity? What could our target
have been?

Means of testing | Likert scale
questionnaire
Target parameters | High levels of
satisfaction

In our study, for obvious reasons, we did not consider it
appropriate to discuss with candidates the experimental nature of
the entry tests that they had taken. Any information on the face
validity of the papers was gathered on an ad hoc basis in informal
conversation in the years following the entry tests, This aspect of
validity has been deliberately ignored from the formal research
perspective, and we are well aware that it is a failing in our
rescarch design. Face validity has enormous consequences in the
overall context of test administration and we consider it
important to follow up this line of investigation in the near future.
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Had we wished to conduct a survey, we would have followed a
model similar to that used by Weir (1983). This would have
involved administering a Likert scale questionnaire immediately
afier the test session. The questionnaire could have been followed
up at a later point by one-to-one interviews with selected
individuals to expand on their questionnaire responses.

18.2 Are the sub-tests we design and use in this study
reliable?

In this section, we compare the levels of reliability achicved by
the four tests that form a part of the longitudinal part of our study.
These tests are included in the sets of measures that we have
chosen 10 use in order to validate the test instruments. They are
sub-tests es01.2, es02, and in02, all of which were administered
to the candidates in Cohort A, and sub-test in03, which was
administered to those in Cohort B.

From a technical point of view it is evident that all of the sub-
tests used in the full sessions in our study failed to achieve our
target of >0.9 for reliability. As Table 18—9 shows, the highest
coefficient was achicved by the fourth of these, which
represented a change in the test design. This involved the
introduction of a set of error identification and error correction
items to complement the multiple-choice questions and the
removal from the specification of the matching exercise and the
True/False/Don’t know items. We also modified the MCQs by
reducing the number of options from five to four.

Table 18—9 Summary of reliability coefficients

Sub- Cohort  Split-half Extra Prophecy
test average items

es01.2 | A 0.592 +6 0.947
es02 A 0.451 +10 0.903
in02 A 0.395 +14 0.948
in03 B 0.619 +9 0.991

These technical modifications in the test specification, combined
with the experience we had gained in test writing and
administration, perhaps brought about the slightly higher
reliability coefficient. It is important to note that sub-test es01.2
—a revised version of a trial test — attained the second highest
of the reliability coefficients. This lends support to the widely
held view that tests should be trialled, and revised in the light of
trial results, as extensively as possible.
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However, we must conclude that the individual sub-tests were not
sufficiently reliable. Candidates, who hypothetically, might take
the same sub-tests again on a subsequent occasion, would
perhaps achieve different scores due to aspects of the test
instrument, rather than due 10 any element that might reflect on
their knowledge or skills.

The only straw we can clutch at to maintain a degree of faith in
the value of results derived from these tests is to re-state the fact
that we have been measuring the sub-tests as isolated
instruments. From the candidates’ perspective, cach sub-test is
one only in a battery of four, including the listening sub-tests for
interpreting described in the test specification in Chapter 8, but
which are beyond the scope of our rescarch.

18.3 Does the data gen erated in our research lead to
any other significant conclusions?

In the next section, we will look back at the full set of
correlations derived from the set of data we have accumulated
and attempt to interpret in depth a number of correlations which
have to do with the practicality of our test instruments.

18.3.1 CAN READING SKILLS BE USED AS AN EFFICIENT MEASURE IN OUR
REAL=WORLD SITUATION?

The practicality of our tests is one of the essential issues that has
to be established by our analysis of these results. If it can be
proven that satisfactory correlation coefficients are produced by
the use of tests other than the specific entry test then this has no
academic purpose whatsocver. Any decision to maintain an entry
test would, in that case, be a political or even economic decision
that could not be justified in other terms. An entry test, under
these circumstances, would be a gatekeeper levying a toll on all
candidates for entrance.

In view of the data we have gathered (Tables 18—10 and
18—11), it is evident that the academic justification for an enry
test is upheld. The correlations between two of the external
measures that — individually or in combination — might be used
10 substitute for an entry test are weak enough for them to be
discounted as adequate measures of aptitude for translation. None
of the correlations between the University entrance examination
or the Secondary school average and General translation A-B or
B-A are significant, some arc negative, and all of them are weak,
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Table 18—10 Cohort A The practicality of using University entrance test or
Secondary school average scores instead of a specific entry test

Univ. Ssch AB B.A
Univ (1,00
Ssch [0.75 1.00
A_B 10.22 (0.05) 1.00
B.A__10.11  (0.14) 0.32 1.00

Table 18—11 Cohort B The practicality of using University entrance test or
Secondary school average scores instead of a specific entry test

Univ

Ssch A8 B8A

Univ
Ssch
A_B
B_A

1.00
0.46
.06
.00

1.00
0.19 1.00
(0.13) 0.21 _1.00

If we look now at the data that corresponds to the relationship
between the OPT and General translation A-B, or B-A we find a
different picture (Tables 18—12 and 18—13).

Table 18—12 Cohort A The OPT as a gatekeeper in the making

OPT AB BA
oPT  |1.00
AB 067 1.00
BAA _[0.17 032 1.00

In the case of Cohort A, the correlation between the OPT and
translation into English is strong. This would tend to reinforce the
belief that the criteria of evaluation for the translation are much
more inclined towards aspects of written production. Data for
Cohort B are less strong, with the significant correlation being
that for translation into Spanish, taking us back to the element of
overlap between the OPT and General translation in terms of

reading skills.
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Table 18—13 Cohort B The OPT correlations with General translation

OPT A8 BA

OPT [1.00
AB [0.25 1.00
BAA_10.29 021 1.00

18.3.2 ConcLusIOons
In terms of practicality, it would seem proven that the data we
have generated indicate that the use of the OPT could enhance the
cfficiency of our testing process.

The relationships between the commercially prepared OPT and
General translation A-B and B-A are consistently stronger than
the relationships between our tests and the translation
examinations. Even with the low sample size (n>30) the
coefTicient for Cohort A can be considered “accurate enough for
most purposes” (Cohen and Mannion 1989:168-169). This leads
us 1o conclude that the criteria on which the General translation
A-B examination is marked involve a number of elements present
in the OPT, and therefore not specific to Translation studies, but
absent from our test instruments.

As we have indicated elsewhere (Chapter 8) the OPT as we
administered it involved a number of sub-tests of grammar and
listening, all of which were entirely founded on the reading of
item prompts and options. The OPT tests reading skills in a non-
specific manner as these are not the focus of any items but, rather
the means by which candidates reach the answers to items
objectively testing other skills and elements of knowledge, such
as grammar knowledge, and written precision.

A commercially trialled and tested examination obviously has
advantages over an in-house test such as ours, and in this case,
this has been proven more effective. One long-term question we
need to ask must therefore be: Should we adopt a commercially
available testing instrument such as the OPT instead of
attempting to produce our own? While the answer may be
conditioned by the practicalities of the matter — if we can buy
copies of the OPT, so can potential candidates — the reality of
the relationship between this measure and our target performance
in translation cannot be ignored, and should be the focus of
further research.

Finally, we should state that our hypothesis that

Translation studies involves a degree of specialization
such that a specific entry test of aptitude is justified
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can be accepted, and we can reject the null hypothesis:

Translation studies does not involve a degree of
specialization so great as to warrant the use of a specific
entry test of aptitude

We had been led into this area by our reading of Bossé-Andricu’s
work (1981), which has some grounding in Carroll’s theoretical
studies (1981), and which is supported by our colleagues in the
Department of Spanish Philology,

However, in the case of the Oxford Placement Test, the results
lead us to the opposite conclusion. We must accept that the
hypothesis has been proven.

A specific test of aptitude for translation is not required as
the relationships between the OPT scores are adequate
measures

Conscquently, we should reject the null hypothesis.

A specific test of aptitude for translation is required as the
relationships between the OPT scores are insufficient
measures

18.4 Item analysis

18.4.1 MATCHING EXERCISES
In the trial sub-tests, and in the tests administered to Cohort A,
we used a matching exercise to begin cach paper. These items
were intended to make the papers “candidate-friendly”, and the
FV target was in the range from 0.8 to 1. We did not expect them
to achieve our target for discrimination of 4°0.3, and only a few
of them achieved a significant level of discrimination, but those
that did were valuable contributions to test performance. Despite
this, the item type was discarded when we revised the test
specification for Cohort B in order to make way for the error
identification and error correction items, because it contributed
little to the overall test performance.

In the carly tests, we found that most of these items served their

essential purpose in that the FV scores they attained did fall
within our target range. We learned from results of the first sub-
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tests that these items needed a clear and precise rubric, and that
the format should include one, and probably not more than one,
distractor option. Furthermore, our analysis of the performance of
individual items taught us that the target skills on which they
were based, skill 46 — Scanning to locate specifically required
information — and the sub-skills derived from this, were more
complex in their actual application than we had believed. In some
cases, our analysis indicated that a more sophisticated
combination of skills was required in order to respond correctly
to these items.

From our analysis of these matching items, we encountered a
further complication, in that the candidates who successfully
complete all of the paper well within the time allowed have the
opportunity to return 1o them and revise their responses. In this
case, the skills being used are not scanning skills, but intensive
reading skills. Therefore, for these candidates, the task fails to
test our target skill,

In conclusion, we propose that a future test specification could
include these items, based on the same target skills, with the
proviso that the total number of items in the sub-test should add
up to more than the 20 raw points used to date, and that the time
limit should be calculated in such a way as to ensure that
candidates did not normally have sufficient time to re-read and
revisc their responses to these items. As we have said clsewhere,
more items would achieve higher reliability and reduce the level
of the S, These items could then perform their original function,
in a context in which few if any candidates would be likely to
complete the paper and have time to re-read and revise their
responses through intensive reading. The few scanning items that
do achieve a level of discrimination would be able to show their
worth.

18.4.2 TRUE/FALSE/DON'T KNO W
The performance of these items was more controversial than that
of the matching exercises, although both types were discarded
when we revised the test specification. This item type called into
question the FACE VALIDITY of the test.

Candidates were not familiar with the item type, and they use of
the third option — “Don’t know™, defined as “there is no
information in the text” — was almost certainly responsible for
the inconsistent performance of these items. While a number of
these tasks produced DI scores of 0.30 and higher, demonstrating
that they do discriminate well between candidates, many more
led us to review our choice of key response on the grounds that
tco many candidates had chosen what we had predicted as an
incorrect option.
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When these items functioned well, it seemed that the combination
of the type with skill 32.1 — understanding relations between
parits of text through grammatical cohesion devices of reference
— might prove particularly successful. However, we gathered
insufficient data to prove this.

We would not propose to reintroduce this task type into future
test specifications, but would prefer to trial other activitics.

18.4.3 MULTIPLE CHOICE QUESTI ONS
In the two specifications of the test, the number of options used
in the MCQ items was the only aspect that was altered. For the
first tests we used five alternatives, and for the later ones we
reduced this to four. The original decision was made in order to
try to limit the random effect to a minimum, but the results
indicated that we had failed to produce adequate options on too
many occasions. This meant that candidates ofien chose between
only two of the five responses, and that the others were therefore
of no use. The feclings of most of the item writers were that it
was difficult enough to produce good four-option items, and that
there was no purpose in further complicating their work.

The results of the tests written according to the revised
specification are not conclusive in this respect. The LA sub-test
we have studied in Chapter 16, shows how difficult the test
writing procedure can be, and the LB English sub-test has mixed
results. However, in general it does seem that by limiting the
number of options to four we lost nothing, and that quite possibly
much was gained.

Three skills appeared repeatedly in the list of those items that had
met our target performance parameters. These were skills 19, 20,
and 22:

Deducing the meaning and use of unfamiliar lexical items,
through

Understanding explicitly stated information
Understanding information in the text, not explicitly stated

The data demonstrated that when we combined these skills with
the MCQ task, we generally achieved good quality results,

We would include four-option MCQ items in any future test, and

would increase the number of items, and the text length.

18.4.4 ERROR IDENTIFICATION AND ERROR CORRECTION
This task type was introduced into the revised specification,
which was used with Cohort B, and with candidates at the
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University Alfonso X, “El Sabio™, in Madrid. The results were
mixed, in that many candidates achieved very low scores, and a
superficial review of the sub-tests involved might well conclude
that they task type was too difficult. However, if we look in more
detail at the items, we find that many of them achieved very good
and cxcellent levels of discrimination, despite their difficulty, ¢.g.
DI 0.53.

A further surprise that comes from analyzing the performance of
these items is that the Error correction items that focused on
spelling and punctuation were among the best discriminators,
even at a high level of language ability.

In a future test, we would include a set of items of this type as a
means of testing some aspects of written production. We would
also ensure that the two item types, that is Error identification and
Error correction, were evaluated in their own right, and that the
scores of sub-test components were not weighted against them.

18.4.5 TARGET LANGUAGE SKILLS
The basic principle of using discrete reading skills as the focus of
our item-writing process has been vindicated by the performance
of many of the items in these sub-tests, although it is clear that
we have much to learn about this. In addition to the skills we
have mentioned in the preceding sections, we have found that
skill 34.2:

Interpreting text by going outside it, “reading between the
lines™

also produced good results in True/False/Don’t know and MCQ
items.

However, the fact that a discrete, analytical approach to item
writing has been demonstrated to work, does not mean that we
have come to accept this as a model of the manner in which
candidates actually read. In fact, we have encountered a much
more complex reading process in our subjective, introspective
analysis of candidate responses. We are in no position to
generalize about “the reading process”, but we feel that we are
able to say that many reading tasks are probably carried out by
combining a number of reading skills and sub-skills. Whether
these combinations are in fixed sets, is beyond the scope of our
research, but we would suggest that different candidates probably
use different approaches in order to reach the same answers.

18.4.6 ITeM WRITING
Our experience of item writing has been illuminated by the
analysis of the sub-test results. In Part [1I Results, on a number of
occasions we have described the way in which candidates' actual
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responses have led us to review, and sometimes alter the key
responses we had chosen for the items. On other occasions, we
have discarded items when candidates’ responses have clearly
demonstrated that these failed.

The production of valid options for MCQ items has revealed the
value of seeking alternatives that echo, or (partially) repeat
phrases that appear in the text. In our sub-tests, the items that
have included this design feature have been among those that
have performed best. All or most of the options have attracted a
relatively even spread of candidates for these items.

In particular, we have learned much about the importance of peer
review by the members of an item writing team, and about the
perils of uncoordinated work. When trialling can be carried out,
this is essential to the production of quality tests. When trialling
is impossible, the value of content validation by peers is
immeasurable.

18.4.7 Faciury vALUES AND DI SCRIMINATION INDICES
Our comments on item performance have been based on our
interpretation of the objectively generated markers of facility and
discrimination. In the process of analyzing so many sub-tests, we
have found patterns of item behavior, which can be interpreted in
particular ways. [tems with a high FV can, and often do,
discriminate between candidates, and these items serve the
purpose of discriminating between candidates at the lower end of
the ability range. Items with a low FV and a high DI discriminate
well between candidates at the higher end of the ability range.
The value of being able to interpret item performance in this way
is that, when trialling is possible, final versions of tests can be
assembled with a balance of these items, so that the test will have
“something for everyone™. This also means that the users of the
test results are able to make informed decisions.
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LA INVESTIGACION que emprendimos genera un amplio abanico
de preguntas ¢ hipotesis. En este Gltimo capitulo comentamos
cada uno de cllos individualmente, sin referimos en detalle, a los
datos estadisticos que hemos presentado ¢n los capitulos
anteriores.

19.1 éSe justifica el uso de una prueba especifica de
aptitud?

Uno de los elementos comunes a toda la investigacién que sobre
aptitud hemos estudiado es la correlacién de la puntuacion
obtenida en busca de la validez criterial, a través de la
comparacion de ésta con medidas del coeficiente intelectual o de
la inteligencia general. Estos estudios equiparan a éste altimo con
las calificaciones de enseiianza secundaria o de la Selectividad.
Esta dimension de la investigacion hace que surja la pregunta. jes
necesaria una prucba especifica de aptitud? Ninguna de las
calificaciones a las que nosotros hemos tenido acceso — la de
Selectividad y la media global de secundaria — ha generado
correlaciones suficientemente altas con nuestros instrumentos
como para hacernos preferirlas y abandonar nuesiras pruebas.
Ademas, las correlaciones entre estos dos instrumentos indican
que los criterios que se aplican en cada uno de cllos son distintos.
En las tres promociones que hemos estudiado los niveles de
correlacién entre la Selectividad y la media de secundaria parecen
haberse distanciado lenta pero progresivamente. Todo cllo
contrasta con la suposicion inicial de que la Sclectividad sea
meramente una medida de la validez concurrente de las
calificaciones de secundaria. A todos los efectos, estos datos nos
hacen eliminar la posibilidad de utilizar cvalquiera de ellos.

19.2 iLengua A o Leng ua B? éActiva o pasiva?

Uno de los puntos, que destacamos ¢n nuestro repaso de los
procesos de admision a los estudios de traduccion en Espaiia y en
otros paises, fue ¢l debate que entendemos existe, sobre la
primacia de una u otra de las dos lenguas. A cllo aifadimos la
cuestion de la naturaleza de las destrezas que se consideran como
indicativas de la aptitud para traducir. En los paises francéfonos,
como hemos descrito antes, se tiende a valorar mis la Lengua A;
en Espaiia se da prioridad a la Lengua B. En ambos casos, se ha
seguido ¢l patrén de evaluar las destrezas activas. Nosotros
obviamos el debate sobre las lenguas al incluir prucbas
equivalentes en ambas, basadas en la misma especificacion. El
propio tribunal de la prueba fue ¢l que establecié la diferencia, al
hacer que la prueba en Lengua A fuese eliminatoria. Sin
embargo, nosotros optamos por unas prucbas que midieran
exclusivamente las destrezas pasivas o receptivas. Administramos
¢stas a los candidatos que formaron la cohorte A. Mds adelante
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introdujimos una prucba mas activa, o productiva, en la version
revisada que administramos a la Cohorte B.

Los resultados de nuestra investigacion sobre ¢l debate entre la
Lengua A y la Lengua B quedan sin completar, ya que no
conscguimos datos acerca de las prucbas de Lengua A para la
scgunda cohorte debido a circunstancias fuera de nuestro control,
No obstante, ¢l resultado obtenido al calcular la correlacion entre
la puntuacién para la Lengua A, la de Lengua B, con otros
instrumentos nos indican que el debate no ha concluido. Los
coeficientes de correlacion que hemos calculado, han resultado
mas bajos de los que hubimos esperado y no demuestran la
relacidn clara entre ambos instrumentos que nosotros esperamos.
Pensabamos que las destrezas de lectura en Lengua A generarian
una correlacion alta con Ja traduccion desde la Lengua A hacia la
Lengua B — ya que en esta direccion la lectura es esencial — y
viceversa. Sin embargo, los resultados no lo han demostrado. De
ello concluimos, que otros criterios de evaluacién entran cn la
calificacion de examenes en las asignaturas de Traduccion
General A-B y B-A, hasta tal punto que disminuyen la
importancia de las destrezas de lectura. La prucba de Lengua B
en la que incluimos una actividad que media la produccién escrita
fue la que consiguié el coeficiente de fiabilidad mas alto de entre
las subprucbas que hemos estudiado y los items, que disciiamos
con este fin resultaron bastante buenos. Asi que sugerimos que un
ejercicio de produccion escrita, tanto en Lengua A como en
Lengua B, deberia de formar parte de las pruebas especificas.
Ahora bien, seiialamos que no tendria por qué ser un ¢jercicio de
resumen, sino que deberia ser algo mds general, un trabajo de
produccion escrita que posibilitara una evaluacion objetiva de la
capacidad de redaccién de los candidatos. Esta actividad podria
introducirse en la prueba ademis de las de identificacién y
correccion de errores que utilizamos en la subprucbas in03 y
¢s04. El desarrollo y ¢l uso de una subprueba de esta indole
parece dificil de llevar a cabo, pero a nuestro parecer ayudari a
iluminar el concepto de aptitud para la traduccién.

19.3 éAnalisis o sintesis?

Nuestra investigacion inicial nos condujo hacia un tercer dilema:
la eleccidn del diseilo de nuestro instrumento de investigacion.
Encontramos que muchos centros utilizaban, y siguen utilizando,
una prucba de valoracion sintética basada en la redaccion de un
resumen en LB de un texto oral en LA. Nuestra experiencia de
esta actividad en Granada fue negativa, debido a la falia de
objetividad con la que los miembros del tribunal de examencs
llevé a cabo su cometido en cuanto a la correccion del examen.
Dado ¢l nimero de candidatos posibles que manejabamos y la
importancia de la prucba especifica de acceso, nosotros optamos
desde ¢l principio por un plantcamiento analitico en ¢l diseiio de
las subpruebas para que todo tuviera la maxima validez aparente
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y la mixima validez empirica posible. El modelo de diseiio de la
investigacion que empleamos no incluyé ninguna medida de la
validez aparente de las pruebas, como ya explicamos en la Parte
11. No obstante, esta omisién consciente no nos exime de nuestra
responsabilidad hacia la prueba y la manera en la que los
candidatos lo percibieron. Ademas, nuestra decision de adoptar
una prucba de destrezas lectoras no significa que nos
opondriamos al uso de una prucba apropiada de produccion
escrita. El trabajo que actualmente se Hleva a cabo en la
Universidad Auténoma de Barcelona (Fox 1997) demuestra la
preocupacion generalizada por establecer unos criterios objetivos
para la evaluacién de una prueba de esta indole y que deberia
hacer avanzar ¢l proceso de encontrar un instrumento adecuado.

19.4 El valor y la natur aleza de los coeficientes de
correlacion

Establecimos el coeficiente r 20.65 como la meta para todas las
corrclaciones, aunque somos conscientes de que es mayor de lo
que, tipicamente, se encuentra en estudios similares a lo largo de
la historia de las pruebas de aptitud. Spolsky (1995) informa de
muchos estudios y en la mayoria las correlaciones que se
consiguen tienen valores entre 0.20 y 0.60. Casi todos nuestros
resultados alcanzan niveles por debajo de nuestra meta y
aparecen entre ¢slos pardmetros. Algunos son ain mas bajos.
Ehrman (1992), como sefalamos antes, eligié » > 0.20 como meta
cn su estudio, ya que poseia muchos datos acerca de la
homogeneidad de la cohorte que examinaba. Arriba,
mencionamos los datos que tenemos sobre las notas de
Selectividad y de la media global de COU, que indican un alto
grado de homogencidad entre los individuos de nuestras cohortes.
No obstante, mientras nos tiente la posibilidad de creer que
nucstras cohortes fucron tan homogéneas como la de Ehrman,
decidimos ser mds cautclosos y no seguir su planteamiento en la
interpretacion de nuestros resultados.

19.5 éSe puede medir |a aptitud para traducir a través
de las destrezas lectoras?

El propésito global de nuestra investigacion es establecer la
conveniencia de emplear una prueba de destrezas lectoras,
diseiiada para corregirse de mancra objetiva, como instrumento
para medir la aptitud para traducir.

