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Abstract: It is known that the reading performance of disadvantaged students is lower when 
compared to non-disadvantaged students. It has always been discussed that being 
disadvantaged affects teachers' bias in scoring students' reading performance. Therefore, the 
existence and effect of the teacher factor in the low level of reading performance of students 
in disadvantaged groups is worth investigating. The reading comprehension skills of 
disadvantaged and non-disadvantaged fourth grade primary school students were assessed 
in this study. Moreover, whether the classroom teachers were biased in scoring the reading 
comprehension skills of the disadvantaged students were also investigated. The reading 
comprehension skills of 48 students, 13 of whom were disadvantaged and 35 were non-
disadvantaged, were assessed by three classroom teachers (raters) using an analytical rubric. 
The data were analyzed using the Many-facet Rasch measurement model. It was found that 
the classroom teachers were biased in evaluating the reading comprehension skills of 
disadvantaged students. Likewise, the reading comprehension levels of the non-
disadvantaged students were higher than the disadvantaged students. 

Keywords: Disadvantaged primary school students, Reading comprehension, Reading 
Assessment, Rater bias, Many-facet Rasch. 

1. Introduction  
Reading is known as one of the significant language skills. The dynamics of the reading skill 
makes it unique. Akyol’s (2019) arguments support the significance of the reading skill. In the 
context of these explanations, reading is considered as a meaning-making process, which 
requires the use of prior knowledge, includes a dynamic interaction between the reader and 
the author, and is carried out in an organized environment. What is meant by meaning-making 
is to establish a link between the text and the reader's prior knowledge. This link has an 
important role in both initiating and accelerating the reading comprehension process. Reading 
comprehension (Solari et al., 2018) skill, which includes understanding, comprehending, and 
making sense of a text, is the main purpose of reading (Grabe & Stoller, 2002). In this respect, it 
is also important to discuss the process of reading comprehension and the evaluation of this 
process. In this respect, it is also important to discuss the process of reading comprehension 
and its assessment. So much so that reading comprehension is considered the most important 
skill acquired in primary school (Baddour, 2019).  

Therefore, it is necessary to explain reading comprehension not as a simple act such as 
decoding the codes in the text, but as constructing meaning through the text. In other words, 
reading comprehension is a process in which the messages and meanings in the text are 
reconstructed by the reader in the context of various strategies and skills (Habib, 2016). 
According to the Report of the National Reading Panel (2000), which explains the significance 
of reading comprehension, teachers’ role in reading comprehension needs to be thoroughly 
explored because they prepare students to the  reading comprehension process by getting 
involved in the assessment and management of this process. This point also proves the 
importance of assessing the reading comprehension process appropriately and effectively. 
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1.1. Problem Statement  

The types of assessment techniques to be used is as much important as assessing students' 
reading comprehension in a reliable and valid way. According to Castillo (2006, cited in Nel, 
2011), teachers can make informal assessments based on performance, or they can make 
formal assessments based on scores, rules, and criteria. This can provide an opportunity to 
compare students. McAndrews (2008) draws attention to three assessment techniques, 
especially in assessing primary school students' reading comprehension. He lists these in the 
form of cloze technique (filling in the blanks), answering open-closed ended or multiple-choice 
questions, and retelling the read text. These are formally important assessment techniques. In 
addition, Barrett's taxonomy can be used to assess reading comprehension skills (Göçer, 2018). 
However, assessing reading comprehension by asking open-closed or multiple-choice 
questions based on the text is considered the most ideal (Baştuğ et al., 2019) and one of the 
common assessment techniques (Shi et al., 2018). However, it is also difficult to score answers 
to open-ended questions that require in-depth understanding and inference. To achieve this, 
a rubric should be prepared based on the expected skills from the students. The rubric both 
increases the reliability and validity of the scorings and facilitates the assessment process. In 
this sense, rubrics are important assessment and evaluation instruments in the assessment of 
reading comprehension skills. Through rubrics that provide informative feedback on students' 
strengths and weaknesses (Göçer, 2018), more detailed information can be obtained about 
students' performance in understanding what they read (Baştuğ et al., 2019). Rubrics have an 
important place in the assessment of reading comprehension performance. However, there 
are also some concerns with the rubrics as a performance assessment instrument. As a matter 
of fact, Romagnono (2001) states that the most important concern about performance 
assessment is related to the objectivity in the process of scoring the individual's performance 
and determining the situation. He points out that scoring performance assessment in an 
objective way is challenging like traditional assessment (fixed response assessment). Therefore, 
there are some concepts that negatively affect objectivity by making this assessment difficult. 
Sources that affect or reduce objectivity in the process of performance assessment are 
explained as rater errors/bias or effects (Farrokhi et al., 2011; Haladyna, 1997; İlhan, 2015; Şata 
& Karakaya, 2022).  

