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CHAPTER
INTRODUCTION

1. 1 Background of the Study

English Reading is an essential skill in learning English as a second or foreign
language. Among the four basic language skills—listening, speaking, reading and
writing—reading seems to be the most taughi-skill at all levels of education. It isaso
the skill that is generaly tested as an indicator of learner’s proficiency in the English
language.

The most commonly” feund procedure in assessing the English language
reading comprehensionability/is the multiple-choice question technique (Alderson,
2000; Anderson et al 1991; Urquhart and Weir, 1998). The test format of this
technique consists of asreading passage of certain length, followed by a set of
guestions and answers in @ muliiple-choice format. Multiple-choice reading test is
considered reliable since the marking process is totally objective; the test marker is
not allowed to use his’her own judgment when marki ng. The marking processis also
quick and simple.

Despite its relability, multiple-choice reading iests have been attacked in
many ways. Among common criticisms IS whether multiple-choice items can truly
elicit test takers’ reading ability. Test takers may get fight answers by eliminating
wrong answers; witheut referring ;te ~the- reading passage..(Urquhart and Waelr,
1998:159), or ‘hy guessing ‘some of the‘itéms correctly or' by recognizing words or
phrases from the passage without ‘having understood what theyi.read (Wolf, 1993:
481). '‘Besldes, scores.on multiple-choice reading tests can be improved by being
trained in test-taking techniques (Alderson, 2000: 211). Thus, the process of reaching
the correct answer on such tests may not reflect the process involved in actual
reading. Concerning the disadvantages of multiple-choice reading tests, cloze
procedure seems to be a good alternative as suggested by Grotjahn (1995, cited in
Alderson and Banerjee, 2002: 86), or at least as a complement to any reading
comprehension test. Cloze tests, according to Brown and Hudson (1998: 88), can

minimize the guessing factor’s influence. They are easy to construct and quick to



administer; in addition, they measure the interaction of receptive and productive skills
(Brown and Hudson, 1998: 87).

Cloze tests have been extensively used, for more than 30 years, as completion
measures, aimed at tapping reading skills. The cloze procedure is regarded as an
integrative method of assessment since the completion of cloze items requires
simultaneous processing of several linguistic components (Madsen, 1983 cited in
Keshavarz & Saimi, 2007). Many studies on the concurrent validity of cloze
procedures (e.g. Oller, 1972; Irvine et a.,1944; Siubbs and Tucker, 1974; Alderson,
1979; Brown, 1980; Hinefetis; 1980) show high-correl ations between cloze tests and
standardized tests and with their-sub-tests. This has led to the assumption that the
cloze test can be used as.a measure of overal proficiency in English as a second
language (Saito, 2003)'as well aseameasure of reading comprehension (Alavi, 2005).

However, the precise |anguage abiliti&s required by a given cloze test and the
effects of cloze methods—fixed-ratio, ratioﬁal, and multiple-choice—have been the
issues of controversy. Among these three methods, the research on fixed-ratio cloze
procedure, with every n'" word deletion, has mostly been conducted. The advocates of
cloze procedure claim that cloze tasks involvi ng the discourse processing ability, can
measure reading comprehension at the macro level (Oller, 1979, cited in Chapelle and
Abraham, 1990; Chavez-Olier-et-al:; 1985; Jonz, 1990; MtKenna and Layton, 1990;
Fotos, 1991). However, researchers like Alderson (1980, 1983, and 2000) and Cohen
(1998) regard cloze tests as only measures of local-level reading ability.

To constiuct clozesteststorevaluate:reading comprehension, Alderson (1979)
suggested that the tests'should obtain the deletion criteria from aspects of the reading
process.so.as to.indicate that test.takers relate different pieces of information beyond
clause boundaries'of the deleted) word+to restore'the gap-and therefore the test can
measure ‘higher order processing abilities.” Bachman (1985) has suggested the
development of a rational deletion cloze test, “a cloze test of specific abilities through
the use of a rational deletion procedure”. He has proposed the principled basis for
classifying and selecting words to be deleted by using the hierarchical structure of
written discourse as a criterion since “not all deletions in a given cloze passage
measure exactly the same abilities” (Bachman, 1985: 535). These criteria were

derived from the discourse processing theory which is the fundamental principle



which holds that learners proceed through the text by using both micro-level and
macro-level text processing strategies (Read, 2000: 107). Despite being frequently
recommended in cloze testing, few studies have employed Bachman’s category of
cloze items. Only Sasaki (2000) and Y amashita (2003) have employed this category
in their coding scheme to analyze the subjects’ self report on their cloze test taking
process, but not as the classification for cloze deletion as Bachman has suggested.

In conducting language testing /research, further to focusing on test
construction, researchers need to take accouniof factors that can affect performance
on language tests (Bachman,-1995: 155). In thefield of cloze testing, there are vast
amount of research on cloze tests on different variables—deletion ratio, scoring
systems, passage difficultyymethod of student response. However, text type is the
variable that does noireceive much attention in cloze test research. This may result
from the standard praciiCe of cloze tesii ng which employs only one passage of certain
length. Nevertheless, this prectice has beenﬂmuch attacked since a single text cannot
be a representative sampleof the language (Kl'ei n-Braley, 1997: 59).

Research evidence suggests that text type IS related to reading comprehension
(Alderson, 2000). Narrative and expository ajr’é two main text types (Koda, 2005).
These two text types have differential effects uponlanguage learners; narrative text
appears to be eas er to understand-and-monitor than expository text (Alderson, 2000;
Koda, 2005). While research on reading assessment has studied the relationships of
text types to reading comprehension (Brantmeier, 2005), only a handful of studies to
date has concentrated enjthe effects ofitextitypesion aclozeitask. Among thosefew is
Wu’s (1994) work.” He has found that the narrative texts were more suitable to
measure students’ reading.comprehension.than.the expository.texts:

Another perspective that a'small 'numbertof’ research studies on cloze tests
seem to pay attention to is of the test takers themselves. In anormal reading situation,
areader only concentrates on reading strategies that enable him or her to interpret the
text, whereas in the testing situation, not only does a test taker have to be concerned
with the interpreting of the text, but h/she also “needs to develop different strategies
to interpret the test as well as to complete the task....[t]he strategies applied in the
testing situation vary with test tasks” (Francis, 1999: 6). There are few studies

investigating reading strategies in cloze testing, except those of Kletzien (1991)and



Lu (2006). They found that individual test takers used different reading strategies in
restoring the cloze blanks. Two of them seemed to agree that research on reading
strategies on cloze test performance would yield some significant aspect in reading
education.

