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This paper is an interim report on a project to revise the English entrance examinations for a
private university in Japan. The exam renewal coincides with the implementation of MEXT's
revised high school curriculum guidelines which endorse communicative language teaching and
promote the use of materials based on actual language use situations. During the first stage of the
project the development team attempted to establish a workable set of test specifications in order
to best meet the objectives of the examinations within the considerable constraints of the testing
context. Subsequently, the team developed tasks and items for two prototype exam forms which
were piloted and then field-tested. Descriptive statistics of the trial results suggested that the team
had been largely successful in generating items but that considerable work still needs to be done in
order to further enhance the reliability and validity of the test.
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of results in examinations in the nationally
administered Center Test as well as in locally
administered examinations set by each institution.
Since they are used as the basis for decisions about
which students to accept or reject, these exams
should be considered high stakes tests. Therefore, it
is incumbent upon the committees responsible for
creating them to do the best job that they possibly
the

challenges of the testing context.

can, despite numerous constraints and

Although the low birth-rate and consequent surfeit
of places has brought some flexibility to entrance
procedures at many Japanese universities, the entrance
exam remains the linchpin of the admissions system
and this is unlikely to change for the foreseeable
future. Moreover, the status of English, in particular,
has been much enhanced by recent initiatives such
as the Project for Promotion of Global Human
Resource Development aimed at “improving Japan s
global competitiveness and enhancing the ties
between nations”, the Global 30 project to promote
the internationalization of Japan's universities, and
the Re-Inventing Japan Project which aims “to
foster human resources capable of being globally
active” (MEXT, 2014). English

ability is increasingly viewed as an important

Consequently,

attribute not only for admission to language or
but
science, technology, and other programs.

linguistics  departments also to business,

Meanwhile, the high school English curriculum
has undergone significant reform in order to
replace traditional grammar translation approaches
with more communicative teaching methods, with
course of study guidelines now requiring classes to
be taught principally in English (MEXT 2011).
More recently, the announcement in January 2014,
subsequent to the selection of Tokyo as the host
city for the 2020 Olympics, of the English
Education Reform Plan Corresponding to
Globalisation (MEXT 2014),

strengthen and accelerate this shift towards a

has served to
communicative curriculum.

Currently, however, the majority of university
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English entrance exams seem poorly suited to
measuring candidates’ English proficiency in the
communicative contexts apparently desired by
MEXT. If specifications exist at all for these tests
they are rarely shared beyond the committees
responsible for creating the items, and even within
these committees there is considerable confusion
over the true purpose of the test. Cook (2013a)
found little consensus amongst those involved in
test creation about whether their tests aimed to
assess candidates English competencies, school
achievement, general suitability for university
study, or even whether the tests served purposes
entirely unrelated to pedagogy, such as enhancing
the reputation of the institution or generating
additional revenue. Meanwhile, the quality of the
tests themselves has frequently been called into
question. Test creation committees typically have
no formal training in assessment (Aspinall, 2005)
and test items do not undergo piloting, often
because of fears over test security (Leonard, 1998).
Moreover, items tend to be overly reliant on
archaic language and highly complex reading
passages (Brown and Yamashita, 1995; Kikuchi
2006), and target receptive skills at the expense of
productive skills (Guest, 2008).

therefore, significant concern has been expressed

Unsurprisingly,

about the negative washback effects of English
entrance examinations on the school curriculum
and the materials and methodologies employed in
schools (see, for example, Brown 1995).

However, it should be noted that many of the
criticisms levelled at university entrance tests come
from expatriate teachers who may have limited
understanding of the Japanese perspective or
working practices (Stapleton, 1996). In fact,
Mulvey (1999) and Stout (2003) claim that the
negative influence of entrance examinations on
high school pedagogy has been overstated, while
Guest (2008) suggests that some of the open-ended
task-types utilized in many of the tests compare
favourably to the discrete point multiple-choice
items commonly used in high stakes standardized
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testing. Moreover, despite their limited formal
training, members of test development committees
are often able to draw on many years of experience
in creating items and grading tests within their own
specific testing contexts, and tend to be well
attuned to the

characteristics of test-takers.

Nonetheless, it seems clear that in many
institutions changes to the English entrance exams
could impact positively on test-takers and test-

makers alike.

