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This study aimed to examine EFL learners’ rating accuracy in assessing 

reading comprehension subskills in various genres.  To this end, 60 English 

translation students participated in this study. The instructional treatment was 

based on the learners’ challenging reading subskills in four genres. Taking the 

instructor’s ratings as the yardstick, during a 12- week course, the accuracy of 

the learners’ self- and peer- assessments was investigated. Data analysis, using 

MANOVA, confirmed that there was a statistically significant difference 

between the accuracy of self-, peer- and instructor-ratings. More specifically, 

the two groups were inaccurate in assessing the main idea/ supporting details 

and cause/effect subskills in all genres. However, for assessing fact /opinion 

subskills only the self-assessment group was inaccurate in descriptive genre. 

Obtaining such detailed diagnostic information about learners’ performance 

can help instructors in elevating weaknesses in language skills.                                                                                             
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1. Introduction 

Using a foreign language, as a cognitive ability, can be viewed and assessed from two diverse perspectives:  the 

“internal perspective” that entails the individual’s own assessment, and the “external perspective” that includes an 

assessment made by someone else (Oscarson, 2013).  Originating from such views, two modes of assessments namely, 

self-, and peer- assessment have become the focus of attention in instructional contexts. In fact, the profound changes 

in evaluation procedures and reorientation in the role of students in learning environments have put such nontraditional 

assessments or alternative assessments in sharp focus.  Research on self- and peer-assessment stems from a broader 

field of inquiry referred to as “assessment for learning”, it is mainly built upon a relation between teaching and learning 

with assessment (Pang, 2020). In the same vein, the theory of diagnostic assessment substantially emphasizes the role 

of learner involvement in diagnosis (Harding et al., 2015). Based on this view, various stakeholders’ opinions need to 

be integrated into diagnostic decisions for obtaining a richer insight into particular learning difficulties (Alderson et 

al., 2015).                                                                                                                                                                            

To what extent can students evaluate their own performance and that of their peers accurately? For finding an 

answer to this fundamental question, studies on whether the learners’ rating matches with the teachers’ rating (or any 

other reliable rating) became an interesting line of inquiry. Admittedly, the validity of self-, and peer assessment has 

always been an important concern in this field (Lee & Chang, 2005). Exploring the literature shows extensive body of 

research on reliability and validity of learners’ assessment in general (Han, 2018; Ma & Winke, 2019), and on the 

accuracy of their assessment in particular (Birjandi & Siyyari, 2010; Han & Riazi, 2017; Lu, 2018). However, less 

research has been conducted on learner-assessment accuracy in receptive skills, like reading comprehension (Ashton, 

2014; Paleczek et al., 2015).                                                                                                                                                         

For assessing reading, it is of paramount importance to see it as a multi-divisible skill or as a single global construct. 

Despite controversies, test developers often define reading in terms of several subskills and include particular test items 

to measure those subskills (Song, 2008). The literature predominantly suggests the divisible view of reading; however, 

still there isn’t any consensus among the advocates on the number, type and scope of such skills (Karakoc, 2019). 

Despite a growing research interest in multi divisible view of reading, not only there isn’t any agreement among 

researchers on the kind of subskills tested by different items, but also there isn’t a specific hierarchy of difficulty among 

different reading subskills. Reaching to such understanding is mainly dependent on the text genres, text topic, readers’ 

knowledge and purposes of reading (Harding et al., 2015). Among the related issues, the role of 'reading genres' has 

been largely overlooked in research on reading comprehension subskills in EFL contexts.  

Therefore, this study chose to focus on EFL learners’ rating accuracy in assessing reading comprehension subskills 

in texts from different genres. Research with such orientation can help teachers see the importance of raising students’ 

awareness regarding various reading components and types in instruction.  