Another issue of interest in the area of cloze testing concerning test takers is
that test takers may vary in the types of context used in completing a gap in a given
cloze test. Their use of context may be different from what analysis might indicate
(Storey, 1994, 1995, 1997; Yamashita, 2003)-"Alderson (1984, cited in Anderson et
al., 1991) has called for-an-investigation into-iesi-takers’ cognitive processes. This
type of investigation not only.enables researchers to gain some insights into how test
takers process the text, but also help: them identify what test takers notice and
hypothesize about thewaysin which they access and use their language knowledge in
the testing situation (\Migglesworth, 2005). Verbal reports are mostly recommended
for the investigation of a‘learner’s cognitivé -processes (Chapelle, 1999; Green, 1998;
Wigglesworth, 2005). From the test takers’ verbal reports, researchers can explore
their cognitive processes and test<taking strategi es. Inthisway, the test passages and
test items can be determined whether they fneééure what they are intended for. This
should result in better interpretation of the test results (Anderson et al., 1991;
Chapelle, 1999).

Traditionally, cloze tests are regarded as measures of reading comprehension.
Test takers are required to_search for “a distribution of elements” in restoring cloze
gaps (Weaver,1965: 127, cited in'Raymond, 1988:91) and to supply the gaps, using
surrounding words and context (Paris & Jacob, 1984: 2087). Due to the fact that
cloze tests highly corré ate, with-other measures of language proficiency (e.g. Oller,
1972; Iryine et a., 1974, Stubbs and Tucker, 1974; Alderson, 1979; Mullen, 1979;
Brown, 1980; Hinofotis, 1980), high achieversin cloze tests tend to achieve highly in
the reading comprehension tests. However, there are only a few studies on the
rational cloze testing with second language learners (e.g., Bensoussan and Ramraz,
1984; Hale et al., 1989; Jonz, 1990; Abraham and Chapelle, 1992; Sasaki, 2000;
Y amashita, 2003). Findings from some of these studies seem to support that rational
deletion cloze tests can be a measure that can differentiate well between good and
poor readers (Y amashita, 2003).



Accordingly, it was interesting to explore whether the rational deletion cloze
test could be used as a measure of English as a foreign language (EFL) reading
comprehension that can differentiate students of different reading ability. Since few
studies has employed Bachman’s (1985) classification of cloze items in the cloze
testing, it was also interesting to explore if the rational proposed by Bachman could
come up with the cloze test with different types of items which can €licit different
types of information, ranging from the clause-level information to the text-level
information. And, since the traditional cloze iest has been attacked regarding using a
single text, it was notewarthy-to explore if more-than one text was employed in the
test, and those texts were of different text types for different types of texts have been
predicted to have different effeetsupon language learners. Findly, if it was stipulated
that the rational deletion cloze iest. could be a measure of reading comprehension,
students should be predicted to use cértain reading strategies in their cloze test

performance.

Therefore, this study would be condyéfed to find out whether the rational e for
item deletion proposed hy Bachman(lQ‘S:S).nl could yield a measure of reading
comprehension which could differentiate 'h‘igh reading ability students from low
reading ability students.. Furthermore, two texts of different text types, narrative and
expository text, would be used since research evidence suggests that narrative text
tends to be easier than expository text. The study of the use of reading strategies
while doing the cloze test would aso be conducted to find out if there were
differences in'the ‘strategies uses by students of different reading ability levels. To
confirm the results of the study, the retrospective interviews would be conducted to
gain solid (data“from students® perspective of their ¢loze teststaking processes. The
data could also be used to validate the test. The investigation of the rational deletion
cloze test performance would be conducted at Khon Kaen University where there

were few studies on cloze test performance.



1.2 Objectives of the study

The primary purpose of the study was to investigate effects of reading ability
levels and text types on rational deletion cloze test performance. In this study,
different reading ability levels and text types were deemed as the variables that may
have certain effects on the cloze test performance. The secondary purpose of the
study was to explore the reading strategies used by students while restoring the cloze
gaps in order to obtain information, hoped.ta. be critical to the English reading
education at Khon Kaen University. Verba-reports on the retrospective interviews
were expected to provide.in=depth information. concerning the use of reading
strategies and cloze test-takingprocesses.

The research, therefore, aims to:

1. study the effects'of di fferent-reading ability levels on students’ rational

deletion cloze test performance;i

2. study the effeets of two different text types.on students’ rational deletion

cloze test performance; |

3. study the interaction effect betwieen different reading ability levels and two

different text types on students’ rati'Qr]qI deletion cloze test performance;

4. study students” use of reading stratégieswhen performing the rational

deletion cloze test; and

5. study students’ use of contextual information in restoring the cloze gaps.

All these objectives lead to the following research questions.

1.3 Research guestions
1. Do students’ different reading ability levels have a significant effect on
their rational deletion cloze test performance?
2. Do different text types have different effects on students’ rational deletion
cloze test performance?
3. Isthere asignificant interaction effect between reading ability levels

and text types on students’ rational deletion cloze test performance?



4. Are there differences in the use of reading strategies by students with
different reading ability levelsin doing the rational deletion cloze test
comprising two different text types?

5. Arethere differencesin the use of contextual information by students with

different reading ability levelsin their filling the cloze gaps?

1. 4 Statements of hypotheses

Hypothesis 1: Thereis a significant differencein.the average scores gained from
the rational “deletion cloze test.

Hypothesis 2: Thereisa sigaificant difference in students’ average scores gained from
the narrative€loze and the expository cloze test performance.

Hypothesis 3: Thereis a significant interaction effect between reading ability levels
and text«types on students” average rational deletion cloze scores.

Hypothesis 4: High-reading ability studenté_ use more reading strategies than the
average andilow reeding ability groups

Hypothesis 5: High-reading ability studenté"géel more text level information than
average- and low-reading ability "é;tudents.

1.5 Scope of the study

1. The population of the main study was the first-year students studying in the Faculty
of Law, Khon Kaen University. They have been studying English asaforeign
language for‘about 10-11 years since their primary level of study. The average ages
of the population were 17-18 years of age.

2. Theindependent rariablesin the study Were reading ability levels and text types.
Therewere three levels of the first variable: high-, average-, and low-reading
ability. There were two levels of the second variable: narrative and expository
text types.

3. The dependent variable was the mean scores of the rational deletion cloze test.

4. The data on the students’ use of reading strategies while working on the rationa
deletion cloze test was collected by means of questionnaire to obtain an overall,
rather than a detailed view.



5. The data on the students’ use of contextual information on their solving the rational
deletion cloze items was collected by means of retrospective interviews to obtain

additional datato supplement the results of the study.

1. 6 Limitations of the study
The reading test constructed was confined to the limited range of reading ability/
skills.. Therefore, the test could not profile specific individual differences of the

participants.

1.7 Assumptions of thestudy

1. It was assumed that thepartiCipants in'this study worked to the best of their ability
in the reading test and the rati onal del etion cloze test.

2. It was assumed thai'the participants provided valid data on their responding to
the reading strategy questionnaire;

3. It was assumed that the participanis who Wéré randomly selected to participatein
the retrospective interviews provided valid data on their use of contextual

information to restore cloze gaps.