1.2. Related Research 

Literature review shows that there are limited number of studies that examine the teachers’ 
bias in assessing the reading comprehension of disadvantaged primary school students. 
Cosgrove et al. (2000) also draw attention to this deficiency within the scope of studies on the 
reading comprehension skills of disadvantaged and at-risk children. Likewise, it should be noted 
that studies in this sense are limited, especially considering that teachers are considered as the 
sources of rater bias (Mason et al., 2014). On the other hand, Milanowski (2017) questioned in 
his research whether the low academic performance/scores of disadvantaged students are a 
bias of the teachers or reflects the real success of the students. Due to the scarcity of studies in 
the literature on examining rater behaviors in scoring disadvantaged students, this research 
becomes even more meaningful. It is thought that the present study will contribute to the 
literature in this respect. This study aims to examine the biases of classroom teachers during the 
assessment process reading comprehension of primary school fourth grade students who have 
various disadvantages. The participants of the study were selected from the fourth grade 
because the participating students were attending the Remedial Education Program and their 
special situation were already confirmed by the Counseling and Research Center. The most 
important reason for seeking participation in Remedial Education Program is that many 
disadvantaged students receive education within the scope of this program (Keskin & Üstün, 
2020; Ministry of National Education, 2019). 

1.3. Research Objectives 

Based on these objectives and reasons, answers to the following questions were sought: 

1. Do raters show rater bias in assessing the reading comprehension skills of disadvantaged and 
non-disadvantaged students? 
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2. Do the criteria of the reading comprehension rubric differ for disadvantaged and non-
disadvantaged students? 

2. Theoretical Framework 

Assessment of reading comprehension is important in terms of revealing the quality, success, 
and performance of the reading comprehension process and giving feedback (Klingner et al., 
2007). However, as well as the transparency and fairness of the assessment process, especially 
done by teachers, the measurements obtained from the relevant tools must also be reliable 
and valid. Likewise, it is known that the target population and its characteristics are also a 
factor affecting the assessment process (Bergh, 2010). Dovidio et al. (2002) also state that this 
situation may negatively affect the success level of students. Therefore, teachers need to know 
the importance of assessing reading comprehension in the classroom (Afflerbach & Cho, 2011; 
Pressly, 2001), consider the mentioned dynamics and principles, and have effective 
communication skills. In fact, the role of the teacher and assessment tools in this context is very 
important (Kenny & Chekaluk, 1993). On the other hand, Antoniazzi et al. (2010) point out that 
the development of these tools by teachers is especially important in identifying the reading 
problems of disadvantaged and at-risk children because one of the most important purposes 
of reading and assessing reading comprehension is to identify the problems experienced by 
disadvantaged or at-risk children (Carlisle & Rice, 2004). Therefore, the responsibility of 
identifying students who need support in the classroom and having information about them 
makes the assessment process more sensitive and critical (Nel, 2011). 