Las limitaciones mas importantes sobre ¢l disciio de nuestra
prucba fueron las que aparecen en la legislacion que autorizé la
prucba de acceso, donde se estipula que ningin elemento de
dicha prueba puede examinar destrezas o conocimientos que
formarian parte de la instruccion especifica que los candidatos
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admitidos recibirian en sus estudios posteriores. Interpretamos
este texto como una prohibicién hacia el uso de cualquier
actividad de traduccién como tal y nos dirigimos hacia
actividades similares a las que creimos que los candidatos
conocerian por haberlas practicado en sus estudios en la
ensefianza secundaria. Estas no serian actividades de traduccion,
pero se basarian en desirezas fundamentales del proceso
traductor.

Para llevar a cabo nuestro estudio, adoptamos el disciio de
investigacion correlacional descrito por J.B. Carroll (1981),y
establecimos una serie de medidas y parametros, como meta para
evaluar la precision de nuestros resultados. Derivamos éstos de
una serie de fuentes dentro del campo de la teoria clisica de
examen (Alderson et al 1995; Bachman 1990; Bachman and
Palmer 1996; Weir 1983, 1990,1993; and Heaton 1988, 1999,
entre otros). Diseiamos nuestro instrumento como fruto del
estudio de la investigacion en el campo de la aptitud para el
aprendizaje de lenguas extranjeras (Carroll, J.B. 1954, 1959,
1974, 1978, 1981, 1993; Ellis 1986), y en los campos de la teoria
de la traduccion (Bell 1991; Reiss 1992; Lérscher 1986, 1991,
1992) y de la pedagogia de la traduccion (Gile 1995, Beeby
Lonsdale 1996). Estos iiltimos nos condujeron a la eleccion de las
destrezas lectoras, definidas por Munby (1978), como clementos
esenciales en que basar la especificacion de nuestras subprucbas.
Derivamos ¢l proceso de diseiio de los instrumentos de Carroll,
B.J. (1980), Carroll, B.J. and Hall (1983), and Alderson et al
(1995), entre otros.

Llegamos a la conclusién de que mientras las destrezas lectoras si
representan una de las variables que entran en el proceso
traductor, es evidente que influyen otras variables. Por lo cual
proponemos que, cualquier prueba especifica de aptitud incluya
un examen de elementos discretos, basado en las destrezas
lectoras, ademas de otras subpruebas de otro tipo de destrezas y
conocimientos.

Después del analisis de los resultados, pensamos que la
evaluacién de la calidad de produccién escrita, de uso gramatical
sobre todo en cuestiones de precision lingiiistica, deberian
incluirse en unas subpruebas equivalentes a las de destrezas
lectoras. Seguimos sin encontrar prueba alguna del valor de
actividades de resumen, como iinica prucba de aptitud para
traducir y sugerimos que, este tipo de actividad integral incluye
demasiados conocimientos y destrezas para evaluarlos de forma
adecuvada. Preferimos “desenredarlos™ de manera que se pueda
intentar evaluar cada destreza individualmente.
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19.6 éCuales son las m odificaciones que podemos
introducir en las subpruebas para mejorarlas?

Estos resultados seialan la importancia de ensayar y
experimentar con los exdmenes ante de su uso y la del uso de
subprucbas mas largas (por ejemplo, las de LB podrian ser de dos
0 mds textos, de unas 700 palabras cada uno, con unos 60 items;
y una duracién de 2 horas) para conseguir ¢l grado de fiabilidad
mis alto y minimizar el error estandar de medida. Creemos que
se justifica el uso de los items de eleccién miltiple con cuatro
alternativas y las actividades de identificacion de errores y
correccién de errores.

19.7 £Qué modificacion es proponemos para la bateria

de pruebas?

Creemos que una bateria de pruebas amplia conseguiria niveles
mas altos de correlacion entre la prucba de acceso y los examenes
de Traduccién general que usamos para comprobar la validez
predictiva. Entendemos que existen pruebas suficientes en las que
se evalian otras destrezas y conocimientos en los examenes de
traduccion y que éstos no se limitan a lo que se enseiia a lo largo
del curso en el que se ha estudiado traduccion. El nivel de las
correlactones que generan las relaciones con la OPT indica
claramente que éste es ¢l caso de los examenes de Traduccion
general A-B. La OPT mide la validez concurrente ya que se
realizaron ambas pruebas en fechas relativamente proximas, por
lo cual si incluyéramos prucbas de la precision gramatical de los
candidatos éstas tenderian a subir el nivel de las correlaciones.

19.8 ¢Cuales son los ca mpos que se pueden investigar

en el futuro?
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Se podrian desarrollar otros estudios longitudinales
acerca del desarrollo individual de los estudiantes a lo
largo de los cuatro afios que dura la licenciatura, En
especial, se podria indagar en las fuentes
complementarias de aprendizaje de LB que utilizan y
las otras influencias de desarrollo personal y académico
que reciben.

La investigacion comenzada por Bachman et al (1988)
y Alderson (1990) acerca de la capacidad de los
especialistas de acordar la validez de contenido de los
items de las prucbas, ¢s otro campo al que podriamos
contribuir con nuestros proximos estudios.
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La validez aparente de las pruebas de acceso que se
utilizan en la Universidad de Granada, ademas de la de
los otros instrumentos de evaluacion que se utilizan en
la ensefianza de la licenciatura en Traduccion ¢
Interpretacion, es un tema que pensamos investigar
detalladamente en ¢l futuro proximo.

Las corrclaciones altas en la relacion entre la OPT vy las
notas de Traduccion general nos conducen a la
hipdtesis de que en la evaluacién de la traduccién se
incluyen elementos no especificos de la traduccion
sino, mis bien, asociados con las destrezas en las se
basa la especificacion de la OPT.

Se podrian desarrollar subprucbas en produccion
escrita para medir la madurez de los candidatos como
autores en LA yen LB.

Se podrian investigar las destrezas lectoras subyacentes
en ¢l proceso de resumir el contenido del texto para
definir aquellas que se pueden evaluar de manera
objetiva en prucbas de items discretos.
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THE RESEARCH exercise we have undertaken has produced a wide
range of questions and hypotheses. In this final chapter, we
comment on each of these in turn, without referring excessively
to the statistical data that we have presented in the previous
chapters.

19.1 Is a specific entry test justified?

One of the common elements of the research studies into aptitude
that we have Jooked at, is the correlation of scores produced by
criterion validation of these through comparison with indicators
of 1Q, or general intelligence. These studies have ofien equated
the lauter with secondary school grades or University entrance
examinations. The question arising from rescarch in this direction
is fundamental: is there a need for a specific test of aptitude?
Neither of the two measures available to us — the University
entrance examination score and the Sccondary school average —
has consistently provided strong enough correlations with our
measures for us to abandon the use of an entry test. Moreover, the
corrclations between these two instruments have indicated that
the criteria applied are rather different. The levels of correlation
between the University entrance examination and the Sccondary
school average over the three years we have studied would scem
to show a slow distancing of criteria between the 1wo measures.
This contrasts with our initial supposition that one is a concurrent
validation of the other. This effectively rules out the use of one or
other, or both of these instruments instead of a specific entry test.

19.2 Language A or Language B? Active or passive?

The apparent debate over which of the two languages is of greater
importance, was one of the issues arising in our analysis of the
processes of entrance administration in Spain and around the
world. We add this to the question of the nature of the skills
considered indicative of aptitude for translation. In the
francophone countrics, as we have described carlier, the tendency
was to value LA more highly; in Spain, the emphasis was on LB
proficiency. In both cases, the pattern was 1o test active skills, We
avoided the LA vs. LB issue in our tests by including equivalent
papers in each language, based on the same test specification.
The Exam board established the difference, which made the LA
test climinatory. But we opted 1o examine the so-called passive,
or receptive skills in the sub-tests administered to Cohort A, and
introduced a more active, or productive task in the revised tests,
administered to Cohort B.

The results of our research into the LA/LB debate are incomplete,

in as much as we were unable to obtain LA data for the second
intake duc to circumstances beyond our control. However, the
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results of correlating LA and LB scores with the other measures
in the study indicate that the LA/LB debate has yet to end. The
correlation coefTicients recorded have been lower than could have
been hoped for, and they have not shown the clear links we
would have expected. It was our belief that reading skills in LA
would correlate highly with translation from LA into LB — that
being the direction in which LA reading skills play a crucial role
— and vice versa. However, that has not proved to be the case.
From this we conclude that other criteria enter into the evaluation
of the General translation A-B and B-A examinations to such an
extent that they reduce the relevance of the reading skills. The LB
test that included a measure of written production was the most
reliable of those we used, and the specific items functioned
reasonably well. Accordingly, we would suggest that there must
be a place for a written production exercise, in both LA and LB,
in the entry test. We would point out, though, that this should not
be a summary writing exercise, but more a general “essay
writing” task, which would enable the objective evaluation of
candidates” writing skills. This could be introduced in addition to
the Error identification and Error correction tasks used in Sub-test
in03. Developing and using a task of this type probably seems a
tall order, but we believe it would shed further light on the
aptitude of potential translators.

19.3 Analytic or synthetic?

The third issue arising in our initial research was the dilemma
over the choice of approach to the test instrument design. We
found that many centers used, and continue to use, a synthetic
test method based on the writing of a summary in LB, from an
oral text in LA. Our experience of this particular method in
Granada was negative due to the lack of objectivity with which
members of examination boards carried out the testing and
marking processes. Given the scale and importance of the entry
test procedure, we decided early in the research design process
that an analytical approach to the test design was essential in
order 1o give the test the maximum degree of face validity, and of
empirical validity, possible. In our final rescarch design model,
we did not attempt any systematic evaluation of face validity, as
we have mentioned in Part [1, above. However, this conscious
omission did not relieve us of our responsibility for the test, and
for the way in which candidates would perceive it. Furthermore,
our decision to adopt a reading skills test does not mean that we
would not consider the appropriate use of a test instrument
designed to measure written production. The work currently
being carried out at the Autonomous University of Barcelona
(Fox 1997) demonstrates the widespread concern for the
establishment of objective criteria for the evaluation of such test
instruments and should go a long way towards offering a suitable
instrument.
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19.4 The strength and nature of correlation
coefficients

In our research design, we established r 20.65 as the target for all
of our correlation coefficients, although we were fully aware that
this figure was higher than the range typically found in similar
rescarch throughout the history of aptitude testing. Spolsky
(1995) reports on a number of studies, and many of these achieve
correlations within the range of » = 0.20 10 0.60. Almost all of our
results fail to achieve our target, and fall within this latter range.
Some are lower still. Ehrman (1992), as we have mentioned
before, chose to accept r 2 0.20 as a satisfactory result for her
rescarch, given that she knew much about the homogeneity of the
cohort she was testing. We have alrcady looked data on the
University entrance examination scores and Secondary school
averages of our cohorts, and these suggest a high degree of
homogeneity among them. However, while it is tempting to
believe that our cohorts were as homogencous as those Ehrman
worked with, we have decided not to follow her line, but 10
exercise more caution in the interpretation of our results.

19.5 Can aptitude for translation be measured by
reading skills?

Our overall purpose in this research has been to establish the
adequacy of an objectively marked test in reading skills as a
means of measuring aptitude for translation.

The single most important constraint on our test design was that
presented in the legislation authorizing the entry test. This
stipulated that no clement of the test could involve skills or
knowledge that would form a part of the specific training which
successful candidates would receive in their studies. Our reading
of this precluded the use of any translation exercise as such, and
directed us towards tasks of the type we believed candidates
would be familiar with, from their secondary schooling, and
which were not translation specific, but which were highly
relevant in the translation process.

In order carry out our study, we adopted a correlational research
design described by J.B. Carroll (1981), and cstablished a series
of measures and target parameters by which 1o evaluate the
accuracy of our work. These we have derived from a range of
sources within the field of Classical Test Theory (Alderson et al
1995; Bachman 1990; Bachman and Palmer 1996; Weir 1983,
1990,1993; and Heaton 1988, 1999, among others.) Our test
instrument has been designed as a result of our reading of works
in the arca of general language learning aptitude (Carroll, J.B.
1954, 1959, 1974, 1978, 1981, 1993; Ellis 1986) and within the
ficlds of Translation theory (Bell 1991; Reiss 1992; Lorscher
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1986, 1991, 1992) and translation pedagogy (Gile 1995, Beeby
Lonsdale 1996). These latter writers have led us to select reading
skills, as defined by Munby (1978) as the essential elements on
which to base the specification for our sub-tests. The instrument
design process has been derived from Carroll, B.J. (1980),
Carroll, B.J. and Hall (1985), and Alderson et al (1995).

It is our conclusion that while reading skills do represent one of
the variables in the translation process, there are clearly a number
of other variables involved. We would propose that any aptitude
test used for entry to a program in Translation studies should
include a discrete item examination of reading skills in addition
to sub-tests in other areas.

From our analysis of results, we belicve that the evaluation of the
quality of candidates’ written production, and of their use of
grammar, particularly in terms of linguistic precision, should be
included in sub-tests parallel to those in reading skills. We have
yel 1o encounter satisfactory research that demonstrates the
values of summary writing alone, and would suggest that this
kind of integrated activity involves too many skills. We would
suggest that these be “disentangled” in order to ensure that the
individual skills are discretely tested.

19.6 What modifications can we introduce to improve
the sub-tests?

Our results indicate the importance of trialling and pre-testing
examinations, and of the use of longer tests. We would advocate
sub-tests with two or more LB texts of 700 words or more in
length, 60 items in total, and of 2 hours duration, in order to
achieve maximum reliability, and to minimize the Standard error
of measurement. We believe that the continued use of four-option
multiple-choice questions, and items of the Error identification
and correction types, is justified.

19.7 What modifications do we propose for the
battery of tests?

We believe that a wide-ranging battery of tests would achieve
higher levels of correlation between the entry tests and the
predictive validity tests in General translation. We feel there is
sufficient evidence that other skills and abilitics are being
evaluated in the translation examinations, and that these are not
solely skills or abilities that have been taught during the year of
the translation course. The levels of the correlations with the OPT
clearly indicate this in the case of General translation A-B. The
OPT is a measure of concurrent validity, taken at the time of
entry to the course, therefore the inclusion of sub-tests that
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examined candidates’ grammatical precision would tend 1o raise
the level of the correlation.

19.8 What further rese arch is needed?

e

@
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Further longitudinal research could be carried out on
the development of students over the four-year period
of their Translation studies. Specifically, this could
look into the complementary language input they
receive, and the other sources of personal and academic
development they undergo.

The work commenced by Bachman et al (1988) and
Alderson 1990) into the ability of specialists 10 agree
the content validation of test items is another area to
which we could contribute with further research.

The face validity of the entry tests used in the
University of Granada, along with other measures used
throughout the teaching of the degree in Translation
and Interpreting is a topic that we would hope to
rescarch in some detail soon.

The strong coefficient relationships arising from
comparing the OPT with General translation scores
leads us to believe that their are other elements
involved in the evaluation of translation that are not
specific to translation but, rather, closely associated
with the target skills of the OPT,

Written production sub-tests could be developed, in
order 10 measure candidates’ maturity as writers of
both the LA and LB.

The underlying reading skills involved in summarizing

content could be researched in order to define those
that could be objectively tested in discrete item tasks.
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ERRATA
Page |Line  Errata Correction
44 1 These are crude labels that we These are crude labels that we
attach to r values attach to r values (Cohen and
Mannion (1989:168-69)
100 5 ...analyzed on individually... ...analyzed individually. ..
155 19 Easy 0.80 Easy 20.80
24 DI 0.30 DI 20.30
188 37 Our target score for allitems was  Our target score for all items was
0.30... 20.30...
197 3 ...the combination of skills 22.1— ...the combination of skills 32.1—
225 23 Data omitted Variance:4.37,5.21;
6.46
248 28 Data omitted Variance 4.99;5.00.5.49
257 2 The Guardian 1993, The Guardian 9 June1993.
259 14 The target range for these items  The target range for these items
was 0.80... was 20.80...
276 8 Data omitted Variance: 5.53
306 12 Data omitted Variance: 1.88
23 Data omitted Variance: 8.42
32 Data omitted Variance: 4.00
307 9 Data omitted Variance: 10.33
336 13 Data omitted Variance: 1.94
23 Data omitted Variance: 7.48
32 Data omitted Variance: 3.34
337 9 Data omitted Variance: 10.35
342 14 SPEARMAN-BROWN PROPHECY SPEARMAN-BROWN PROPHECY
FORMULA (18—9) FORMULA (18—16)
353 27 Table 18—5 Table 18—10
354 2 Table 18—8 Table 18—11
11 Table 18—8 Table 18—11
16 Table 18—9 Table 18—12
25 Table 18—8 Table 18—11
355 17 Table 18—10 Table 18—13
356 1 Table 18—10 Table 18—13
356 22 Table 18—11 Table 18—14
357 21 Table 18—12 Table 18—15
358 26 Table 18—9 Table 18—16
359 31-32 Tables 18—10 and 18—11 Tables 18—17 and 18—18
360 1 Table 18—10 Table 18—17
7 Table 18—11 Table 18—18
186 Tables 18—12 and 18—13 Tables 18—19 and 18—20
17 Table 18—12 Table 18—18
361 1 Table 18—13 Table 18—20
362 25 ...our target for discrimination of  ...our target for discrimination of
0.30... >0.30...
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Short’s breakaway
may be a blunder

LEADING figures in the British
chess world are concerned that
Nigel Short may have made a tac-
tical error in backing a break-
away organisation which s
attempting Lo seize control of the
world championship.

They fear that the Professional
Chess Association, whose forma-
tion was hastily announced on
Friday, still has no constitution
and could therefore favour the
cause of Garry Kasparov, the de-
fending champion, because no
safeguards exist to protect the
challenger.

There was also concern that
the joint statement by Short and
Khbsparov that they were refusing
to play their title match in Man-
chester under the auspices of
Fide, the World Chess Federa-
tion, might mean that the cham-
pionship would eventually take
place outside Britain.

It emerged yesterday that the
new chess body’s lack of a consti-
tution means that it has no mech-
anism for resolving disputes over
malters such as the choice of ven-
ue for the championship.

Raymond Keene, chess corre-
spondent of the Times, who
helped draft the announcement
of the new organisation, said that
the players would be working to-
gether to evolve a workable
constitution.

Murray Chandler, a British
grandmaster since 1983 and edi-
tor of British Chess magnzine, said

By Andrew Gliniecki

that Kasparov, as the champion,
was in a stronger position than
Short because there would be no
independent authority to force
him (o defend his title.

Short might have rushed into
the decision because of his anger
at not being consulted about Fi-
de's decision to choose Manches-
ter as o venue, he said.

Mr Chandler went on:
“Kasparov has n strong personal-
ity, and without Fide there is no
independent body to make sure
the challenger gets a fair crack of
the whip.”

He said there was widespread
dissatisfaction among DBritish
players but the situation required
a considered response. “1'm not
saying that an alternative to Fide
isn't preferable, but it’s got to be
the right alternative. The history
of chess is littered with new org-
anisations which come out of no-
where then quickly disappear.”

Simon Brown, international
director of the British Chess Fed-
cration, said (hat he was “ex-
tremely nervous™ aboul the new
body and hoped that a compro-
mise could yet be hammered out
between the players and Fide.

He added: “This new body is
apparcatly to invite new bids for
venues, so the champienship
could yet be played outside
DBritain.”

¥ THE INDEPENDENT ON SUNDAY

28 FEBRUARY 1993 » HOME 5
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Surname(s): » - Name :

Published in

» 28 Feb 1983, p. §

Scan the text and identify which paragraphs are summarised by
the five sentences below. (12b)

1. Short's motives g .
2. A joint statement i
3. Help from a journalist

4. Kasparov's personality S
5. Other players' reactions

True/false/questionable (10 & 8)

6. Manchester may be the venue chosen to host the world
title match
P The new organisation is called Fide £
= 8. Short is the favourite to win the title F

Complete the following sentences. (3)
9. The venue of the title match

10. In the newly established chess organisation Short

(5) 11. The breakaway organisation (para 1)

A has been established by Raymond Keene
B has chosen a new venue for the match
C 1is supported by Garry Kasparov
@ was set up by Kasparov and Short
is called the British Chess Federation

12. The challenger (para 8) is

= A Murray Chandler
Garry Kasparov
Simon Brown

B

C

@ Nigel Short
None of these
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Choose the alternative you think gives the most suitable
meaning. (2)

13. "a fair crack of the whip” (para 8) means

a beating
Cé) an equal opportunity
C an advantage
D an argument

E a noisy response
14. "hammered out” (para 10) means

A simply rejected
attacked violently
(ﬁ) agreed upon
imposed by others
E discussed calmly

(6) 15. The sentence "Kasparov has a strong personality ...
o of the whip" (para 8) is intended as

an assessment
a warning
C a new insight

D a Jjoke
E a forlorn hope

16. The sentence "I'm not saying that ... then quickly
disappear” (para 9) serves as

@ a balanced qualification
a new alternative

C the definitive response

D the last chance

E a tried and tested response

b
S

LT
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

17. Fill in the boxes below in such a way as to
summarise the main content of the text. You don’t
need to use full sentences - you will be marked for
the information you give, and not for the way it is
expressed. (11)

[ —_—— — — ——
t Event:
| Cause(s): 1:
2.
? Consequence(s): 1.
2.
3'
4,
———— — —
18. The following paragraph is a summary of the text,

but it is too long. Delete those words and/or
phrases which you think are unnecessary and reduce
it to 50 words. (13c)

A dispute between the world champion and the challenger has led to
the establishment of a new world-wide chess organisation which hopes

to be

able to take control of the sport. However, there is still a

lot of concern about this as the new organisation has yet to agree on
its constictution, and this lays it open to abuse by its founders.
Whatever the outcome, the next title match is likely to be played at
a venue outside of Britain.
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in01 - Facility value - eutistat wb1 - HereB~4343456

1.8 1 . & T B leiIb]leEIrELlalR]s ek
9 inglfacimy valve |
{2 |ReSpondents : 37
E 3 I e
4 |
| _5 temn® Q1A__|Q1B_|QiC_|QI1D |QiE_|Q1F |Q1G |QiH _|Q1l jQ1J |Q
i__6 _IResponses per item 3 3 0 0 0 ol 31 0 0 0 0
' 7 Facility value 008/ 008 000/ 0.00| 0.00{ 0.00] 0.84] 0.00] 0.00] 0.00
i 8 Total responses 37
% 9 _|Missing values (n°) 0
10 |Missing values (%) 0.
11 -
| 12 litemn® Q2A Q28 (Q2C Q2D IQ2E |Q2F [Q2G [Q2H [Q2I |Q2J [Q2K
13 _|Responses per item 0 11 36 0 0 0 o 0O 0 0 O
i 14 |Facility value _000{ 003; 087/ 000! 0.00| 0.00! 0.00| 0.00| 0.00! 0.00! 0.00
15 Total responses 37
16 __|Missing values (n®) 0
17 _ |Missing values (%) 0.0%
{18
..-:)l 19 [itemn® Q3A Q3B |@3C [Q3D |Q3E _[Q3F |Q3G [Q3H [Q3l |Q3J Q3K
2720 |Responses per item 1 ol _o o] 3] 1 o of ol o o
|21 |Facility value 003| 0.00; 000, 0.00| 089S! 0.03] 0.00{ 0.00| 0.00| 0.00, 0.00)
{22 |Total responses 37
|23 |Missing values (n®) 0
|__24 Missingvalues (%) | 00%
25
26 iitemn® Q4A  !Q4B 1Q4C Q4D E_|Q4F 1Q4C I1Q4H iQ4l !Q4J Q4K
27 _!Responses per item 1 o 0 0 0 0 0| -34; 2 0 0
28  |Facility value 0.03] 0.00| 0.00| 0.00{ 0.00| 0.00j 0.00| 0.92| 0.05 0.00| 0.00
29 |Total responses 37
30 IMissing values (n°) 0
31 [Missing values (%) | 0.0%
32
33 |ltemn® Q5A 8 |QsC D _|QSE |QSF |Q5G |Q5H Q51 |Q5J K
34 |Responses per item 3 0 0 0 1 1 0 0] =31 4 0
35 |Facility value 008! 0.00/ 0.00! 0.00| 0.03] 0.03] 0.00] 0.00| 0.84} 0.11] 0.00
36 | Total responses - 40
37 |Missing values (n%) 3
el 38  |Missing values (%) | -8.1%
"
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in01 - Facility value - eutistat wb1 - Hoja B - 13/3/196