1.8 Definitions of terms

1. Reading ability levels

Reading ability, “insthis study, refers to the students’ reading ability in
comprehending vocabulary,. pronoun reference, details both explicitly and implicitly
stated in reading passages, in understanding the key concept of the passage and the
author’s purpose. ~I'he construct of the test ‘was operationalized into a reading test
consisting of five passages and 40 multiple-choice questions.

Reading ability levels refer to the reading scores gained from the reading test
which was constructed by the researcher. The students were put into three different
groups based on their performance on the test. Based on the scores of the test,
students above the 70" percentile rank were identified as readers of high ability.
Students between the 69™ percentile and the 35™ percentile ranks were identified as



readers of average ability, and those below the 35" percentile rank were identified as
readers of low reading ability.

2. Text types

The term “text types” used in this study refers to different genres of writing
which have different structure of text organization. In this study, two different text
typeswere used. They were narrative and expository text.

A narrative text refers to the text whese'purpose is to tell astory. Examples of
narrative text are novels, steries; and other formsef-fietion. In this study, a simplified
version of Aesop’s fable, “Ihe Ant and the Grasshopper,” was used as a narrative
cloze. This story was expected to activate the participants’ world knowledge due to
their familiarity with the story. ;

An expositorytexts refers te thé text whose purpose is to communicate
information (Weaver and Kintsch, 1991). :i'here IS some variation in the structural
organization in expository text: descripﬁon‘, compare/contrast, cause/effect, and
problemy/solution. 2

In this study, a passage,“Old Agef in "11'3resent Society” taken from an EFL
textbook was used as an expository cloze. This passage was expected to activate the
participants” world kiagwiedge-in-terms-of cuitural famitiarity. The rhetorical pattern
of organization of the text is compare/contrast. This pattern of organization was used
since previous studies has suggested that learner of different levels seem to be

sensitive to compare/contrast text structure:

3. Rational.deletion cloze test perfor mance

Rational deletion clozetest refers to a cloze test that uses'a selective approach
as arationale to the deletion of words from the text.

The rationale for item deletion used in this study was adopted from Bachman’s
(1985) classification of cloze items. They are (1) the “within clause” item type; (2)
the “across clause, within sentence” item type; (3) the “across sentence” item type,
and (4) the “extra textual” item type. The first item type requires the information
within the clause where the cloze blank appears as a source of information for gap

filling. The second type of cloze item requires the information across clause, but
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within the same sentence where the cloze blank appears as a source of information for
gap filing. The third type of item requires the students to read beyond the sentence
where the gap appears in order to find source of information to restore the gap. The
last type of item requires the information outside the text boundary. The students
have to relate what they have read to their world knowledge so as to be able to restore
the gap.

The rational deletion cloze test used i this study consisted of 20 items on each
text type. Each blank, or item, required oneword. The students responded to the
cloze items by supplying their-own words.

Rationa deletion clozetest performance refers to cloze scores obtained from
the cloze test performed bysthe participants of high, average, and low reading ability

groups.

4. Reading strategies

Reading strategies uised in this study refer to the reading strategies employed
by the high-, average-, and low=ability groups of students in solving the rational
deletion cloze problems. =

The list of reading strategies used in this study was adapted from the work of
Kletzien (1991) and Eu(2006). Fhey were “reading the-Whole cloze passage before
working on the blanks®, “skipping unknown words white reading the cloze passage”,

“using sentence structures”, “using rhetorical pattern of organization”, “focusing on

vocabulary”, “using caontextita: restoreithe«cloze blanks?,#1oeking for key words and

phrases”, “using puncttation”, “making inferences”, “using main idea”, “using prior

or world knowledge” and “translating.”
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1.9 Significance of the study
If the outcomes of the study are in accord with the hypotheses, the study will
contribute theoretically and practically to the significance of cloze testing and the

English language education in EFL context.

Theoretical significance

The study can provide additional '1nfermation to support cloze testing and the
use of rationa deletion cloze tests as measuies oireading comprehension and overall
language proficiency, andthe use of readling strategies in cloze tests and tasks.

The study can alsg.eoniribuie to the assumption that narrative tends to be
easier to comprehend thanrexpogitory text, and that the narrative text can be used as
clozetexts. !

In the researchiinto/Sirategy Use, the__ study can provide empirical evidence to
support that students usgreading strategi&é._on their attempt to fill cloze gaps.

Employing retrospective in'tervievvs';té obtain data to confirms the research
findings is expected to offer a rich source Gf in‘f_ormation that is not available through

other types of information.

Practical signtficance

English teachers i1n EFL context can Dbenefit from Bachman’s (1985)
classification of cloze itemsif their aims are to construct cloze tests or tasks that can
measure both lewer- and higher-level of text comprehension.

The use of reading strategies while working on cloze tasks will raise

awarenessofisyntaxsand meaning-in;students of,the processi ntext,construction.
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1.10 Overview

Chapter one provides the background of the study. It includes the objectives
of the study, the research questions, the statements of hypotheses, the scope of the
study, the limitations of the study, the definitions of key terms used in the study, and
the study significance.

Chapter two presents a review of related literature in eight areas. They are (1)
the nature of reading, (2) comprehension assessment, (3) cloze tests, (4) reading
comprehension ability and cloze testing, (5) texitypes, (6) reading strategies, and (7)
verbal reports.

Chapter three focuses on research methodology. The population and the
sample are presented. _Fhesprocedures employed in constructing the research
instruments as well &s thewalidation process are provided. Data collection and data
analysis are included imthedast part of thé’chapter.

Chapter four presents the fincli ngs‘b_f the study, which are presented according
to the research questions. :

Chapter five provides a summary of'fﬁe‘r&eearch, adiscussion of each research
question and conclusions from thefindi ngs.j‘T.ﬁ.e implications from the study and the

recommendations for.future research are al so included.



CHAPTER I
LITERATURE REVIEW

This study investigated effects of reading ability levels and text types on cloze
test performances. The study was also intended to explore the reading strategies used
by the students on their cloze performance: Furthermore, in-depth information from
verbal reports was expected to shed light intoCleze test taking processes to learn how
students restored the cloze gaps. Accordingly;some related literature and research
studies were reviewed tg.ebtain background information for the study.

The topic discussed in ithis chepter include (1) the nature of reading, (2)
comprehension assessment, «(3) cloze tests, (4) reading comprehension ability and
cloze testing, (5) text types; (6) reading ""strategies, (7) verba reports, and (8) the
present study.