The teacher’s role in the classroom is crucial, considering that disadvantaged and at-risk 
children who need support are in many ways backward and especially deprived of family 
support (Dewulf et al., 2020). In addition, it should be noted that the following groups of children 
are considered to be disadvantaged students and their language skills are usually at an 
insufficient level: children with low socio-economic status, ethnic minority (van Ewijk & Sleegers, 
2010), working in agriculture, migrant-refugee-asylum seeker, exposed to abuse, diagnosed 
with special learning disabilities by Counseling and Research Centers (CRC), substance 
abusers, and enrollees of the Primary School Remedial Education Program (Ministry of National 
Education, 2019; Taneri, 2019). This has a negative effect on reading (OECD, 2010) and most 
importantly, on reading comprehension (Eivers et al., 2004; Phillips & Lonigan 2005; Schacter & 
Jo, 2005; Van Keer, 2004). Thus, disadvantaged and at-risk children have an extra difficulty in 
reading and reading comprehension skills (Cosgrove et al., 2000; Kyriakides, 2000; Lyons et al., 
2013) and special care has to be taken to assess their reading performance. It becomes more 
important for teachers to assess reading performance effectively and accurately, as poor 
reading and comprehension skills in disadvantaged and at-risk students make them poor 
readers and affect their performance in other subjects and even their overall academic 
success (Arnold & Doctoroff, 2003; Bolat, 2021; Crawford et al., 2001). 

3. Method 

3.1. Research Design 

The study was designed as a descriptive study as it is aimed at examining the rater errors/bias, 
which has a significant effect on the reliability and validity of the measurements in the process 
of assessing the reading comprehension skills of disadvantaged primary school students. Many-
facet Rasch measurement model was used in this study considering its compatibility with the 
nature of the research data, and a fully crossed pattern was used because of crossing all the 
surfaces in the research with each other. There are four surfaces in the study: students, raters, 
student's status (disadvantaged/non-disadvantaged) and assessment criteria. Both surface 
measurements and interactions of surfaces were considered (Sayın & Şata, 2022).  

3.2. Participant 

The participants consist of a total of 48 fourth grade students, 13 of whom are disadvantaged 
and 35 of whom are non-disadvantaged studying in primary schools in a city center in the 
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Eastern Anatolia region. The research sample was selected by criterion sampling. The 
disadvantaged participants have the following special situations: weak readers participating 
Remedial Education Program, children who are seasonal agricultural workers, those who have 
reading and writing difficulties, foreign nationals, those who received a mild mental disability 
report from the CRC, students who receive training in the support training room, etc. In 
particular, the existence of these disadvantage groups within the scope of Remedial Education 
Program is also found in the research conducted by Keskin and Üstün (2020). In addition, three 
teachers who were active classroom teachers were raters in the study. All the teachers have 
nine years of experience, and one is male and two are female.  

3.3. Data Collection Tools 

'Reading Comprehension Test' and analytical rubric were used to assess reading 
comprehension in this study as data collection tools. For the reading comprehension test, the 
narrative text named "Game and Friendship" in the textbook prepared by the Ministry of 
Education was used. The reading comprehension rubric developed by Baştuğ et al., (2019) was 
used to measure the reading comprehension skills of the students. The relevant measurement 
tool consists of seven criteria, graded in four. 

Exploratory factor analysis and McDonald ω coefficient were employed to prove the 
measurements’ reliability gathered from the reading comprehension rubric and to validate the 
inferences drawn from the measurements. The fulfillment of the exploratory factor analysis 
assumptions was examined, as a result it was investigated that the assumptions were accurate 
(KMO value was .867 for the relevant data set, while the Bartlett sphericity test was significant; 
all the criteria of the rubric were normally distributed; there was no missing or extreme value). 
While performing EFA, the average of the scores given by three raters to the reading 
comprehension skills of 48 students was taken. There are different views on determining the 
appropriate sample size for EFA. However, in their simulation study, Guadagnoli & Velicer (1988) 
emphasized that variables’ factor loadings are critical rather than sample size in EFA. 
According to this study, variables with a high factor load would produce consistent results 
regardless of the number of variables and sample size of less than 50 people (Guadagnoli & 
Velicer, 1988). The data analysis revealed that the rubric was collected under a single factor 
and explained 60.67% of the change in student achievement (The factor load of each criterion 
in the measurement tool is as follows, respectively; .673; .826; .905; .755; .734; .749 and .788.). 
The scatter diagram obtained as a result of EFA is given in figure 1. 