8 | A B8 c D
40  |tem n® V__|Q6F _|Q6?
41 |Responses per item 8
42 _!Facility value 0

O~ En‘iow
o
N
1533

45  |Missing values (%) 0.0%

I

]

i

|

{ !
.43 |Total responses 3
|

|

i

b

61 litemn®

62 |Responses per item
63 _|Facility value )0
64 | Total responses 0
65 IMissing values (n®) 37
66 _ |Missing values (%) |100.0%

46
47 _ Item n°® Q7v__|Q7F _iQ7?
48 __ |Responses per item 8 20| 0
' 49 _ |Facility value 022] 0.78] 0.00
i 50 Total responses 37
51 Missing values (n°) 0
$2  |Missing values (%) | 0.0%
53
54  iitem n°® Qsv _ |Q8F [Q8?
55 _jResponses per item 2| 426 10
56 |Facility value 0.05{ 0.70] 0.27
.. | S7__ITotal responses 38
“31 88 |Missing values (n°) -1
59 |Missing values (%) | -2.7%
| 60
Qov.
0
0.00

67

68 |ltem n® Q1ov
69 |Responses per item 0
70 |Facility value +*0.00

74 iTotal responses

0
72 |Missing values {n®) 37
73 _|Missing values (%) [100.0%
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in01 - Facility value - eutistat. wb1 - Hoja B - 13/3/96

B A B € | O] EJF
75 itemn® Q11A Q118 [Q11C |Q11D [Q11E
76 _ |Responses per item

]

' 77 !Facility value
|78 |Total responses
|79 _iMissing values (n®)

80 |Missing values (%)_
81

82 |ltlemn® Q128 |Q12C {Q12D |Q12E
83 _|Responses per item 2 0i 35 1

!_84 |Facility value 005! 000! 085! 003
85 !Total responses

87 __|Missing values (%)
88
83 litemn®

90 _{Responses pet item
91 {Facility value
i_92 ITotal responses

93 [Missing values (n®)
94 |Missing values (%)

Q138 |Q13C |Q130 {Q13E

31 2 0
0.84| 005! 000| 003

0

0%0

_34

3

_81%
Qi2A

0

0.00

38

i__86 | Missing values (n°) -1

-2.7%
Q13A

3

0.08

37

0

0.0%

95

96 lltemn® Q14A_1Qi4B !Q14C [Q14D |Q14E

97 _ |Responses per item 0 0} .24 o 15! '

98 |Facility value 0.00, 000/ 065| 0.00| 0.41 ? m )hl"\
99 iTotal responses 39

100 |Missing values (n®) -2

101 |Missing values (%) | -5.4%

102

103 _jitem n® Q15A 1Q15B |Q15C |Q15D |Q15E

104 _|Responses per item 9l .25 0 0 1

105 | Facility value 0.24] 068! 0.00 '_QOO 0.03

106 |Total responses 35

107 _|Missing values (n°) 2

108 |Missing values (%) 5.4%

109

110 |{item n® Q16A Q168 [Q16C Q16D |Q16E

111 _|Responses peritem| 19 0 6| 3 9 ta ‘ il!h
112 |Facility value #051! 000! 016| 008| 0.24 "
113 |Total responses 37

114 |Missing values (n®) 0

115 |Missing values (%) | 0.0%
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APPENDICES — COHORT A TEST SPECIFICATION

Licenciatura en Traduccidén e Interpretacion

PROPUESTA DE PRUEBA DE APTITUD

1 Especificaciones
1.1 Formato
La prueba constaré de tres ejercicios obligatorios:
™ Prueba de habilidades lectivas en lengua A (Espaiol)

2° Prueba de habilidades lectivas en lengua B (Alemin, francés
o0 inglés)

3° Prueba de habilidades auditivas en lengua B
1.2  Puntuacién

E1 objetive del sistema de puntuacién es el de adjudicar las
plazas vacantes a los alumnos més adeptos de entre los que se
presentan.

E1 primer ejercicio tendréd cardcter eliminaterio. E1 segundo y
el tercer ejercicio se evaluarian conjuntamente,

1.3 Descripcidén de los ejercicios
1 lter ejercicio
Los candidatos deberén responder a una serie de preguntas de
elecciéon mGltiple sobre un texto periodistico de actualidad, de

una extensidn aproximada de seiscientas palabras, con el fin de
determinar su capacidad de wusar las siguientes habilidades

lectivas:

1 Deducir el significado y uso de unidades 1éxicas
mediante 1la comprensién de la morfologia y el
conteXto '

2 Comprender 1las relaciones establecidas entre 1los
componentes de una frase

3 Comprender las relaciones 'estabiecidas entre
distintos componentes del texto que reflejan Tlos
nexos gramaticales

4 Comprender lias relaciones establecidas entre
distintos componentes del texte mediante el
reconoc¢imiento de indicadores de discurso

5 Comprender la funcidén comunicativa de la frase segun

se empleen, o no, indicadores de discurso
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& Comprender las relaciones conceptuales, p.ej. causa-
efecto

7 Comprender ideas explicitas

8 Comprender ideas implicitas

a9 Separar el contenido esencial de los no esenciales,
distinguir la idea principal de los detalles que la
ilustran '

10 Transferir informacidén desde un medioc a otro, p-ej.
desde un texto a un gréfico

11 Examinar el texto réapidamente para obtener
informacidén especifica

12 Tomar apuntes. Reducir el texto mediante la
eliminacidn del contenido redundante o irrelevante

2 2° ejercicio

Los candidatos deberdn responder a una serie de preguntas de
eleccion multiple scbre un texto pericdistico de actualidad -
pero no de opinién - y de wuna extensién aproximada de
cuatrocientas palabras, con el fin de determinar su capacidad de
usar sus habilidades lectivas ep la lengua B.

3 3er ejercicio

Los textos a utilizar serdn mondiogos grabados de medios de
comunicacién publicos - radio o televisién. Serdn de interés
general, sin ser de opinidén, ni semi-especializados. E1 total de
la grabacién durard unos siete u ocho minutos. Los acentos
reflejardn variedades de uso comin a nivel internacionmal: p. ej.
Ingliés britédnico e inglés americano.

Se formulardn las preguntas con el fin de averiguar la capacidad
de los candidatos para usar sus habilidades auditivas.

2 Tribunal

El presidente del tribunai serd el Director de 1a EUTI, o 1a persona en
que é1 delegue la responsabiiidad. Ademéds del presidente, el tribunal
estard compuesto por un secretario/coordinador de las pruebas de
aptitud y nueve vocales, en representacién de las lenguas B.

414
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INFORMACION 3SOBRE EL EXAMEN

Este examen consta de dos partes que son pruebas de habilidades
de lectura.

Antes de comenzar comprueba haber rellenado los datos personales
en las hojas de respuestas, y haber entendido bien como sefalar
las respuestas correctas.

La primera prueba es un texto en lengua espanola; la segunda es
un texto en aleman, francés, o inglés.

El tiempo total de duracién del .examen es de 2 horas. La
distribucién del tiempo se deja al arbitrio de cada uno, pero se
sugiere emplear alrededor de una hora para cada parte.

Estd prohibido salirse del examen sin entregar 1os papeles. En
cualquier caso no se permitird la salida durante los Gltimos diez
minutos del examen.

No se admitira el uso de ningun libro, papel o cualquier otro

tipo de ayuda. Las personas que los utilicen se descalificarén
automaticamente.

Se recomienda el uso de l14piz y goma de borrar para el examen.
No es necesario el uso de boligrafo.

Se puede usar la hoja de preguntas como borrador, pero todas las
respuestas deberan consignarse en las hojas de respuestas.

E1 formato de las preguntas es de eleccién mualtiple. Las
instrucciones son de la siguiente manera:

Lee el texto y sehala a cudl de los péarrafos podria
corresponder cada una de las siguientes frases como titulo.
Subraya la letra en la hoja de respuestas.

4

vV (Verdadero), F (Falso) o ? (el texto no informa sobre
este punto), y subraya la letra o el simbolo
correspondiente en la hoja de respuestas.

Y

Elige la opcién méds apropiada y subraya la letra en la hoja
de respuestas.

S1 se comete algun error al rellenar la hoja de respuestas borra
la respuesta errénea y subraya la correcta, o tacha con una "X"
la respuesta errdénea y subraya la correcta.

Al final del examen se entregardn todos los papeles: es decir,
textos, hojas de preguntas, y hojas de respuestas.
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fi

LA FACTURA DEL CAMPO

UNCA habia sido esce-
nano la capital de Es-
pafa de una manifestacion
de decenas de miles de agn-
cultores vemudos desde wodos
los rincones que expresara
de forma mas nitida y paci-
fica ¢l desacuerdo de un nu-
mero tan grande de espano-
les con l1a politica que un
Gobierno haya podido se-
guir para elics.

También es de senalar,
cOmoO rasgo muy principal
de las circunstancias que
han rodeado esta expresion
de desacuerdo hecha por el
campo espanol, 1a contuma-
cia y el sectarismo de que
ha hecho gala, a lo largo de
los ultimos dias, ¢l servicio
de propaganda del Gohierno
socialista a traves del princi-
pal de sus medios de actua-
cion, Nos referimos a la ma-
nera con que los llamados
Servicios Informativos de
TVE han silenciado durante
los pasados dias la voz de
los dirigentes de ASAJA
(Asociacion Agraria de Jove-
nes Agricultores). que re-
presenta a la mayoria in-
mensa de los agricultores
que vemian hacia Madrid.

muentras la palabra, la ima-
gen y la eventual capitaliza-
cion politica del evento eran
reservadas a los represen-
tantes de las orgamzaciones
mineritanas de agncultores
quc¢ pueden encontrarse en
mayor proximidad o sinto-
ma con el Gobierno socia-
lista,

C De entre los discursos

pronunciados por los lideres
del campo ayer en Madrid
destaca. como es logico. ¢l
del presidente de ASAJA.
Pedro Barato, al pedir la so-
lidaridad nacional con los
agricultores y ganaderos.
Su conclusion de que Felipe
Gonzalez no presta la aten.
cion suficiente al campo po-
dria merecer, sin embargo.
algunas matizaciones. en el
sentido de que lo que han
hecho los Gobiernos socialis-
tas ha sido atender unica-
mente al campo a efectlos
electoralistas. Las rentas
agranas y la productividad
de la cabana no han tenido.
en efecto. ningun peso en el
quchacer de estos Gobier-
nos: pero si han merecido la
alencion de estos cuando
por las vias espureas de de-
terminados subsidios dest-
nados a paliar los efectos de!
paro, han sido obtenidos det
campo espanol, especial-
mente en Andalucia y en
Extremadura. rendimientos
en forma de sufragios. sin
los cuales, muy posible-
mente. s¢e habrian acortado
los anos de permanencia en
el poder del parudo de Fe-
fipe Gonzdlez

Es de prever que el im-
pacto de la enorme y pacit
fica manifestacion campe-
stna de aver tenga sus re-
percusiones menos en un
acuse de recibo ¥ una conse-
cuente rectificacion de la po-
litica del Gobierno -puesto
que para ello, practica-
mente, se han agotado los
plazos— que en los resulta-
dos de las proximas eleccio-
nes gencrales a Cortes. La
magnitud que alcanza el
senuumiento de agravio en el
campo espanol permite en-
tender que sera mayor y
que excedera & la fuerza y al
peso de ese voto inercial,
propio de la Espana no ur-
bana. en la que el PSOE en-
CONtro sus reservas de votos
para las dos ultimas lepsla-
turas.

Posiblemente, en [in, no
podra separarse del resul-
tado de las elecciones que
vengan ¢l impacto nacional
loggrado en Madrid por la ex-
presion del descontento
campesino. Lo hecho con ¢l
campo por los Gobiernos de
Gonzalez ha sido un enorme
error nacional ¥y una tre-
mendi imprudencia politica
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Espaiol - Prueba do habilidades de lectura - Texto Ne 1

ier APELLIDO:

29 APELLIDO:

NOMBRE:

DNI: [SCORE: ]

Subraya la letra o simbolo que corresponda.

1. A B C D E
2. A B C D E
3. A B C D E
4. A B Cc D E
5, v F ?

6. v F ?

1. v F ?

8.  / F ?

9. v F ?

10, v F ?

11. A B C D E
12. A B C D E
13. A B C D E
14. A B C D E
15. A B C D E
16. A B C D E
17. A B C D E
18. A B C D E
19. A B o D E 419
20, A B Cc D E
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Espanol - Prueba de habilidades de lectura - Texto N2 1

“La factura del campo”

Lee el texto y sefiala a cudl de los péarrafos podria
corresponder cada una de las siguientes frases como titulo.
Subraya la letra en la hoja de respuestas.

i "E1 acontecimiento”.

2. “La actitud del gobierno hacia el campo”.
3. "E1 papel del Telediario”.

4, "Las préximas elecciones”.

V (Verdadero), F (Falso) o ? (el texto no informa sobre este
punto), y subraya 1la letra o el simbolo correspondiente en la
hoja de respuestas.

5. Es muy significative que esta manifestacién haya tenido
lugar en Madrid.

6. Pedro Barato opina que los socialistas perderéan las
préximas elecciones.

F i Los servicios informativos de TVE siempre se muestran
parciales.

8. Si no fuera por el voto del campo el PSOE nunca habria
11egado a gobernar.

9. En opinién del autor de este articulo el campo seguira
apoyando al Gobierno a pesar de 10 hecho.

10. Las consecuencias méds importantes de la manifestacién se
veran especialmente en Andalucfa y Extremadura.
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Elige 1a opcién méds apropiada y subraya la letra en la hoja de
respuestas.

11. En opinién del autor de este texto, 1a conclusidn de
Pedro Barato es

correcta.
incompleta.
electoralista.
suficiente,
superflua.

mooOm>

12. Como resultado de la presentacién de esta noticia por

parte de TVE se ha(n) visto perjudicado(s).
A ess ASAJA s

B ... organizaciones minoritarias de agricultores ...
C .+. Ningln colectivo ...

D ... todos ...

E .ss 81 PSOE ...

13. Una rectificacién por parte del Gobierno ...

influiria en las elecciones.
cambiarfa la politica de TVE.
seria muy bien recibido.
tendria efectos retroactivos.
l1legaria demasiado tarde.

mooOm>»

14. ;Qué es 1o que el Gobierno ha obtenido?

A Subsidios,

B Votos.

C Beneficios.

D Rentas agrarias.
E Apoyos.

15, ¢(Qué sera mayor?

La mayoria del nuevo gobierno.

E1 sentimiento en contra del PSOE.
La inercia del campo.

La préxima manifestacién.

La respuesta urbana.

moomo>»

16. Ninguna manifestacién anterior ha ...

unido las organizaciones del campo.

obligado al Gobierno a reaccionar.

recibido tanto apoyo popular.

destacado la proximidad de Gobierno y agricult®>s.
demostrado tan claramente la actitud en contra del
Gobierno.

mooOw>»



17.

18,

19.

20.
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La frase “la contumacia y el sectarismo de que ha hecho
gala” en el parrafo B, quieren decir que TVE se ha
mostrado ...

neutral.

irresponsable.
partidaria del gobierno.
inconsistente.

influida por un sector.

moom>»

La frase "la productividad de la cabara” en el pérrafo
refiere a ...

los impuestos pagados por los agricultores.
los ingresos que reciben al vender su ganado.
el volumen de carne producido en Espafia.

los beneficios del sector ganadero.

la cuantia de cereales de la cosecha anual.

mooOm>»

La frase "las vias espureas” en el parrafo C, son ...

rutas peligrosas.

métodos ilegitimos.

la red viaria.

un sistema burocréatico.

un planteamiento politico.

mooOm>

La frase "en un acuse de recibo” en el parrafo D,
significa ...

un formulario oficial.
una respuesta por escrito.
una reaccién protocolaria.
un reconocimiento formal.
una acusacién Jjuridica.

mooOm>»
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elacion de columnas/contenido - Prueba Julio '93 - Lengua A, Texto 1 ,‘h(& (o G :\ Cdc(cuf i . dLi ”‘b?A .

APPENDICES — ES01.2

A A B D41 E I & 1 6 & H
1 Nom#var Col GI'-G T:po Valores Et:q!val Sin datos  Etigivar
“% D 14 B A5 DS N e s 5999 N°® SUJETO
4 LE 68 BESFS ©C e soim o) LENGUA
BT 78 BG5S HS N woee oo 0a Ne TEXTO
G 01 A 9 BIS M 1 suB ] LECTURA RAPIDA Q1, ALTA
T 0 NO SUB _
8 QB 10 B8J5 N1 sSuB 9 LECTURA RAPIDA Q1, ALT B
9 i 0 NO SUB .
10 __‘Qic 11 BKS5 N1 suBs 9 LECTURA RAPIDA Q1, ALTC
1 0 NO SUB
12 ;01D 12 BLS N 1 SuB 9 LECTURA RAPIDA Q1, ALTD
13 i _ 0 NO SuB _
14 lQ1E 13 BMS N1 sug 9 LECTURA RAPIDA Q1, ALTE
15| 0 NO SUB _
1 14 BINS ? 1 A g LECTURA RAPIDA 1
17 2 8
=8 3 c
. 4 D
~ 20 5 £ ‘
“21 102 15 9;45 t N 1 SUB 9 LECTURA RAPIDA Q2, ALT A
—9g 1 0 NO SUB :
23 Q28 % BRSSP N1 sSuB 9 LECTURA RAPIDA Q2 ALT B
_24 ! : 0 NO SUB
25__iQ2C 17 BfSG N1 sus 9 LECTURA RAPIDA Q2, ALTC
26 0 NO SUB '
27 Q2D 18 R N1 SUB 9 LECTURA RAPIDA Q2, ALTD
28, ; 0 NO SUB
29 Q2 19 2SS N 1 SUB 9 LECTURA RAPIDA Q2. ALT E
30 ) 0 NO SUB
31 Q2 20 TS 2 1 A 9 LECTURA RAPIDA Q2
32 2 B
.38 | 3 C
.4 4 D
- 5 E
. 36 |Q3A o R N 1 SUB 9 LECTURA RAPIDA Q3, ALTA .
3 0 NO Sus .
38_Q3s 2 V N 9 suB 9 LECTURA RAPIDA Q3, ALTB
t 389 | 0 NO SUB _
40 Q3C 23 W N 1 sus g LECTURA RAPIDA Q3, ALTC
TR 0 NO Su8
42 la3p 24 % N1 suB 9 LECTURA RAPIDA Q3,ALT D
P 43 | 0 NO SU8 .
T 44 |Q3E 25 Y N1 suB 9 LECTURA RAPIDA Q3, ALT E
45 | 0 NO SUB .
i 46 Q3 22 = ? 1 A 9 LECTURA RAPIDA Q3
|42 i 2 B
{8 1 3 C
i 49 ! 4 D
S0 ! 5 E _
L =51 __QdA 27 AA __—N— |UB g tECTURA RAPIDA Q4. ALT A
62— 1 — —— g "NOSUB—
| 53 Q4B——28—AR———N—1 -SyYB——-9 ——LECTURA-RAPIDA Q4 -ALT B._

——

423

{



Relacion de columnas/contenido - Prueba Julio ‘93 - Lengua A, Texto 1 /h:f‘wn a.'l(«rJ(.Lki t-ﬂ:i ffbm

S

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Tipo Valores Etnq!vai

At A BT © D |
1 tomivar Col
81 _caA 27 ARA W
52 0
53 aas 28 AT ~n 9
s NS 0
85 ‘aac . 29 MCE N g
56 | 0
57 o0 30 MDD n g
58 0
59 a4 31 AEE N g
60, 0
81 104 2 AFF 2 4
62 ! 2
63 | 3
&4 4
65 | 5
"~ 66__'Qsv 3 A& N 7
67 0
68 | Q5F 3 AMHE 4
89 0
70 _as> 33w AL N4
B 0
72 a8 s AT 2 1
13 | 2
74 3
75 __'Qev a7 AN
76 0
77 Q86F 38 AyL N1
- ! 0
79 e 38 AN N g
80 | 0
81108 w0 AN 5 1
. 2
83 | 3
84 v a1 A® N
85 | 0
86 Q7F 22 AP N 1
87 | 0
88 Q77 a3 AL O N 1
|_89 ! 0
90 a7 aa ATR - 4
v 92 | 3
93 Jasv a5 AP T S
i = 0
95 Q8F 6 AYT N 1
i 96 0
|97 ja8? 47 APY N 1
.98 | 0
‘99 o8 @ ALY 2 g
100 | 2
101 3

424

F

H e

suB
NO SUB
Sus
NO SuB
SuB
NO suB
SuB
NO suB
SuB
NO suB

Sin datos Etigivar

9

© ©w o o

©o

©w o o

v © © O

LECTURA RAPIDA Q4, ALT A
LECTURA RAPIDA Q4, ALT B
LECTURA RAPIDA Q4, ALT C
LECTURA RAPIDA Q4, ALT D
LECTURA RAPIDA 04: ALTE

LECTURA RAPIDA Q4

VIF/? ALT V
VIFI? ALT F
VIFI? ALT ?

VERDADERO/FALSO/NO INFORMA

VIFI? ALT V
VIFI? ALT F
VIFI? ALT ?

VERDADERO/FALSO/NO INFORMA

VIFI? ALT V
VIF/? ALT F
VIFI? ALT ?

VERDADERO/FALSO/NO INFORMA

VIFI? ALT V
VIFI? ALT F
VIFI? ALT ?

