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Abstract: The aim of this research is to set forth the effects of formative 

assessment methods on reading comprehension. To this end, reading status of a 

group of students was assessed with formative assessment methods, while that of 

another group was evaluated with traditional ones. The research was carried out by 

using unequalised quasi-experimental design. The experimental and control groups 

of the research were randomly assigned.  The study group consisted of 50 3rd grade 

students of a primary school in the Dilovası district of Kocaeli city, Türkiye. The 

data of the study were obtained from the texts within 3rd grade curriculum and 

from the comprehension questions prepared for these texts. The data were analyzed 

via SPSS 22 program. Mann-Whitney and Wilcoxon signed rank tests were used 

during analyses.  In the findings of the research, a highly significant difference was 

observed in favor of the experimental group. As a result of the findings of the 

research, it was observed that formative assessment methods contributed to reading 

comprehension success positively. 

1. INTRODUCTION 

Education of reading and reading comprehension starts from the 1st grade of primary school 

education and is carried out by increasing it gradually. As it is included within the aims of 

Turkish Language Education Program of the Ministry of National Education (MoNE) (2019), 

love and habit of reading and writing must be given to students and with this habit it must be 

ensured that they are given the opportunity to assess what they read and comprehend in a critical 

way. In order to reach these goals, it will be insufficient just to see, analyze, and vocalize the 

marks and symbols. It is therefore necessary to technically transfer reading from vocalization 

into meaning set up. Reading comprehension is the process of comprehending the thoughts and 

messages that the author intends to convey (May & Rizzardi, 2002). Comprehension is 

supposed to be the basic aim of reading since the basic aim of reading is to catch the meaning 

(Öztürk, 2019). In order for a successful reading process, the individual needs to comprehend 

what s/he reads. There are studies that assert that these activities need to be performed for 

comprehension, which is the major aim of reading, while such activities are few in numbers 

within schools, teachers spend less time on reading comprehension activities than it should be, 
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especially in primary school years, and problems arise from these reasons (Ateş & Akyol, 2013; 

Ness, 2011; Neuman, 2001; Pearson & Duke, 2002). However, despite these studies, reading 

success in international exams has not reached a sufficient level. PISA (Program for 

International Student Assessment), which has been implemented since 2000, aims to evaluate 

students' knowledge and skills. Reading skill scores that belong to Turkish students in these 

exams are as follows: 

Table 1. PISA 2003- 2018 Average scores of reading skills in Türkiye. 

 2003 2006 2009 2012 2015 2018 

Reading Skill 441 447 464 475 428 466 

Total Average - - 464 471 460 453 

Rank 33 37 39 42 51 40 

Number of participating countries 41 57 75 65 72 79 

(MoNE, 2005; MoNE, 2010; MoNE, 2013; MoNE, 2015; MoNE, 2019). 

When the results of PISA are analyzed, it is observed that Türkiye scored above the average 

only in 2018 in the field of reading skills. However, even though it ranked 40th among 79 

countries participating in 2018, it shows that there is a need to carry out further studies in this 

area when compared to successful countries. Learning to read well is largely achieved by 

carrying out more reading practice in schools. If assessment is included in the natural process 

of reading, it allows students to use their reading skills more easily (Landauer et al., 2009). 

Instead of focusing on the status of reading success while evaluating students' reading success, 

evaluations should be made to determine the processes that will enable them to improve their 

reading success (Rogoff et al., 2001). It is emphasized that measurement and evaluation 

practices are an inseparable whole in the MoNE’s curriculum of Turkish (2019). In addition, 

individuals' interests, attitudes, and values may differ over time and in this context, it is stated 

that the evaluation should take place with the active participation of students and teachers in 

the process. Reading studies and the measurement and evaluation of reading also need to be 

carried out as a whole. 

Formative assessment is considered as a strategy to increase the success of the student or as a 

strategy that serves the purpose of determining the success of the student (Clarke, 2012). This 

type of assessment is seen as a process which is carried out through teaching rather than grading 

and includes determining students' prior knowledge and organizing and implementing their 

teaching plans according to such information (Bulunuz & Bulunuz, 2013; Keeley, 2008). 

Considering that formative assessment is within the teaching process, it is used to improve 

learning (Oosterhof et al., 2008; Vonderwell et al., 2007). With this feature, it is also called 

assessment for learning (Stiggins, 2002). Most of the educators agree on the idea that addressing 

reading with formative assessment aims to inform education and serve student needs (Piazza, 

2012). Formative assessment is crucial for reading success because it reveals students’ needs 

to ensure the continuous improvement in reading (Roskos & Neuman, 2012). It also facilitates 

modification of teaching according to students’ needs and continuously provides feedback to 

students (Roskos & Neuman, 2012). It is known that effective reading occurs through using 

such skills as phonological awareness, decoding, word recognition, vocabulary, knowledge 

about language structures, and using inference skill (Scarborough, 2001). It is more difficult to 

determine in which dimension of reading the poor reader is having difficulties when compared 

to the problems encountered in other academic fields (Wiliam, 2006). Which students need help 

can be practically determined, but more detailed information is required to specify the reasons 

for failure. When considered within this framework, it is considered that formative assessment 

can be used to improve reading comprehension.  
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In the related literature, there are studies on strategies for improving reading comprehension 

and also on measures to be taken (Aktaş, 2015; Akyol & Ketenoğlu Kayabaşı, 2018; Baştuğ & 

Keskin, 2011; Çeliktürk Sezgin & Akyol, 2018; Çöklü Özkan, 2018; İlter, 2018; Kocaarslan, 

2015; Kodan, 2015; Kuşdemir, 2014; Papatğa, 2016; Sidekli, 2010; Sözen & Akyol, 2018). 