2.1 The Nature of reading

The presentation in thispart concern:"s:th'é nature of reading so as to understand
differences among readers with different ‘reading. ability, namely good and poor
readers. Good readers. appeared. to differ from poor readers in the product of the
reading, in their understanding of what wass read, and in the process by which
understanding was produced (Taylor et a, 1985: 567).” According to Snow, Burns,
and Griffin (1998, cited in-Mekhtari and Reichard, ,2002:-249), skilled readers were
good comprehenders. “They differed from-unskilled readers'in their use of general
world knowledge to comprehend text, in their cemprehension of‘words, and in their
ability “to draw | inferences from .texts (Snow, Burns, and  Griffin, 1998, cited in
Mokhtari and Reichard, 2002: 249). In order to understand the nature of reading, first
the essential components of reading were discussed.
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2.1.1 The Essential components of reading

2.1.1.1 Word recognition

Word recognition refers to the processes of obtaining word’s sounds and
meanings. It is widely recognized by researchers as one of the most important
processes contributing to reading comprehension....“fluent reading comprehension is
not possible without rapid and automatic word recognition of a large vocabulary”
(Grabe, 2009: 22-23).

Research has long suggested that” skilled.or fuent readers apparently differ
from less-skilled readers.in-the process by which-understanding is generated (Taylor
et a., 1985). Unlike sKkilled readers, less-skilled readers read in word-by-word
manner, were slow and less@ccuraie, and falled 1o access or utilize larger context and
idea units in the text«(Cramery 1970, and Daneman & Carpenter, 1980, and Perfetti
and Lesgold, 1979, ciied in Taylor et al.', 1985: 567). Horiba (1990, cited in Koda
2005: 39) contrasted reading siraiegies acrdés proficiency levels and found that low-
proficiency readers rely more on word-level than in discourse processing. Low-
proficiency readers spent considerable timé'@n their “visual-information sampling”
which severely affected their abiity to se “jr‘hultiple information sources” (Koda,
2005: 39). Block (1992) compared proficient native and L2 readers with less
proficient native and L2 readers studying in-a S coliege to see how they dealt with a
referent problem and avocabulary problem. She found that the less proficient readers
were defeated by word problems. Their word recognition skills seemed to be
inadequately developed whereas mare jproficient readers-did:not worry about word
problems. They, were able to decide which problems they could ignore and which
they had to solve.

There was'a causal ‘ink“between word recognitionand..reading ability
(Stanovich, 1982: 550). According to Stanovich (1980: 64), good readers seemed to
have more capacity in recognize words automatically than poor readers. In addition,
they were superior at context-free word recognition. The ability to recognize words
automatically is important in reading because “it frees capacity for higher-level
integrative and semantic processing” (Stanovich, 1080: 60). Word recognition skills
are thus viewed as one of the crucia components to the future development of
successful reading comprehension (Stanovich, 1986, cited in Rupp et a., 2006: 444).
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2.1.1.2 Vocabulary knowledge

The important role of vocabulary knowledge in reading comprehension of
both first language (L 1) and second language (L 2) readers has been widely recognized
(Koda, 2005: 48; Zhang and Annual, 2008: 1). Research has shown that “vocabulary
knowledge correlates more highly with reading comprehension than other factors”
(Koda, 2005: 49).

Vocabulary knowledge refers to the-knowledge of word meanings, word
properties, and word meanings-in context (Koda,-2005: 51). Nation (2001, cited in
Koda, 2005: 51) has divided vecahulary knowledge into three major categories. form,
meaning, and use. According io Nation, “form” refers to “spoken, written, and word
parts”, “meaning” refers to “meaning .and word form, concept and referents
associations”, and “use? refersto grammatical functions, collocations, and constraints
on use.” ¢

To understand textmeaning which is higher level of comprehension, rapid and
efficient word recognition and |exical acc&es are necessary (Adams, 2004, cited in
Zhang and Annual, 2008: 5). "Paor readers ajr‘"e slower and less efficient in lexica
access and semantic, processing (Grabe, 1999; Grabe and Stoller, 2002; Nassgji,
2003). Within the context-of L2 reading, research has shown that inadequacy of
vocabulary knowledge is a major obstacle in reading performance of many L2

learners (Laufer, 1992).

2.1.1.3 Information integration in"Sentence processing

A sentence.is a larger.linguistic. unit, consisting .of a.string.of words putting
together. In order ‘to“understand the sentence, ‘a reader’ needs! to-incorporate the
syntactic and semantic information of those individual words with pragmatic
information. Therefore, “linguistic information is a major source of individual
differences in sentence processing” (Koda, 2005: 95).

Evidence from her studies has led Koda (2005) to posit that L2 sentence
comprehension relies heavily on morphosyntactic knowledge. Berman (1984, cited in
Koda, 2005: 110) has identified two syntactic factors as maor sources of L2

comprehension difficulty: “violation of structural prototypicality and lack of structural
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transparency.” To illustrate the first factor, Berman cited the passive construction in
English. The surface form of the passive construction, “object-verb-subject”, does not
conform to the prototypical syntactic order, “subject-verb-object, thus “violates
structural prototypicality.” Structural conflicts of this sort add burden to less-
proficiency L2 readers. The second factor is lack of structural transparency. This
second factor refers to the cohesive devices in English, such as deletion and
substitution. These devices are used to clarify the point. According to Berman, many
L2 readers have difficulty determining the grammaiical substitutes for repeated lexical
items in the following sentences. I told my sister-how much | liked her mug. Next
day, she bought one for me.”Another example is an absence of relative pronoun in
reduced relative clause.” ThiS type of structure can ereate confusion by “making the
initial clause structurally ambigueus” (Berman, 1984, cited in Koda, 2005:111).

Thus, knowledge of'l 2 morphosmtactic features, according to Koda (1999,
cited in Koda, 2005:121), i§ another majof factor to differentiate good from poor
readers. Good readers sgem Lo possess éupErior ability to “direct attention to the
elements providing critical information for'téx'g-meaning construction.”

2.1.1.4 Discourseprocessing

Text is not displayed-in-a sequence of isolated words and sentences. Rather,
“it is visual communication transmitting the author’s intended message. Text
understanding, therefore, is the process of discerning the author’s communicative
intent” (Koday>2005: (123)% «To funderstand: text, |a reader-must understand how
“coherence relations” are signaled among text elements both explicitly and implicitly
(Sanders, Spoaren,.and Noordman, 1992 cited ih Koda, 2005:°127). Coherence
relation ‘refers to *the“aspecttof meaning of twa or more discourse segments that
cannot be described in terms of meaning of the segments in isolation.” Explicit and
implicit methods are used to achieve text coherence. Koda (2005: 128) provides brief
definitions of both methods. Explicit methods refer to text clues that are identifiable;
these include rhetorical pattern of organization, topic sentence placement, as well as
linguistic devices, such as connectives and co-references. Implicit methods refer to
“conceptual manipulations” to connect text elements. Examples of these methods are

inference and reasoning.
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According to Koda, connectives are particularly useful when reading
expository texts. Abilities to extract related information from connectives at the local
coherence building and incorporate it in the text at the global coherence level are
essential for successful comprehension. Co-reference is aso a critical device for
connecting text elements beyond sentence boundaries. This is because “referential
resolution entails far more than simple mappings of anaphors onto their antecedents.
Successful resolution necessitates, among other things, sensitivity to semantic and
syntactic constraints, particularly when lexically. attenuated forms are used as co-
references” (Koda, 2005:-130)-

Inferencing is another.major contributor to reading comprehension. There are
two main types of inferences. bridging and elaborative (Koda, 2005: 131). Bridging
inferences “occur autematically’” during: the analysis of the local-level. The factor
that distinguishes the successful and unsicc&esful use of in bridging inferences is the
ability to recognize “the underlying semditic connection between two seemingly
unrelated statements.” Bridging inferences' are also necessary in identifying causal
linkages among text statements, which are f@nc_lamental in narrative texts.