 
Figure 1. Scatter diagram for the rubric. 

In figure 1, based on the ratio between the dominant factor and the second highest factor, it 
can be seen that it is approximately five times. In this context, because all criteria show a high 
factor load under one single factor and that the dominant factor has a higher value than other 
factors has been evaluated as a proof that the measurement tool has a one-dimensional 
structure. 
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The reliability coefficient (ω) suggested by McDonald (1999) was administered to bring 
evidence regarding the measurements’ reliability that was obtained after the evidence for the 
construct validity of the measurement tool was collected. Since the factor loads of the 
variables are different from each other in this study, the McDonald ω coefficient was preferred 
as it is aimed to obtain more consistent estimations in such measurements (Osburn, 2000). As a 
result of the analysis, McDonald ω coefficient was found to be .913 (95% Confidence Interval: 
.878 - .935). 

3.4. Data Collection Process 

The data were collected at the end of the 2020-2021 academic year, in May. Before collecting 
the data, schools where disadvantaged groups continue their education were investigated. 
Opinions of the experts were taken for this step. The following experts contributed to the 
mentioned step: provincial deputy director of national education, department chief in the 
provincial directorate of national education, teachers working in the CRC, and school 
principals. Afterwards, short interviews were administered with the teachers of the classrooms 
where the data would be collected by going to the schools. The teachers were informed that 
the students' reading comprehension levels would be assessed. Attention was drawn to the 
importance of teachers' contributions to the research. The text named "Game and Friendship" 
was shared with the teachers and they were asked to apply them in the classroom. Information 
on rater bias was not shared with the teachers. This measure was taken to prevent the teachers 
from being biased towards disadvantaged groups in assessing students' reading 
comprehension scores. It was also specifically stated to the teachers that these assessments 
are not/would not be part of a rating or a comparison with other classes/schools. It was 
observed that the students read the text and answered the questions in one lesson hour (40 
minutes). The teachers were informed about scoring the comprehension questions regarding 
the text that was applied simultaneously to the A, B and C branches of the fourth grade and 
how to use the rubric. Teachers were given two days to assess their students in their classes. 
After two days, the researcher shared the forms that the teachers submitted among all the 
teachers. These forms contained the applied text and the comprehension questions. In other 
words, teachers were asked to assess students in other branches as well and they were given 
two extra days for this duty. The teachers handed the forms to the researcher at the end. The 
researcher asked each teacher to assess the reading comprehension of the students of two 
classes outside of their own class for a third time to complete the process of assessment. Finally, 
the teachers assessed all the students in A, B and C branches. The opinions of the four experts 
were taken regarding the rubric before implementing it. Two of the experts were measurement 
and evaluation specialists and two of them were from the field of Turkish language teaching 
who specialized in literacy in Turkish language. The experts expressed positive opinions about 
the use, usefulness, validity, and the items of the rubric. 

3.5. Data Analysis 

Many-facet Rasch measurement (MFRM) was used to analyze the data. The FACET package 
program (version 3.70.1) was applied for analyzes. MFRM allows the placement of numerous 
sources of variability (including rater, item, task, individual, and time) on a single evenly spaced 
scale (Linacre, 1993). MFRM is another name for facets models (Eckes, 2015). An important 
point in the MFRM analysis is that it allows the interaction of the sources of variability to be 
examined in detail (Kassim, 2007). Independent variables (e.g., peer evaluation, status 
determination criteria, open-ended items) are seen as dependent variables as a result of the 
logistic transformation of the log odds ratios. 

The study's model was established as follows because a group of raters evaluated the reading 
comprehension abilities of a group of students: 

log $ !!"#$
!!"#$%&

% = 𝜃" − 𝛽# − 𝛼$ − 𝜏%                               (1) 

Pbkpx = the probability that rater p gives a score of x to the criterion k of student b  

Pbkpx−1 = the probability that rater p gives a score of x-1 to the criterion k of student b 
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𝜃b = proficiency level of student b, 

𝛽k = difficulty level of the criterion k, 

𝛼p = the degree of severity of the rater p, 

𝜏x = difficulty of getting a score of x instead of a score of x-1, 

Also, since it was also aimed to examine the interactions of facets with each other, another 
research model was used: 

log $ !!"#$
!!"#$%&

% = 𝜃" − 𝛽# − 𝛼$ − 𝜏% − 𝐼$"                                                                (2) 

The term I in Equation 2 refers to the interaction term between facets. In MFRM, identifying rater 
mistakes is significantly influenced by the interaction (bias) index (Engelhard, 2002; Linacre, 
2017). 