VERDADERO/FALSO/NO INFORMA

}

e



APPENDICES — ES01.2

,l‘

slacion de columnas/contenido - Prueba Julio ‘83 - Lengua A, Texto 1 A‘l({,,,m 5 4 lfdde-()u Ay f‘bﬂﬂ L/

A1 A JB1l 6 10 £ 1 £ 1 @ | H :
i_ Momivar Col Tipo Valores Etigival Sindatos Etiglvar
102 laov ag  AIW g SUB 8 VIFI? ALT V
103 | 0 NO SUB
104 i0oF so AFK N4 suB 9 VIEP ALT F
105 q 0 NO SUB
106_:Q9? s1 C4Y w4 SUB S VIFI? ALT ?
107 | 0 NO SUB
108 Qe 2 82 -, v ) VERDADERO/FALSO/NO INFORMA
108 2 F
110 5L s
1 jatlov 53 A N 9 SUB 9 VIF/? ALT V
112 | 2 0 NO SUB
113 jatoF 54 &P N1 sus 9 VIFI? ALTF
114 0 NO SUB
115 jao? 55 4G N 4 sug 9 VIEI? ALT 2
116 | 0 NO SUB
7 a0 ss eED o 4 v g VERDADERO/FALSO/NO INFORMA
a8 2 £
119 i 3 ?
320 la11a 57 Sk & n 7 suB 9
121 0 NO SUB
123 | ‘cma s8 WeE n 1 SUB 9
123 0 NO SUB
34 Jlo1c se BMb&k N1 sus 9
125 | 0 NO SUB
126 'a1i0 60 ®I# N1 SUB 9
127 | Ve 0 NO SUB
~128 laie 61 2% N su8 9
429 0 NO SUB
130 Q11 62 10T 2 1 A 9
131 2 B
182 | 3 c
~133 1 4 D
T34 | 5 E
135 | 10121\ 3 UhK 4 suB 9
"36 ) 0 NO SUB
_137_la128 64 WL N1 sUB 9
138 0 NO SUB
139 _aizc es sbN N 1 sus 9
140 | 0 NO SUB
141 la120 66 4PN N 4 suB 9
142 | 2 0 NO SUB
143 _lo12e 67 Y¢6 N 4 SUB 9
a4 | 0 NO SUB
145 a1z es dRP 2 1 A 9
" 146 | ; 2 B
“1a7 ) 3 c
148 | 4 D
149 5 E

425



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

; : e L Tl [ U
slacion dé columnaslcontenido - Prueba Julic ‘93 - Lengua A, Texto 1 A]c{,‘,‘w a:\(adé‘ol(i»aﬁai Hm A\’/
A 1 A LBl ©C o] & . ®* 1 & | H s
1 tomhar Col Tipo Valores Etigival Sindatos Etiglvar
150 c13a 69 MO w1 SuB 9
151 0 NO SUB
162 a1 70 TE N 4 suB 9
153 0 NO SUB
15 a7 WS sus 9
156 Q13D 72 N1 suB 9
457 0 0 NO SUB
18 a3 73 MY N 4 suB 9
159 2V 0 NO SUB
160 Q13 74 ? 1 A 9
361 2 8
62, 3 ¢
163 4 D
164 | 5 E
465 aaa 75 YW N g suB 9
66 | 11 X 0 NO SUB
167 Q4B 76 =¥ N 1 SuB 9
_168 0 NO SuUB
“163_iQuac 77 Ay N4 sSuB e
170 . 0 NO SUB
171 a0 718 AE N4 suB 9
72 ! 0 NO SUB
173 ‘o 79 CFA N 9 sue 9
174 | 0 NO SUB
175 Q4 so CBT 2 4 A 9
N 2 B
177 3 c
178 4 D
79 o £
180 la1sa 81 CEC N1 suB 9
181 | 0 NO SUB
“182 o158 82 CcfFD N1 SuB 8
183 0 NO SUB
184 ‘aisc 83 CHE N 1 suB 9
485 | 0 NO SUB
186 Q1D 84 CEF N1 suB 9
187 0 NO SUB
188 lose 85 ChG N1 SuB 9
189 ' 0 NO SUB
—190 la1s  ss CKH o 4 A 9
191 2 B
192 | 3 c
498 ! 4 D
194 | 5 E

426



APPENDICES — ES01.2 / 'IJ

’ (
lacion de cclumnasicontenido - Prueba Julio ‘93 - Lengua A, Texto 1 A]C(."'{'b G :\ Q}Z'Jok,{b%‘l ”‘ﬂfﬂ 4

= — ————— - —_—

A A_tBax & "ol & | F._ . & 4 .. H N
1 Momiar Col Tipo Valores Etigival Sindatos Etiqivar
195 c1eA 87 ¢¢l N1 SuUB g
196 0 NO SuB
197 o8 88 T N1 sue 9
198 0 NO SUB
198 o s K N a sus 9
200 | 0 NO SUB
200 Qisp 90 Wt N 1 suB 9
202 | 0 NO SUB
203 QieE 91 ¢h N 1 suB 9
204 | 0 NO SUB
205 ‘a6 92 CON 2 4 A 9
206 2 “
207 3 c
208 4 D
209 5 £
0 ai7a 93 (RO N 4 sUB 9
a1 0 NO SUB
212 a178 94 (4P N 1 suB 9
213 0 NO SUB
214 airc o5 CT@ N 1 suB 9
215 0 NO SUB
216 a0 o (Ve N g SUB 9
P 0 NO SUB
218 oe o7 ¥ N SUB 9
219 ”. 0 NO SUB
220 a17 e bt 2 1 A 9
21 2 B
222 3 C
223 4 D
224 | S E
225 loaa 99 kY N1 suB 9
226 0 NO SUB
227 Q188 100 ¥V N1 suB 9
228 0 NO SUB
~29 Qisc 101 (o L VI SUB 9
230 | _ 0 NO SUB
231 018D 102 DAY N 1 sUB S
232 0 NO SUB
233 lase 103 Y N 1 sSuB 9
23 | 0 NO SUB
235 Q18 104 dLE 2 1 A 9
236 2 B
957 3 c
238 4 D
239 | 5 :
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION 7

@
\ ;
alacién de columnas/contemido - Prueba Julio '83 - Lengua A Texto 1 A‘xc{. o a: I(Jd(,U(i.(.ﬂo‘ Hﬂn A e

AL A I1BE € Jot E I F T & 1 T H
1 ‘Nomwar Col Tipo Valotes Eligival Sindatos Etig/ivar
240 .Q19A 105 BR W 1 SUB 9
a1 . 0 NO SUB
242 ares 106 2y N 1 sus 9
243 0 MO SUB
244 Jaisc 107 HKC w4 sus 9
245 0 NO SUB
246 la1op 108 HD N 1 sus 9
247 | 0 NO SUB
248 _|QISE 109 PIE N 4 sus 9
249 i 0 NO SUB
250 Q18 110 & 2 1 A 9
251 | 2 8

252 | 3 c

255 & B

254 | 5 E

55 Q20A 111 e N1 suB 9
256 ? 0 NO SUB
257 jo2o8 112 ML N4 sUB 9
258 0 NO SUB
2% ‘azoc 113 Y w1 suB g
260 | 0 NO SUB
261 jaze0 114 P N1 suB 9
262 i 0 NO SUS
263 lo20e 115 MR N 4 sug o
264 | 0 NO SUB
265 a20 116 _®fk 2 1 A 9
266 | 2 B
267 s c
268 | 4 D

269 | 5 E

428
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Meqncren

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION ..

En la prueba es01 las alternativas previstas fueron las siguientes:

; A B C D E
2. A B c D E
3. A B C D E
4. A B C D E
5. \ F ?

6. \' F ?

F v F ?

8. ' F 2

9. \Y) E ?

10. \' F ?

1 A B C D £
12. A B C D E
13. A B Cc D =
14, A B C D E
15. A B C D E
16. A B C D |
17. A B c D E
18. A B C D E
18. A B C D E
20. A B C D E

CADOCUMENT\THESISWM ETHOD\%A&S\ESO NESOIMKSC. WFD 2501196
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APPENDICES — £S01.2
En la prueba es01 las respuestas actuales con relacion al indice de
dificultad fueron:

1. A B © D E
2. g & & B E
3. A B © D E
4. A B C D E
5. vV F 27

6. vV E 2

7. ¥ B 7

8. vV F 2

9, vV E 2

10 v 53 2

1. A°B ¢ D E
12. A B © D E
13. A B C D E
14, A B C D E
15. A B C D E
16. A B © D E
17. A B €& D &
18. A B © B E
19. A B C D E
20. A B C D E
CADOCUMENT\THE SISMETHODEXAMS\ESONESOIMKSC.ACT 25/1/96
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

En la prueba es01 las respuestas revisadas

5 A B C D E
2. A B c D E
3. A B C D E
4, A B C D E
9 \" F 2

6. \') E ?

T v F ?

8. v F ?

9. Vv F ?

10 \Y F ?

11. A B Cc D E
12. A B C D E
13. A B C D E
14. A B C D E
15 A B C D E
16. A B C D &
17. A B c D E
18. A B C D E
19. A B C D E
20. A B C D E

CADOCUMENT\THES LS\HMEE&\%\ESM \ESOTMKSC.REV 2501796



APPENDICES — ES01.2

esOl Facility values (FY)

Cendidates (n = 288

Item 1A 2] IC 1D IE P q Pq Sumpyg
Actual responses 282 1 2 2 0 0688 0.02 0.02 3.54
FY 0.68 0.0C 001 001 0.00

Total responses 287

Errors 1

Errors/Total (%) 0.3

Item yi 1B 2¢ 20 2E P q pPg
Actual responses 2 1 280 O 3 087 0.03 0.03
FY 001 0.00 087 0.00 0.01

Total responses 288

Errors 2

Errors/Total (%) 0.7

Item 3A B 3C iD  3E b q Pq
Actud) responses 0 288 0 0 0 088 001 0.01
FY 000 ©0e8 000 0.00 0.00

Tatal responses 280

Errors 2

Ervors/Total (%) 0.7

Item 4R 4B 4C 4D 4E p q Pq
Actunl responses 0 0 0 245 45 D085 0.15 0.13
FY 000 000 000 085 0.18

Total responses 280

Errors (2)

Errors/Total (%) (0.7)

ltem ST SF 52 p q Pq
Actunl responses 184 43 62 022 078 0417
FY 0.64 0.15 0.22

Total responses 288

Errors (1)

Errors/Tatal (%) (0.3) 433

CBraniThesisié_RESULMTESTEESD1WV.WFD

27/m6:137



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

esOl Facility values (FY)

ltem

Actual responses
F¥

Total responses
Errors

Errors/Total (%)

Item

Actusal responses
F¥

Total responses
Errors
Errocs/Total (%)

Item

Actual responses
FY

Total responses
Errors
Errors/Total (%)

ltem

Actual responses
FY

Total responses
Errors
Errors/Total (%)

ltem

Actual responses
FY

Total responses
Errors
Errors/Total (%)

3]
30
0.10
287
1
0.3

n
ag
0.24
287

03

153
0.53

288

0.0

or

40
0.14
288

0.0

1or
85
0.30
287
1
0.3

&F
135
047

7F
148

0.52

105
0.36

215
0.76

10F
108
0.37

62
122
0.42

TH
38
0.14

30
0.10

a3
0.11

102
as
0.33

CABiymniThe zisi6_RESULTITESTBESD1WV.VFD

434

0.47

0.30

0.75

0.33

27Mme197

0.563

0.66

0.25

0.67

Pq
0.25

pq
0.23

rPq
0.23

Pq
0.18

rq
0.22



APPENDICES — ES01.2

esOf Facility values (FY)

Item R NB  HC 1D E p g  pPg
Actual responses 37 178 44 q 25 062 038 024
24 0.13 0.62 0.15 0.01 0.09

Total responses 260

Errors (1)

Errors/Total (%) (0.3)

Item A 128 12C¢ 120 12E P q Pg
Actual responses 238 11 6 g 25 083 017 014
Y 083 0.04 0.02 0.03 0.08

Total msponses 280

Errors (2)

Errors/Total (%) (0.7)

Item BA BB B3¢ 13D I P g pPq
Actual responses 80 1 15 14 178 062 038 0.24
FY P ™00 005 005 0.62

Total responses 288

Errors 0

Errors/Total (%) 0.0

Item A 14B 14C MDD IE p q pPq
Actual responses 54 183 17 14 8 067 033 0.22
FY &omgy 067 006 005 003

Total responses 286

Errors 2

Ervors/Total (%) 0.7

Item I5A 158 ISC 15D ISE p g pq
Actual responses 4 240 35 1 7 083 017 0.14
FY 001 083 012 0.00 0.02

Total responses 287

Errors 1

Ervors/Total (%) 0.3

CABrMTNesinG_RESULTIESTEESIIFV.VPD 2776197
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

es0 Facility values (FY)

Item IGh 168 16C 16D I6E p q
Actusl responses 20 14 1Q 4 231 080 0.20
FY 0.07 0.05 007 001 080

Total responses 288
Errors 0

Ervors/Total (%) 0.0

item A B WC 1D WE  p q
Atulresponses 3 8 176 2 85 061 038
F¥ 001 003 061 001 8RR

Total responses 284

Errors a
Errors/Total (%) 1.4

ltem eA 188 1K 18D e P q
Actual respenses 34 21 20 180 21 066 034
FY a12 0.07 007 0.66 0.07

Total responses 288
Errors 2

Errors/Total (%) 0.7

Item o8 198 19C 19D I9E p q
Actual responses 10 173 3 a2 54 060 040
F¥ 003 060 0.01 By, Wl

Total responses 282
Errors 6
Ervors/Total (%) 21

ltem 208 208 20C 20D 20E P q
Actual responses 14 38 25 180 27 063 038
FY 005 013 008 063 008

Total responses 284
Errors 4
Errors/Tatal (%) 1.4

P
0.16

Pq
0.24

pq
0.22

Py
0.24

rq
0.23

CABryan\Thesisis_REBULTITESTE\EEIIFVIWFD 27106757
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APPENDICES — ES01.2

21/8/96

es01 Summary tabl

item {FV D

Q1 0.68| 0.05
Q2 0.97| 0.06
Q3 0.99| 0.03
0.85| 0.18

Q4
Q5 0.22| 0.30
Q6 04710131

Q7 |- 034/~0186
Q8 |-D%31~0.04
Q9 | 0.75] 0.49
Q10 | ,.0:33[7035{
Q11 | 0.62] 0.51
Q12 | 0.83] 0.34
Q13 | 0.62] 0.44
Q14 | 067] 0.35
Q15 | 0.83] 0.35
Q16 | 0.80] 0.38
=sQ17_| 061] 0.34
Y518 | 066| 038
Q19 | 0.60] 0.37
Q20 | 063] 0.45

¢:\documentithesis\results\stats\esO1\esO1stat wb1 Hoja M Summary of FV & D
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

z-Test esO1 & es02
£ 0.} M N o |
(.4 12-Test Dos muestras para medias | ... tigs
{ S Varilable 1 | Variable 2
6 IMedia 13,3055556112,0062112
7 Varianza conocida 5649927! 4925427
8 |Observaciones 288 161
9 | Hipotética diferencia de medias 0
10 Iz 5,79865041
11 P(Z<=z) unacola 1,671E-09
12 |z Cola critica 1,95896399
13 1 P(Z<=z) dos colas 3,343E-09
14 __ |z Colas criticas 1,64485363

c\documentithesis\results\stats\esO1\esOTstat wh1 Hoja Désd'mabwbrrigirenida L L~ zoLiiiigea: |G1toLto

03 ¢ W agLLLLGe: Lyg oLt gt g Lt
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Sub-test es02
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APPENDICES — ESO2

LA ADQUISICION DE VALORES 1

Urge l1a
tolerancia

Unicef intensifica su

campana para educar

a los jovenes como ‘ciudadanos del mundo’

ANA FERNANDEZ
El Fondo de las Naciones Uni-
das para la Infancia (Unicel)
estd llevando a cabo una cam-
pana internacional dirigida a
concienciar ¢ integrar en los sis-
temas educativos una nueva op-
cion pedagogica que es la educa-
cion para ¢l desarrollo, y cuyo
objetivo fundamental es sensibi-
lizar al ser humano a fin de que
colabore en la solucion de los
problemas y diferencias, tanto
ccondomicas como culturales o

éinicas, que afectan a nuestra °

sociédad, ofreciendo asi una al-
ternativa frente a la violencia
que a menudo se utiliza para di-
nimir tales diferencias.

El responsable del Programa
de Educacion para el Desarrollo
de |2 oficina europea de la Uni-
cef, Andrés Guerrero Feliu, opi-
na que, aunque la educacion
paracl desarrollo no da una res-
puesta a tpdos los problemas
que surgen en este mundo inte-
rrelacionado, “intenta, al me-
nos, crear en los jovenes las acti-
tudes que les van a permitir
comprender los complejos siste-
mas de relaciones que dominan
nuestra socicdad y de como és-
tos influyen en uno mismo en su
relacion con el entorno™.

La educacion para el desa-
rrollo, una de las principales
preocupaciones del fondo desde
los anos 70, esta propulsada
principalmente, desde los pro-
pios comités nacionales que la
Unicef ticne en la cast totalidad
de los paises industrializados
que son los que mds clementos
de juicio ticnen a la hora de ela-
borar material informativo y di-
dactico adaptado a cada pais.

Si en un principio esta in-
quictud nacio para informar y

sensibilizar a los jovenes del

los paises en desarrollo, ¢l nue-
vo enfoque de la organizacion
estd centrado en la promocion
de una “ciudadania global”,

lerancia, la justicia social, la
conciencia de los problemas del
medio ambiente son los valores
que promueve la educacién
para ¢l desarrollo. Asimismo,
intenta ofrecer a los jovenes los
conocimientos necesarios que
les permitan poner en prictica

F  “Laguecrmacsun productode
la mente del ser humano. Si so-
mos capaces de generar violen-
cia, también lo somos de crear
armonia. Frente a nuestra capa-
cidad de destruccion debemos
explotar la capacidad de cons-
truccién”,

G Opina que la crisis en 12 anti-
gua Yugoslavia refleja “el fraca-
so de la no prictica de la educa-
cién para el desarrollo”. Esto
nos ensefa que los problemas
“se resuclven sobre todo a nivel
local en su interaccion con el
medio donde se producen”,

Ciudadania global

H Los tejidos de relaciones huma-
nas, que ¢n ¢l mundo de hoy se
multiplican aceleradamente gra-
cias al avance de los sistemas de
comunicacion, hacen que cl pla-
ncta se enfrente a un complejo
proceso de interconexiones que
generan situaciones y proble-
mas de naturaleza global,

1  Porello, la Unicef considera
imprescindible educar a la ju-
ventud y-fomentar una visidn
global, mediante el estudio del

dichos valores, segiin Guerrero. .

plancta y de su gente, de los.dis-

! tintos estilos de vida y de la for-

J

E Lasolidaridad, la paz, la to-

K

L

Norte sobre los problemas de : ™Ma en que se aprehende la reali-

dad mundial,

En este sentido, los concep-
tos de interdependencia
—aprender a valorar las inter-
conexiones y las consecuencias
que muchas acciones efectuadas
a nivel local acarrecan a nivel
murdial—, la exploracién de
otros modos de vida y puntos de
vista, climinando los estereoti-
pos que son siempre juicios de
valor muy simplistas o la justi-
cia social, mediante la adquisi-
cion de conocimientos en mate-
na de derechos humanos y su
aplicacion a la vida diania, son

clementos que forman parte del
aprendizaje de la ciudadania
global.

Asimismo, Guerrero destaca
otros conceptos inherentes a
eslc nuevo tipo de ser humano
como son la cosefianza a la ju-
ventud ‘del origen y la solucion
de conflictos, para lo que necesi-
ta comprender las diferentes
fuentes y las causas de los mis-
mos. Debe aprender a luchar
por la paz y entender que las
mcc}ndas que se toman hoy afec-
taran a las generaciones futuras.

“Una de las dimensiones de
la globalidad es el tiempo”, se-
fala; cada acontecimiento hun-

de sus raices en algo que ya se
produjo y a su vez influird en lo
que se va a producir. Una pre-
paracién para el futuro implica
comprender que cada uno de
nosotros tiene algo que decir
ante las fuerzas que provocan
los cambios y una participacion
activa en el mismo proceso”,
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INFORMACION SOBRE EL EXAMEN

Este examen consta de dos partes que son pruebas de habilidades
de lectura.

Antes de comenzar comprueba haber rellenado l1os datos personales
en las hojas de respuestas, y haber entendido bien como sefalar
las respuestas correctas.

La primera prueba es un texto en lengua espafiola; la segunda es
un texto en aleman, francés, o inglés.

E1 tiempo total de duracién del examen es de 2 horas. La
distribucién del tiempo se deja al arbitrio de cada uno, pero se
sugiere emplear alrededor de una hora para cada parte.

Estd prohibido salirse del examen sin entregar los papeles. En
cualquier caso no se permitird la salida durante los GUltimos diez
minutos del examen.

No se admitird el uso de ningin libro, papel © cualquier otro
tipo de ayuda. Las personas que l1os utilicen se descalificaran
automdticamente.

Se recomienda el uso de 14piz y goma de borrar para el examen.
No es necesario el uso de boligrafo.

Se puede usar la hoja de preguntas como borrador, pero todas las
respuestas deberan consignarse en las hojas de respuestas.

E1 formato de las preguntas es de eleccién mditiple. Las
instrucciones son de la siguiente manera:

Lee el texto y sefiala a cudl de 1los parrafos podria
corresponder cada una de las siguientes frases como titulo.
Subraya la letra en la hoja de respuestas.

b 4

V (Verdadero), F (Falso) o ? (el texto no informa sobre
este punto), y subraya la letra o el simbolo
correspondiente en la hoja de respuestas.

Y

Elige 1a opcién mas apropiada y subraya la letra en la hoja
de respuestas.

Si se comete algin error al rellenar la hoja de respuestas borra
la respuesta errénea y subraya la correcta, o tacha con una "X"
la respuesta errénea y subraya la correcta.

Al final del examen se entregarén todos los papeles: es decir,
textos, hojas de preguntas, y hojas de respuestas.
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Espafrol - Prueba de habilidades de lectura =~ Texto N2 2

e v ——— e e e e,

ler APELLIDO:

20 APELLIDO:

NOMBRE:

DNI: [SCORE: ]

e e e

Subraya la letra o simbolo que corresponda.

1. A C D E F G H I J

2. E F

Cc
3. c
C
C

o o o o
m
m
H O 60 O
E X e 2
-
3 o
- A R & S
~

?

?

8.

9-

Y

10.

-

12.
13.
14.
15.

16.

m m m M m M m

A
A
A
A
v
v
v
v
\'
11, A
A
A
A
A
A
A
A
A

B
B
B
B
B
F
F
F
F
=
B
B
B
B
B
B
B
B
8 445
B

O OO © o o o 0O O O O

o O O O 6H O O O O

m m m

20. A
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Esparrol =~ Prueba de habilidades de lectura - Texto HE 2

"Urge la tolerancia”

Lee el texto y sehfala a cudl de los pérrafos podria corresponder cada una de

las

4.

siguientes frases como titulo. Subraya la letra en la hoja de respuestas.

“E1 objetivo fundamental del programa."”

“Los valores que promueve el programa.”

“La globalidad de los problemas.”

“Los derechos humanos.”

“Las generaciones futuras.”