2. Literature Review 

2.1 Self-and Peer-assessment 

Self- and peer-assessment have been referred as involving students in assessing their own performance and that of 

others (Black & Wiliam, 2009). The students’ involvement in assessment can assist them to find a clear picture about 

success criteria and manage their own development (Green, 2018). Self- and peer-assessment which stems from 

assessment for learning, is related to some other fields including self-regulation (Bailey & Heritage, 2018), learner 

autonomy (Benson & Voller, 2014; Singh Negi & Laudari, 2022), self-efficacy (Schunk, 2004), metacognition 

(Oxford, 2016), and motivation (Dornyei & Ushioda, 2013). More specifically, learner-assessment is central in the 

student-centered approach. In this approach the assessment burden is on the learners’ shoulders in order to facilitate 
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learning process (Santos & Semana, 2015). Through self- and peer-assessment, learners are actively engaged in setting 

learning goals, monitoring their improvement, and decision making in learning process (Esfahani et al., 2022). This is 

in line with Vygotsky’s (1978) Sociocultural Theory (SCT), the application of which in instructional settings can assist 

learners become interactive, autonomous, and responsible. Within the sociocultural paradigm, learning is perceived as 

the process of involving in a community of practice with more expert members, where mastery is developed in both 

social and cognitive ways through making use of cultural tools. In SCT, assessment activities are viewed as cultural 

tools to define learning possibilities (Lave, 1993).  

Reviewing the related literature shows that in the design of many studies which investigated the learners’ 

performance through self- and peer- assessment (Chen, 2008; Han & Riazi, 2017; Lu, 2018; Ma & Winke, 2019) some 

diagnostic purposes are implied.  Since, employing self-and peer- assessment techniques increases learners’ awareness 

regarding their own difficulties in language skills. However, identifying learners’ strengths and weaknesses through 

informing instructional strategies and personalized learning experiences is the most important mission of diagnostic 

assessment (Alderson et al., 2015). In fact, diagnostic assessment is linked with tailored assessments by focusing on 

students’ problems in language learning (or use) along with the source of the problems to help teachers and learners 

deal with the root causes of the weaknesses effectively (Lee, 2015). One of the pivotal principles of diagnostic 

assessment theory is stake-holder involvement (including learners themselves). Looking at diagnostic studies which 

favored learner involvement in their design (Azmoode et al., 2024 a; Azmoode et al., 2024 b; Markey, 2020; Mazloomi 

& Khabiri, 2016; Ng, 2018) shows that engaging students in assessment practices is beneficial in learning. 

Many researchers have investigated the accuracy and reliability of learners-assessment by considering teachers’ 

ratings, objective tests, or final grades as the reference point (Suzuki, 2015). The results of these studies (Alibakhsh, 

2013; Aminu et al., 2021; Nalbantoğlu, 2017; Ross, 2006; Xiao & Lucking, 2008) mainly advocate the validity of 

learners’ assessments. Using criterion measures to decide on the accuracy of the learners’ assessments sometimes leads 

to a considerable measurement error variation, however. Two main sources of inconsistency in learners’ assessments 

have been reported as “students’ individual characteristics” and “skill types or skill domain” (Suzuki, 2015). Regarding 

the effect of individual characteristics on self-, and peer- assessment, researchers worked on some issues such as,  age-

related differences (Butler, 2018), gender (Van Kraayenoord & Paris, 1997) , self-esteem (AlFallay, 2004)  individuals’ 

learning progressions (Goral & Bailey, 2019), experiences (Butler & Lee, 2006; Suzuki,  2015),and self-regulation 

(Bailey &  Heritage, 2018). 

 With respect to the role of skill types in students’ assessment , many scholars have examined the accuracy of 

learner- assessment in different language skills (Birjandi & Siyyari, 2010; Han & Riazi, 2017; Lu, 2018); nevertheless, 

one can find fewer studies on self- and peer- assessment accuracy in receptive skills, like reading (Ashton, 2014; 

Paleczek, Seifert, Schwab, & Gasteiger-Klicpera, 2015; Ross 1998). Ross (1998), for instance, proved that learners 

were more accurate at self-assessing receptive skills. The current research also contributes to the field by examining 

the accuracy of learners’ assessments in assessing a number of reading comprehension subskills across various genres.  

There has been a substantial research growth in the domain of comprehension subskills in recent years.  However, 

the literature shows a contradictory position regarding the divisibility of reading construct since a long time: while 

some researchers view reading as an integrated skill, in favor of general-factor theories (Goodman, 1967; Vacca, 1980); 

others believe in multiple-factor theories and consider reading as a divisible skill (Davis, 1944; Spearritt, 1972). 

Although the literature mostly advocates the multi divisible view of reading (Elahi, 2016;  Farhady & Daftarifard, 2006; 

Karakoc, 2019; Tengberg, 2018), there is not enough evidence for its psychometric divisibility (Tengberg, 2018). 