2. Reform of the University English
Examinations

This paper will describe a project currently
taking place at a small, private university in Japan
to reform the English entrance examinations. The
aims of the project are to draw up formal
specifications for the tests before going on to create
and trial assessment tasks which best meet those
specifications within the considerable constraints of
the testing context. By the end of the three year
project it is hoped that prototype test papers will be
available which can serve as a model for the
creation of subsequent tests. These prototype tests
can also serve, along with accompanying
documentation, to inform the various stakeholders
about the rationale for the various task types
utilised thereby initiating an ongoing process of test

validation.

The current test

Six iterations of the English examination are
drawn up each year taken by a total of 1000 to
1500 applicants in one of two versions. One form
of the examination (Test A) is developed for the
Faculty of Pharmaceutical Science. There are two
iterations and, since entrance to this faculty is
highly competitive and it is a compulsory paper, it
targets a relatively high level. The other test form
(Test B) is for the use of other faculties within the
university, the majority of which are in science or
engineering disciplines. Four iterations are required

for this test but since it is just one of a number of
optional papers, it is taken by relatively few
applicants and targets a somewhat lower ability
range than Test A.

The test has traditionally been created by English
teaching faculty members, all but one of whom was
Japanese. In recent years, however, the number of
expatriate (native-English speaker) teachers on the
test development committee has increased such that
the committee is now chaired by an expatriate
professor and comprising a more or less even
balance of local (Japanese) and expatriate teachers.
Although the expatriate members of the group have
some training and experience in language testing
none of the committee members could be described
as assessment specialists. However, the desire to
reform the test is evident at all levels of university
management and all members of the group are
enthusiastic about (or at least open to) revising the
test in order to enhance its validity and reliability.

The constraints of the testing context

A number of factors, largely beyond the control
of the test development committee, serve as severe
constraints in developing the English examinations.
Most of these are likely to be shared with
Such
encountered at all stages of the development

comparable institutions. constraints are
process. For example, the need to administer the
tests in multiple locations over a number of
iterations means that it is not practical to deliver the
test electronically, so it must be realised in a
traditional paper-based format. Moreover, the large
number of test takers and lack of appropriately
skilled administrators rule out a speaking section,
while the lack of resources rules out a listening
section. Consequently, it was impossible to realise
the test creation committee’ s first preference of
designing a four skills test.

In relation to test evaluation, security concerns
mean that it is impossible to trial test items and
therefore to obtain reliability estimates in advance
of a test. Then even after the test it has not been
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possible to run statistical analyses because
responses have not been digitized. Furthermore,
Japanese institutional culture seems somewhat
resistant to reform and innovation with the fear of
making a trivial mistake, such as a minor spelling
or punctuation error, appearing to trump the fear of
making a bad test. Moreover, in the absence of
formal published test specifications, past test
papers, which pass quickly into the public domain
in order to help prospective applicants prepare for
future test the de facto

specifications. Since these papers are scrutinised

iterations, become
thoroughly by high schools and cram schools, test
development committees hesitate to innovate for
fear of being accused of being unfair or
unreasonable (Cook 2013b) preferring to stick with
item types and content areas that have been used in

the past.

Research questions

these constraints and the

consequent challenges to reforming the test, the

Acknowledging

following research questions were devised for the

project:

1. What test specifications are appropriate for the
university's English entrance examinations for
use from 2016 onwards?

2. What task types are most appropriate for meeting
these test specifications?

3. Is it possible to actualise the revised test in
multiple-choice format?

Guiding principles
After thorough analysis of the current tests and

discussions amongst the test creation committee

and other stakeholders, it was agreed that as far as

possible the reformed examinations should:

® avoid reliance on discrete decontextualized
items targeting specific lexis or grammar
points but instead present items within clear
communicative contexts;

® draw on a wide range of texts as source
material including, but not limited to, letters,
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emails, reports, advertisements, instructions,
descriptions, narratives and conversations, as
well as more traditional information texts such
as articles;

® require students to demonstrate an ability to
apply their learning in a variety of sub-skills
such as inferring meaning from context,

texts for information,

scanning specific

synthesising  information from  multiple
sources, summarising, etc.;
measure productive as well as receptive skills;
use multiple-choice items where possible in
order to facilitate fair and efficient scoring as
well as to facilitate post-test statistical analysis
of tasks and items.

Given the constraints outlined above, these goals
represent  aspirations rather than concrete
specifications; nonetheless they still served as a set
of guiding principles and even if only partially
realised would represent a significant enhancement
to the quality of the test.