Elige V (Verdadero), F (Falso) o ? (el texto no informa sobre este punto), y
subraya la letra o el simbolo correspondiente en 1a hoja de respuestas.

7.

10.

La campana fntenta solucionar los problemas de las personas que
utilizan 1a violencia para dirimir sus diferencias.

Guerrero estd al frente de la oficina europea de la Unicef.

E1 fondo fue creado en la década de los anos setenta,

La crisis de la antigua Yugoslavia se deriva en parte de la falta de

puesta en prédctica de los valores que promueve el fondo.

Los gobiernos de los pafses industrializados invertirén en 1la
elaboracién del material didéctico e informativo.
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Elige la alternativa mas apropiada y subraya la letra en la hoja de
respuestas.

11.

12.

13.

14.

15.

La educacién para el desarrollo persigue la solucién de los problemas

y diferencias sociedad.

A .. econbmicas de la ...

B .. econ6bmicos que afectan a la ...

C ... econémicos y culturales, que afectan a la ...

D ... econémicos, culturales y étnicos que afectan a la ...

E . econbmicas, culturales y étnicas, que afectan a nuestra ...

Guerrero opina que ...

se pueden comprender las relaciones de dominio de la sociedad,
los problemas no se solucionan en su interaccidén con el medio.
el tiempo es un concepto de dimensiones globales.

podemos generar algo de mds valor que la violencia.

las fuerzas provocan una participacién en el proceso.

moomw>»

La frase "intenta, al menos ... con el entorno.” (pé4r. B), sirve
cOomo ...

A ilustracién.
B matizacion.

c aviso.

D sugerencia.

E consejo.

La educacién para el desarrollo es un proyecto ...

de pafses industrializados.
de nueva opcibén pedagbgica.
de las Naciones Unidas.
centrado en la infancia.
en los paises del Norte.

moom>

En la frase “"esto nos ensefia que los problemas se resuelven sobre todo
ee." (pr. G), “esto” ser refiere a la ...

A crisis actual en el antiguo Yugoslavia.

B falta de éxito de la no préctica de 1la educacién para el
desarrollo.

c educacién para el desarrolio.

D falta de éxito de la educacién para el desarrollo.

E falta de éxito de la préctica de la educacién para el
desarrollo. 447



16.

17.

18.

19.

20-

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

;Qué es mayor?

moom>»>

Los tejidos de relaciones humanas.
Los sistemas de comunicacion,
El estudio de los estilos de vida.
El1 proceso de interconexiones.
La explotacién de otras vias.

La Unicef considera imprescindible fomentar ...

A
B

el estudio de los distintos modos de vida.

una visién global de las formas de aprehender la realidad
mundial,

la educacién de 1a juventud para aprender de la realidad mundial.
una visién global del planeta y su gente.

la educacién de la visién de 1a juventud.

Los conceptos inherentes al nuevo tipo de ser humano son los conceptos

moom>»

ser humano.

.. coaligados al ...
.. colaterales del ...

. ¢ircunstanciales del ...
.. adicionales al ...

. esenciales del ...

La adquisicién de conocimientos en materia de derechos humanos
contribuye a ...

mooOmw>»

la eliminacién de estereotipos.

su aplicacidén a la vida diaria.

el avance de la justicia social.

1a valoracién de las interconexiones.
la exploracién de puntos de vista.

Cada acontecimiento ...

A

es consecuencia de algo que ya se produjo y que ha influido en 1o
que se va a producir,

es resultado de algo que no se produjo y que influird en 1o que
se ha de producir.

que se va a producir influyé en 1o que ya se produjo.

hunde sus raices en algo que no se produjo, lo que influird en lo
que se va a producir.

es resultado de algo que se produjo e influird en lo que se ha de
producir,
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V%U@D

En la prueba es02, las alternativas designadas por los autores como las
correctas eran las siguientes:

w.v A B € b E F G H | J " ARSI
2.2 A B i€ D E F G H | 3 R LK
a/ A B ¢ D E F & H 1 J K L
4.v A B © D E F G H | J K L &
5x#x£, A B C D E F G H | y K LIS
6.v V. F 7 R
7.v V F ? (A
8. Vv @;ks ? 043 ﬁ?t-, C
9.v V F 72 Cu
10~V F 2 r1
' A B C D E T
2912, (A B C D GAE tut CY
DA513v A B € D E 5C
©. 14 A (Bgo € euD  E feept lhony N&
C7 15, Age(Bg¥C D Elie L
16. Rgss B C Dy E Gt A id
- 17.v A B C D E 2
F 4018 A B C D E )
~.I>19.,A B € D E BN
f1420.,A B € D E SV,
450
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En la prueba es02, las alternativas que se adjudicaron ser las ‘correctas’

tras el analisis de los valores FV eran:

1. A B € D E F 6 H
2. A B €€ b E F 6 #H
3. A B C D E F G H
4 A B C D E F G H
& A B ¢ D & F @ H
B vV F 9

2 M B 7%

& V F 72

9. V F 7

0. V. F 2

1. A B C D E

22 A B € D

3. A B C D

4 A B c 0 E Chome!
% A B € D E '
6. A B € D E

7. A B © D E

1. A B C D E

9. A B € D E

2. A B C D E

CADOCUMENT\THE SISWETHOD\EXAMS 993UULIO\SPANISHIESO2MKSC REV

301005

e b .

X X X X R
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| el el AR B

Ese elimina ya que hay dos alternativas correctas

N

£T

s
D

DN
QI8
£A
&

£
EV
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: Split_halves J K L M

i 3 Order by F¥

i 4 A half B half ;

T -

- | Meda 5.27|Meda 575
7 Error tioko 0Q.12!Emor tipxo 0.1
8 Medery €.00[Medana £.00
9 iMods _ 5.00{Moda 5.00
10 Desviaodn tipica 1.48| Deswviaodn tipica 1.35
11 Vanuza 2.19|Vanarza 18!
12 |Cutoss 0.07|Cuntosts 0.2
13 Asrretria -0.36| Asimetria 0.05
14 Recomdo 7.00{Recomdo 6.00
15 Minimo 1.00| Minimo 3.00

- 16 Mixime 8.00| Miximo 9.00

17 Suma 549.00 {Suma _ 923.00
18 Categoria 161.00! Cateporia 161.00
19 Nevel de confianzal0.950000) 0.23 | Nvel de confianza’0.950020) .21
20
21 Ahai__|Bhat
22 A hail 1.00
23 B la¥ 0.24 .00

08/02/97
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Split_halves N i O P Q |
3 Order by DI i
' 4 Ahalf - . B half H
i 5 i '
6 | Mada S i 5.20/Msde {480
7 | Error tizeco o121 Ever tipico ' 241
8 Medara £.00! Medara i __£.00
9 Moaa 7.00|Moda 4.00
10 Desviacdn tipea 146 | Desvacdn tipca 1.39]
11 Venenza 2.i4|Vanarza 1.94
12 Cuntosis 0,49 Cutess 0.14
13 Asireira 0.23 |Asimetna 0.04
14 Recomdo 6.00| Recomdo 8.00
1§ Minmo 3.00| Miniro 1.0
' 16 Méxirvo 9.0¢| Mawmo 9.00
i 17 Surma 55%.00|Suma 73.60
18 Catporia 161.00| Cateronia 161.00
19 EN?.-@.! dz conianzal0.95CCC0) 0.23 | Nrjel da confanzai0.950C001 0.21
20 - : .
21 jAbad |8 ek
i 22 _|A hat .00
! 23 8 fa v 02 i.c0

08/02/97 454



20/08/96

APPENDICES — ESO2

g

s

K A | B | ¢

1 es02 Summary table: FV and D

2

3

4 Item Fv D

5 |Q1 0.96 0.07|X
6 |a2 1.00 0.00|v
7 _|Q3 0.73 0.20|¢
8 |Q4 0.90 0.20|X
9 0.76 0.27

10 |cs 0.57 0.54|X
11 |Q7 0.56 0.43|%”
12 |Q8 0.43 0.50|%
13 |a9 0.93 o.os%
14 1Q10 0.47 0.41

15 |Q11 0.89 0.051K
16 |Q12 0.00 0.00!
17 _ |Q13 0.75 0.27|X
18 [Q14 0.57 0.32|X
19 |a1s 0.14 0.18}X
20 |Q16 0.26 0.11M
21 |Q17 0.43 0.32{%
22 |18 0.38 0.38{w
23 |a19 0.35 0.70|%
24 |1Q20 _0.94 0.16}w

Lengua A (es02) - Archivo c:\documentithesis\results\stats\esO2\es02stat.wb1 Hoja K Summary table: FV and D

455



Valores FV - Prueba Julio 83 - Lengua A (ESO2) - Archivo eso2juwbi Hoja B £8 BLACER:

READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

charchl L AlLhig

hulﬁs, .

16! CanmoaTor.

B A B Cc DLE F G | H 1 J K L M
1 |pregunta n® Q1A Qi8__|QiC |QiD |Q1E_|QiF |Q1G [Q1H_|a1l |a1d  [QiK  [QiL
2 |n®aciertos 154,0 10/ 20/ 40] 00| 00} 00 00; 10| 00] 00| Oy
3 _|FV 096! 001} 0,0t| 0,02 000! 000/ 0,001 000! 001, 000{ 000! 0,0
4 |n°respuestas 164.0
5 _ |respuestas fallidas -po -
6 [% -06] AL
7 ,
8 |pregunta n® Q2A Q28 _|@2c |20 Q2 nlQ2F |@2G |Q2H Q21 (@24 [Q2K [Q2L
9 in®aciertos 00 1,0{ 00| 10j 1610 10} 00 00! 00| 00} 00| O
10 |FV _0,00] 0,01} 0,00 0,01]™1,00! 0,01} 0,00/ 0,00| 0,00 000| 000{ 0,0
11__In° respuestas 164,0 e
12 _ |respuestas fallidas -30
13 (% A91H: Z
14
15 |pregunta n® Q3A Q38 !Q3C |Q3D |Q3E__|Q3F {Q3G [Q3H .- {Q31 (Q3J Q3K Q3L
16 |n° aciertos 10{ 60{ 20/ 70| 00| 20! 30| 1170 180 30| 00! 4
17 __|FV 001] 0,04} 0,01} 004] 000| 0,01! 0,02 073|011/ 002{ 000 00
18 |n°® respuestas 163 -
19 Irespuestas fallidas 20
20 1% -1.2[A AP
21
22 |pregunta n® Q4A___ |Q4B_|O4C |Q4D |Q4E__|Q4F 1Q4G |Q4H  1Q4l |Q4J. |Q4K Q4L
23 _|n°aciertos 00 10! 10! 00 30/ 20! 00 10! 40| 1450{. 20| 1.
24 iFV 0.00{ 0,01} 001! 0,00 002} 001] 0,00 0,01} 0,02 m 001} 0,0
25 in®respuestas 160
26 |respuestas fallidas 1.0
27 % 0614;
28
29 |[pregunta n® Q5A_ Q58 |Q5C Q5D |QSE |Q5F [QSG [QSH _ |Q51 |Q5J  |@5K - |Qst
30 |n® aciertos 00/ 00l 00/, 00, 00| 00| 00 00| 40| 00| *122,0{ 36
31__IFV 0,00/ 000{ 000! 000 000!l 000! 000] 000|002 000 “076{ 0.z
32 [n® respuestas 162,0 =
33 |respuestas faliidas 10{
4 |% 06|A L
7., hag

il —367%,

gL — ¢,

Ca|

i
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Valores FV - Prueba Julio 93 - Lengua A (ES02) - Archivo eso2fv.wb1 Hoja B

B A B C D E F

35 44/1-0 = bf)Z
36 |prequnta n® Q6V__|Q6F * |Q6? A: 8
37 _|n® aciertos 660 920 2,0

33 FV 0,41 0.57}' 0,01

39 |n®respuestas 160,0 i

40 _lrespuestas fallidas 1.0

44 (% 0.6

42

43 |pregunta n® Q7v__|Q7F_dar? Ach
44 In® aciertos 570/ 900! 140

45 IFV 0,35 Oyﬁp 0,08

46 (n° respuestas 161.0

47 irespuestas fallidas 0.0

48 1% 0.0

49

50 |pregunta n® Qsv__|QsF: _[Q8? A 1 CE
51  |n® aciertos 160y 720{ 700

52 |FV 0,12 045 043

53 In°® respuestas 161.0 e

54  |respuestas fallidas 0,0

55 |% 0,0

56

§7 |pregunta n® Qovs [QeF  |Q9? ArCH
58 [n° aciertos 150,0 9,0 20

58 [FV ~083] 006/ 001

60 |n° respuestas 161,0

61 Irespuestas fallidas 0.0

62 |% 0.0

63

64 |prequnta n® Q10V _|Q10F [Q107% A:CA
65 |n® aciertos 400] 460 750

66 |FV 025 029 047

67 _|n° respuestas 161,0 v

68 |respuestas fallidas 0.0

69 (% 0.0

70

71 |pregunta n® Q11A |Q118 |Q1iC |011D Q16| A CT. ﬁ ES 5._,. F 1S
72 |n® aciertos 0,0 0.0 00! 180! 1430

73 [FV 000] 000{ 000! 0111 089

74 |n°® respuestas 1610 v

75 |respuestas fallidas 0,0

76 |% 00

77

78 |prequnta n® Q12A7 |Q128_|Q12C |Q12D0Y[Q12E | & g ¢
78  |n® acieros 58,0 50| 270] 580! 120 3
80 [FV 036y 003| 017| 036! 007

81  [n°respuestas 1600 '

82 [respuestas fallidas 1.0

83 [% 06

B84 J s

85 |pregunta n® Q13A_|Q138-{013C_|Q13D |Q13E | A; DC
86 [n° aciertos 30,0] 1210 20 30 4,0

87 RV ' 019] 075 001] 002 002

88 |n®respuestas 160.0 v’

89 . |respuestas fallidas 1,0

90 [%° - 06
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Valores FV - Prueba Julio 93 - Lengua A (ES02) - Archivo eso2fv.wb1 Hoja B

B8 A B C D E F
a1 , 5
92 |pregunta n® Q14A |Q14B |Q14C |Q14D |Q14E f,'DL
93 In®aciertos 140! 910! 500 6.0 20
G 009 0571 031 004 001
95 |n°respuestas 163,0 ¥
96 |respuestas fallidas -2,0
97 1% -12
98
99 |pregunta n® Qi5A_|a1sBulansc aiso laise | 4l DO
100 |n® aciertos 220] 1250 70| 10| 40
101 _|FV 014/ 078 004! 001] 002
102 |n® respuestas 159,0
103 _|respuestas fallidas 20
104 |% 1.2
:gg oregunta n® Qi6A_|Q16B_|Q16C |Q16D |Q16E ALAT
o u
TS 107 |n® aciertos 950, 150/ 60| 420; 10
108 |FV 059|009 004/ 026 001
109 |n°® respuestas 159,0
110 lrespuestas fallidas 20
111 |% 1,2
112
113 |pregunta n® Qi17A_|Q178:1Q17C _|Q17D |Q17E | A: €4
114 |n® aciertos 60| 700! 320 350| 180;
115 |FV 0,04 043] 020f 022| 011
116 |n° respuestas 161,0
117 _irespuestas fallidas 0.0
118 _|% 00
119 p
120 _|pregunta n® Qi8A |o188 |atec_jaieo |qiee] A &7
121 In°®acie 50,0 1,01 2701 180 0
122 |FV 031]_001] 017]_011} 02}
123 |n°® respuestas 155.0 - "'g
124 |respuestas fallidas b%
Tk 125 1% ~a
== 126 >
127 | pregunta n® Q19A_| Q198 |Q19C_|Q19D |Q1%E |A-E A
128 |n® aciertos 520 80} S560f{ 230{ 210
129_[FV 032 005l 035 014] 013
130 |n®respuestas 160,0
131 [respuestas fallidas 1.0
132 |% 06
133
134 |prequnta n® Q20A [Q208 |Q20C {Q200 |Q20E.- /l.g\/
135 |n°® aciertos 3,0 30 20 20} 1510
136 |FV 0,02] 002 001] 001] 084
137 In° respuestas 1610
138 |respuestas fallidas 0,0
139 1% 0.0
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Englieh - Test of Reading Skills - Text 2

T e e —— e |

1st SURNAME:

2nd SURNAME:

NAME:

DNI: TOTAL:

—_— e e e e e T p

Underline the appropriate letter or symbol.

1. A B C D E F
2. A B C D E F
3. A B C D E F
4, A B C D E F
5. A B C 0 E F
6. T F ?

7, T F ?

8. i § F ?

9 T F ?

10, T F ?

11. A B Cc D E

12, A B Cc D E

13. A B C D E

14, A B C D E

15. A B Cc D E

16. A B C D E

17. A B C D E

18. A B C D E

19. A B 0452 D E

20. A B C D E



APPENDICES — IND2

English - Test of Reading Skil1ls - Text 2

"Japan marries self-sacrifice with nostalgia”

Scan the text and identify for which paragraph each of these
sentences could be the title.

15 A distant admirer,.

2% Contrasting attitudes.

3 Out of step with society?

4. The enigma of Miss Owada’s decision.

5. A view from the present.

Choose T (True), F (False), or ? ("there is no evidence in the
passage to support this”).

6. The Japanese see the Princess of Wales as an example of
modern social change.

Tia Miss Owada decided to accept her arranged marriage out of
a sense of tradition.

8. Some Western observers would wish to impose Confucian
traditions on their own societies.

9. Prince Naruhito has spoken out against the attitudes
displayed by the British Royal Family.

10. The stability of Japanese family 1ife has been shaken by
the so-called "yellow cabs”.
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READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Choose the most appropriate alternative and underline the
letter on the answer sheet.

11. Miss Owada's decision represents ...

a clear change of mind.

the fulfilment of her dreams.

an acquiescence to family pressure.
her acceptance of destiny.

her desire to be subversive.

mooOm>

12. Edward VIII was admired by the Japanese because he ...

abdicated the throne.
maintained traditions.
epitomised royalty.
exhibited eccentricities.
showed a certain style.

mooQ o>

13, Once she becomes a member of the Japanese imperial court
Miss Owada will probably ...

A be in a position to bring about change.

B represent female independence in modern Japan.

C be referred to as being a "yellow cab”.

D find her life comfortable, but limited.

E follow the example set by the Princess of Wales.
14, Before deciding to marry Crown Prince Naruhito, Miss

Owada was ...

A an anti-feminist.

B a traditional Confucian,

C a model of selfishness.

D a "yellow cab”.

E a career woman.

15. The position held by the monarchy in Japanese society
appears to be ...

in jeopardy.
under review.
unquestioned.
intolerable.
Justified.

moom>»

16. The changes in modern-day Japanese society are ...

creating concern amongst traditionalists.

a cause for nostalgia in both West and East.
slowly being undermined by subversives.

no longer as clear as they used to be.
clearly seen in the life of the royal family.

mooOm>
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17.

18.

18.

20.

APPENDICES — INO2

In paragraph E, from the sentences "One could call this
... independent women." we can assume that the author of
the article does himself believe

that this is “selfish and sad”.
that “society has not kept pace”.
neither 'A’ nor 'B’ is true.

both 'A’ and 'B’ are true.
something completely different.

mooOm>

In paragraph B, the expression
refers to ...

a parable of failure”

Edward VIII's decision to abdicate the throne.
Japanese royalists’ views on the monarchy.

the marriage of the Prince and Princess of Wales.
the marriage of Crown Prince Naruhito to Miss Owada.
the current situation of the British Royal Family.

mooOm>»

In paragraph C, the phrase "to play the game” 1is
synonymous with ...

A victory.

B conformity.
C defeat.

D stalemate.
E rebellion.

In the phrase "That it was an act of self-sacrifice ..."
in paragraph C, the word "it" refers to ...

being selfish.
playing the game.
getting married.
being useful.
pursuing a career.

moomw>»
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hPPENDlgEISe—‘-SIN 02
.f.