For the measurements obtained from MFRM to be unbiased and consistent, some assumptions 
must be satisfied. These assumptions are unidimensionality, local independence, and model 
data fit. Since it was shown in the data collection tools section that the measurement tool had 
a one-dimensional structure, the first assumption was met. Since providing unidimensionality 
indicates that local independence is also achieved, this assumption was met. Finally, 
standardized residuals were examined for model data fit. Standardized residuals outside the 2 
range should not account for more than 5% of the total number of observations for model data 
fit, and standardized residuals outside the 3 range should not account for more than 1% of the 
entire data number (Linacre, 2017). The model-data fit was satisfactory (total number of 
observations 3x7x48 = 1 008) because 44 (4.37%) values were in the range of 2 and 3 (0.30%) 
values were in the range of 3. 

4. Findings 

First, whether the reading comprehension levels of the disadvantaged and non-
disadvantaged students differed statistically was investigated. Findings were presented in 
Table 1. 

Table 1. Measurement report on the difference between students' reading comprehension 
levels according to student status 

Student types Observed 
Mean 

Logit 
measure 

Standard error of 
measure 

Infit Outfit 

Disadvantaged 3.08 -0.21 0.09 0.97 1.01 

Non-disadvantaged 2.77 +0.21 0.06 1.02 1.00 

Mean 2.92 0.00 .08 99 1.00 

Standard deviation  0.22 0.29 .03 0.03 0.00 

Model, Sample: RMSE = .08 Standard deviation = 0.28 

Separation ratio =3.58 Separation index = 5.10 Reliability of separation index = .93 

Model, Fixed (all same) chi-square = 13.8 df = 1 p = .00 

As seen in Table 1, the proficiency levels of reading comprehension skills of disadvantaged and 
non-disadvantaged students had a statistically significant difference (χ2 (df) = 13.8 (1); p < .05). 
The separation ratio, the separation index and the reliability of the separation index calculated 
for the difference in the reading comprehension levels of both student groups were high. 
Regarding the logit values, while the disadvantaged students had a -0.21 value, the non-
disadvantaged students had +0.21. Besides, the observed mean showed that the non-
disadvantaged group had a mean of 3.08 out of four, while the disadvantaged group had a 
mean of 2.77. 
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After determining that the reading comprehension levels of the students were different from 
each other, the teachers' display of scoring errors in the process of assessing the students' 
reading comprehension levels were examined. For this purpose, the interactions of student 
types x rater were examined. Table 2 presented these findings. 

Table 2. Statistically Significant Interactions Between the Raters and Student Types 

Rater Student types Observed 
Score 

Expected 
Score 

Bias 

(logit) 
Standard 

Error p 

R1 Disadvantaged 259 243.51 0.41 .16 .014* 

R2 Non-disadvantaged 804 786.82 0.19 .11 .077 

R3 Disadvantaged 249 247.32 0.04 .16 .784 

R3 Non-disadvantaged 741 742.68 -0.02 .10 .867 

R1 Non-disadvantaged 717 732.49 -0.15 .10 .125 

R2 Disadvantaged 247 264.18 -0.46 .16 .006* 

Fixed chi-square = 20.0 df = 6 p = .000 
Not. *p < .05 

As seen in Table 2, teachers who were raters during the assessment process of reading 
comprehension skills of disadvantaged and non-disadvantaged students made biased scores 
(χ2 (df) = 20.0 (6); p < .05). The first rater gave more generous ratings to the disadvantaged 
students, and this difference was statistically significant (p < .05). However, the second rater 
gave lower scores to the disadvantaged students and this difference was statistically significant 
(p < .05). The third rater assessed both groups of students in an unbiased way.  