It was also recognised that in order for the
reform to be successful it would be vital to
communicate effectively to stakeholders within and
beyond the university a clear rationale and
explanation of the changes. By communicating
goals and methods clearly to high school students,
as well as their teachers and parents, it may be
possible to influence the ways in which they
prepare for the test, or even their whole approach to
English language study, thereby creating positive

washback (Messick 1996).

3. Methodology

A team of four was convened in order to develop
two prototype tests. Having established the guiding
principles the team was able to turn its attention to
the challenging task of developing appropriate
items. The team met regularly in order to discuss
potential task types and then worked individually
or in pairs to create items. Some existing tasks

were redesigned to conform better to the guiding



University Entrance Exams Renewal —From Translation to Communication— 189

principles, and some entirely new tasks were
developed. The resultant items were collated into
the two test forms, which were substantially
revised following discussion and evaluation until
the final trial versions of the tests were drawn up. A
preliminary pilot was conducted on the higher-level
test form by administering it to a group of 25
students who were estimated to have a level of
English proficiency similar to that of the actual test
takers. These test results were analysed and
following discussions with the test development
team necessary revisions were made to both tests.
Full piloting took place in December 2014. 103
students took Test A and 91 took Test B.

Test Format

Test A consisted of a 30-item multiple-choice
section worth 70% of the total marks and a writing
section worth 30%. The multiple-choice section
comprised of 10 discrete items targeting students’
knowledge of lexis and grammar within short
samples of spoken text and an additional 20 items
based on four extended texts. The texts used were:
® 3 conversation in which two people discuss an

incident that occurred recently in their
neighbourhood;

a short news article;

a letter promoting a new medication; and

a longer article about the health impacts of
space travel.

In the writing section test-takers were asked to
explain whether or not they would like to travel to
outer space, providing reasons for their opinion.
They were advised to spend at least 15 of the 60
minutes available on this section and to write at
least 100 words.

Test B comprised 36 multiple-choice items
divided into 4 main sections. The first section
focuses on discrete grammar and vocabulary items
largely modelled on items from the current version
of the test. The second section presents a series of
short conversations accompanied by items in
Japanese designed to probe test-taker s pragmatic

competence. The third section featured questions
based on four short narrative texts, in which test-
takers were required to compare and contrast the
information given in the texts. The final section
consisted of a 500-word article with accompanying
comprehension questions.

In both tests, the items based on readings
targeted a range of skills. These included the ability
to find specific information, understand particular
words and phrases, infer the meaning of unknown
words and phrases from context, recognise the
purpose or genre of a text, select pragmatically
appropriate language for a given context, and

synthesise information from a variety of sources.

Reliability and validity

Following the trials, the scores for the multiple-
choice sections were analysed to generate the
mean, standard deviation, standard error of
measurement, and reliability coefficient (using
Cronbach’s alpha). Reliability refers to the internal
consistency of test scores or the extent to which the
same test-taker might be expected to get the same
score if he or she were to take the same test in two
different (hypothetical)

individual items were analysed by calculating the

instances. In addition,
item facility (IF) to investigate the level of
difficulty of each item, and the point biserial
correlation coefficient (r pbi) to determine the
extent to which each item could discriminate
between the higher and lower ability test-takers. A
distractor analysis was also conducted in order to
evaluate how successful the development team had
been in coming up with convincing distractors.

It is also important to examine the test in terms
of wvalidity. However, whilst reliability can be
determined statistically immediately following the
test trial, judgements regarding validity are more
descriptive in nature and need to account not only
for the test itself (internal validity) but also wider
factors relating to the context in which the test is
conducted. Consequently, test validation should be
seen as an ongoing process (Messick, 1989) rather
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than a one-time snapshot. The efforts of the group
described above to draw up test specifications at
least provide a starting point from which a validity
argument might begin to be constructed.

Finally, it should be noted that practicality,
defined by Green as “the extent to which the
commitment of resources to a system of assessment
is justified by the benefits it brings” (2014, p. 60),
is an essential quality of all assessments. Therefore,
the group also needed to carefully consider not
only how well each task-type functioned but also
whether it would be feasible to create items of
sufficient quality and in sufficient quantities given
the limited availability of time and the other
constraints outlined above.