Examining the international literature, the intensity of studies on reading comprehension is also 

observed (Coiro & Dobler, 2007; Dreyer & Nel, 2003; Gersten et al., 2001; Hock & Mellard, 

2005; Ness, 2011).  There are also studies in international literature that deal with reading, 

comprehension, and formative assessment together (Dupont, 2018; Kline, 2013; Li, 2016; 

Marchand & Furrer, 2014; Marcotte & Hintze, 2009; Offerdahl & Montplaisir, 2013; Roskos 

& Neuman, 2012). In addition to these, there are experimental studies (Boumediene & 

Hamazaoui-Elachachi, 2017; Gustafson et al., 2019; Hooley & Thorpe, 2017; Sanaeifar & 

Nafari, 2018) examining the effect of formative assessment on reading comprehension skills in 

the international literature; however, these studies are limited in number. In the studies 

conducted to evaluate reading comprehension within the national literature, there are studies 

that focus on questions used in comprehension (Akyol et al., 2013; Ateş, 2011; Aydemir & 

Çiftçi, 2008; Doğanay & Yüce, 2010; Durukan, 2009). In addition to these, there are also studies 

on different measurement tools used in reading comprehension (Karasu et al., 2011; Temizkan 

& Sallabaş, 2011). The purpose of this specific research study is therefore to set forth the effect 

of formative assessment methods on reading comprehension. In line with the purpose of the 

research, answers to the following questions are sought:  

1. Is there a significant difference between the pre-test and post-test scores of the students to 

whom formative assessment methods were applied? 

2. Is there a significant difference between the pre-test and post-test scores of the students 

evaluated by traditional methods? 

3. Is there a significant difference between the post-test reading comprehension scores of the 

students to whom formative assessment methods were applied and the ones who were evaluated 

with traditional methods? 

2. METHOD 

2.1. Research Design  

With a specific aim to set forth the effect of formative assessment methods on reading 

comprehension skills, this study was set up as a quasi-experimental design as one of the 

quantitative research designs. Experimental studies aim to reveal how the independent variable 

of the research affects the dependent variable (Karasar, 2012). In other words, the effects of 

different situations -set up by the researcher- on the dependent variable are examined through 

experimental studies (Büyüköztürk et al., 2017; Creswell, 2014; Creswell & PlanoClark, 2011). 

In the quasi-experimental design, groups are randomly assigned (Büyüköztürk et al., 2017). 

This research model can be expressed as a pre-test post-test unequalized quasi-experimental 

design with a control group (Karasar, 2012) as the groups were randomly assigned and the 

groups were partially controllable. In other words, the groups were previously formed as 

classroom format within the school. 

2.2. Study Group  

The study group of the research consisted of 2 classes of 3rd grade students in the 2019-2020 

academic year in a public primary school in the Dilovası district of Kocaeli province in Türkiye. 

One of the classes participating in the research was randomly assigned as the experimental 

group and the other as the control group. In this context, the research was conducted with 50 

3rd grade students. While there was a total of 22 participants, 7 female and 15 male students in 

the experimental group, the control group consisted of a total of 28 participants, 15 female and 

13 male students. In the study, 3rd grade students were preferred because it was necessary that 
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the participants had to complete the literacy process and be at a level to exhibit fluent reading 

and comprehension skills.  

While determining the study group, convenience sampling method was used in order to provide 

speed, practicality, and economy to the research process. With this method, researchers choose 

situations that are easy to reach (Glesne, 2015). Considering the ease of access and the fact that 

the research can be followed more closely and easily, a public school in the Dilovası district of 

Kocaeli province, in which the researcher also worked, was preferred during sampling. 

In research, firstly it is necessary to choose the tests to determine the equivalence status of the 

experimental and control groups. The prerequisite for this situation is the normality of the data. 

When the normality distributions of the pre-test comprehension scores of the research data were 

examined, it was concluded that the normality distribution of the comprehension scores of the 

control group was S-W(28)=0.04, p<0.05. According to this result, the control group data are 

not normally distributed. When the pre-test comprehension scores of the experimental group 

are examined, the result emerges as S-W(22)=0.125, p>.05. This result shows that the 

experimental group data are normally distributed. In this context, nonparametric tests need be 

used to reveal the equivalence status between the two groups. 

Table 2. Mann Whitney U test results of the pre-test scores of the participants in the experimental and 

control groups. 