While a lot of researchers have classified reading into various dimensions, there is currently little agreement on how 

the processes of reading comprehension can be categorized validly; thus, one can find no agreed- upon taxonomy for 

classifying comprehension subskills in research (Aryadoust, 2020). Though, it has been suggested that for addressing 
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the divisibility of comprehension subskills, some factors such as L2 proficiency of test takers a long with tests 

characteristics in certain testing contexts should be accounted (Song, 2008). 

To advocate the multidivisible view of language skills, different comprehension subskills have been investigated 

so far and various taxonomies have been suggested accordingly. Through a document co-citation analysis Elahi (2016) 

focused on the comprehension subskills which were studied empirically since 1945 (in both L1 and L2). The findings 

showed that in L1 literature comprehension subskills (mainly the lower- order ones) are considered as dynamic and 

process-oriented whereas in L2 studies, subskills are seen as static and product-oriented. In the domain of cognitive 

diagnostic assessment also, researchers found multiple comprehension subskills by applying diagnostic models 

(Aryadoust, 2019; Javidanmehr & Anani Sarab, 2019; Lee & Sawaki 2009; Ranjbaran & Alavi, 2017; Ravand, 2015).  

Previous findings suggest that for gaining a deeper recognition about the nature of reading subskills the 

characteristics of “text genre” need to be considered (Harding et al., 2015; Jang, 2009). While previous studies 

(Azmoode et al 2024 a; Javidanmehr & Anani Sarab, 2019; Ravand, 2015; Rouhi et al., 2015) proved that some reading 

genres or subskills are difficult to learn and comprehend for learners, no agreed- upon hierarchy of difficulty has been 

reported yet. The difficulty that students experience in learning specific concepts might be related to their cognitive 

overload. In fact, cognitive load refers to the mental effort required to process information during learning process 

(Surbakti et al., 2024). According to Cognitive Load Theory, the capacity of working memory is limited in learners 

thus imposing too much cognitive load diminishes learning efficiency (Ou, 2022).  

In line with this view, Yoshida (2012) asserts that different genres invoke different cognitive processes, the 

expository texts, for instance, apply individual item processing whereas narrative texts apply relational processing; 

thus, texts in the narrative genre are thought to be easier to comprehend. In narrative texts there are a lot of related 

concepts that cause key propositions to be rehearsed frequently for better comprehension. Despite significant research 

attention to the assessment of reading comprehension (Azmoode et al 2024b; Javidanmehr & Anani Sarab, 2019; 

Tengberg, 2018), insufficient genre and subskills differentiation in studies on rating accuracy is ostensible. Therefore, 

this paper aims to gain insights on EFL learners’ rating accuracy in assessing reading comprehension subskills in texts 

from different genres. More specifically, it addresses the following question: 

RQ1: Is there any statistically significant difference between the accuracy of self-, peer-, and instructor-ratings in 

assessing learners’ reading comprehension in four different reading genres? 

RQ 1.1: Is there any statistically significant difference between the accuracy of self-, and instructor-ratings in 

assessing learners’ reading comprehension in four different reading genres? 

RQ1.2: Is there any statistically significant difference between the accuracy of peer-, and instructor-ratings in 

assessing learners’ reading comprehension in four different reading genres? 

RQ1.3: Is there any statistically significant difference between the accuracy of self-, and peer-ratings in assessing 

learners’ reading comprehension in four different reading genres? 

 3. Methodology                                                                                                                                                                  

 3.1 Participants                                                                                                                                                                   

Sixty Iranian EFL learners (19 to 23 years old) who majored in English translation at Islamic Azad University took 

part in this study. The participants were taking a Reading Comprehension course in two intact classes. The selection 

of the participants was based on their performance on Oxford Placement Test (OPT) (M = 33.95, SD =   5.271 ) and a 

researcher-made reading comprehension pretest (M = 24.12, SD = 4.11).  
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3.2 Instrument                                                                                                                                                                  

3.2.1 English Language Proficiency Test                                                                                                                             

The OPT, version 1.1 UCLES (2001) was administered to check the homogeneity of the students.                                 