According to Koda (2005: 132), él,abl"brative inferences are not generated
automatically. Their generation depends on “thereader’s intention to expand an
elaborate on explicit text-information.”in-narrative texts, elaborative inferences can
supply unstated messages. Thus, elaborative inferences contribute to global
semantic coherence and are “integral in discourse comprehension.”

Inferencihg skills are important for-reading:comprehension since all language
comprehension sequires readers to infer and to make assumptions (Alderson, 2000:
164). There.is.evidence.that. good readers are ‘better. at. making inferences (Grabe,
1999: 21).  Besides, Stansfield and Hansen (19883, cited.in Fotos, 1991: 319) report
that inferencing process are involved in the successin cloze test-taking.

Fluent reading, according to Grabe (1999: 12) dso involves sufficient
knowledge of language and knowledge of the world, or background knowledge, as

foundations which text comprehension is built on.
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2.1.2 Conclusion

The components mentioned in the sections above are regarded as the essential
factors that contribute to success in reading comprehension. They are the maor
sources of variation in reading ability, particularly in differences between readers of
different reading ability: good and poor readers. Grabe (1999) emphasizes that word
recognition and propositional integration must be carried out in arapid rate to result in
fluent reading. Slow rates of reading, particularly for second language learners, can
cause “comprehension probiems because working.memory is used ineffectively while
waiting to assemble clausal-information” (Gernsbacher, 1990, cited in Grabe, 1999:
12). Readers of slow rates shift-@itention from the demand to build the whole text
comprehension to locd linguistic elements (Stevenson, Schoonen, and Glopper, 2003:
769; Walczyk, 2000: 561).4It is possiblethat their choices of textual details do not fit
together with passage topic, and thié could result in poor quality of text
comprehension (Cha and Swaffar, 1998: -‘20-.(-5). On the other hand, good readers are
efficient in text processing because they cian*'recognize word automatically, quickly
construct meaning of propasitions, integraie’prepositional information into “a text
model” rapidly (Grabe, 1999:12), and “restrﬁct’i‘jﬁng the text model to reflect the main
ideas of the text being read” (Pufido, 2003: 239).. From the study of discourse
processing, it is apparent-that-text-interpretation 1s unigue to the particular reader.
This is a partia explanation to why different readers, who read the same text, but
interpret it differently.

In sumyreadlingability isvery complicated @andinvolves different processes. It
is assumed thatdndividuals™ reading ability develop through time as Bernhardt (1999:
7) points out.that the more.|language knowledge aiearner has (i.e.mare years of being
exposed to'the second language), the more total amount ‘of information the learner is
ableto elicit from atext, which, in turn, can construct and effectively interpret a text.
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2.2 Comprehension assessment

The discussion about comprehension assessment here was limited to “what”

and “how to” to measure reading comprehension via the multiple-choice test format.

2.2.1 Assumptionsin assessing reading

There are two maor assumptions in assessing reading comprehension:
comprehension as product and comprehension as process (Koda, 2005: 228). The
following brief explanations of the two assumpiions were taken from Koda (2005:
228-229).

According to Johnsten (1983, cited in Koda, 2005: 228), the basic assumption
underlying the product wview.is that comprehension is a product of the reader’s
interaction with atext.” The product views see reading comprehension as the ability to
remember. The outcomes of reading areé stored in the reader’s memory and can be
measured by having thereader demonstrate portions of the stored text representation.
These views are “evidenced in common asseé'sment measures such as true-false and
multiple-choice questions, gonstructive reS‘ﬁc’inT%es, and free recall”. In contrast, the
process view presumes reading comprehensionﬂjas the ongoing process of “extracting
information from print and integrate it in‘to"‘c’oherent meaning.” These processing
behaviors occur during reading “before text information is conveyed to memory.”
The examples of assessment measures that reflect the process view are think-aloud
verbal reports and eye-movement tracking. According to Koda (2005: 229), the
process-based assessment ‘procedures  provide additiona insights which compensate
the product-based assessment procedures. She has cautioned that the process-based
assessment; procedures; can have, serious, disruptivey consequences” because they

usualy involve an‘additional task during reading.

2.2.2 Assessing Comprehension

Urquhart and Weir (1998: 117) posit that when constructing a test, a tester
needs to put into considerations what information readers are expected to extract from
atest. It isrecommended that areading test should be developed to account for local
and global comprehension (Meyer and Rice, 1984) in order to extract different levels

of information in atext.
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As cited in Urquhart and Weir (1998: 88), Lunzer et a. (1979) and Vincent
(1985) view reading skills as part of the generalized reading process. Both Lunzer
and Vincent recommend the use of skills as ameans of structuring reading syllabi and
constructing reading tests (Weir, 1993). A number of lists, or taxonomies, of skills
have been developed. The following are typical taxonomies of reading skills that are
arranged from the lower level to the higher level processing.

Lunzer et al. (1979, cited in Urquhart and Weir, 1998: 90):

- Word meaning.

- Words in contexi:

- Literal comprehension:

- Drawing inferencesfrom singe strings.

- Drawing inferencefrom/multiple strings.

- Interpretation.of metaphor. '

- Finding salient @r mainideas.

- Forming judgments.

Davies (1990: 9-10):

- Recalling word meanings:

- Drawing inferences about the meaning of aword in context.

- Finding answers to-guestions answered expiicitiy or in paraphrase.

- Weaving together ideas in the context.

- Drawing inferences from the content.

- Recognizing awriter’s purpose;attitude; tone‘and mood.

- Identifying a writer’s technique.

- Following.the structure of a passage.

Grabe (1991: 377):

- Automatic recognition skills.

- Vocabulary and structural knowledge.

- Formal discourse structure knowledge.

- Content/world background knowledge.

- Synthesis and evaluation skillg/strategies.