Pre-Test  N x̄ U Z p 

Comprehension Scores 

Experimental  22 7.64 223.5 -1.668 0.095 

Control 28 9.57    

Total 50 
 

   

Table 2 shows Mann Whitney U test results of the pre-test scores of the experimental and 

control group participants. As can be seen in the table, the study was carried out with a total of 

50 participants, including 28 participants in the control group and 22 participants in the 

experimental group. It can also be seen that the arithmetic mean scores of comprehension of 

the participants in the experimental group were 7.64 and the arithmetic mean scores of 

comprehension of the participants in the control group were 9.57. According to the results of 

Mann Whitney U test, it can be concluded that the groups were equal (U=223.5, p>.05). 

Therefore, in this context, the equivalence status of control and experimental groups of the 

research was ensured. 

2.3. Data Collection Tools 

The data of this study were collected through comprehension questions prepared in line with 

expert opinions regarding the text titled "Mektup –The Letter", taken from the book that was 

approved by the Board of Education and used as a 3rd grade Turkish textbook in the 2010-2011 

academic year. No taxonomy was used while measuring the reading comprehension skill. Only 

comprehension questions developed in line with expert opinions were used. With these 

questions, the pretest-posttest comprehension scores of the participants were revealed. While 

three of the comprehension questions measured understanding at a simple level, two of them 

aimed at determining in-depth understanding. Four points were awarded for the correct answer 

to the simple comprehension questions and five for the correct answer to the deep 

comprehension problems. The lowest score that can be obtained from the test is zero, whereas 

the highest score is 22. While choosing the text to be used in the research, it was paid attention 

that the participants had not encountered this text beforehand. Among the texts in the book, 

used as a Turkish course book before, it was decided -in line with expert opinions- to use the 

text titled "Mektup – The Letter" as a measurement tool. 
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Mistake Analysis Inventory adapted by Akyol (2006) was used as the basis for the reading 

comprehension questions. According to the Mistake Analysis Inventory, reading 

comprehension situations can be revealed through the questions asked after the text is read 

silently. This inventory proposes using simple comprehension and in-depth comprehension 

questions. In this context, five questions, three of which aim to measure literal understanding 

and two to measure in-depth understanding, were created by the researchers during the research 

process. In the process of creating the questions, a candidate question pool of 15 questions was 

initially created. Candidate questions were presented to the opinions of one classroom teacher 

and three experts who received classroom education. In line with expert opinions, the questions 

to be used in the research were determined. A score of 0 was given for unanswered or incorrect 

answers to literal comprehension questions, 2 points for partially answered questions, and 4 

points for fully answered questions. In the in-depth comprehension questions, 0 points were 

given for unanswered or incorrect answers, 2 points for partially answered questions, 3 points 

for incomplete but most of the expected answers, and 5 points for fully answered questions. 

Reading comprehension questions were scored by two different raters to ensure the reliability 

of the research. After the scoring process, the correlation method, which is one of the 

approaches used to ensure inter-rater reliability, was used. Because the data were not normally 

distributed, Spearman Brown Rank Correlation Test was performed. According to the test 

results, it was revealed that there was a high correlation between the raters (r(48)= .88, p=.00, 

p<.05). 

During the application process with the experimental group, formative assessment methods 

such as cloze test's multiple-choice format (maze), sentence verification, story map, re-telling 

techniques (written retell), and retelling fluency were used. According to Marcotte and Hintze 

(2009), the multiple-choice format (maze), sentence verification method (SVM), retelling 

fluency, and written retell methods of fill-in-the-blank technique can be used for formative 

assessment applications. The story map method, on the other hand, was used as a measurement 

tool in the research in line with expert opinions, considering it appropriate to see which element 

the student's understanding deficiencies were concentrated in and to give feedback. The texts 

of these measurement tools used in the experimental group were taken from the book used as a 

textbook in the past years. Text selection and measurement tools were carried out in line with 

the opinions of the three-class education experts. These measurement tools used in the 

experimental group were the formative assessment activities of the experimental group aiming 

only at the evaluation of learning. 

2.3.1. Cloze test 

Cloze test is a technique developed by Wilson Taylor in 1953, inspired by the completion 

principle of Gesthalt (Keskin & Akıllı, 2013; Ulusoy, 2009) and includes syntactic, structural, 

and semantic elements of the text (Ulusoy, 2009). With this technique, considered as an 

extremely reliable and valid reading comprehension measure (Bormuth, 1963), it is aimed to 

complete the incomplete images, thoughts or words in the mind as a whole (Akyol et al., 2014).  

According to Akyol et al. (2014), at the beginning of the application phase, the teacher chooses 

a text suitable for the grade level. After students have read the text, every 5th, 6th, 7th, 8th, 9th, 

10th words are selected and deleted from the text, except for the first-last word or proper nouns 

(the next word is chosen from the proper name) in the text. Students are also expected to write 

the same words in the text in the blanks. After the application of fill-in-the-blank test, words 

written correctly by the students are counted and the percentage value corresponding to total 

words deleted from the text is calculated (Akyol et al., 2014). According to the evaluation 

criteria, 60% and higher scores indicate the independent reading level, those scores between 

59% and 40% indicate the instructional reading level, and 40% and below scores indicate the 

reading level at the anxiety level (Rankin & Culhane, 1969). 
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2.3.2. Sentence verification method (SVM) 

The sentence verification test was developed by Royer et al. (1979), focusing on the structural 

aspect of understanding (Yazıcı & Kurudayıoğlu, 2017). In this technique, each sentence in the 

text read and understood by the reader has its own semantic symbols (Shaughnessy, 2005). The 

texts in which the sentence verification test will be used should consist of 12 sentences that are 

meaningful in themselves or these texts should be rearranged and expressed in 12 sentences 

(Akyol et al., 2014; Ulusoy & Çetinkaya, 2012; Yazıcı & Kurudayıoğlu, 2017). According to 

Royer (2001), each of the 12 sentences in the text should be arranged in 4 different categories; 

namely, using the original sentence, expressing the original sentence with other words, 

changing the meaning of the original sentence, and distracting sentence. 