A possible source of disadvantaged students' lower reading comprehension skills was the 
possibility that the assessment criteria in the measurement tool would be more difficult for these 
students. In this context, student type x criterion interactions were also examined. Table 3 
presented the statistics related to these interactions. 

Table 3. Statistically Significant Interactions Between the Student Types and Criteria 

Rater Student types Observed 
Score 

Expected 
Score 

Bias 

(logit) 
Standard 

Error p 

C5 Disadvantaged 123 116.47 0.44 0.26 .104 

C6 Disadvantaged 106 103.19 0.17 0.25 .490 

C7 Non-disadvantaged 327 322.46 0.11 0.15 .488 

C4 Non-disadvantaged 336 333.31 0.07 0.16 .676 

C2 Non-disadvantaged 323 321.01 0.05 0.15 .761 

C3 Disadvantaged 108 107.81 0.01 0.25 .963 

C1 Non-disadvantaged 306 305.70 0.01 0.15 .963 

C3 Non-disadvantaged 323 323.18 0.00 0.15 .978 

C1 Disadvantaged 101 101.30 -0.02 0.25 .941 

C6 Non-disadvantaged 308 310.81 -0.06 0.15 .672 

C2 Disadvantaged 105 106.99 -0.12 0.25 .622 

C5 Non-disadvantaged 339 345.52 -0.17 0.16 .295 

C4 Disadvantaged 109 111.68 -0.17 0.25 .504 
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C7 Disadvantaged 103 107.54 -0.28 0.25 .265 

Fixed chi-square = 7.3 df = 14 p = .920 
Not. *p < .05 

Regarding, Table 3, the assessment criteria in the measurement tool were similar for both 
student groups, and there was no statistically significant difference (χ2 (df) = 7.3 (14); p > .05). 
When it was examined in terms of each criterion, it was observed that all criteria worked the 
same for disadvantaged and non-disadvantaged students (p > .05). In other words, there was 
no differentiated item function in the criteria in the rubric. 

5. Discussion  

The present paper aimed to examine classroom teachers’ bias in assessing the reading 
comprehension skills of disadvantaged and non-disadvantaged primary school students. In 
other words, ‘whether the teachers were under the influence of the students' disadvantageous 
situations when the disadvantaged students got low or high scores as a result of their reading 
comprehension performance’ should be examined. These inquiries also provided the 
opportunity to compare the reading comprehension performances of disadvantaged students 
and non-disadvantaged students. Finally, it was revealed whether the rubric and its criteria, 
which were used as an assessment scale, were understood and worked in the same way for 
both groups of students. While assessing the reading comprehension skills of both groups of 
students, it is important to discuss the results of the inquiries provided by the questions to which 
answers are sought in the context of teachers' bias. 

The study reported that the classroom teachers were biased in the scores they gave in assessing 
the reading comprehension skills of the disadvantaged students. While one of the classroom 
teachers gave more points while assessing the reading comprehension skills of disadvantaged 
students, the other teacher gave fewer points. The third-grade teacher, on the other hand, 
acted impartially in the evaluation. It is necessary to discuss in detail the level of bias in 
classroom teachers' scores while assessing the reading comprehension skills of disadvantaged 
students and its reasons. It is very difficult to make a good and effective assessment for 
disadvantaged students (Milanowski, 2017). Such differences in scores may also reflect 
teaching practices for disadvantaged students (AERA, 2014). Figure 2 shows the cycle of 
teachers' scoring biases for disadvantaged students. 