- Metacognitive knowledge and skills monitoring.
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2.2.3 Topic familiarity

Topic familiarity is seen as “one of the critical determinants of performance in
reading tests (Khalifa, 1997 and Aulls, 1986, cited in Urquhart and Weir, 1998:143).
The topic selected should be taken from a suitable genre and should not be biased or
favor any section of the test population (Weir, 1993). The content of atext should be
“sufficiently familiar to candidates so that candidates of a requisite level of ability
have sufficient existing schemata to enable them to deploy appropriate skills and
strategies to understand the text” (Urquhart-and \Weir, 1998:143). At the same time,
texts that are so familiar for-test iakersithat any guestion set can be answered without
referring to the text itself should be avoided (Roller, 1990: 82).

2.2.4 Test Formats

There are diffesent iestformais ih measuring reading assessment such as free
recall, cued recal, short<answer questions, fnulti ple-choice questions and cloze test.
The discussion under this subheading confined to multiple-choice questions since the
format was related to the reading test used 'i'n‘this study. The discussion of cloze test
Was put in a separate section. £y

Multiple-choice questions 1s perhaps the most commonly used format in
reading comprehension-tests.— Fhe test procedure is considered reliable since the
marking process is totally objective; the test marker is not allowed to use his’her own
judgment when marking. The marking process is aso quick and simple. Despite its
reliability, multiple-choice reading tests)haveibeen attacked«in many ways. Among
common criticismsS 'is whether ‘multiple-choice items can truly elicit test takers’
reading.ability... Test takers_ may. get. right. answers by eliminating. wrong answers,
without ‘referring 'ta the reading passage ((Urquhart ‘and Welr, 1998:159), or by
guessing some of the items correctly or by recognizing words or phrases from the
passage without having understood what they read (Wolf, 1993: 481). Besides, scores
on multiple-choice reading tests can be improved by being trained in test-taking
techniques (Alderson, 2000: 211). Thus, the process of reaching the correct answer

on such tests may not reflect the processinvolved in actual reading.



22

Inasmuch as multiple-choice format is used in high stakes assessment like
TOEFL, it isimportant to see what €l ements should be taken into considerations when
constructing a reading test employing multiple-choice questions.

Alderson et a. (1995. 47-51) have made the following suggestions for
constructing multiple-choice items:

(2) the correct answer must be genuinely correct;

(2) each wrong aternative should be attractive to some of the students;

(3) four aternative answers reduceachance of guessing and answer to

25%;

(4) multiple-chaice items should be presented in context to reduce the

possibilities of ambiguity;

(5) the correct-aterpetive should nat stand out from the distracters;

(6) each alternaiive should fit equélly well to the stem; and

(7) items should test what they are iniénded to test: avoid testing

something outside the context where students have to use background
knowledge. £t _

2.2.5 Conclusion

In this part of comprehension-assessment, what 10 test and how to test was
briefly discussed. It was found that skills are useful tools for the development of
reading tests, and that reading taxonomies can be used as one of the guidelines for
what to test. /Texts selected to include in thel test should«be at certain degree of
familiarity to students'so that they Can activate theit background knowledge to assist
their comprehension of .the text. Despite the drawbacks of the format, multiple-choice
questions are'well fecognized and can e useful toal to elicit readers’ .comprehension.

Thus, in this study, the multiple-choice test format was used to measure the
participants’ reading comprehension ability. It was assumed that this type of reading
test would enable to differentiate readers with different reading ability: high, average,

and low.
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2.3 Cloze tests

2.3.1 Cloze Procedure

The cloze testing procedure was originally developed by Taylor in 1953 to
assess text readability. The term ‘cloze’ was coined to link the test to “the Gestalt
psychological concept of ‘closure’, that is, the ability to fill gaps in an incomplete
image (visual, auditory, or cognitive) and supply (from background schemata) omitted
details” (Brown, 2004: 201). The underlying assumption of cloze tests is that
knowing a language involves the ability toUnderstand a distorted message, and to be
able to make correct guessesto certain extent about omitted elements (Spolsky, 1973,
cited in Klein-Braley, 1997:47). In a written language, if aword is taken out from a
sentence, that sentence should still have enough context that a reader can use to
indicate the word to fill the gap: ‘The context enables readers to make guess, using
“linguistic expectanciés /(formal "schemata), background experience (content
schemata), and some strategic competence;’_ (Brown, 2004: 201).

Cloze tests corrdlated highly  with “other measures of overall language
proficiency, as well as with other tests ofreadl ng comprehension (Bachman, 1985).
Many studies on the concurrent vatidity of cloée procedures (e.g. Oller, 1972; Irvine
et a., 1974; Stubbsand Tucker, 1974; Alder'édh, 1979; Mullen, 1979; Brown, 1980;
Hinofotis, 1980) show high correlations between clozetests and standardized tests
and with their sub-tests. Thishas led to the assumption that the cloze test can be used
as a measure of overall proficiency in English as a second language (Saito, 2003) as

well as a measure af reading camprehension, (Alavi, 2005).

2. 3:2:Typesof €lozeFests

Typically, the term’ “‘cloze tests® are referred to-classical cloze tests whose
passages have between 30 and 50 blanks to fill, and the word deletion is at every n™
word. This type of cloze procedure is aso known as a fixed-ratio cloze test. This
procedure is intended to sample regularly various types of words, “some of which are
governed by local grammatical constraints, others of which are governed by long-
range textual constraints” (Chapelle and Abraham, 1990: 122).

Fixed ratio cloze tests have been attacked for they have been regarded as a

measure of localized connections in the text (Alderson, 1979 and 1980). Brown’s
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(1984) study revealed that a cloze test was not always a sound overall measure of
English as second or foreign language. Besides, there have always been some doubts
concerning cloze as a test of reading (Urquhart and Weir, 1998: 157). Another
criticism on fixed-ratio cloze tests was the inconsistencies of research findings when
different deletion ratios were used in the same text (Alderson, 1979, 1980 and 1983).
This may be because “not all the deletions in a given cloze passage measure exactly
the same abilities” (Bachman, 1985: 535).

In Bachman’s (1985). study, he compared both native and non-native English
speaking students’ performances on cloze tesis wiih-fixed-ratio and rational deletions.
The tests were prepared fromethe same text. It was found that the fixed-ratio cloze
test was significantly moreddifficult, The analyses of responses to different types of
deletion suggested that thedifficulty of eloze items was due to the range of syntactic
and discourse context sequired for clesi ng gaps, and that the ability of cloze tests to
measure language proficiency was not confi ned to the lacal or microlinguistic skills.

From the studies above, it is evident that cloze items are at the root of cloze
performance. Chapelle and Abraham (19'9'0)! suggest that cloze procedure can be
improved by selecting explicitly the words to be deleted.