Students are expected to answer the questions formed as Yes/No or True/False in the new 

sentences prepared in 4 categories (Ulusoy & Çetinkaya, 2012; Yazıcı & Kurudayıoğlu, 2017). 

Considering the 50% chance factor of the test during the interpretation of the scores obtained 

from the sentence verification test, it is accepted that 80% and above correct answers indicate 

good understanding, while 71-79% correct answers indicate poor comprehension (Royer, 

2001). 

2.3.3. Story map 

Story maps emerge as an important technique in order to reveal the connections between all the 

elements of the story clearly and to convey to the student how the story is organized (Mathes 

& Fuchs, 1997). The purpose of this technique is to create a story structure with story elements 

in the mind and to ensure that the texts are understood (Duman, 2006). According to Akyol 

(2011), distinguishing the important and unimportant information in the story, enabling the 

students to focus on more important information, ensuring that the information is transferred to 

the long-term memory regularly, making forward-looking predictions in the text by making use 

of prior information, and intertextual reading can be done by using a story map. 

2.3.4. Written retell 

The reading-telling technique, one of the written retell techniques, is considered to be the most 

important of the techniques used to assess the student's comprehension level of the text (Reutzel 

& Cooter, 2007). According to Leslie and Caldwell (2006), answers to 4 questions should be 

sought during narration in order to evaluate reading comprehension: 

1. Is the basic structure of the text explained? Is important information in the text mentioned 

during the narration? 

2. Are the main ideas and supporting ideas of the text included in the narration? 

3. Is the narration sequence performed in the order in the text? 

4. Is the narration complete? 

By looking for answers to these questions, the student's reading comprehension status can be 

checked. 

Fuchs et al. (1998) state that rewritten expression is a more successful method in evaluating 

reading comprehension rather than evaluating oral expression. At the same time, the rewritten 

method is a method that can be used to determine the teaching goals and also to reveal the needs 

of the students (Fuchs et al., 1989). Although the rewritten method does not currently have a 

standardized format, it is shown as a formative measure of reading comprehension (Marcotte 

& Hintze, 2009). 

2.3.5. Retelling Fluency 

Retelling Fluency is the evaluation of reading comprehension based on oral reading fluency 

(Good & Kaminkski, 2002). According to this technique; When students who read more than 

40 words per minute are asked to retell the text they have read, they are expected to retell what 
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they have read with approximately 50% of the verbal fluency score or more. In this case, the 

student's oral reading score can be considered as an indicator of good reading comprehension, 

including comprehension. When a student who reads more than 40 words per minute is asked 

to retell the text, it is thought that if the number of words used while describing the text is 25% 

or less of the verbal fluent reading score, it cannot represent reading comprehension (Good & 

Kaminkski, 2002). For example, if the student reads 80 words in a minute and retells the text 

with 40 words or more when asked to retell, reading fluency represents reading comprehension. 

However, if the student reads 80 words per minute and retells what s/he has read with 20 words, 

there may be a comprehension situation that cannot be represented with fluency. 

2.4. Data Collection  

2.4.1. Preparation phase 

At this stage, a text that the participants had not encountered before was selected and 

comprehension questions were prepared for this text. The selected text was the one named 

"Mektup – the Letter" from the Turkish textbook in the 2010-2011 academic year. The 

preparation of the comprehension questions was carried out in line with the expert opinions. 

Comprehension questions for the text were prepared in line with expert opinions, and with these 

comprehension questions, it was aimed to measure the simple and in-depth comprehension 

skills of the participants. In order to determine the group equivalence within the process of 

determining the experimental and control groups, a pre-test was applied to all the 3rd grade 

classes in the school. Before the pre-test application, the participants were informed about the 

general framework of the research and they were all told that they should not have any grade 

concerns. Thus, it was aimed to create an environment where they could answer the questions 

sincerely. 

The text “Mektup – the Letter” selected as a measurement tool was distributed to the 

participants and they were asked to read it once. After the reading process, pre-prepared 

comprehension questions regarding the text were distributed to the participants and they were 

expected to answer them. After the answers were received, success scores of the participants 

were determined and analyzed with the SPSS program. After the analysis, the equivalence 

status of the groups was compared. Experimental and control groups were randomly determined 

among the classes subjected to the pre-test process. After determining the experimental and 

control groups, in-depth information about the research was given by interviewing the 

classroom teachers of the relevant classes. In addition, they were all asked to carry out the study 

voluntarily and sincerely as voluntary participation of the relevant teachers in the research was 

very important for the effective conduct of the study. 