4. Results and discussion

Overall test performance

The goal for high stakes standardized tests is to
achieve a reliability coefficient of over 0.90.
However, given the constraints of the testing
context it would be unreasonable to expect a
Japanese university entrance examination to
achieve a reliability score this high so the team set
itself the more modest goal of a score of, or close
to, 0.80. For both the trial tests, the reliability
coefficient falls somewhat short of this but within
the 0.70 to 0.80 regarded as good for classroom
tests (see tables 1 and 2). In the case of Test A, the
lower score is probably due to the smaller number
of items (30 as opposed to 36). However, in both
cases, the test reliability seems at least satisfactory
for a first attempt and the goal of achieving a

coefficient of at least .80 would seem to be

Table 1. Mean, standard deviation, standard error
of measurement and reliability scores for

Test A
Raw %
Mean 14.81 49.37
SD 4.64 15.47
SEM 2.47 8.23
Reliability (Cronbach’s Alpha) 0.72
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Table 2. Mean, standard deviation, standard error
of measurement and reliability scores for

Test B
Raw %
Mean 19.98 55.49
SD 5.44 15.12
SEM 2.59 7.18
Reliability (Cronbach’s Alpha) 0.77

attainable following revision and the inclusion of
additional items'.

In the case of Test A, the multiple-choice section
of the total

remaining 30% based on a writing task. This task

comprised 70% score with the
was seen as a vital part of the test because, as well
as mitigating the reliability concerns outlined
above, it also forces the test-taker to demonstrate
an ability to produce language rather than to merely
understand it. Of course, the inclusion of a writing
section raises problems of its own, particularly in
respect of scoring. In order to make the scoring
system as fair as possible, a writing rubric was
of three bands: task

achievement, organisation and language. Following

drawn up consisting
the pre-trial test iteration, all four members of the
group, along with a colleague experienced in the
assessment of English writing, were asked to score
a number of responses using the writing rubric. The
group then met to compare and discuss their ratings
and to make any necessary revisions to the rubric

14 note of caution should be sounded here in relation to
the interpretation of test scorves. Even highly reliable
standardized tests typically report a standard error of
measurement of around 5%. Following the general rule
of thumb that to predict the amount of change which
can be expected in individual test scores we should
multiply the standard error of measurement by 1.5, a
score of, say, 60% actually represents any score within
the range of 52.5% to 67.5%. In the case of the trial test
scores reported above the standard error of
measurement is even greater this is also likely to be the
case for the majority of English entrance tests currently
employed at universities across Japan. It is extremely
important, therefore, that those responsible for
admissions decisions are made aware of these
limitations and do not use a single test score as the sole
means of assessing a candidate’s suitability.
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itself. Then for the full pilot, responses were copied
and distributed to all five raters with each script
being graded by at least two different people. The
ratings given were then analysed to determine rater
leniency and the scores generated were adjusted as
appropriate. It was found that four of the five
raters, rated consistently and comparably but one
rater was significantly more lenient than the other
four. However, since the scores of this rater were
consistent it was simple to adjust the scores. The
fact that all five raters were able to consistently
apply the rubric was a positive finding and the
inclusion of the writing section greatly enhances
the wvalidity of the test as
communicative competence rather than simply of

a measure of

linguistic knowledge.

Item Analysis
Test A

In terms if item difficulty, it can be seen that the
items represent a wide spread of difficulties and,
therefore targeted the whole test population
effectively (see table 3). However, only 8 of the 30
items generated item difficulty scores of over 60%,
meaning that for the remaining 22 items fewer than
60%

correctly. The inclusion of additional items towards

of the test-takers were able to answer

the easier end of the difficulty scale would provide
better balance and would bring the mean scores
closer to the desired score of 60%, as well as

making the test more accessible for lower
proficiency test-takers.
Table 3. Item facility (IF) and point biserial
correlation coefficient (r pbi) for each item
in Test A
Item # IF r pbi Item # IF r pbi
1 0.49 | 0.25 7 0.43 | 038
2 0.60 | 0.22 8 0.41 | 0.28
3 0.48 | 0.36 9 0.81 | 0.30
4 0.68 | 0.36 10 0.57 | 0.34
5 0.56 | 035 11 0.70 | 0.34
6 0.13 | 0.29 12 0.88 | 0.39

13 034 | 0.25 22 0.62 | 0.39
14 0.14 | 0.06 23 0.49 | 0.30
15 042 | 034 24 0.57 | 0.25
16 0.58 | 0.36 25 0.76 | 0.51
17 0.40 | 0.38 26 0.55 | 0.42
18 0.52 | 0.14 27 0.62 | 0.25
19 047 | 0.21 28 029 | 0.18
20 0.55 | 0.40 29 044 | 034
21 0.83 | 0.35 30 044 | 0.11

Item 6 was the most difficult but since it
discriminates reasonably well could be retained in
order to target the high level test takers. Item 14 on
the other hand is not only extremely difficult but
also failed to distinguish between the stronger and
weaker students and would therefore need to be
revised or removed. Items 18, 28 and 30 also have
a low discrimination index and require further
evaluation. However, all the remaining items
performed at or above the generally accepted level

of .20 and can be regarded as satisfactory.