3.2.2 Reading Comprehension Tests                                                                                                                                  

The diagnostic reading comprehension tests, developed and validated by Azmoode et al.’s (2024) study, were used in 

this research. For developing the tests, the researchers benefited from procedures by Alderson et al. (1995) including: 

test specifications, item writing and revising, piloting and analysis, training the raters, monitoring raters’ reliability, 

and validation. The test items were in “multiple-choice” and “short answer” format.  

3.2.3 Reading Comprehension Passages 

In the current study, the main reading materials were taken from well-known books including “Read This 2” (2010) 

and “For and against” (1968), the simplified version. The texts were selected in four different reading genres and they 

enjoyed the same difficulty level (11 on the average) which was computed through Fry’s Readability Index.                

3.2.4 Reading Comprehension Checklist                                                                                                                            

The reading comprehension assessment checklist developed by Azmoode et al. (2024) was used to assess the 

participants’ rating accuracy, (see Appendix A). To develop the checklist, Bachman’s (1990) guidelines for designing 

rating scales were used. The procedures were as follows:                                                                                                 

• targeting the intended reading subskills  

• defining the reading subskills operationally  

• categorizing the abilities in five levels of performance  

• describing the features of each performance level  

• setting the cut-off score to each performance level  

3.3 Procedure                                                                                                                                                                     

The design of this study was quasi-experimental with two-group pretest-posttest. The OPT and reading pretest were 

administered at the outset of the study. Before that, the reading courses in the context of study had been explored. The 

course content and their requirements were examined thoroughly thus four widely- used reading genres in Iranian EFL 

tertiary education (argumentative, expository, descriptive, and narrative) were selected and a primary subskills list was 

created accordingly. To identify the learners ‘challenging reading subskills, the students read some short texts, 

answered the comprehension questions and identified the questions that tested a particular subskill. The analysis of the 

students’ responses revealed that distinguishing between “fact/opinion”, “cause/effect”, and “locating main 

ideas/supporting details” were the most difficult subskills for the learners.  

As the next step, the students received self- and peer- assessment training and brief instruction to use the reading 

checklist for two sessions. In so doing, the instructor discussed the potential benefits of self- and peer- assessment and 

introduced the related techniques in each group. Next, the participants were provided with the reading  comprehension 

assessment checklist based on which the components as well as the descriptors of each performance level were 

elaborated. In order to clearly establish the criteria of self- and peer-assessment, some graded samples were displayed 

on a video projector. The instructor clarified the process and the steps that had been taken to complete the sample 

checklists. The subjects then could use the samples as a model to rate their own, as well as their peers’ reading 

comprehension. Being familiar with the checklist, the participants practiced the assessment of some short texts in both 

groups.  
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The instructional treatment took 12 weeks. The instructional procedures in this study encompassed three stages of 

pre-reading, while reading and post-reading. The pre-reading activities centered on the intervention of reading 

subskills. In fact, each pair of reading subskills was tested in four different reading genre texts, during four subsequent 

sessions (no genre instruction was intended in the design of the study). Next, the participants were provided with an 

unseen passage to preview. They were asked to read the text silently and answer the comprehension questions (while 

reading stage). Following that, the students in both groups filled out the reading checklist (post-reading stage). Every 

session, the instructor assessed the students’ samples and provided them with feedback throughout the course; thus, 

the learners were informed about any evaluative mismatches between their own assessment and that of the instructor. 

Finally, the reading comprehension posttest was administered. In this study the reading comprehension tests required 

only objective judgments. To estimate the intra- rater consistency, 20 samples were randomly selected and the 

instructor rated them once again. A significant agreement between the first and second ratings (r (18) = .882) was 

shown.                

3.4 Data Analysis 

For analyzing the data descriptive statistics analysis was run and one-way between groups multivariate analysis of 

variance (MANOVA) was run to determine any statistical significance difference among self-, peer- and instructor-

rating scores in the assessment of reading comprehension.  