The classroom teacher in the experimental group was informed about how the implementation 

phase would be carried out, and it was ensured that he became aware of the time that he had to 

allocate for research in the Turkish lesson. In this context and within the framework of the 

research, the participating students were informed that during the 10-week period, reading 

comprehension assessment studies would be conducted for the formative assessment approach. 

At the same time, the assessment tools to be used in the research, sentence verification 

technique, multiple choice type of fill-in-the-blank technique (Maze), story map, retelling 

fluency, and retell writing techniques were introduced to the classroom teacher. The classroom 

teacher was also informed that the assessment process of reading comprehension skill would 

be carried out by adopting the traditional level determination approach in the control group. 

The Turkish lesson and the evaluation of comprehension skills continued in its normal course 

without any intervention in the control group. However, the teacher was informed that the texts 

used in the experimental group of the research should be used when applying the 

comprehension test. 
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2.4.2. Implementation phase 

Although the research process had been planned as 10 weeks, the research implementation 

process was extended to 13 weeks due to the fact that the implementation phase coincided with 

the 1st semester break and also because of the experimental group participants’ school 

attendance problems in some weeks of the research process. In the 14th week, the application 

phase of the research was concluded by applying the text applied in the pre-test and the 

comprehension questions about this text to the participants. At this stage, reading 

comprehension skills of the participants in the control group were dealt with traditional 

approaches and these participants were subjected to three different evaluations during the 13-

week period. The researchers did not interfere with the frequency of evaluation. During the 

evaluations, the texts used in the experimental group that week were also applied to the control 

group. At the 14th week, the control group's post-test scores were obtained through the text 

used in the pre-test and also through the comprehension questions for this text. In the 

experimental group, reading comprehension skills of the participants were tested with a 

formative assessment method every week. The implementation process of the research was 

carried out as follows: 

Table 3. Implementations conducted during the implementation phase of the research. 

Week Implementations conducted  

1st Week The reading comprehension skills of the experimental group participants were evaluated 

with the sentence verification technique and necessary feedback was given. 

2nd Week The reading comprehension skills of the experimental group participants were evaluated 

using the fill-in-the-blank technique and necessary feedback was given. 

3rd Week No evaluation could be conducted due to lack of participants. 

4th Week The reading comprehension skills of the experimental group participants were evaluated 

with the story map technique and necessary feedback was given.  

5th Week No evaluation could be conducted due to lack of participants. 

6th Week While the reading comprehension skills of the experimental group participants were 

evaluated with the rewriting technique, the reading comprehension status of the control 

group participants was subjected to the 1st evaluation with the classical question and 

answer method.  

7th Week The reading comprehension skills of the experimental group participants were evaluated 

using the retelling fluency method and necessary feedback was given. 

8th Week The reading comprehension skills of the experimental group participants were evaluated 

with the sentence verification technique and necessary feedback was given. 

9th Week While the reading comprehension skills of the experimental group participants were 

evaluated with the fill-in-the-blank technique and feedback was given, the second 

evaluation for the control group was conducted.  

10 th Week No evaluation could be conducted due to semester break. 

11 th Week The reading comprehension skills of the experimental group participants were evaluated 

with the story map technique and necessary feedback was given.  

12th Week The reading comprehension skills of the experimental group participants were evaluated 

with the rewriting technique and necessary feedback was given.  

13th Week While the reading comprehension skills of the experimental group participants were 

evaluated with the retelling fluency technique and the necessary feedback was given, the 

third evaluation was conducted for the control group. 
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Following each evaluation made regarding the experimental group, the participants were given 

feedback on where their understanding deficiencies were and how they could overcome these. 

While giving feedback, no judgment was made in the classroom and every attempt was made 

to prevent labelling students as successful or unsuccessful. No scoring was used during the 

evaluation. In order for the participants to see their own mistakes and shortcomings, their 

understanding deficiencies were resolved together in the classroom following individual 

feedback. After the completion of the evaluations carried out in the experimental group within 

a 13-week period, the post-test application was carried out and the post-test data of the research 

were reached. 

2.4.2.1. Using the measurement tools and giving feedback. During the research 

process, the evaluation was carried out in the control group using the traditional question-

answer method. The main purpose of the questions used in this group and the evaluation 

made is to reveal the reading success of the students. The assessment questions used did 

not focus on identifying the needs and learning deficiencies of the participants. The 

feedback given is limited to the exam scores and the correctness of the answers to the 

questions. 

In the experimental group, the most basic element of the formative assessments was 

designed as the feedback given to the participants. After each evaluation process, 

feedback was provided for the needs of the participants. In the feedback given, no scoring 

or statements such as true or false were included. The main purpose of the questions used 

was to reveal the comprehension deficiencies in the text. As a result of the evaluations, 

the participants, who were thought not to understand enough what they read, were given 

information about their reading errors. For example, a participant who was thought to 

have a comprehension deficiency was asked to read the text aloud again, accompanied by 

a teacher. It was determined that the participant only focused on speed while reading and 

the participant was given information about how to take into account the units of meaning 

and how to perform prosodic reading as well. 

During the research process, evaluations carried out in the experimental group by using 

SVM, multiple choice format of fill-in-the-blank technique, rewriting, retelling fluency, 

and story map techniques were completed within one course hour. Participants were 

asked to read the text once, and then assessments were made using measurement tools. 