AddTE0

En la prueba in02, las altemativas designadas por los autores como las
cormrectas eran las que figuran aqul abajo. Después del analisis de los

resultados actuales de la prueba se ha decidido mantener como cormrectas
estas mismas altemativas:

1, A B C D E F

2, A B € D E F

3. A B C D E F

4. A B & b B E |

5, A B © D E F )
6. v F 2 Olude Eunl
7. vV F 2

8. v F 2

9. vV B 2

10. ¥ F 2 s

1. A B C D E Dr ok |

12 A B C D E D,Lh»‘*L

13, A 8 © B E

14, A B C D E

15, A B & D E

16. A B C D E

17. A B C D E

18, A B C D E

19, A B C D E

20, A B € D E

C.\Bryan\Thesis\S_METHOD\EXAMSUNOUNOZMKSC. WFD aT7 467
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Prueba Julio 93 - Lengua B (IN 02) - c:\.\in02fv.wb1 Hoja B Valores FV

B A B C D E F G
1__|pregunta n® Q1A¥ Q1B |QIC_|QiD_|QiE__|QiF
2 |n® aciertos 2870 50 1,0 7.0 30 40
3 |FV 091] 003§ 001] 004] 002! 002
4 n® respuestas 318,0
5 _irespuestas fallidas -2,0
6 1% 0,6
T
8  lpregunta n® Q2A |Q2B |Q2Ca#Q2D |[Q2E {Q2F
9 |n®aciertos 20| 660| 2340 40 7.0 20
10 |FV 001 021] 074 001 002 001
11 [n® respuestas 315,0
12 _ |respuestas fallidas 1,0
13 1% 03
14
15 |pregunta n® Q3A |Q3B_|Q3C_  |Q3D# |Q3E |Q3F
16 [n® aciertos 20! 100 50| 2410/ 530/ 100
17 |FV 001 003 002| 076! 0,17 003
18 |n°®respuestas 321,0
19 lrespuestas fallidas -5,0
20 (% -1,6
21
22 ipregunta n® Q4A [|Q4B  [Q4C Q4D |Q4E  |Q4F &
23  in°® acierios 20 00| 780 30| 200! 2110
24 |FV 0.01] 000 02S5{ 001 005/ 067
25 |n°respuestas 314.0
26 |respuestas fallidas 2,0
27 (% 0,6
28
29 |pregunta n® QSA Q5B [QSC |Q50 |QSE¥ |Q5F
30 {n°aciertos 60{ 870 40 40{ 1970/ 19,0
31 |FV 002) 028 001 001 062 006
32 |n°®respuestas 3170
33 lrespuestas fallidas -1.0
34 (% -0,3
35
36 |pregunta n® Q6VE |Q6F Q67
37 [n°®aciertos 2230 7100 220
38 [FV 0,71 022 0,07
39 |n®respuestlas 316,0
40 |respuestas fallidas 0,0
44 1% 0,0
42
43 |pregunta n® Q7vV_|Q7F@ Q77
44 |n® acierlos 72,0] 198,01 440
45 |[FV 023| 063] 0,14
46  |n° respuestas 3140
47 |respuestas fallidas 20
48 (% 0,6
49
o 42-90 Ipregunta n® QBVi QBF |Q87
cpwenfc:91 o-|n® aciertos. . ... 18970/ 750| 440
52 [FV 062 024 0,14
453" [n® respuestas 316,0
..+54° Mrespuestas fallidas 0,0
S 85 %t L 0,0
o 58 i s ™M

\-:. e -...rfb .-- .IJI." 469



READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION

Prueba Julio 83 - Lengua B (IN 02) - c:\. \in02fv.wb1 Hoja B Valores FV

1] - T - [ - T - 1 - L] -
B A =] ¢ v (3 r G
57 _|pregunta n® Qov_ |QoF |cond
58 [n® aciertos 440f 950! 1760
59 [FV 014] 030 0,56
___60__ |n®respuestas 315,0
61 respuestas fallidas 1,0
62 % 0,3
63
64 _|pregunta n° Q10VJ|Q10F_| Q107
65 |[n°® aciertos 202,0| 760/ 380
66 |[FV 0,64 024 0,12
67 |n°®respuestas 316,0
68 |respuestas fallidas 0,0
69 |% 0,0
70
71__|pregunta n® Q11A% Q11B |Q11C |Q11D |Q11E
72 |n°® aciertos 163,0 70f 280 610/ 620
73 |FV 052 002 008| 0198] 020
74 |n° respuestas 321,0
75 |respuesias fallidas -5.0
76 1% -1,6
77
78 |pregunta n® Q12A [Q128 |Q12C_|Q12D |Q12E {”
78 |n® aciertos 63,0 71,0 410] 280! 1130
80 |FV 020] 022 013] 009! 0,36
81 n° respuestas 316.,0
82 |respuestas fallidas 0,0
B3 % 0,0
84
85 |pregunta n® Q13A_|Q13B_|Q13C |Q13DH|Q13E
86 |n® aciertos 108,01 40,0 g0{ 1290| 26,0
87 |FV 0,34 0,13} 0,03| 0,41 0,08
88 |n° respuestas 313,0
89 |[respuestas fallidas 3.0
80 |% 0.9
91
92 |pregunta n® Q14A |Q14B |Q14C |Q14D |Q14E
93 [n°® aciertos 10| 120] 420| 280 2320
84 |FV 0,00, 004| 013 009] 073
95 [n® respuestas 315,0
96 _ |respuestas fallidas 10
97 |% 0,3
98
99 |pregunta n® Q15A |Q158 |Q1SCEIQ150 |Qi5E
100 |n® acierlos 520| 740| 990| 440/ 430
101 |FV 0,16] 0,23| 031 014! 0,14
102 |n® respuestas 3120
103 |respuestas fallidas 40
104 1% 1.3
105
| 106 {pregunta n® Q16A% Q168 _|Q16C_|Q16D |Q16E
. o] 107.. |n® aciertos 146,0| 63,0| 320| 270/ 430
' 108 |FV 046| 020| 010/ 009/ 0,14
109 " In°.respuestas 3110
110. Yrespuestas fallidas 50
o1l 4% - e 1,6
<1127 v vz, 5
O £ 'ff"'- > \ kT 4 U

"
[

Y _.-'f
-

e~

i
H .t
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Prueba Julio 93 - Lengua B (IN 02) - c:\.\in02fv.wb1 Hoja B Valores FV

B A B ( C | VD | E v G

113 _{pregunta n® Q17A {Q17B_[Q17C |Q17DHQ17E

114 |[n® aciertos 70, 330f{ 450| 1870]| 430

115 |FV 0,02 0,10} 0,14 0,59 0,14

116 __|n® respuestas 315,0

117 _|respuestas fallidas 10

118 |% 03

119

120 |pregunta n® Q18A_| Q188 |Q18C |Q18D |QIBEH"

121__{n® aciertos 30( 380| 230/ 1000 1510

122 |FV 0,01 012| 0,07| 032{ 048

123 |n® respuestas 315,0

124 |respuestas fallidas 1,0

125 |% 03

126

127 _|pregunta n°® Q19A_|Qi9BHQ1SC Q19D |Q1SE

128 |n® aciertos 1,0] 2730 3.0 50! 360
5] 129 _|FV 000 086] 001] 002] 011
N 130 |n® respuestas 318,0

131_ |respuestas fallidas -2,0

132 |% -0,6

133

134 |pregunta n® Q20A |Q20B |Q20C- {Q20D |Q20E

135 |n° acierios 16,0 37,0/ 2370 50| 210

136 |FV 00s! 012! 075} 002 007

137 |n® respuestas 316,0

138 |respuestas fallidas 0,0

139 |% 0,0

APPENDICES — INO2
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Split halves

0.12

0.2
0.3
0.

0.52
0.63]
0.71
0.74
0.77
0.91

Descriptive statistics
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Split halves

Descriptive statistics
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Rank-order by Discrimination index
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Rank-order by Facility value

0.12
0.12
0.14
0.28|
0.31
0.36|
0.41
0.
0.
0.52
0.56!
0.63
0.67|
0.71
0.7
0.7
0.75
0.77
0.87|
0.91
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APPENDICES — COHORT B TEST SPECIFICATION

Licenciatura en Traduccidén e Interpretacién

EXAMEN DE ACCESO

Especificaciones del examen

El examen consta de tres ejercicios:
1o Prueba de comprension escrita ¥y de precisién en lengua A,
20 Prueba de comprensién escrita y de precisién en lengua B,

3o Prueba de comprensién auditiva en lengua B.

El sistema de puntuacién es el siguiente:

1 El primer ejercicio tendra caracter eliminatorio.
2 Los ejercicios en lengua B tendran el siguiente reparto de valor
relativo:
Prueba de comprension escrita 30%
Prueba de precision 30%
Prueba de comprensién auditiva 10%

Preparacion de las pruebas

ler ejercicio.

El texto sera de tipo periodistico y de recién publicacidén; tratarda un tema de
actualidad v sera de aproximadamente seiscientas palabras.

Se formularan 10 preguntas de elecciéon multiple entre cuatro alternativas, con

el fin de averiguar la capacidad de los candidatos de usar las siguientes
habilidades lectivas’:

1 Deducir el significado y uso de unidades léxicos mediante la
comprensiéon de la morfologia y el contexto.

2 Comprender las relaciones establecidas entre los componentes de
una f{rase.

| Comprender las relaciones establecidas entre distintos componentes

del texto mediante elementos de cohesidn.

4 Comprender las relaciones establecidas entre distintos componentes
del texto mediante el reconocimiento de indicadores de discurso.

5 Comprender la funcién comunicativa de la frase cuando se emplea,
o no, indicadores de discurso

6 Comprender el significado conceptual, p.ej. causa, resultado,
propésito

=1

Comprender ideas explicitas 481
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9 Separar el contenido esencial de lo no esencial; distinguir entre
las ideas principales y los detalles que las ilustren.

A continuacién habrd un ejercicio de precisién sobre uno o mds parrafos del
mismo texto. Se introducird en el texto unos diez errores de gramatica,
ortografia, puntuacién y/o de cohesién. El candidato tendrd que indicar la(s)

palabra(s) que contienen el error y sugerir correcciones. En total seran 20
items, 10 de cada clase.

20 ejercicio.

El texto serd de tipo periodistico y de recién publicacién; tratard un tema de
actualidad, pero no de opinién, y serd de aproximadamente cuatrocientas
palabras a 12 cardcteres por pulgada. También constara de 10 items de
elecciém multiple basados en las mismas habilidades, y de un ejercicio de
precision.

Jer ejercicio.

El texto serd un mondlogo grabado de una fuente publica de difusién - radio
o televisién. Tratard un tema de interés general, sin ser ni de opinién, ni
sobre un tema semi-especializado. EIl total de la grabacién durara entre dos
y cuatro minutos. El acento del presentador sera de una variedad de uso
comin a nivel internacional: p. ej. Inglés britinico e inglés americano.

Se formulardan las preguntas con el fin de averiguar la capacidad de los
candidatos de sintetizar el contenido del texto.

Serdn 10 items de eleccion miltiple con tres alternativas, siempre en base a
la sintesis de los puntos de contenido mds importantes del texto.

Los candidatos podrian escuchar la grabacién dos veces y tomar los apuntes
que creen pertinentes acerca del contenido del texto, antes de ver las
preguntas. A continuacién dedicardn un méaximo de quince minutos a las
respuestas. No volverdn a oir la grabacién una vez que hayan comenzado a

contestar las preguntas.
1. MUNBY, J.: Comamunicative Syillabus Design.
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Prueba do Espanol

Miedo a los libros

(1) El prestigio de la
lectura como placer ha ido
aumentando a medida que
crecia el prestigio de la
imagen como fuente principal
de diversién. Se ha fomentado
la idea de que la letra es
causa de aburrimiento,
mientras que cuanto llega a
través de la imagen es
necesariamente ameno. Esta
teoria ha creado, como es
sabido, un hébito de pereza
mental, pero también una
aceptacién de lo pesado como
si fuese ligero. Segin esta
actitud, cualquier espacio de
la televisién entretiene més

y me jor que la mas
entretenida novela de
aventuras. Se equivoca 1la

masa a tal respecto. 0, peor
ain, no se concede a si misma
la posibilidad de rectificar
abriendo un libro de vez en
cuando. A menudo he citado el
caso del adolescente que
descubrié cudn amena puede
resultar la lectura de La
Odisea si se aprende por
voluntad propia y sin la
obligacién de aprobar un
examen. Al igual que €1,
muchas personas que
retroceden ante la lectura se
asombrarian al descubrir que
muchos titulos en apariencia
rimbombantes de nuestro
pasado cultural son mucho més
amenos que cualquiera de
estos telefilmes americanos

que transcurren
invariablemente en una
comisaria ¥y abundan en
personajes vy situaciones
repetidas hasta la
exasperacién, Y no hablemos
ya de las innimeras

comedietas de corte casero
empefiadas en demostrar que la
vida familiar implica

Comprensién escrita

necesariamente torpeza,
cretinez y vulgaridad.

(2) Paralelamente &a estos
fenémenos tipicos de las
normas de coasccidédn que rigen
la segunda mitad del siglo,
asistimos en las librerias a
un renacer de la literatura
de aventuras. Con el
propésito de servir a los
intereses y gustos de los méAs
j6évenes, se reeditan titulos

miticos del género,
combinande el colonialismo
poético de Kipling con las
profecias, a la larga
sensatas, de Julio Verne.

Claro que no todo el monte es
orégano, auin pareciéndolo.
Algunos autores favoritos de
la literatura aventurera han
desaparecido de los
catdlogos, cuando anos atrés
tuvieron el poder de cautivar
a toda una generacién de
jovencitos. (Quién lee hoy
las aventuras de Tarzén,
héroe que parecia imbatible?
.Quién recuerda a los
centauros de Karl May o Zane
Grey?

(3) No pertenezco al grupo de
ilusos inclinados a exigir
que todos sus vecinos de
escalera hayan leido el Ulises
o La Montafia mdgica, Para que
muchos vecinos perdiesen el
miedo al libro y se apartasen
de la tirania de la imagen no
harian falta metas tan
elevadas: bastaria con
ayudarles a recobrar la
pasién que en otro tiempo le
inspiraban otros titulos
aparentemente simplones, de
los que solfamos decir que
"se leen de un tirén". Cuenta

mucho, de todos modos el
cambio de época, con la
consiguiente transformacidn

de la sensibilidad.
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Prueba de Espariol - Coepreneidén escrita

Elige la alternativa més apropiada y subraya la letra que
corresponda en la hoja de respuestas.

1. Segin el texto, la idea de que la lectura provoca
aburrimiento, (pédrrafo 1) ;qué hébito ha creado entre la
gente?

A Potenciar la cultura de la imagen.
B Dificultad de concentrarse,.

C Acostarse més temprano.

D Ver méds la TV.

s "Cualquier espacio de la TV entretiene més y mejor que la
més entretenida novela de aventuras ..." (pérrafo 1) ;qué

figura retdérica parece que emplea el autor en esta frase?

Anéafora.
Parado ja.
Anacoluto.
Redundancia.

oOW>»

3 ".++ muchos titulos en apariencia rimhombantes ..."
(pdrrafo 1) ;qué adjetivo estaria mds préximo a la palabra
subrayada?

Sonoro.
Rumboso.
Glorioso,.
Llamativo.

DOw>

L

4, "Comedietas de corte casero ... (pdrrafo 1), Con esta
expresién el autor se refiere ...

A al uso despectivo del término comedia.
B a la Comedia de costumbres.

C a la Comedia de cardcter.

D a la Comedia familiar.

5. "... se reeditan titulos miticos del género ..." (pérrafo
2). Con esta frase el autor se refiere a los libros ...

de profundo sentido religioso.

mAs conocidas.

de dioses griegos.

més consultadas por los especialistas.

oo >

486



10.

APPENDICES — ESO4

Prueba de Espaiol -~ Comprensién esscrita

"... las profecias, a_la larga sensatas, ..." (péArrafo 2).
La expresién subrayada se podrfa sustituir por ...

cuando ha pasado un tiempo.
a su debido tiempo.

en su momento.

siempre.

ocOw>

“"... tuvieron el poder de cautivar a toda una generacién
++«+." (pérrafo 2). ;Cuél seria el verbo més exactamente
contrario de cautivar?

A Desencantar.

B Aborrecer.

C Rechazar.

D Repeler.

"Quién recuerda a los gentauros de Karl May ..." (pérrafo

2). Con qué palabra o palabras podrfamos sustituir el
término "centauros" segin el sentido del texto.

Vaqueros (cow-boys).
Jinetes audaces.
Policia montada.
Caballeros.

oOw>»

El haber lefdo Ulises o La Montafia mdgica (3) supone ...

A ser un experto en Literatura griega.

B ser aficionados a los cuentos clésicos.

C estar al dfa en la Literatura contemporédnea.
D gustar los libros de aventuras.

««+ la tirania de la imagen ..." (p&rrafo 3) se refiere

ala LN B

A carencia de otros intereses visuales.

B ausencia de otros medios.

C atraccion absoluta hacia el cine y la TV.
D influencia de los medios audiovisuales.
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Prusba de Espanol - Comprensidén escrita

A continuacién, presentamos el dltimo parrafo del texto; en é1
se han introducido 10 errores de tipo lingiiistico (acentuacién,
ortograffa, morfosintaxis y puntuacién). Marcar el punto donde
se encuentre una incorreccién y proponed la solucidén correcta en
la linea de al lado.

Comprendo que al enfrentar
ejemplos de la cultura
llamada "superior" contra los
de la supcultura, me adentro
en una selva tan intricada
como la de la Comedia. En
cualquier caso, conviene
disponer de la suficiente
humildad para no despotricar
contra las novelas que, segun

el tépico, "se leen de un
tirén". En real idad,
restituyan al lector perezoso
sus derechos sobre la

imaginacién, hoy aletardada
bajo los sobornos constantes
de la caja tonta. Este
esfuerzo es el primero que
cabrfa esigir. Sigo
recordando el ejemplo de mi
amiguito el adolescente
homeréfilo, salié de La Odisea
tan encantado que se puso de

inmediato a buscar
experiencias parecidas a
otros libros. Mientras se
perdié quince o veinte

concursos de varias cadenas.
Y s8i hizo esto un pobre
adolescente despistado, . han
de ser de menos mis vecinos
adultos?.
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Prucba de Espafiol - Comprension escrita

Miedo a los libros

(1) El prestigio de la [ectura como placer ha
ido aumentando a medida que crecia el
prestigio de la imagen como fuente principal
de diversion. Se ha fomentado la idea de que
la letra es cansa de aburrimiento, mientras
que cuanto flega a través de la imagen es
necesariamente ameno. Esta teoria ha creado,
como cs sabido, un habito de pereza mental,
pero también una aceptacion de lo pesado
como si fuese ligero. Segin esta actitud,
aurlquier espacio de la television entretiene
mds y mejor que la mas entretenida novela de
aveniuras. Se equivoca la masa a tal respecto.
O, peor aiin, no s¢ concede a si misma la
posibilidad de rectificar abriendo un libro de
vez en cuando. A menudo he citado el caso
del adolescente que descubrié cudan amena
puede resultar la lectura de La Odisea si se
aprende por voluntad propia y sin la
obligacién de aprobar un cxamen. Al igual
que ¢l, muchas personas que retroccden ante
la lectura se asombrarian al descubrir que
muchos titulos en apariencia rimbombantes
de nuestro pasado cultural son mucho més
amenos que cualquiera de estos telefilmes
americanos que transcurren invariablemente
en una comisaria y abundan cn personajes y
situaciones repetidas hasta la exasperacion. Y
no hablemos ya de las inniimeras comedietas
de corte casero empeitadas en demostrar que
la vida familiar implica necesariamente
torpeza, cretinez y vulgaridad.

(2) Paralelamente a estos fendmenos tipicos
de las normas de coaccién que rigen la
segunda mitad de! siglo, asistimos en las
librerias a un renacer de la literatura de
aventuras. Con el propésito de scrvir a los
intereses y gustos de los mas jovencs, se¢
reeditan  titulos miticos del género,
combinando ¢l colonialismo poético de
Kipling con las profecias, a la larga sensatas,
de Julio Verne, Claro que no todo ¢l monte
cs orégano, ain parcciéndolo. Algunos

CADOCUMENT\THESISWMETHOD\EXAMS\ $9OALFONSOX\SPANISHVANSWERS WPD nLes

autores favoritos de la literatura aventurera
han desaparecido de los catdlogos, cuando
afios atrds tuvicron el poder de camtivar a
toda una generacion de jovencitos. 4Quién
lee hoy las aventuras de Tarzin, héroe que
parecia imbatible? ;Quién recuerda a los
centauros de Karl May o Zane Grey?

(3) No pertenezeo al grupo de ilusos
inclinados a exigir que todos sus vecinos de
cscalerahayan Ieido ¢l Ulises o La Montaria
mdgica. Para que muchos vecinos perdiesen
el miedo al libro y se apartasen de la tirania
de la imagen no harian falta metas tan
clevadas: bastaria con ayudarlies a recobrar la
pasion que ¢n otro tiempo le inspiraban otros
titulos aparcntemente simplones, de los que
soliamos decir que "se leen de un tirdn".
Cuenta mucho, de todos modos ¢l cambio de
época, con Ja consiguiente transformacion de
la sensibilidad.
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Prusba de Espano)l -~ Cosprensidén escrita

e e e e e T

IR RN ENE R B LA RANLAE R

1
1er APELLIDO: g: Jl [ J% 1) Jl ]h {H lhl ERERERR
i1 LR} LN | il | AL

29 APELLIm: ‘}]l l'l lll lli _%ll 1|I lll lll l|l| I | I l | | | I

1 il i 1 1 il 1
NOMBRE : AP PP AR PR R AR

[ HEMEENENNS NN
DNI: DR ™ rrotaL: 1113
’ il L

e e e e e

Subraya la letra o simbolo que corresponda.

1. A B c D
2. A B Cc D
3. A B C D
4, A B c D
5. A B C D
6. A B C D
7. A B Cc D
8. A B C D
9. A B C D
10. A B Cc D
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Prucba de Espafiol - Comprensidn escrita

Elige la altemativa mas apropiada y subraya la letra que corresponda en la hoja de

respuestas.
1. Segin el texto, la idea de que la lectura provoca aburrimiento, (parrafo 1) jqué habito ha
creado entre la gente?
A Potenciar la cultura de la imagen.
B Dificultad de concentrarse.
& Acostarse mas lemprano.
D Ver més la TV.

"Cualquier espacio de la TV entretiene mas y mejor que fa mas entretenida novela de
aventuras ..." (parrafo 1) ;qué figura retdrica parece que emplea el autor en esta frase?

ocow>»

Anafora
Paradoja.
Anacoluto.
Redundancia.

"... muchos titulos en apariencia rimbombantes ..." (parmrafo 1) ;qué adjetivo estaria mas

proximo a la palabra subrayada?
A Sonoro.

B Rumboso.

C Glorioso.

D Llamativo.

"Comedietas de corte casero ..." (parrafo 1). Con esta expresion el autor se refiere ...

oow>»

al uso despectivo del término comedia.
a la Comedia de costumbres.

a la Comedia de caracter.

a la Comedia familiar,

"... se reeditan titulos miticos del géaero ..." (parrafo 2). Con esta frasc ¢l autor se refiere

a los libros ...

A de profundo sentido religioso.

B mas conocidos.

C de dioses gricgos.

D mas consultados por los especialistas.
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Prucba de Espafiol - Comprensién escnita

6. "... las profecias, a |a larga scnsatas, ..." (parrafo 2). La expresion subrayada sc podria
sustituir por ...
A cuando ha pasado un tiempo.
B a su debido tiempo.
C en su momento,
D siempre.
T “... tuvieron el poder de cautivar a toda una generacion ..." (parrafo 2). ;Cual seria el
verbo mds exactamente contrario de cautivar?
A Desencantar.
B Aborrecer.
C Rechazar.
D Repeler.

8. "Quién recuerda a los centauros de Karl May ..." (parrafo 2). Con qué palabra o palabras
podriamos sustituir el término "centauros” segiin el sentido del texto.

A Vaqueros (cow-boys).
B Jinetes audaces.

& Policia montada

D Caballeros.

S. El haber leido Ulises o La MontaRa mdgica (3) supone ...

A ser un experto en Literatura griega.
B ser aficionados a los cuemos clasicos.
C estar al dia en la Literatura contemporanea.
D gustar los libros dc aventuras,
10.  ".. latirania de la imagen ..." (parrafo 3) se refiere ala...
A carencia de otros intercses visuales.
B ausencia de otros medios.
C atraccion absoluta hacia el cineyla TV.
D influencia de los medios andiovisuales.
CADOCUMENT\THESISWMETHODAEXAMSU 994ALPONSOX\SPANISHANSWERS . WFPD T7N1RS 3
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Prucba de Espafiol -

Cemprensién escrita

A continuacién, presentamos el ultimo parrafo del texto; en d se han introducido 10 errores
de tipo lingiiistico (acentuacibn, ortografia, morfosintaxis y puntuacién). Marcar el punto
donde se encuentre una incorreccion y proponed la solucién correcta en Ia linea de al lado.

Comprendo que-at enfrentar cjemplos de la
cultura llamada "superior” contra los de la
stpeuitera, me adentro en una sclva tan
intricada como la de la Comedia En
cualquicr caso, conviene disponer de la
suficiente humildad para no despotricar
contra las novelas que, scgun el tépico, "se
leen de un tirdn". En realidad, restituyan al
lector perezoso sus derechos sobre la
imaginacién, hoy =aictardada bajo los
sobornos constantes de la caja tonta. Este
esfierzo es el primero que cabria esigir. Sigo
recordando el ejemplo de mi amiguito el
adolescente homerdfito; salié de La Odisea
tan encantado que se puso de iamediato a
buscar experiencias parecidas a otros libros.
Mucrtras se perdid quince o veinte concursos
de varias cadenas. Y si hizo esto un pobre
adolescente despistado, jhan de serde-menos
mis vecinos adultos?.