4. Results     

Before testing the null hypotheses, the normality of the OPT was explored through skewness and kurtosis indices. The 

normality of the data was assured since the indices were lower than ±2 (George & Mallery, 2020). To address the 

research question, three sub-questions were formulated. For all data, the assumptions of equality of variance (by 

Levene’s test) and homogeneity of variance-covariance matrices (by Box’s test) were checked and none of them were 

violated.                                                                                                                                                                                

4.1 Testing the First Subquestion  

The first sub-null hypothesis was investigated through a test of MANOVA. The results show a statistically significant 

difference between the groups on the combined dependent variables, F (3, 60) = 6.24; Wilks’ Lambda = .74, p = .001; 

partial eta squared = .25, which shows a large effect size and a substantial difference. The statistical significant 

difference, using a Bonferroni adjusted alpha level of .017, was in assessing main idea/ supporting idea subskills in 

argumentative genre (see Table 1). It indicates that the students in self-assessment group were only inaccurate in the 

assessment of main idea/ supporting idea subskill in the argumentative genre. 

 

Table 1. Tests of between-subjects effects for self- and instructor- assessment scores in argumentative genre 

Source Dependent Variable 

Type III Sum 

of Squares Df Mean Square F Sig. 

Partial 

Eta 

Squared 

Group Comprehension1.Caus.Arg 1.838 1 1.838 1.867 .177 .031 

Comprehnsion5.Fact.op.Arg 3.384 1 3.384 3.625 .062 .059 

Comprhenson9.Main.sup.Arg 10.838 1 10.838 15.724 .000 .213 
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The result of MANOVA in descriptive genre shows a statistically significant difference between the groups on the 

combined dependent variables, F (3, 60) = 13.36; Wilks’ Lambda = .58, p = .000; partial eta squared = .41, which 

indicates a large effect size showing a substantial difference. Considering the results of dependent variables separately, 

using a Bonferroni adjusted alpha level of .017, was in the assessment of all three subskills in descriptive genre. It 

reveals that the students in self-assessment group were inaccurate in the assessment of all the three subskills in the 

descriptive genre. In expository reading genre the results of MANOVA show a statistically significant difference 

between the groups on the combined dependent variables, F (3, 60) = 12.45; Wilks’ Lambda = .60, p = .000; partial 

eta squared = .40, which shows a large effect size and a substantial difference. Bonferroni adjusted alpha level of .017 

was in the assessment of cause/ effect, and main idea/supporting idea subskills in expository genre. This means that 

the learners in self-assessment group were inaccurate in performing the assessment of the cause/ effect, and main idea/ 

supporting idea subskills in the expository reading genre. 

The results of MANOVA in narrative reading genre show a statistically significant difference between the groups 

on the combined dependent variables, F (3, 60) = 9.44; Wilks’ Lambda = .66, p = .000; partial eta squared = .33, which 

shows a large effect size and a substantial difference. Bonferroni adjusted alpha level of .017 was in the assessment of 

cause/effect, and main idea/ supporting idea subskills in narrative genre (see Table 2). It suggests that the students in 

self- assessment group were inaccurate in performing the assessment of cause / effect, and main idea/ supporting idea 

subskills in the narrative genre. 

 

Table 2.  Tests of between-subjects effects for self- and instructor- assessment scores in narrative genre 

Source Dependent Variable 

Type III Sum 

of Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Group Comprehension4.Caus.Nar 8.438 1 8.438 12.651 .001 .179 

Comprehnsion8.Fact.op.Nar .551 1 .551 .683 .412 .012 

Comprhnson12.Main.sup.Nar 9.801 1 9.801 11.064 .002 .160 

 

4.2 Testing the Second Sub-question 

In argumentative genre the results show a statistically significant difference between the groups on the combined 

dependent variables, F (3, 60) = 10.95; Wilks’ Lambda = .63, p = .000; partial eta squared = .37 which shows a large 

effect size and a substantial difference. Bonferroni adjusted alpha level of .017, was only in the assessment of main 

idea/ supporting idea subskill in argumentative genre (see Table 3). This means that the learners in peer- assessment 

group were inaccurate in performing the assessment of the main idea/ supporting idea subskill in the argumentative 

genre. 
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Table 3. Tests of between-subjects effects for peer- and instructor- assessment scores in argumentative  genre 

Source Dependent Variable 

Type III Sum 

of Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Group Comprehension 1.Caus.Arg 2.017 1 2.017 2.082 .154 .035 

Comprehnsion5.Fact.op.Arg 3.750 1 3.750 3.641 .061 .059 

Comprhenson 

9.Main.sup.Arg 
18.150 1 18.150 29.991 .000 .341 

 

Another test of MANOVA was run in descriptive reading genre. The results show a statistically significant 

difference between the groups on the combined dependent variables, F (3, 60) = 10.95; Wilks’ Lambda = .63, p = .000; 

partial eta squared = .37 which shows a large effect size and a substantial difference. Bonferroni adjusted alpha level 

of .017, was in the assessment of cause/ effect, and main idea/supporting idea subskills in descriptive genre. This means 

that the students in peer- assessment group were inaccurate in performing the assessment of cause/ effect and the main 

idea/ supporting idea subskills in the descriptive reading genre. 