Answers given by the participants to the measurement tools were read and their 

understanding deficiencies were revealed, and each participant was individually told 

which parts of the texts they lacked in comprehension. In this process, the texts were read 

again so that the students who did not answer the questions in the text or who had a lot of 

wrong answers could clearly see their own shortcomings as they were asked to respond 

to the relevant measurement tools again. In this direction, the aim was to encourage the 

participants to respond to the texts. 

The participants were given general information about how to use SVM while the 

evaluations were carried out with the sentence verification technique in the experimental 

group. The participants were prepared for evaluation by informing them that the careful 

reading process would make it easier to find the answers to the questions to be asked. The 

texts previously prepared by the researchers were distributed to the participants. The 

participants were asked to choose true or false for the questions following the reading 

process; namely, they were asked to mark the column with "True" in case the sentence 

had the same meaning with the text, and to mark the column with "False" in case the 

sentence had a different meaning from the text. After the relevant instructions were given, 

the participants were told that they could start reading the text. Text reading was 

performed only once by each participant. SVM evaluation processes were completed by 

giving evaluation questions to the participants who completed the reading. 



Int. J. Assess. Tools Educ., Vol. 9, Special Issue, (2022) pp. 88–108 

 97 

Before the assessments made with the multiple-choice format of the fill-in-the-blank 

technique, the measurement tool was introduced to the participants. Participants were told 

that a text would be given and they would read it only once. It was stated that some words 

of the text they would read would be removed from the form to be given after the reading 

process. It was also stated that these blanks would contain words in a multiple-choice 

form. It was added that they should choose, among these options, the same words as they 

appeared in the first text they had read. It was mentioned that only one word should be 

selected for each blank. After the general briefing, the text was distributed to the 

participants. The forms prepared for evaluation were distributed to the participants who 

had completed the text-reading process and their answers were received. After the 

answers were received, the evaluation processes carried out with the multiple-choice 

format of the fill-in-the-blank technique were completed. 

In the evaluation process of the re-writing narration technique, the participants were 

expected to retell the text read in written form. In this process, texts were distributed to 

the participants and they were asked to read the texts once. After the texts were read, the 

participants were asked to write down everything they remembered about the text. 

Evaluation processes were completed by receiving the participants' re-writing narration 

responses.  

While the evaluations were carried out with the retelling fluency technique, the number 

of words that the participants read during one-minute oral reading process was 

determined. Then, the participants were asked to verbally retell the text they read. In this 

process, it was measured how many words the participants used in one minute while 

telling the text they read. Evaluations were made by comparing the number of words they 

used during one-minute reading with the number of words they used during retelling. 

Participants who could not read enough words in one-minute period and those who 

explained what they read in very few words were recommended to do repetitive readings. 

Story maps were used in the evaluation process. First of all, story map format was 

introduced to the participants. It was explained to the participants that each box was 

intended to identify the story elements in the text according to its title. After the texts to 

be used were distributed, the participants completed the reading process. The story map 

forms were distributed and the participants were expected to fill in the titles in the story 

map appropriately. 

2.5. Data Analysis 

The data of this study were obtained by scoring the comprehension questions and analyzing 

them in the SPSS program. In the data analysis process, firstly, the normality of the data was 

determined. Normality conditions were checked with the Shapiro-Wilk test. When the 

normality status of the pre-test and post-test scores of the experimental group participants was 

examined, it was found that the pre-test normality distribution score was S-W(22)=0.125, that 

is, p>.05, which shows the pre-test scores as normally distributed. When the post-test normality 

distribution conditions were examined, it was concluded that the post-test data were not 

normally distributed, with a value of S-W(22)=0.001, that is, p<.05. When the normality status 

of the pre-test and post-test scores of the control group is examined, the pre-test normality 

distribution is S-W(28)=0.04, p<.05. Considering the post-test normality, the result is observed 

as S-W(28)=0.175, p>.05. The tests to be carried out were decided according to the normality 

conditions. The Mann-Whitney U test was used to determine the equivalence status of the 

groups in the pre-test data of two independent groups, the normality of which could not be 

assured. Wilcoxon signed-rank test was used to compare the pre-test and post-test data of the 

control group and the experimental group within themselves and also to determine their 

significance. Finally, the Mann-Whitney U test was used to compare the post-test data of the 

control and experimental groups.  
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The 𝑟 =
𝑍

√𝑁
  formula was used to determine the effect of the significance values that emerged 

as a result of the tests. According to this formula, as the effect value approaches zero, it can be 

mentioned that there is a low effect. As this value approaches 1, it can be interpreted that the 

effect increases (Green & Salkind, 2014). 

3. FINDINGS 

3.1. Findings Regarding the First Sub-Problem of the Research 

Table 4 presents the findings that emerged as a result of the comparison of the pre-test and post-

test scores of the experimental group participants with the Wilcoxon signed-rank test. 

Table 4. Wilcoxon Signed Ranks test results of the pre-test and post-test scores of the experimental 

group participants. 