Comprendo que; al enfrentar cjemplos de la
cultura llamada "superior” contra los de la
subculfira, me adentro en una selva tan
intricada como la de la Comedia. En
cualquier caso, conviene disponer de la
suficientc humildad para no despotricar

contra las novelas que, scgiim el topico, “se

leen de un tirén". En realidad, péstituyen al
lector perezoso sus dercchos sobre la
imaginacién, hoy aletargada bajo los
sobomos constantes de la caja tonta. Este
esfixrzo es ¢l primero que cabria exigic. Sigo
recordando cl c_;cmplo de mi amiguito el

tan encantado quc s¢ puso de inmediato a
buscar experiencias parccidas en otros libros.
Micntras, sec perdié quince o veinte
concursos de varias cadenas. Y si hizo esto
un pobre adolescente despistado, ghan de géf
menos mis vecinos adultos?,

CADOCUMENT\THESISMETHOD\EXAMS\I 99 AALFONSOX\SPANISH\ANSWERS. WPD NP3 A
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Table1 Test es04 Printout of Facility values (FVs)

#1D
20

ltem TA
Actual responses29
0.36

FY 0.53
Total responses 55
Errors 0
Emrors/Total(%) 10.0%
Item #2A
Actual responsesS
FY 0.09
Total responses |55
Errors 0
Errors/Total(%) 10.0%
Item #3A  #3B #3C
Actual responses!TS 9 5
Fv 27 0.16 0.09
Total responses 55
Errors
Errors/Total(%) 10.0%
ltem FAA
Actual responses28
Total responses 55
Errors ;
Ervors/Tolal(%) 0.0%
Item gSA #58
Actual responsesQ 51
FV
Total responses
Errors
Errors/Total(%)
flem
Aclual responses
FV
Total responses
Errors
Errors/Total (%)
ftem
Actual response
Fv
Total responses
Errors
Errors/Total(%)
Item
Adual responses8:
Total responses
Errors
-Errors/Total(%) 0.
item ~ W#9A  #98
ctual responses? 15
16 - 0,27
otal responses 55

#2D
30
0.55

#4C  #4D

0.00 0.40

#5C #5D

.07 0.00

#6C #6D

0.05 0.3

#8C #8D
2 16
0.04 0.29

crors
Errors/Total(%) ‘03%
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Errors/Total(%) [38.2%

ftem 10A #108B
Adual responses|| 3
FV .02 0.05
Total responses
Errors g
Errors/Total(%) 0.0%
tem 1N #12
Actual responses28.0  25.0
Fv 5'! 0.45
Errors “ 30.0
Errors/Total(%) 9 1% 54.5%
ftem #14
Adunl responses 5 O 46.0
0.84
Errors 10 0 2.0
Errors/Tolal(%) 'IB 2% 16.4%
ltem #16
Adua! responses 5 O 45.0
0.82
Errors 10 0 10.0
Errors/Total{%) la 2% 18.2%
Item #18
Aduol rasponses 49.0
0.89
Errors 6.0
. Errors/Total(%) 10 9% 10.9%
fem #20
Aduai response 32.0
0.58
Errors 23.0
Errors/Total(%) 0 0% 41.8%
item #22
Actual fesponsas 7 O 46.0
Fv 85 0.84
Errors 0 90
Errors/Total(%} [14.5% 16.4%
ltem #23  #24
Adual responses32.0 31.0
FY 0.58 :0.56
Errors 23.0 24.0
Errors/Total(%) 41.8% 43.6%
Item #25 #26
Adtual responses39.0  38.0
FY 0.71  0.69
Emrors 16.0 17.0
Errors/Total(%) R9.1% 30.9%
" Hem 27  #28
Adual responses39.0 31.0
Fv J1 0.56
.Emors * - 16.0 240
Emors/Total{(%) R29.1% 43.6%
tem 29  #30
Adual responses34.0 33.0
FY . 0.62 0.60
Errors : 1.0 - 22.0
40.0%
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Table 1 Test es04 Printout of Discrimination indices (DIs)

Trom [#1A #2B #3D #44 #5B #64 #7D #84 #9C #10C
H po. 3 7 8 33 13 ¢ & & N
L Ts 3 & & 34 & 8 I Y 6
.n 15 15 15 15 15 15 15 15 15 15
DI D.13 0.00 007 0.13 -0.07 0.47 0.07 013 0.33 053
Itemn #IB #2D .

H |1 9
L 9
n 15 15

"DI  }0.07 0.00
Item %11 #12 #13 #14 #15 #16 #17 #18 #19 #20
H B8 8 13 8 14 14 15 15 13 13
L b § 33 18 1 N i@ 1o <8 5

n 15 15 15 15 15 15 15 15 15 1§
DI 013 020 0.07 -0.33 0.20 0.20 0.33 (.33 0.47 053
Itom [#21 #32 #23 #24 #25 #26 #27 #28 #29 #30
H ps 15 10 10 13 13 12 9 1+ 14
L 11 11 5 5 7 4] 7 6 6 o

n N5 15 15 15 15 15 15 15 15 15
DI .27 0.27 0.33 0.33 0.40 0.47 0.33 0.20 0.53 053

H = Correct responses by candidates in higher 27.596 of cohort
L = Correct responscs by candidates in lower 27.5% of cohort
n = 27.5% of cohort

C:\Bryan\Mis documentos\THESIS\8 Draft\Tables\7 Appendices\Sub-test
- s04\Table 1 Teggg)4 Dls.doc
15/10/99 10of 1
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INFORME

Traduccion ¢ Interpretacion

Prucba especilica de aptilmd
Universidad Alfeonsc X El Sabio, Junio-Julio 1994,

A _ Introduccién.

Este informe consta de una serie de datos acerca de cada
ejercicio, las conclusiones que se pueden derivar de
ellos, comentarios acerca de alaunos candidatos
individuales y sugerencizs sobre los grupos de Lengua B
que se podrian formar una vez empezado el curso académico
1984~-95. Al final se presentan de forma grafica los dates
mas importantes sobre los resultadcs.

v LOs resultados de las pruebas en Lengua A (Espaiicl) vy
Lengua B (Inglés) se basan en un nimero de candidatos
suficiente para poder inferir conclusiones; las pruebas
en Lengua B (Francés) fueron realizadas por un grupo
demasiado pequefic para un anélisis estadisticeo; no se
presentaron candidatos para.Lengua B (Alemé&n).

B Lengua A (Espaiol): Comprénsién escrita y precisién.

La prueba en Lengua A (Espafiol) se compone de dos
ejercicios que puntuan independientemente y que luego
- hacen media para formar la nota final (%8).

Ambos ejercicios resultaron dificiles para este grupo de
candidatos y, aungue no se puede descartar el hecho de
que la. prueba de aptitud haya sido algo inesperado para
-ellos, se debe suponer que las notas de todos estos
candidatos en la prueba . de Lengua Espafiola de
Selectividad - que este afioc se asemeja & .la prueba que
hemos realizado -hayan sido relativamente bajos.

En Lengua (A) no se ha fijado nirfguna nota de "Aprobado".

El coeficiente de correlacién entre los dos ejercicios
demuestra que estos han determinado niveles de
competencia en habilidades completamente distintas. :

e - Lengha'.B- (Inglés): Comprensidén escrita, precisién, y |
comprensién oral. 3 : ; ;

Los dos. primeros ejercicios - comprension_ escrita vy
precisién -'-‘han resultado bastante dificiles para este
grupo de . candidatos; el tercer ejercicio ha producide
resultados satisfactories. . - 497
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En el caso de cada componente se ha sugerido una notaz de
aprobado como medida orientativa. Esta nota se calcula al
restar la desviacion tipica (DT) de la puntuzcién o nota
media del grupo de candidatos. (Asi se fijaron los
niveles de aprobado en la Universidad de Granada para la
primera promocién de la Licenciatura en Traduccion e
Interpretacion para el curso 1993-94.)

Los coeficientes de correlacién entre los tres ejercicios
demuestran que estos han determinado niveles de
competencia en habilidades completamente distintas, por
lo cual en el caso de cada candidatc puede resultar
interesante consultar las distintas puntuaciones
adguiridas.

D Lengua B (Francés) Comprensién escrita, precisién h'4
comprensién oral.

El computoc de las puntuacicnes y de la nota final se ha
realizado de la misma manerz que en el caso de Lengua B
(Inglés).

Los siete candidatos parecen haber encontrado el examen
mas bien facil y no existen grandes diferencias entre las
notas que reciben.

E Candidatos individuales:
E.1 Lengua B (Inglés)

BALLESTEROS RABANO, ELENA
CASTELLO MARTINEZ, MIGUEL ANGEL
MANZANO CUEVAS, PASCUALA ISABEL
RODRIGUEZ CORRAL, LUCIA

VIDAL GROHALL, ANA

. Todos los arriba mencionados han sacado notas bajas en
Lengua A; sus notas en Lengua B son bajas, tampoco
destacan en ninguno de los componentes de la prueba. Se
sugiere que antes de admitir a estos candidatos se
contrasten las notas que han conseguido en estas pruebas
con las de la Selectividad y con los resultados de los
tests psicotécnicos.

| QUINN, PETER

Este candidato - irlandés de nacionalidad - ha sacado un
nota muy baja en Lengua A  (Espafiol) y alta en Lengua B
“(Inglés). No obstante, .al estudiar los tres componentes
de la  nota de Lengua ‘B se ve que su fuerte es la
Comprensidén Oral, lo que es loégico. Se sugiere que -antes
de admitir a este candidato .se contraste las .notas que ha_
conseguido. en.éstas pruebas con las de la Selectividad Yy

- con’ los resuld@®s de los tests psicotécnjcos. = + . .- :
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E.2 Lengua B (Francés)
CAMPOS PITA, ISABEL SUSANA

Esta candidata no presenté respuesta alguna &l primer
ejercicio de Lengua B (Francés). A pesar de que es
probable que <casi no exista correlaciéon entre los
elementos de la prueba, se podriz suponer que tiene un
nivel suficientemente alto como para entrar en la
promocidén. Se sugiere admitirla sin mds.

Grupos de Lengua A (Espaiiol) .

Aunque, de entrada, no seriaz necesario tener en cuenta
grupos de Lengua A por niveles de aptitud, se deberia de
pensar en la necesidad de proporcionarles a algunos de
los candidatos trabaios complementarios. Estos son:

CASTELLO MARTINEZ, MIGUEL ANGEL
CLAVERO AMOR, EMMA

FRANCISCO GOMEZ-ESCOLAR, PATRICIA DE
GONZALEZ AGUADO, ARANZAZU

QUINN, PETER

TORRES MARTINEZ, RAQUEL

Grupos de Lengua B (Inglés).

Si se decidiera admitir a todos los candidatos la
divisidn inicial, en tres grupos de niveles homogéneos de
aptitud, podria ser:

Nivel A

BALLESTEROS RABANO, ELENA
CASTELLO MARTINEZ, MIGUEL ANGEL
MANZANO CUEVAS, PASCUARLA ISABEL
- SALVADOR PRADA, EVA CANDELAS
RODRIGUEZ CORRAL, LUCIA

VIDAL GROHALL, ANA

_vael B

COBO PEREZ, IGNACIO
.ESPINOSA WILHELMI, JUAN MANUEL

FRANCISCO GOMEZ-ESCOLAR, PATRICIA DE
GARCIA RODRIGUEZ, GISELA - .
- GARCIA RUBIO, ANA "

' GONZALEZ AGUADO, ARANZAZU
GONZALEZ DIAZ, VICTORINA

" . .GONZALEZ DIOS, ANA

. ‘GULLON PEREZ, ‘MARIA JESUS

- LOPEZ BERROTARAN, SILVIA . .

'LOZANO DE LA CRUZ, AGUSTIN - i W . '
“PUENTE RINCON, ANA BELEN DE = = . .. 499
VEGA LOPEZ, SILVIA DE LA .-
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VILLAMAYOR HIERRO, BERTA M
Nivel C

ARLT GHIO, CHRISTIAN

CASTRO ARELLANO, ISABEL M DE
CENDON GARCIA DE LEANIZ, MARGOT
CLAVERO AMOR, EMMA

DIAZ GARCIA-VERDUGO, LAURA
GALLEGO GARCIA, JESUS

GARCIA BLANCO, ANGELES

GORBEA SALVADOR, ANAHI

GRACIA VICENTE, MARTA

JIMENEZ AGUEDR, MARTA
LANDALUCE ABURTO, NORA

LOPEZ FERNANDEZ, M PAZ

MARCOS GARRIDO, GEMA
MARTINEZ RUIZ, JUAN RAMON
MELCON MARTINEZ, PATRICIA
MENDOZA MARTIN, BELEN

MERLINO SANCHEZ-ELVIRA, MIRIAM
MIGUEZ PEREZ, LUISA

PONTE CATENA, CRISTINA

PRIETO HERRERQ, M DEL MAR
PUERTAS CERDENO, M DEL MAR
QUINN, PETER

RIVERA CAVANILLES, JULIO

ROJO CABRERA, ADRIANA

SANCHEZ VAZQUEZ, NATALIA
SANZ-BUSTILLO BUTRAGUERO, ESTEBAN
TORRES MARTINEZ, RAQUEL

VERDU CANO, CATALINA

Estos grupos deberian de reajustarse a lo largo o al
final del primer trimestre.

Grupos de Lengua B (Francés). s

Se supone que habréa un solo grupo en Francés.

500 .
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Resumen de datos.

I.1 Lengua A (Espancl): Comprensién escrita y precisién.

Nl candidatos 55
Comprensidn Precisién Total (%)
Escrita (/10) (/20)
Nota Max 7 9 58
Nota Min 1 3 20
Rango 6 6 38
Media 4.09 6.7 37
Moda 5 a8 40
Mediana 4 7 39
Desviacién 1.3 1.5 7.8
tipica
Nota aprobado N/R N/A 30
(Media menos 1
DT)
Coeficiente de 0.104
correlacién
(CE v. Pr)
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I.2 Lengua B (Inglés): Comprensién escrita, precisién, y
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conprensién oral.

ni 48
candidatos 3
Conmp. Precisién | Comp. Oral | Total (8)
Escrita (/20) (/10)
(/10)
Nota Max 7 11 10 74
Nota Min 0 0 1 13
Rango 7 il 9 61
Media 3.83 4.5 5.83 44
Moda 5 5 6 50
Mediana - 9 46
Desviacidén : P ) 2.56 1.67 11
tipica
Nota 2.03 1.94 4.16 33
aprobado
(Media
menos 1 DT)
Coef. de CEv. Pr | Pr v. CO CE v. CO, N/A
coxr-
relacién 0.054 0.302 0.013
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A skeleton

33 s Hoelgadottixr on
the litoexrarcy triumplh
of nn icoclandexr who i=n
nalso o Now Yorlk yuppioe
princo

. .. Olafur Plafsson

Abeslut{on Ocion, 212:99
(1) IF OLAFUR OLAFSSON were a
character in one of his own
novels, critics would no doubt
think him a far-fetched fantasy.
The son of one of Iceland’'s best-
known writers, Olafur Johann
Sigurdsson, the young Olafsson
Joined Sony, rising to become, at
the height of New York yuppie
fever, the president of Sony
Electronic Publishing - one of the
youngest company presidents in US
business history. At the same
time, he pubiished his first novel
to rave reviews back in Iceland.
(2) Now, at 31, both Olafsson
the executive and Olafsson the
novelist are flourishing to an
extraordinary degree. Electronic
Publishing, riding the crest of
the video game boom, is the
fastest-growing branch of the Sony
empire. Meanwhile its president,
already the best-selling author in
Iceland’s history has had his
first novel in English,
Absolution, hailed by critics in
the US and Britain as a worthy
successor to Dostoevsky's Crime
and Punishment.
(3) Olafsson has chosen as the
subject of his first
"international” work how
embittered old age follows a
wasted life. Absolution is a study
of a man whose life has been
poisoned by a "little crime" of
treachery committed in youth. The
novel takes the form of the
memoirs of Peter Peterson, an
lcelandic expatriate living the
life of a recluse in New York'’s
Park Avenue. He has amassed a
fortune through a lifetime of
dubious business practices, is
cruel to his estranged family and
has no faith in God or humanity.

in the cupboard

His only interests are old movies,
wine and the charms of his
housekeeper.

(4) We are gradually introduced
to the old misanthrope's younger
self, an idealistic youth, then
known by his proper Icelandic name
Petur Petursson. Young Petur
leaves his native Reykjavik to
follow Gudrun, the girl he
worships, to Copenhagen, just
before the Nazi occupation. It is
here, in a blind fog of jealousy
and shattered illusion, that he
carries out the deed that
transforms him into the bitter,
amoral Peterson. The narrative,
which zips back and forth between
past and present, pre-war
Scandinavia and modern Manhattan,
is sandwiched between the musings
of its "editor", a sensitive young
Icelander who has discovered
Peterson’'s manuscript after his
death.

(5) In Iceland the novel has
sold 13,000 copies, one for every
20 inhabitants. Olafsson’'s success
there is in many ways due to the
fact that he embodies the curious
paradox of the Icelandic psyche.
{6) On the one hand, it is a
materialistic nation with one of
the highest living standards in
the world. In recent years the
traditional devotion to the
Protestant work ethic has often
combined with growing consumerism
to produce the worst kind of
vuppie excesses.

(7) At -the same time, Iceland is
probably the world’s most literate
and literary nation. This is the
country that produced not just the
medieval sagas - Europe'’s first
vernacular prose - but other more
esoteric literary efforts. The
world's first Basque dictionary
was written by a farmer in North-
West Iceland -~ he had learned the
language from Basque fishermen.
The only epic poem ever written in
honour of the medieval Balkan hero
Skanderbeg was composed by an
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English - Reading Comprehension

otherwise unknown Icelandic
clergyman in 1861.

(8) Literacy rates have been
nearly 100 per cent since at least
the 18th century. With 400-500
published here every year, Iceland
produces more books per head of
population than any other country.
One in ten Jcelanders will be
published in his or her lifetime -
writing a book is seen almost a
form of national service.

(9) There is a poetic, mystical
side to the Icelanders - most
claim to believe in CGod and mest
believe in elves and ghosts,
Poetic ability is considered the
hallmark of a noble personality,
and artists and writers have a
special dispensation, in a nation
where hard work is considered
beneficial for its own sake, to
lead a ramshackle, layabout
lifestyle. As the Icelandic Nobel
prizevwinner Laxness put it, "since
time immemorial, the Icelandic
nation has had to battle with men
who call themselves poets and
refuse to work for a living."

(10) But Olafsson is a poet who
works hard for his living. He has
also fulfilled another important
Icelandic dream - to become famous
abroad: he has been featured in
Fortune magazine as a high-flying
company president and the New York
Times Book Review as a pronmising
novelist.
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English - Reading Comprehension

Choose the most appropriate of the four alternatives given, and underline
the corresponding letter on the answer sheet.

1.

The growth of the electronic publishing industry ...

continues to amaze the business world.
has failed to live up to expectations.
appears to have reached a plateau.

has past its. peak.

oOw>

Critics have compared Olafsson’s Absolution favourably with ...

his previcus novels.

Dostoevsky's Crime and Punishment.

the epic poem written in honour of Skanderbeg.

the works of the Icelandic Nobel prizewinner Laxness.

oOw>

When the writer uses the words "little crime" between inverted conmas
she does so because she ...

is using a recognised literary term.
wants to produce an ironic effect.
intends it as reported speech.

is quoting from the text.

oDOm>

Absolution ...

deals with an Icelandic theme.

was first published in Icelandic.

is Olafsson's first novel in English.

made Olafsson the best-selling author in Iceland’s history.

ocom>

In the phrase "... to his estranged family ..." (Paragraph 3)s
estranged means the same as ...

unfriendly.
foreign.
faraway.
curious.

oSOw>
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In Absolution, the narrative ...

displays characteristics typical of lIcelandic literature.
is a chronological account of the protagonist's life.

has been written by an "editor".

changes perspective frequently.

oOw>

"... the curious paradox of the Icelandic psyche ... (Paragraph 5)
that as a nation Icelanders ...

enjoy high living standards but act like yuppies.

are materialistic and yet highly literate and literary.

are devout Protestants who have an affinity for the Basques.
publish huge numbers of books each year though they read few.

oow>

One out of ten Icelanders ...

A has bought a copy of Absolution but has not read it.
B has published a book.

C has read Absolution.

D is a poet.

In Iceland people who think themselves artists or writers ...

A lead bohemian lives.
B are social outcasts.
C refuse to work for a living.
D believe in elves and ghosts.

Olafsson has fulfilled an important Icelandic dream because he ...
embodies the traditional image of the writer.

does not believe in elves and ghosts.

has become famous abroad.

works hard.

oOE >
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English - Reacing Comprahension

The text continues here, but 10 errors - of grammar (2), cohesion
(1), spelling (2), punctuation (3), and vocabulary (2) - have
been introduced. Read the text carefully and underline the errors
you find. On the line provided in the second column write the
correct form. One answer has been given for you as an example.

Nontheless there are signs
that the Reykjavik
intelligentsia is whipping up
something of a backslap
against the golden boy -~ some
of 1its members have slated

the book, calling it
formulaic, catchpenny
literature, and have

complained that they're
other icelandic writers more
deserving of an international
following.

AS a novelist
Olafsson has his floors. His
stately style may not be to
everyone’s taste, and he
lacks lyricism atmosphere is
another week point - his EXAMPLE: weak
anachronistic portrayal of
pre-war ReykJjavik cannot
compare with the vivid way
writers such 1ike Einar
Karason and Petur Gunnarsson
have conjured up the post-war
period.

He also resorts to
obvious ploys to whet the
readers appetite. But
overall the book works
extremely well both as a
psycological thriller and as P
a character study.

Though Absolution
is set for publication 1in
Germany, France and Norway
this autumn, there is little
chance of Olafsson giving up
his day job. He 1is saying he
does not want to have to
write to pay.
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English = Reading Comprehansicn

m

1
1st SURNAME: !

2nd SURNAME:

NAME :

DNI: TOTAL:

W

Underline the appropriate letter.