Test B

For the other test, there was a balance of easy
and difficult items, although four of the items were
answered correctly by fewer than the 25% we
would predict from random guessing and only 7 of
the 36 items were answered correctly by over three-
quarters of the test-takers (see table 4). Therefore,
again, a higher proportion of easier items would
improve the test. In terms of discrimination, one
item (number 32), produced a negative score
meaning that the weaker test-takers were likely to
than the

proficiency test-takers. This is clearly problematic

perform as well or better higher
and, although it was not immediately clear to the
test development team why this particular item
should behave in this way, it was removed from the
item bank. An additional four items were found to
have point biserial correlation scores below the
acceptable cut off of .20. In the cases of numbers 5
and 13 the items seem to be failing to discriminate

well simply because they are very easy and a case



192 RICRE

Pl

can be made for retaining a small number of such
easy items in order to ensure that the test is
accessible to even the lowest proficiency test
takers. In the case of item 31, ability to answer
correctly depended on the students’ knowledge of
the idiomatic verb ‘to run out of time . It is clear
that even the higher-level test takers struggled with
phrasal verbs and other forms of idioms, even those
which are relatively common in spoken English.
The team was divided on whether to retain such
items. On the one hand, as examples of commonly-
occurring natural language, it seems that they
should be worthy of inclusion; on the other hand,
test-takers seem to have had very limited exposure
to such language and may not reasonably be
expected to answer correctly.

Table 4. Item facility (IF) and point biserial
correlation coefficient (r pbi) for each

item in Test B
Item # IF r pbi Item # IF r pbi
1 0.81 | 047 19 0.51 | 0.60
2 0.74 | 0.23 20 0.84 | 038
3 0.20 | 0.30 21 0.50 | 0.38
4 0.40 | 041 22 0.59 | 043
5 092 | 0.16 23 0.53 | 046
6 0.36 | 0.40 24 0.75 | 043
7 0.30 | 0.40 25 0.49 | 0.32
8 0.56 | 0.32 26 0.83 | 0.51
9 0.75 | 033 27 033 | 042
10 0.81 | 0.26 28 0.45 | 0.16
11 0.76 | 0.21 29 024 | 0.21
12 0.68 | 0.39 30 0.42 | 046
13 0.89 | 0.17 31 0.22 | 0.04
14 0.68 | 0.24 32 0.24 | -0.13
15 0.57 | 0.28 33 0.57 | 0.39
16 0.47 | 038 34 0.62 | 0.27
17 0.64 | 0.55 35 0.29 | 038
18 0.77 | 041 36 0.33 | 0.26

One very positive finding from the research was
that the items from the fourth section of the test
(numbers 16-26) seemed to function very well.
Although none of the 11 items from this section
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could be said to be very difficult (the lowest
difficulty index reported was .47), all the items
discriminated well, generating point biserial
correlation scores from .32 to as high as .60. This
section was an entirely new task-type devised by a
member of the development team in which test
takers are presented with four short written texts on
a similar topic (in this case holidays abroad), each
by a different narrator. The test taker is then
presented with a series of statements in Japanese
and asked to select which of the four narrators the
statement best fits. There are a number of
advantages to this task type in addition to the
ability to discriminate effectively. Firstly, the texts
are relatively easy to generate and although care
needs to be taken creating and translating the
distractors it is a highly efficient task type insofar
as one text can generate 10 or more items.
Secondly, it is relatively easy to adjust the item
difficulty simply by modifying the Ilength or
complexity of the texts. Finally, having the
distractors in Japanese ensures that the task focuses
on the test-takers ability to comprehend the text
rather than rely on test-taking strategies such as
matching the language of the item to the language
of the text.