2.3.3 Rationalkdeletron-cloze tests

The rational cloze test or gap filling, in Alderson’s (2000) term, is a selective
approach to the deletion of words from the text. This approach, according to
Alderson (1979; 2000) jand Read: (2000);: alows [for, measuring both lower-level
reading skills (e.g., choiCe of words and their interaction with other words in context)
and higher-level reading skills (e.g., the functions of. sentences and the whole text
structure and pragmetic levels). The underlying assumption of rational deletion cloze
procedure is that different cloze items can be explicitly chosen to measure “different
language traits” (Chapelle and Abraham, 1990: 124).

In his 1982 study, Bachman examined the trait structure of cloze tests using
confirmatory factor analysis. He constructed a cloze passage with rationally selected
deletions of syntactic and cohesive items. The trait structure with three uncorrelated
gpecific traits and one general trait were resulted. The three highest general factor

loadings were on a syntactic, a strategic, and a cohesive composite. The results of the
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study supported the claim that rational deletion cloze tests could be used to measure
higher order skills—cohesion and coherence. Bachman continues with the trait
structure of cloze tests in his 1985 study. Based on the 1982 study, he defined four
levels of textual relationships for restoring the items, based on Halliday and Hasan’s
(1976) framework of cohesion in English. Halliday and Hassan (1976 cited in
Shanahan et a., 1982: 231, and in Bachman, 1985: 538) have suggested in their
framework that sentences must be related or integrated for meaningful. “[S]entences
of text are related to each ather both subsiantively and by cohesion” (Halliday and
Hassan, 1976: 28, cited in-Shanahan et'al., 1982:-:231). This text theory implies the
importance of the combination of information across sentence boundaries.
Information usage acrosssSentence boundaries enhances reader’s comprehension
(Carpenter & Just, 1977 cited in Shanahan et al., 1982: 232).

Bachman (1985) has proposed therfollowi ng classification of cloze items:

(1) Within clause .

(2) Across clause, Within sentence,- -4

(3) Across sentence, and '

(4) Extra-textual.

The first item type, “Within Clause”, is\what Bachman referred to as a syntactic item.
Restoring this type 0f cloze gaps needs infermation at the Clause level. The “Across
clause, Within sentence”, and “Across sentence” item types are the cohesive items.
Restoring the former type of cloze gaps needs information at the interclausal level.
Restoring the lziter type of, clozegaps)needs/the information at the intersententall
cohesive structure.” Thefourth item type was referred by Bachiman as a strategic item
type. Filling.this type of cloze gaps needs ‘‘long-range” patterns.of cohesion and test
takers’ background'knowledge:

Bachman suggested that item types 2 and 3 should outnumber the other two
types in any rational deletion cloze tests if researchers wanted to assess readers’
various abilities. Thisis because these two item types are related to higher-level (e.g.
intersentential) reading abilities.

There have been other suggestions on the rationale for item deletion such as
Bensoussan and Ramraz’s (1984) and Levenston, Nir and Blum-Kulka (1984, cited in
Storey, 1997). Bensoussan and Ramraz (1984: 231) used the modified cloze test in
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their study. They selected items based on three levels of meaning in the text. Their
logic of selective deletion of words are:

(1) the micro-level: focusing on the choice of words and their interaction
with other words in the contexts;

(2) the pragmatic level: which is extra-textual and draws upon the reader’s
genera knowledge of the world; and

(3) the macro-level: dealing with the functions of the sentences and the
structure of the text as awhole.

They also provided the basic eriieria forsel ecling blank spaces as follows (p. 232)

(1) Redundancy: enough redundancy in the text should be given so that a
high-skilled reader can use the clues to restore the gap with an
appropriate’'word: ;

(2) Key words.key wordsin a Iod cal argument should be chosen for
deletion to see whether a student can follow the thought sequence.

(3) Function words: function words and cohesive markers should be
selected for del€etion sincethey afet_he words that can indicate a
students’ knowledge of the whole ,te;’it.

(4) Content words: content words which carry.the weight of an argument
should be Setected-for-detetion:

They found that the ratronal cloze test could be a measure of global comprehension.

In their study of rational deletion cloze as a measure of reading comprehension
to discriminate:good and poor:readers; /L evenston; Nirand Blum-Kulka (1984, cited
in Storey, 1997; 216) found that poor readers used only the Iocal context in restoring
gaps, Whereas good readers were able to.use both local context.and macro-level
information. © Thus, they suggested that only ‘items marking rélationships between
propositions, especialy markers of coreference and connectives between propositions,
should be selected for deletion in order to increase the test’s ability to identify good
readers. They also suggested that cloze can be used as a measure of intersentential
comprehension.

Chapelle and Abraham (1990: 124) note that while researchers continue to
seek theoretical base for cloze item performance, item selected by experienced test

writers may produce more reliable tests, which are more highly correlated with other
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language tests, especially with tests measuring similar traits to those cloze items that
were chosen to measure. Chapelle and Abraham (1990: 125) continued that despite
the inconsistency of rational deletion cloze tests in terms of the characteristics of
responses, this type of cloze “should have the advantage of allowing more consistent
and controllable results to the extent that distinct item types can be understood and
identified”. This remark accorded with Sasaki’s (2000) observation. Sasaki’s (2000:
86) extensive review of empirical research on cloze procedure suggested that with
appropriate research designs, depending on the'particular word deleted, and the use of
coherent texts cloze tests.¢an-measure:“both lower- (clause level) and higher-level
(intersentential) reading abil i ties.

Storey (1997) Used al13-<item multiple-choice rational deletion cloze, which he
referred to as a discourse clozetest; to examine the test-taking process of the first-year
Hong Kong Chinese sStudents. Storey’é cloze text is a summary paragraph in
paraphrase form of the cause-effect original text on which the subjects had answered a
number of comprehension questions. Two' main categories of cloze deletion were
used: discourse markers and cohesive ti e&*The latter category were then subdivided
into three types resulted in the foltawing four c]éitegories: discourse markers (6 items),
anaphoric pronoun or. noun phrase (1 item), lexical substitutes (5 items), and lexical
items (1 item). It was-hypothesized-that subjects™ abiiity t0 recognize the propositional
content of the origina text and to select items which hold the paraphrased ideas
together in a summary represents their ability to use a structure strategy in discourse
processing. It'was found thatithe el eted-drscourse markerssencouraged the subjects
to anayze the rhetoricalstructure of the text in some depth.

Y amashita (2003) turned a modified.text passage from an ESL textbook into a
16-item rational 'cloze test. | The werd del etion was based.on words that require text-
level information for closure, such as cohesive markers and key content words.
Y amashita, however, did not provide the details in constructing the test. The findings
revealed that the rational deletion cloze test could generate text-level processing and
could differentiate between skilled and less skilled subjects. Thus, she concluded that
arational cloze test, or what she referred to as a gap-filling test, can be used as a test

to measure higher order processing ability.
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From the research studies mentioned above, Bachman’s (1985) categories of
cloze items seem to be interesting in that each type of cloze item could be designed to
measure different type of contextual information which could result in a measure of
local and global comprehension.