The results of MANOVA in expository genre show a statistically significant difference between the groups on the 

combined dependent variables, F (3, 60) = 17.26; Wilks’ Lambda = .51, p = .000; partial eta squared = .48, which 

shows a large effect size and a substantial difference. Bonferroni adjusted alpha level of .017 was in the assessment of 

cause/effect, and main idea/supporting Idea subskills in expository genre (see Table 4). This means that the students 

in peer- assessment group were inaccurate in performing the assessment of the cause/ effect and the main idea/ 

supporting idea subskills in the expository reading genre. 

Table 4.  Tests of between-subjects effects for peer- and instructor- assessment scores in expository genre 

Source Dependent Variable 

Type III Sum 

of Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Group Comprehension3.Cause.Ex 21.004 1 21.004 27.351 .000 .320 

Comprhension7.Fact.op.Ex 4.134 1 4.134 5.765 .020 .090 

Compheson11.Main.sup.Ex 12.604 1 12.604 16.764 .000 .224 

 

In narrative genre, the results show a statistically significant difference between the groups on the combined 

dependent variables, F (3, 60) = 8.65; Wilks’ Lambda = .68, p = .000; partial eta squared = .31, which shows a large 

effect size and a substantial difference. Bonferroni adjusted alpha level of .017, was in the assessment of cause/ effect, 

and main idea/ supporting idea subskills in narrative genre. This means that the students in peer- assessment group 

were inaccurate in performing the assessment of cause/ effect and the main idea- supporting idea subskills in the 

narrative reading genre. 
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4.3 Testing the Third Sub-question 

In order to make comparisons between self- and peer- assessment scores in assessing the reading subskills, the same 

procedures were used. In argumentative reading genre the results show no statistically significant difference between 

the groups on the combined dependent variables, F (3, 60) = 1.16; Wilks’ Lambda = .94, p = .333; partial eta squared 

= .05, which shows a weak effect size and a small difference. This means that there is no significant difference between 

the two groups in the assessment of the subskills in the argumentative reading genre.  The results of MANOVA in 

descriptive reading genre show no statistically significant difference between the groups, F (3, 60) = .18; Wilks’ 

Lambda = .99, p = .904; partial eta squared = .01, which shows a weak effect size and a small difference. This means 

that there is no statistically significant difference between the two groups in the assessment of the subskills in the 

descriptive reading genre. In expository genre the results show no statistically significant difference between the 

groups, F (3, 60) = .18; Wilks’ Lambda = .99, p = .904; partial eta squared = .01, which suggests a weak effect size 

indicating a small difference. It means that there is no statistically significant difference between the two groups in the 

assessment of three subskills in the expository reading genre. In narrative genre the results of MANOVA show no 

statistically significant difference between the groups, F (3, 60) = .18; Wilks’ Lambda = .99, p = .904; partial eta 

squared = .01, which shows a weak effect size and a small difference. It means that there is no significant difference 

between the two groups in the assessment of three subskills in the narrative reading genre. Thus, the null hypothesis 

was rejected suggesting that there was statically significant difference between the accuracy of self-, peer- and 

instructor -ratings in assessing reading comprehension of learners in four reading genres. 

5. Discussion                                                                                                                                                                      

The present study was conducted to examine EFL learners’ rating accuracy in assessing reading comprehension in 

various genres which ultimately resulted in some diagnostic information. While the results show the inaccuracy of 

self- and peer- assessment, the evaluative mismatches between the students- and those of the instructors’ assessment 

throughout the course raised the learners’ awareness regarding their strengths and weaknesses in reading 

comprehension subskills and helped them overcome their weaknesses. More importantly, as it was confirmed 

previously, engaging learners in assessment process can help them develop a critical view in learning and foster their 

autonomy in language learning over time (Butler, 2018; Paris & Paris, 2001). 