However, the other new task type (items 11-15)
was considerably less successful. Although four of
the five items were satisfactory in terms of their
discrimination scores, the item facility covered a
fairly narrow range bunched towards the easy end
(from 0.57 to 0.80) suggesting that a significant
proportion of test-takers were insufficiently
challenged by this section. Perhaps even more
importantly, the item writers felt that these items
were extremely difficult to create. Each text
required careful scripting and it proved extremely
challenging to come up with convincing distractors,
as a result of which these were the only items on
either of the tests that had only three, instead of
four, answer choices. Also, since the distinctions
the distractors

between were quite nuanced,

translating them into Japanese proved to be highly
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challenging. Given the considerable time and effort
required to come up with just four functioning
items, the team agreed that it would not be feasible
to retain this item type in the actual test.

5. Interim Conclusions

It is anticipated that it will take up two more
years before the team can be confident that the
reformed test is fit for purpose. Therefore, any
conclusions drawn at this stage are somewhat
tentative. Nonetheless, it 1is clear that the
development team have made some important
discoveries that should help to inform the test
development process. These include the following.
1. Since the tests scores make a significant

contribution to admission decisions, the overall
reliability needs to be improved. The inclusion
of additional items to ensure that each test
contains at least 40 items should help to achieve
this.

2. Members of the test team are well skilled in
creating items with suitable distractors. The
majority of items were able to discriminate well
between the more and less able test-takers and
each answer option attracted at least some
responses suggesting that the test developers are
able to create convincing distractors. However,
for better balance and to ensure that scores are
distributed around the desired mean of 60%,
future iterations of the test should include a
slightly higher proportion of easier items.

3.Some new task types, particularly the items
based on the four comparable texts described
above, performed well and could be considered
for inclusion in the final forms.

4. The original aim of redesigning the tests into a
purely multiple-choice format may have been
misguided. Although the multiple-choice format
has many benefits and can lead to increased
reliability, it also has serious limitations which
can impact negatively on test wvalidity. For
example, the

multiple-choice format may

advantage test-takers who have developed
effective test-taking strategies and disadvantage
test-takers who have a high degree of
communicative competence but less reliance on
learnt forms. Perhaps even more pertinently, it is
extremely challenging and time-consuming to
produce good multiple-choice items so the time
saved by scoring the items electronically is lost
to item creation. Moreover, without being able to
trial items in advance of the test, it is far from
clear that this effort is an investment worth
making. Instead, an optimal solution might be to
convert as much of the test as possible to
multiple-choice but to retain some open response
element, such as the writing section in the case
of Test A or cloze, sentence completion, or word
reordering elements for Test B. Such tasks will
be developed and evaluated further over the
coming year.
5. Even when there is agreement about the
desirability of change, there may be less
agreement about the pace, degree and approach
so the first stage of reform should be to build
consensus between the various stakeholders both
within and beyond the university community.
This may include the university faculties, the
university admissions and academic affairs
sections, high school teachers, cram school
teachers, parents and, of course, the test-takers
Effective

stakeholders should ensure that students and

themselves. communication  with
their high school teachers are receptive to
changes and may serve to facilitate positive
washback.

6. Next Steps

Although the group has had some success in
developing tasks, not all the task types were
successful so we will need to continue to develop
and trial alternatives. Moreover, even for the
the number of items

successful task types,

produced remains small so we need to keep adding
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to this bank of items. The current aim is to have a
fully trialled prototype of Test B completed by the
end of the 2015/6 academic year and a prototype of
Test A ready by the end of 2016/7. These prototype
tests can be shared with stakeholders and serve as
sample papers for high school students preparing to
sit the first round of the reformed exams in 2016/7
or 2017/8.

Once the format of the test has stabilised the
group can devote more attention to building a
validity argument supporting the test's use. As well
as continuing to statistically analyse iterations of
the test in order to measure reliability, item facility
and discrimination, it will also be necessary to
conduct analyses using Rasch modelling in order to
evaluate item targeting and dimensionality. The
former will show us how well the test matches the
abilities of the test-takers, while the latter will help
us to determine the extent to which variance exists
within the test scores which cannot be accounted
by the English ability construct. As far as possible
the results of these statistical analyses should be
made available to stakeholders in order to enhance
the tests’ credibility.

In the meantime, of course, the committee
must continue to create tests conforming to the old
specification to be administered while the new
version is being developed. This time-consuming
process severely limits the time available to work
on the new tests but provides an opportunity to
introduce some of the less controversial changes
incrementally over the course of several years.
These
Japanese test rubric with instructions in English,

include a gradual replacement of the

the conversion of selected items to multiple-choice
format and the inclusion of more items based on
inference.
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