 

Figure 2. Factors affecting the biases in teachers' scoring of students with severe or low 
disadvantage (Source: Milanowski, 2017). 
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Regarding Figure 2, the disadvantage of students was determinant in teachers' skills, beliefs, 
and abilities, and this teaching process affected teacher behavior. Similarly, being 
disadvantaged was associated with rater bias. This situation can be interpreted as teachers 
may show bias in the scores of assessing the reading comprehension skills of disadvantaged 
students. Supporting this finding, Milanowski (2017) states that this situation can be explained 
by the teacher's lack and inadequacy in teaching skills (Clotfelter et al., 2005) and the limited 
number of teaching materials that facilitate teaching. This finding is consistent with the results 
of various studies. Some studies acknowledge that teachers are biased in scoring different 
applications in areas such as reading, writing, and mathematics to students in various 
disadvantaged groups who cannot benefit from effective teaching (Isenberg, 2013; Quinn, 
2020; Sass et al., 2012). In this context, McDonald (1998) emphasizes that teachers are biased 
in scoring because of their low expectations for disadvantaged students. As a result of this bias, 
students are given lower scores. Whitehead (2007) states that the problems that arise due to 
teachers' negative views and prejudices towards disadvantaged students (Kellaghan & Fontes, 
1989) are not limited to the decline in academic achievements such as reading. It is also stated 
that biased behavior also affects the school attendance of students, especially those who are 
socio-economically disadvantaged, in the long run. The biases of teachers in assessment scores 
of disadvantaged students and students' performances are not limited to reading and reading 
comprehension. This attitude of teachers also affects grades in other courses. For example, 
Strambler and Weinstein (2010) emphasize that the negative attitude of teachers towards 
disadvantaged students affects other lessons and is reflected in the grades in the mathematics 
lesson. Aytaş and Kardaş (2014) draw attention to a different situation. Accordingly, the 
assessment part is incomplete because disadvantaged students cannot fully answer the 
questions. It can be said that this situation may create a bias effect, albeit partially, in scoring 
the reading comprehension skills of disadvantaged students. It is possible to present a different 
perspective on the fact that teachers have a significant impact on the reading success and 
evaluation of students in different disadvantaged groups. Such a result is reported by Peterson 
et al., (2016). According to their findings, the teacher does not have a prejudiced and biased 
attitude towards disadvantaged groups. Therefore, they underline that since there is no such 
approach, it is not possible to mention that this situation affects reading success. This can be 
considered as an important reference in terms of revealing the effect of the presence or 
absence of teachers' prejudiced and biased attitudes towards disadvantaged students on 
reading performance. Moreover, Mortimore and Blackstone (1982) discuss why teachers act 
biased and prejudiced against disadvantaged students from a different perspective. They 
state that teachers do not have any expectations for students. This point of view is decisive in 
affecting the bias in students' scores. Stating that traditional assessment approaches are a 
problem for disadvantaged students, Natriello et al. (1991) advocate that more sensitive 
assessment methods should be developed for these students. They attribute the biased 
behaviors to the inadequacy and lack of alternatives in this regard. Pointing out that the 
teacher may face situations of prejudice and bias while assessing the performance of 
disadvantaged students, they express the necessity and importance of these alternatives. 

Findings showed that the reading comprehension skills of the non-disadvantaged students 
were higher than the disadvantaged students. Although this was due to the bias of the two 
teachers in scoring, the fact that one rater acted impartially was a matter of discussion. Various 
studies reported similar findings, indicating that the reading comprehension skills of the 
disadvantaged students were at a lower level in terms of their reading performance when 
compared to the non-disadvantaged students (Barton & Coley, 2009; McDonald, 1998). Lyons 
et al., (2013) state that disadvantaged primary school students are more unsuccessful in 
reading than their non-disadvantaged peers. They also emphasize that disadvantaged 
students are at risk in terms of reading performance. Besides, they state that this problem is 
more evident especially in students who are in the socioeconomically disadvantaged group. 
According to Eivers et al. (2005), there is a direct relationship between being disadvantaged 
and reading difficulties. In this context, they draw attention to the fact that students in 
disadvantaged groups have more difficulties in reading and have lower reading performance 
scores when compared to non-disadvantaged groups due to their various characteristics. They 
acknowledge that the reading performance of boys is lower than that of girls. Kellaghan et al. 
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(1995) emphasize that disadvantaged students are at a lower level in reading success than 
other students. The low reading achievement of disadvantaged students is a serious problem. 
It can be said that reading is an important factor and a predictor of general success. Therefore, 
it is worth considering this problem which disadvantaged groups have. Similar thoughts are also 
expressed by Juel (1991). According to Kennedy (2008), some interventions are needed to 
minimize the problems of disadvantaged students regarding this issue. It is important to provide 
teachers with opportunities to apply new and effective teaching approaches and to provide 
professional development support. Likewise, it is necessary to ensure the use of activities that 
will encourage children's creativity and participation. Most importantly, there is a need to carry 
out comprehensive and well-equipped studies for the schools included in this scope. The OECD 
(2017) also reports similar recommendations for improving the reading performance of 
disadvantaged students. Noting that good socio-economic conditions are effective in 
providing reading opportunities for parents to their children, the report emphasizes this 
deficiency in disadvantaged students. It is understood that unequal socioeconomic conditions 
cause differences in reading performance between the two groups. Supplementary 
education is needed to minimize these differences between disadvantaged students and non-
disadvantaged students. Yue et al., (2018) advocate that the differences between the groups 
decrease with the support and reinforcement education to be given to non-disadvantaged 
students. 