C D
) A B C D
3 A B C 0
4. A B C D
5 A B C D
6. A B8 C D
Te A B C D
8. A B C D
9 A B C D
10. A B C D
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Prueba Julio '94 - Lengua B (IN 03) - c:\..\inO3stats.wb1 Hoja B Valor fv

B A B Cc D E _——
1 in02fv —h
2 [Poblacién = 73621) %2
3 1 .
4
5__ |pregunta n® QilA~_|QiB Qi1C_ Q1D
6 |n®aciertos 265 8 62|  241v
7 __|FV 073] 002! 017} 007
8 In°respuestas 359
9 _ lrespuestas fallidas 3
10 1% 08
11
12_|prequnta n® Q2A Q28" [Q2C |Q2D
13 [n® aciertos 6 350 3 Rl I/
14 |FVv 002 097) 001f 001
15 |n° respuestas 363
16 | respuestas fallidas -1
17 1% 03
18
19 |pregunta n® Q3A__ iQ3B* |Q3C !Q3D
20| n® aciertos 4] 299 14| 43|/
21 [FV 0,01 083| 004| 012
22 _[n®respuestas 360
23 |respuestas fallidas 2
24 1% 06
25
26 |prequnta n® Q4A Q4B Q4C~- Q4D
27 _|n® aciertos 14 1] 309] 39| v
28 |FV 0,04 000] 085] 011
29  |n®respuestas 363
30 |respuestas fallidas -1
31 (% 03
32
33 |preguntan® :  |Q5A |Q58  |@5C3 |Q5D
34 |n® aciertos 56 60! 164 67| v
35_|FV 015]  017] 045] 0,19
36 _|n° respuestas 347
37 _|respuestas fallidas 15
38 (% 41
39
40 |prequnta n® Q8A Q68 Q6C__ |Q6D?
41__|n° aciertos 10| _124] 33| 179]v
42 |FV 003|034 009 049
43  In° respuestas 346
44 |respuestas failidas 16
45 |% 4,4
46
47 |pregunta n® QrA__|a78_|Qic_|Qro
48 |n°® aciertos 52 283 =) 21
49 |FV 014] 078! 001 006
50 |n°respuestas 381
51 | respuestas fallidas 1
'52‘-"' %‘ L Lo TR LR P T P s -‘0‘3
53 e R =
54 _|preguntan® Q8A - Q8C _1Q8D
85 ~in®aciertos " . 4 329 4] 25
567 (FVac X emee M. 0,01 091} 001} 0,07
¢57 |n®respuestas. |- 553
58 _..|respuestas fallidas 0
§9 %t wET 0,0
en W oy N e

L5 <



&

Prueba Julio "94 - Lengua B (IN 03) - ¢\ \inO3stats.wb1 Hoja B Valor fv APPENDICES — INO3

B A B (o D E
§9 1% 0.0
60
61 |pregunta n® QoA Q9B 1Q9C’ |Q90
62 |n® aciertos 44 25| 288 35, v
63 IFV 0,12 007 071| 0,10
64 In°respuestas
65 |respuestas fallidas -4
66 |% -1.1
67
68 regunta n® Q10A Q10 Q10C |Q10D |,
69 |n° aciertos . ol 3221 a7V
|70 _[FV 0,01 0,00; 089 010
71 |n°®respuestas 364
72 |respuestas fallidas -2
| 73 % -0.6
74
75 |pregunta n® Qi11D_|Q11COR
76 _|n* aciertos 1370 09,0 v’
| 77 |FV 0,38 0,27
78 |n® respuestas 236,0
79 |respuestas fallidas | 1260
80 |[% 348
81
82 |pregunta n® Q12D _|Q12COR v
83 |n®aciertos 9,0 0,0
84 |FV 0,02 0,00
85 |n° respuestas 8.0
86  |respuestas fallidas | 353
87 |%* 975
88
89 |prequnta n® Q13ID_|Q13COR v
90 |n° aciertos 1250/ 1150
91 [FV 0,35 032
92 |n°® respuestas 2400
93 |respuestas fallidas { 1220
M4 (% 337
95 /
96 requnta n® Q14ID |Q14COR
@' 97 _ |n® aciertos 40,0
98 |[FV 0,11
99 |n®respuestas
100 [respuestas falli ;
101 %ﬂ'. .
102 |-
103 |pregunta n® Q15COR
104_|n° aciertos 230 v
105 |FV 0,06
106 |n°® respuestas
107 mF@‘ stas fallidas .| "
1% = 82
|[Q16COR
320
0,08
| 515




READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLATION
Prueba Julio ‘94 - Lengua 8 (IN 03) - c:\.\inO3stats.wb1 Hoja B Valor fv

B A 8 c | b 3

117 _|prequnta n® Q1710 _{Q17COR
118 | n°® aciertos 1370 1190 v
119 [FV 038 0,33
120 |n° respuestas 256,0
121 |respuestas fallidas | 106.0
122 |% _293
123
124 |pregunta n® Q18D iQ18COR
125 |n® aciertos 260| 250 v
126 _|FV 0,07 0,07
127 _|n® respuestas __ 510
128 fallidas | 311,0
129 1% 859
130
131 !pregunta n® Q191D |Q19COR v
132 |n®aciertos 20,0 14,0
133 IFV 0,06 0,04

== 134 [n°respuestas 34,0
135 |respuestas fallidas | 3280
136 (%~ 908
137
138 |pregunta n® Q20D {Q20COR
139 [n° aciertos 940] 820 v’
140 |(FV 0,26 0,23
141 | n® respuestas 176.0
142 |respuestas fallidas | 1
143 %" 3 §1:§‘

RO O ;ﬂ: B el ey el Y A

(".. ‘;\“‘\'"“.?O_J




517

o
Z|
_
9
o
a
z
w
2
<
309 J000_[S00_|200 [000 [600- 200 [120 000 200 0o Qepu[[ )
904 [oot [00F [OOF |0OF [0OF |0OF OO+ JOOL (00 001 %SZCOWN| €}
Gy € v ge _[@ 18 Iev &z 0 I8z 05 1, OP/IUOD | 7}
tZ| IE 6__[ve_ |9 S Ob |ev__ |0 [ ov N, 0R8Lo] | 1}
0Z 610| 8I0| LTD| 9I0| STIB| 10| €10 2Z10 TT0 "o 1]
uogoauo) 6
$00 [c00 [S00 [800_[€10_]000 [200- [8L0 |e00- [PO0_[620 [4¥0 820 (050 [250 700 1220 1620 500 [2v0 g 63Ipuf| = g
Qo Joo |00} Joor [0OF [0OF [OOF [0OF [0OF |0OF |00k [00F |00 |00F ]JOOL [00% J00 0ot —Tooi ool “%SZZOWN| £
wmmvmmto-zewvonona*&@ﬁurssmm%m.as%o?
Qe [€ 8 i [oe [0y 2t [pv |+ Ev |66 /8 |00k (86 |08 |8C |56 [SB |88 |S6 | ., Gpeuoy| -
020] 610 8I0| LIO| 910| STO| 91D €T0| ZI0| TI0| 010 60 80 LD 90 1) »0 €0 0 ) A= | &
UOREdyRUSP| s E E e
. Y B Al
UQIOBUIWLDSIP Op S3[pU| gOul| . |-
:pmzamozs_Jx_,_xcu_mo_oﬁmﬁ. A E
_ s T

UQIBUIWLOSIP 8p 821pU] H eloH LgMm'sIEISepun\:2 - (€0 NI g enbu

&

o

o1 - b8, OUNF BQONIy

T =S B

TG

(e i APL ]



: ; READING SKILLS SUB-TESTS OF APTITUDE FOR TRANSLA TION
Tese 1n03 {

|
)

|in03 Summary tah!cg_-i‘-V" and D I
Ttem FV k- S Y
] - 0.73 0.42 A DATA:15| —
2 0.97 0.05 A DATA:05 —
3 0.83 0.29 A DATA:TS| —
6 0.49 0.52 A DATA:AKS —
10 0.89 0.29 A Data:BD5| ~—
T 5 0.38 0.04 A Data:BG8| —
12 0.02 -0.03 A Dara:BHS! —~
13 0.35 0.]8 A Dara:BIS |—
15 - 0.11 0.00 A Data:BK8|—
16 0.27 0.13 A Dara:BL8 |~
19 0.06 002 |A Data:BO8|”
23 0.32 0.21 A Data:BS7 |—
26 0.09 0.00 A DATA:BV —
28 0.07 0.05 A DATA:bX] —
N T 0.23 0.08 A DATA:BZ —
s 0.85 027 __|B_ dataiz |
5 0.45 0.14 B data:ac |~ é. .
7 0.73 0.50 B dacazan |~
8 0.91 0.28 B datias | —
9 0.71 0.41 B daca:ay |~
14 0.13 -0.02 B data:by |
117 0.38 0.06 B data:bm |~
18 . 0.07 0.05 B datazbn | *
20 0.26 0.05 B daca:bp |-
121 lo027 -0.02 B . darasbq |-
* 122 0.00 0.00 B - data:br |7
24 0.11 -0.02 B data:be [~
25 0.06 -0.03 B databu |~
27 0.33 0.02 B databw |~
29 0.04 0.00 B data:by |~




	Scan004300.jpg
	Scan004301.jpg
	Scan004302.jpg
	Scan004303.jpg
	Resumen_Abstract.pdf
	Scan004304.jpg
	Scan004305.jpg
	Scan004306.jpg
	Scan004307.jpg
	Scan004308.jpg
	Scan004309.jpg
	Scan004310.jpg
	Scan004311.jpg

	Chapter_1.pdf
	Scan004321.jpg
	Scan004322.jpg
	Scan004323.jpg
	Scan004324.jpg
	Scan004325.jpg
	Scan004326.jpg
	Scan004327.jpg
	Scan004328.jpg
	Scan004329.jpg
	Scan004330.jpg
	Scan004331.jpg
	Scan004332.jpg

	Chapter_2.pdf
	Scan004333.jpg
	Scan004334.jpg
	Scan004335.jpg
	Scan004336.jpg
	Scan004337.jpg
	Scan004338.jpg
	Scan004339.jpg
	Scan004340.jpg
	Scan004341.jpg
	Scan004342.jpg
	Scan004343.jpg
	Scan004344.jpg

	Chapter_3.pdf
	Scan004345.jpg
	Scan004346.jpg
	Scan004347.jpg
	Scan004348.jpg
	Scan004349.jpg
	Scan004350.jpg
	Scan004351.jpg
	Scan004352.jpg
	Scan004353.jpg
	Scan004354.jpg
	Scan004355.jpg
	Scan004356.jpg
	Scan004357.jpg
	Scan004358.jpg
	Scan004359.jpg
	Scan004360.jpg
	Scan004361.jpg
	Scan004362.jpg
	Scan004363.jpg
	Scan004364.jpg
	Scan004365.jpg
	Scan004366.jpg
	Scan004367.jpg
	Scan004368.jpg
	Scan004369.jpg
	Scan004370.jpg
	Scan004371.jpg
	Scan004372.jpg
	Scan004373.jpg
	Scan004374.jpg

	Chapter_4.pdf
	Scan004375.jpg
	Scan004376.jpg
	Scan004377.jpg
	Scan004378.jpg
	Scan004379.jpg
	Scan004380.jpg
	Scan004381.jpg
	Scan004382.jpg
	Scan004383.jpg
	Scan004384.jpg
	Scan004385.jpg
	Scan004386.jpg
	Scan004387.jpg
	Scan004388.jpg
	Scan004389.jpg
	Scan004390.jpg
	Scan004391.jpg
	Scan004392.jpg
	Scan004393.jpg
	Scan004394.jpg
	Scan004395.jpg
	Scan004396.jpg
	Scan004397.jpg
	Scan004398.jpg
	Scan004399.jpg
	Scan004400.jpg

	Chapter_5.pdf
	Scan004401.jpg
	Scan004402.jpg
	Scan004403.jpg
	Scan004404.jpg
	Scan004405.jpg
	Scan004406.jpg
	Scan004407.jpg
	Scan004408.jpg
	Scan004409.jpg
	Scan004410.jpg
	Scan004411.jpg
	Scan004412.jpg
	Scan004413.jpg
	Scan004414.jpg
	Scan004415.jpg
	Scan004416.jpg
	Scan004417.jpg
	Scan004418.jpg
	Scan004419.jpg
	Scan004420.jpg

	Chapter_6.pdf
	Scan004421.jpg
	Scan004422.jpg
	Scan004423.jpg
	Scan004424.jpg
	Scan004425.jpg
	Scan004426.jpg
	Scan004427.jpg
	Scan004428.jpg
	Scan004429.jpg
	Scan004430.jpg

	Chapter_7.pdf
	Scan004431.jpg
	Scan004432.jpg
	Scan004433.jpg
	Scan004434.jpg
	Scan004435.jpg
	Scan004436.jpg
	Scan004437.jpg
	Scan004438.jpg
	Scan004439.jpg
	Scan004440.jpg
	Scan004441.jpg
	Scan004442.jpg
	Scan004443.jpg
	Scan004444.jpg
	Scan004445.jpg
	Scan004446.jpg
	Scan004447.jpg
	Scan004448.jpg
	Scan004449.jpg
	Scan004450.jpg
	Scan004451.jpg

	Chapter_8.pdf
	Scan004452.jpg
	Scan004453.jpg
	Scan004454.jpg
	Scan004455.jpg
	Scan004456.jpg
	Scan004457.jpg
	Scan004458.jpg
	Scan004459.jpg
	Scan004460.jpg
	Scan004461.jpg
	Scan004462.jpg
	Scan004463.jpg
	Scan004464.jpg
	Scan004465.jpg
	Scan004466.jpg
	Scan004467.jpg
	Scan004468.jpg
	Scan004469.jpg
	Scan004470.jpg
	Scan004471.jpg
	Scan004472.jpg
	Scan004473.jpg
	Scan004474.jpg
	Scan004475.jpg
	Scan004476.jpg
	Scan004477.jpg
	Scan004478.jpg
	Scan004479.jpg
	Scan004480.jpg
	Scan004481.jpg
	Scan004482.jpg

	Chapter_9.pdf
	Scan004483.jpg
	Scan004484.jpg
	Scan004485.jpg
	Scan004486.jpg
	Scan004487.jpg
	Scan004488.jpg
	Scan004489.jpg
	Scan004490.jpg
	Scan004491.jpg
	Scan004492.jpg
	Scan004493.jpg
	Scan004494.jpg

	Chapter_10.pdf
	Scan004495.jpg
	Scan004496.jpg
	Scan004497.jpg
	Scan004498.jpg
	Scan004499.jpg
	Scan004500.jpg
	Scan004501.jpg
	Scan004502.jpg
	Scan004503.jpg
	Scan004504.jpg

	Chapter_11.pdf
	Scan004505.jpg
	Scan004506.jpg
	Scan004507.jpg
	Scan004508.jpg
	Scan004509.jpg
	Scan004510.jpg
	Scan004511.jpg
	Scan004512.jpg
	Scan004513.jpg
	Scan004514.jpg
	Scan004515.jpg
	Scan004516.jpg
	Scan004517.jpg
	Scan004518.jpg

	Chapter_12.pdf
	Scan004519.jpg
	Scan004520.jpg
	Scan004521.jpg
	Scan004522.jpg
	Scan004523.jpg
	Scan004524.jpg
	Scan004525.jpg
	Scan004526.jpg
	Scan004527.jpg
	Scan004528.jpg
	Scan004529.jpg
	Scan004530.jpg
	Scan004531.jpg
	Scan004532.jpg

	Chapter_13.pdf
	Scan004533.jpg
	Scan004534.jpg
	Scan004535.jpg
	Scan004536.jpg
	Scan004537.jpg
	Scan004538.jpg
	Scan004539.jpg
	Scan004540.jpg
	Scan004541.jpg
	Scan004542.jpg
	Scan004543.jpg
	Scan004544.jpg
	Scan004545.jpg
	Scan004546.jpg
	Scan004547.jpg
	Scan004548.jpg
	Scan004549.jpg
	Scan004550.jpg

	Chapter_14.pdf
	Scan004551.jpg
	Scan004552.jpg
	Scan004553.jpg
	Scan004554.jpg
	Scan004555.jpg
	Scan004556.jpg
	Scan004557.jpg
	Scan004558.jpg
	Scan004559.jpg
	Scan004560.jpg
	Scan004561.jpg
	Scan004562.jpg
	Scan004563.jpg
	Scan004564.jpg
	Scan004565.jpg
	Scan004566.jpg
	Scan004567.jpg
	Scan004568.jpg
	Scan004569.jpg
	Scan004570.jpg
	Scan004571.jpg
	Scan004572.jpg
	Scan004573.jpg
	Scan004574.jpg

	Chapter_15.pdf
	Scan004575.jpg
	Scan004576.jpg
	Scan004577.jpg
	Scan004578.jpg
	Scan004579.jpg
	Scan004580.jpg
	Scan004581.jpg
	Scan004582.jpg
	Scan004583.jpg
	Scan004584.jpg
	Scan004585.jpg
	Scan004586.jpg
	Scan004587.jpg
	Scan004588.jpg
	Scan004589.jpg
	Scan004590.jpg
	Scan004591.jpg
	Scan004592.jpg
	Scan004593.jpg
	Scan004594.jpg
	Scan004595.jpg
	Scan004596.jpg
	Scan004597.jpg
	Scan004598.jpg
	Scan004599.jpg
	Scan004600.jpg

	Chapter_16.pdf
	Scan004601.jpg
	Scan004602.jpg
	Scan004603.jpg
	Scan004604.jpg
	Scan004605.jpg
	Scan004606.jpg
	Scan004607.jpg
	Scan004608.jpg
	Scan004609.jpg
	Scan004610.jpg
	Scan004611.jpg
	Scan004612.jpg
	Scan004613.jpg
	Scan004614.jpg
	Scan004615.jpg
	Scan004616.jpg
	Scan004617.jpg
	Scan004618.jpg
	Scan004619.jpg
	Scan004620.jpg
	Scan004621.jpg
	Scan004622.jpg
	Scan004623.jpg
	Scan004624.jpg
	Scan004625.jpg
	Scan004626.jpg
	Scan004627.jpg
	Scan004628.jpg
	Scan004629.jpg
	Scan004630.jpg

	Chapter_17.pdf
	Scan004631.jpg
	Scan004632.jpg
	Scan004633.jpg
	Scan004634.jpg
	Scan004635.jpg
	Scan004636.jpg
	Scan004637.jpg
	Scan004638.jpg
	Scan004639.jpg
	Scan004640.jpg
	Scan004641.jpg
	Scan004642.jpg
	Scan004643.jpg
	Scan004644.jpg
	Scan004645.jpg
	Scan004646.jpg
	Scan004647.jpg
	Scan004648.jpg
	Scan004649.jpg
	Scan004650.jpg
	Scan004651.jpg
	Scan004652.jpg
	Scan004653.jpg
	Scan004654.jpg
	Scan004655.jpg
	Scan004656.jpg
	Scan004657.jpg
	Scan004658.jpg

	Chapter_18.pdf
	Scan004659.jpg
	Scan004660.jpg
	Scan004661.jpg
	Scan004662.jpg
	Scan004663.jpg
	Scan004664.jpg
	Scan004665.jpg
	Scan004666.jpg
	Scan004667.jpg
	Scan004668.jpg
	Scan004669.jpg
	Scan004670.jpg
	Scan004671.jpg
	Scan004672.jpg
	Scan004673.jpg
	Scan004674.jpg
	Scan004675.jpg
	Scan004676.jpg
	Scan004677.jpg
	Scan004678.jpg
	Scan004679.jpg
	Scan004680.jpg
	Scan004681.jpg
	Scan004682.jpg
	Scan004683.jpg
	Scan004684.jpg
	Scan004685.jpg
	Scan004686.jpg

	Chapter_19.pdf
	Scan004696.jpg
	Scan004697.jpg
	Scan004698.jpg
	Scan004699.jpg
	Scan004700.jpg
	Scan004701.jpg
	Scan004702.jpg
	Chapter_19ES.pdf
	Scan004689.jpg
	Scan004690.jpg
	Scan004691.jpg
	Scan004692.jpg
	Scan004693.jpg
	Scan004694.jpg
	Scan004695.jpg


	Bibliography.pdf
	Scan004703.jpg
	Scan004704.jpg
	Scan004705.jpg
	Scan004706.jpg
	Scan004707.jpg
	Scan004708.jpg
	Scan004709.jpg
	Scan004710.jpg
	Scan004711.jpg
	Scan004712.jpg
	Scan004713.jpg
	Scan004714.jpg
	Scan004715.jpg
	Scan004716.jpg
	Scan004717.jpg
	Scan004718.jpg

	Sub-test_es01_2.pdf
	Scan004736.jpg
	Scan004737.jpg
	Scan004738.jpg
	Scan004739.jpg
	Scan004740.jpg
	Scan004741.jpg
	Scan004742.jpg
	Scan004743.jpg
	Scan004744.jpg
	Scan004745.jpg
	Scan004746.jpg
	Scan004747.jpg
	Scan004748.jpg
	Scan004749.jpg
	Scan004750.jpg
	Scan004751.jpg
	Scan004752.jpg
	Scan004753.jpg
	Scan004754.jpg
	Scan004755.jpg
	Scan004756.jpg
	Scan004757.jpg
	Scan004758.jpg
	Scan004759.jpg
	Scan004760.jpg
	Scan004761.jpg

	Sub-test_in01_1.pdf
	Scan004720.jpg
	Scan004721.jpg
	Scan004722.jpg
	Scan004723.jpg
	Scan004724.jpg
	Scan004725.jpg
	Scan004726.jpg
	Scan004727.jpg
	Scan004728.jpg
	Scan004729.jpg
	Scan004730.jpg
	Scan004731.jpg
	Scan004732.jpg
	Scan004733.jpg
	Scan004734.jpg
	Scan004735.jpg

	Sub-test_es02.pdf
	Scan004762.jpg
	Scan004763.jpg
	Scan004764.jpg
	Scan004765.jpg
	Scan004766.jpg
	Scan004767.jpg
	Scan004768.jpg
	Scan004769.jpg
	Scan004770.jpg
	Scan004771.jpg
	Scan004772.jpg
	Scan004773.jpg
	Scan004774.jpg
	Scan004775.jpg
	Scan004776.jpg
	Scan004777.jpg
	Scan004778.jpg
	Scan004779.jpg

	Sub-test_in02.pdf
	Scan004780.jpg
	Scan004781.jpg
	Scan004782.jpg
	Scan004783.jpg
	Scan004784.jpg
	Scan004785.jpg
	Scan004786.jpg
	Scan004787.jpg
	Scan004788.jpg
	Scan004789.jpg
	Scan004790.jpg
	Scan004791.jpg
	Scan004792.jpg
	Scan004793.jpg
	Scan004794.jpg
	Scan004795.jpg
	Scan004796.jpg
	Scan004797.jpg
	Scan004798.jpg
	Scan004799.jpg

	Sub-test_es04.pdf
	Scan004800.jpg
	Scan004801.jpg
	Scan004802.jpg
	Scan004803.jpg
	Scan004804.jpg
	Scan004805.jpg
	Scan004806.jpg
	Scan004807.jpg
	Scan004808.jpg
	Scan004809.jpg
	Scan004810.jpg
	Scan004811.jpg
	Scan004812.jpg
	Scan004813.jpg
	Scan004814.jpg
	Scan004815.jpg
	Scan004816.jpg
	Scan004817.jpg
	Scan004818.jpg
	Scan004819.jpg
	Scan004820.jpg
	Scan004821.jpg
	Scan004822.jpg
	Scan004823.jpg

	Sub-test_in03.pdf
	Scan004824.jpg
	Scan004825.jpg
	Scan004826.jpg
	Scan004827.jpg
	Scan004828.jpg
	Scan004829.jpg
	Scan004830.jpg
	Scan004831.jpg
	Scan004832.jpg
	Scan004833.jpg
	Scan004834.jpg
	Scan004835.jpg
	Scan004836.jpg
	Scan004837.jpg
	Scan004838.jpg
	Scan004839.jpg

	Índice_Index.pdf
	Scan004312.jpg
	Scan004313.jpg
	Scan004314.jpg
	Scan004315.jpg
	Scan004316.jpg
	Scan004317.jpg
	Scan004318.jpg
	Scan004319.jpg
	Scan004320.jpg