According to the findings, the two groups were inaccurate in assessing the subskill of main idea/supporting details 

in all genres and the subskill of cause / effect was the second most difficult subskill for them. This result is quite 

compatible with past research, in the domain of cognitive diagnostic assessment, which confirmed that the subskills of 

cause/effect and main idea/supporting details were the least-mastered subskills by learners (Javidanmehr & Anani 

Sarab, 2019; Ravand, 2015). Based on the findings, while the peer- assessment group was never inaccurate in assessing 

fact/opinion subskill, the self-assessment group was inaccurate in assessing fact and opinion only in the descriptive 

genre; it can be concluded that this subskill was easier for the learners to assess. In fact, conducting detailed analysis 

and providing such diagnostic information can help both learners and instructors identify the problematic areas in 

students’ performance in order to target them in instruction and elevate the students’ weaknesses. 

The learners’ inaccuracy in reading comprehension assessment can also be associated with the challenging nature 

of the reading genres since in the present study the learners had assessment inaccuracy in almost all genres. Contrary 

to this finding, some other studies (Carrell & Connor, 1991; DuBravac & Dalle, 2002; Sahin, 2013) proved that 

narrative and descriptive texts were easy to comprehend for learners. Rouhi et al. (2015) in their study confirmed that 

argumentative and expository reading genres were more challenging than descriptive and narrative genres for EFL 

learners. Although the reading passages in this study enjoyed the same level of difficulty, it has been suggested that 

the variations in text genres might lead to the learners’ trouble in reading comprehension (Zhou & Siriyothin, 2011); 
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this was previously confirmed by investigating the effects of text types (expository and narrative) on improving 

students’ reading comprehension. Since in Zhou and Siriyothin’s study (2011) the students had a better performance 

on expository than narrative texts, it was inferred that types of genre had remarkable effects on learners’ reading 

comprehension. Further, the relative effects of various genres and subskills in reading tests were examined previously 

and it was proved that the inclusion of both reading genres and subskills in instruction could have a positive effect on 

the learners’ reading scores reliability (Shin, 2002). 

Regarding the subskills approach, the present research is in line with past empirical findings in which reading 

comprehension is viewed as a divisible construct, containing several subskills or micro-skills (Karakoc, 2019; Kim & 

Jang, 2009; Pan, 2009; Shin, 2002).  Taking the subskills approach, this study supports the pan’s findings (2009) which 

suggest that through subskills approach learners are equipped with essential skills for better reading comprehension 

and by conscious practice students can find mastery in certain reading skills.  

6. Conclusion                                                                                                                                                                     

Taking a subskills approach and involving the students in the assessment of reading comprehension, this study revealed 

areas in the learners’ performance that called for improvement. The inaccuracy of the students in assessments of 

reading comprehension pinpoints the fact that not only the learners need more training and practice in applying self-, 

and peer- assessment techniques, but also they need to know more about specific reading subskills. Furthermore, 

despite their assessment inaccuracy, the students in this study gained awareness regarding their own difficulties in 

certain reading comprehension subskills and genres by receiving the related diagnostic feedback. 

The present study bears both theoretical and practical implications for EFL instruction. This study can add more 

weights to the theoretical foundation of the diagnostic assessment theory (Alderson et al., 2015) by confirming that, 

engaging the learners in assessment can substantially help them find awareness regarding their own strengths and 

weaknesses in reading comprehension. The present research has some practical implications for the main EFL 

stakeholders such as test developers and materials designers. Test developers can turn diagnostic information into some 

applicable standards to contribute to modifying the teaching and learning pedagogy (Javidanmeh & Anani Sarab, 

2019). Material developers can also target the most challenging subskills and genres in course books; so that they can 

function as agents of change. 

The current research suffers from some limitations; first, the findings of this study would be more generalizable if 

they were confirmed in replication, focusing on various subskill types in different reading genres. Second, the variable 

of students’ proficiency level was not considered in this research; therefore, the effect of diverse proficiency levels on 

the accuracy of learners’ self- and peer- assessments requires more research attention. For future exploration, research 

on various reading subskills and genres is recommended. More importantly, the actual application of diagnostic 

information in EFL instruction is an area that warrants more research (Liu, 2014).         
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