Pre-Test / Post-Test N Mean R. Total R. Z p 

Comprehension 

scores 

Negative rank 0 - - -3.934 0.000* 

Positive Rank 20 10.50 210.00 

Equal 2 - - 
*p<.05 

In Table 4 it can be seen that there is no decline in the comprehension scores of any of the 

experimental group participants. In addition, there is no change in the comprehension scores of 

2 students, while comprehension scores of 20 students increase. The mean score of the 

participants who show an increase is determined as 10.50. According to the results of the test, 

it can be concluded that there is a significant difference between the pre-test and post-test 

reading comprehension scores of the experimental group participants (z=-3.934, p<.05). When 

the effect value is calculated, the result r=-0.838 emerges, which reveals the significance value 

quite high. 

3.2. Findings Regarding the Second Sub-Problem of the Research 

Table 5 presents the findings obtained as a result of comparing the pre-test and post-test scores 

of the control group with the Wilcoxon Signed Ranks test. 

Table 5. Wilcoxon Signed Ranks test results of the pre-test and post-test scores of the experimental 

group participants. 

Pre-Test / Post-Test N Mean R. Total R. Z p 

Comprehension 

Scores 

Negative rank 3 10.50 31.50 -2.152 0.031* 

Positive rank 14 8.68 121.50 

Equal 11 - -   
*p<.05 

In Table 5, it can be seen that 3 participants experienced a decrease in their scores in the period 

between the pre-test and post-test and their average score of these participants was determined 

as 10.50. Although it is displayed in Table 5 that the scores of 11 students did not change, 14 

students made progress between the pre-test and post-test processes and their mean scores 

reached 8.68. According to the test results, there is a significant difference between the pre-test 

and post-test scores of the control group participants (z=-2.152, p<.05). When the effect value 

is calculated, the result emerges as r=-0.390. With this result, it can be interpreted that there is 

a moderate significance value. 

3.3. Findings Regarding the Third Sub-Problem of the Research 

Table 6 shows the comparison of the reading comprehension scores of the experimental and 

control group participants with the Mann Whitney U test after the post-test. 
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Table 6. Mann Whitney U test results of the post-test scores of the experimental and control group 

participants. 

Pre-Test N x̄ U Z p 

Comprehension 

Scores 

Experimental 22 14.09 204.00 -2.064 0.039* 

Control 28 11.29  

Total 50 12.52  
*p<.05 

An analysis of Table 6 shows the arithmetic mean of the 22 participants in the experimental 

group as 14.09, while the arithmetic mean of 28 participants in the control group is 11.29. When 

the Mann Whitney U test result is examined, it is seen that the post-test reading comprehension 

scores of the experimental and control group participants differ significantly (U=-204.00, 

p<.05). 

4. DISCUSSION and CONCLUSION 

When the increase in the reading comprehension scores of the experimental group participants 

is evaluated individually, it is observed that the scores of only two participants did not increase, 

but the reading comprehension scores of the 20 participants in the experimental group 

improved. When considered in this context, it is seen that the formative assessment approach 

applied to the experimental group participants is an assessment process that is appropriate for 

the individual differences of the students and serves to meet the learning needs of many 

students. The features of effective feedback and increasing the individual time allocated to 

students appear as important elements in increasing the success of formative assessment in 

reading comprehension. Boumediene and Hamzaoui-Elachachi (2017) emphasize the 

conclusion that formative assessment interventions improve students' reading comprehension 

skills and they cite effective feedback and regular evaluation intervals as reasons for this 

improvement. Similar experimental studies by Gustafson et al. (2019), Hooley and Thorpe 

(2017) and Sanaeifar and Nafari (2018) support the current study and show that formative 

assessment practices improve reading comprehension. In our specific study it is observed in the 

control group that only half of the participants experienced improvement in their reading 

comprehension scores over a long period of 13 weeks, which may be the reason why the 

evaluation process, carried out with traditional methods, was done only to determine their 

development. The fact that assessment carried out in traditional methods fails to design teaching 

according to individual learning needs can be considered as the major reason why the reading 

comprehension scores of many students do not increase. As a result of this specific research, it 

is possible to reach the conclusion that reading comprehension skills of the experimental group 

participants, whose reading comprehension skills were evaluated with the formative assessment 

approach, improved. 

Formative assessment is the process of supporting the participants by re-presenting the 

information according to their needs based on the data collected from the participants. In this 

process, teachers determine their learning goals and needs based on the information obtained 

before (Elden, 2019). At the same time, the fact that formative assessment is intertwined with 

the teaching process may cause teachers to be unaware of their assessment (Bredekamp, 2015). 

Reading comprehension skills are of vital importance for academic success and maintaining a 

quality social life. The increase in the reading comprehension success of the participants 

evaluated using the formative assessment approach will also affect their academic success. In 

his doctoral study, Ozan (2017) concluded that academic achievement increases when 

formative assessment practices are carried out. Considering reading comprehension as one of 

the most important conditions for academic success, this very study and Ozan's (2017) study 

point out similar results. In addition, there are many studies in the international literature stating 
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that formative assessment positively affects academic achievement and learning (Alkharusi, 

2008; Black & Wiliam, 2012; Black & McCormick, 2010; Chappuis & Chappuis, 2008; 

Chappuis et al., 2011; Choi et al., 2001; Clark, 2012; Fuchs & Fuchs, 1986; Gardner, 2012; 

Heitink et al., 2016; Herman et al., 2006; Kingston & Nash, 2011; McMillan, 2014; Peterson 

& Siadat, 2009). With the current research, it can be stated that formative assessment can be 

used to improve reading comprehension skills, which is a prerequisite for academic success. 