The present study showed that the assessment criteria in the measurement tool were similar for 
both student groups, indicating that there was no statistically significant difference. This can be 
interpreted as the rubric items were not effective in keeping the reading comprehension skills 
of disadvantaged students at a lower level. In other words, disadvantaged students and non-
disadvantaged students understood the rubrics in the same way. Mongkuo and Mongkuo 
(2017) also tried to demonstrate the validity of the test by applying it to disadvantaged students 
and regular students. They found no significant difference between the groups, drawing 
attention to the validity level of the test. In other words, the disadvantaged students did not 
have a problem in understanding and scoring the performance test items. It can be said that 
there are no different results in terms of disadvantaged and non-disadvantaged students under 
equal conditions. This is also true for classroom environments with alternative assessment tools, 
methods, and practices. This was tested in a classroom with an active teacher. In their study, 
Flanagan and Addy (2019) found that the same level of questions was understood in the final 
questions applied between disadvantaged and non-disadvantaged students, so there was no 
difference between the groups. 

6. Conclusion 

The study reported that the classroom teachers were biased in the scores they gave in assessing 
the reading comprehension skills of the disadvantaged students. Findings showed that the 
reading comprehension skills of the non-disadvantaged students were higher than the 
disadvantaged students. Although this was due to the bias of the two teachers in scoring, the 
fact that one rater acted impartially was a matter of discussion. The present study showed that 
the assessment criteria in the measurement tool were similar for both student groups, indicating 
that there was no statistically significant difference. This can be interpreted as the rubric items 
were not effective in keeping the reading comprehension skills of disadvantaged students at 
a lower level. In other words, disadvantaged students and non-disadvantaged students 
understood the rubrics in the same way. 

Limitation 

Research data is limited to data collected from three raters. Data were also collected from a 
school where disadvantaged primary school students are heavily educated. The study data 
carried out with the quantitative research method are also limited to quantitative data tools. 
Therefore, it should be noted that the measurement tools are limited to the reading 
comprehension test and the rating scale. 
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Recommendation 

Based on these findings, the following suggestions can be made: It is necessary to develop 
reliable and valid measurement tools that could assess the reading and other skills of 
disadvantaged and at-risk students. In-service training should be given to classroom teachers 
to prevent teachers from being biased in their positive/negative scoring or to minimize the 
effect of this problem. Besides, teachers' assessment tools and their scoring should also be 
supervised. Inclusive assessment techniques should be made a part of the classroom by fulfilling 
the requirements of inclusive education. Due to linguistic differences, supportive training should 
be given to disadvantaged students. Compensation training should be given to children who 
are seasonal agricultural workers and those with special learning difficulties. Efforts should be 
made to bring disadvantaged students to the same level as other students through extra 
education. Further studies may investigate whether classroom teachers show similar bias when 
assessing the exams and written expression skills of disadvantaged primary school students. 
Moreover, the negative consequences of classroom teachers' biases in assessing 
disadvantaged students, especially reading skills, as raters can be examined 
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