When the formative assessment studies conducted in the national literature are examined, the 

strengths of formative assessment in various disciplines compared to traditional approaches 

have been revealed (Buluzun & Bulunuz, 2013; Doğan, 2016; Elden, 2019; İnaltun & Ateş, 

2018; Metin & Özmen, 2010; Ozan, 2017; Zengin et al., 2017). This study also contributes to 

the national and international literature with the conclusion that when formative assessment 

activities are used instead of traditional assessment methods, reading comprehension skills will 

be positively affected. Kline (2013) concluded in his research that formative assessment 

contributes to secondary school students' reading success. As also seen in our specific study, it 

would be beneficial to use the formative assessment approach in order to develop and support 

reading skills. 

Temizkan and Sallabaş (2011) reached the conclusion that multiple-choice tests are more 

successful than open-ended questions in their study in which they sought an answer to the 

question of whether multiple-choice tests or written exams are more effective in assessing 

reading comprehension skills. The most important reason for this is that multiple-choice tests 

eliminate the difficulty of expressing thoughts in writing (Temizkan & Sallabaş, 2011). 

However, if the questions are only used to perform measurements and not to identify learning 

deficiencies and learning goals, it will not be possible to go beyond the measurement process 

and as a result, a superficial measurement and evaluation application will emerge. In order to 

enrich the learning environment, determine learning goals, and provide effective feedback, 

multiple choice tests and written examinations, which are used without being included in the 

process, are insufficient. As can be seen in the results of this study, it was observed that the 

achievement scores of many students did not improve in the group that was assessed only by 

traditional methods and teachers evaluated their students’ reading comprehension level with a 

result-oriented approach by using written exams. However, it is very important to pay attention 

to the individual differences of students for an effective reading and reading comprehension 

(Başaran, 2013). Formative assessment is the process that is used to identify student needs, 

organize, and improve education and is applied based on the interaction of student 

understanding (OECD, 2005). It is supported in this study that the formative assessment process 

implemented in this way will be more successful in determining the individual learning needs 

and goals of each student when compared to the success of the traditional methods. 

According to Yıldırım (2012), questions are important tools for monitoring comprehension 

processes and the competence of teachers and students regarding questions is important for 

students to develop their reading comprehension skills. The emphasis should be on creating 

environments where students can talk about what they read for the development of high-level 

thinking skills (Applegate, 2007). However, according to the results of other research studies, 

questions are mostly used to reveal what students have learned (Ateş, 2011; Brown, 1991; 

Fordham, 2006; Hervey, 2006; Johnston, 1997; Knapp, 1995). Assessment type which seeks to 

reveal such learning situations and sees learning results rather than supporting learning is not 

suitable for formative assessment. As it can be interpreted from the results of our study, 

questions and evaluation should be included in the process and used to support learning. 

In the national and international literature, there are studies comparing traditional assessment 

methods with assessment approaches in which students are actively involved in the process. 

Examining the results of these studies, it can be observed that assessment approaches that center 
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the student in the process, such as formative assessment, are more beneficial in improving 

reading comprehension skills than the traditional approaches (Guthrie et al., 2006; Souvignier 

& Mokhlesgerami, 2006; Zipke, 2007). It can also be expressed that the results of the related 

studies and the results of this study are similar. 

According to Roskos and Neuman (2012), the main features of formative assessment include 

identifying gaps between where students are and where they need to go in their reading 

development and it aims to create feedback loops that provide information about changes in 

performance gaps. It involves engaging students in meaningful and productive self-assessment 

process, developing a set of essential reading activities with clear criteria for success and 

building a culture for improving students' knowledge and skills. In such a reading climate, 

comprehension skills are expected to develop. In this specific research context, it is revealed 

that formative assessment activities should be used in education of reading and comprehension 

and in evaluation process by making use of the results of this research and the information in 

the relevant literature. 

It can be suggested to use formative assessment methods that emphasize the process in the 

evaluation of reading studies. Formative assessment methods can be used in the evaluation of 

studies of reading texts within Turkish textbooks. It can be recommended that primary teachers 

offer effective feedback and corrections to students in reading and comprehension education. 

More comprehensive studies can be done on formative assessment and reading comprehension; 

namely, the effect of formative assessment on components such as fluent reading, reading 

motivation, and vocabulary can be examined; qualitative studies in which formative assessment 

and reading skills are handled together can be conducted; and similar studies can be carried out 

at different grade levels. 

This research is limited to the formative assessment methods used in the process, measurement 

tools, and the participants of the research. Another limitation of the study is the 13-week quasi-

experimental process. The possibility that the experimental and control group classroom 

teachers may have different qualifications and skills during the research process may also be a 

limitation, but the fact that the experimental and control group students had statistically 

equivalent comprehension scores in the pre-tests made at the beginning of the process is an 

indication that this situation was somewhat under control. 
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