2.3.3 Scoring Methods

There are two common approaches to the scoring of fixed-ratio and rational
deletion cloze tests. They are the exact-word.and.the acceptable-word methods. The
exact-word method gives.score i0 test-takers only-ii-they can fill the blank with the
exact-word that was originally-deleted. | The aceeptable-word method gives scores to
test takers if they canfill the blank with appropriate word that make good senses in
the context and is grammaiicCally correct. (Oller (1972), based on his study, reported
that the acceptable-answer €loze test scdri ng method is better than the exact-answer
method in the contexts of English as a seébnd language. Brown (1980) compared
four methods for scoring gloze tests: they were the exact-answer, acceptable-answer,
clozentropy, and multiple-choice scoring méthods. The results of the study indicated
that the best overall scoring methed was thé;aéi:eptable answer. Brown also pointed
out that the acceptable-answér scoring method appeared much fairer than the exact-
word method to the Siudents-themselves:—Aiderson, Clapham and Wall (1995: 56)
commented on the exact-word and acceptable-word scoring approaches that it “makes
more sense to accept appropriate answer”, especially when scoring second language
learners’ performances: | Besides; research has eonsistently:*demonstrated that an
acceptable-word . scoring procedure is more reliable than an exact-word scoring
procedure (Koda, 1992: 504).

2.3.4 Conclusion

From the above review of related literature on cloze tests, it can be assumed
that rational deletion cloze tests can be used as a measure of reading comprehension
as Stanovich (1982: 551) has posited that cloze was sensitive to the integration of
textual information across sentences, and as Carroll’s (1972, cited in Shanahan et al.,
1982: 233) study showed that cloze was able to extract test takers’ integration of

information across sentence boundaries.
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Bachman’s (1982, 1985) suggested classification of cloze items seems to yield
justified criteria for constructing a cloze test that is aimed to be a measure of
intersentential comprehension, And, according to Levenston, Nir and Blum-Kulka
(1984) and Y amashita (2003) cloze can differentiate good from poor readers, and is a
reliable and valid measure of reading comprehension.

Constructed responses has been shown to be a reliable test format as judged
from the findings from the studies of Bensoussan and Ramraz (1984), Chapelle and
Abraham (1990), and Abraham and Chapelie (1992). The acceptable scoring method
is found to be suitable in.the-context of assessing-seeond language learners’ reading
ability.

From the above review of related literature on cloze tests, this study was
designed to employ~the rational-deletion cloze test as a measure of reading
comprehension. Bachman’s/(1.985) classification of cloze item types was adopted as
the rational for item delgtion. It was asuméd that the cloze tests constructed in this
manner would reveal the comprehension ability of the participants, and would be used
as the tests that could measure both clausal anq text level comprehension.

2.4 Reading compr ehension ability and cloze testing

There are a number of studies investigating the relationships between reading
comprehension ability and cloze test performance. However, only two studies,
mentioned below, clearly.specify what have been tested in the reading comprehension
test.

Bormuth | (1969) analyzed the principle components of the correlations
between,cloze tests-andyreading comprehension testsy; Fhe cloze testswere used as the
measure of reading comprehension abifity.” Each test wasmade by deteting every fifth
word. Nine cloze passages of approximately 250 words each were aso made into
multiple choice reading comprehension tests. The multiple-choice tests measured
students’ comprehension of vocabulary, of explicitly stated facts, of sequences of
events, of stated causal relationships, of the main ideas of the passages, of inferences,
and of the author’s purpose. The cloze tests and the reading comprehension test were
administered to the fourth-, fifth-, and sixth- grade native speakers of English

students. The correlations among those two forms of tests were high. Bormuth
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concluded that cloze tests made by deleting every fifth word measure skills “closely
related or identical to those measured by conventional multiple-choice reading
comprehension tests” (p. 365).

Another study in L1 setting was conducted by Cohen (1975). Cohen
investigated the effect of content area material on cloze test performance. The
passages chosen for testing were drawn from three content areas—science, literature,
and social sciences. A multiple-choice reading test and a fixed-ratio cloze test were
constructed for each of the passages. The multiple-choice test measured the reading
skills of choosing the-main-idea, remembering-facts, understanding vocabulary,
noting sequence, seeing causal relationships, making inferences, and perceiving
author’s purpose. SiXty-three” seventh-grade native speaker of English students
participated in the study. Students with goeod reading ability found that, in the cloze
testing situation, the social studies materiél the easiest, and the literature materia the
most difficult. Besidesy many; students fel-f thet cloze test was a stimulating task,
which activated high motiyati on-and interest. ‘On the contrary, the taking of multiple-
choice tests was treated in a routineand sha{i‘ow manner by these students.

Accordingly, this study adepted the él,erﬁents of reading comprehension ability
suggested in the studies above to incorporate into.the reading test that would be
constructed by the researcher.—And for the raiional del€tion cloze test, the construct
response method would be used so as to make them the stimulating tasks in which the
participants would be highly motivated in attempting a filling the cloze gaps. This
method of test-responge| “may: pramote positive washhack; since it could encourage

learners to use their pragmatic expectancy grammar creatively™ (Bailey, 1998).

2.5 Texttypes

2.5.1 Definitions of “text type”

The term “text type” generally refers to structure or pattern of text
organization that is presented in the text and can be recognized directly (Brantmeier,
2005: 38). The term, according to Brantmeier, is also related to how paragraphsin a
given text relate to each other and how the connections among ideas in the text are
signaled.
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2.5.1.1 Narrative and Expository Texts

There are two major text types. narrative and expository texts (Carnine et al.,
2004: 336). These two text types are generally found in English language textbooks
written for general purposes. These text types have been found to have differentia
effects on readers, with narrative appear to be easier to understand and monitor than
expository text (Alderson, 2000: 64; Lipsoryand Wixson, 2003: 181; Zabrucky and
Ratner, 1992, cited in Carnine et al, 2004:.336) this is because “narrative discourse
appeals to readers’ shared-knowiedge of the world” (Koda, 2005: 155). Empirical
studies showed that school _children had little difficulty following event sequences
narrated in stories and folkiales (Siein & Glenn, 1979, cited in Koda, 2005) and that
adult readers’ recall eapability of narrative text was greater than that of expository
text (Graesser, 1981, citéd il Koda, 2005:155).

There are somefmajor  differences between narrative and expository texts.
According to Alderson (2000:-64), the fext structure and organization between
narrative and expository texts are different. 'Narrative text is often characterized by
specific elements of informatioR-such as prot])’iern, conflict and resolution whereas
expository text is usually described in terms of organizational structures such as
cause/effect, compar&/eentrast;ordescriptive (Lipson-and Wixson, 2003: 181).
Narrative text type, according to Carnine 2004: 325, is the most familiar text
structure. It tells a story about human events and actions. Common features of
narrative include charagters, setting aritime:placement; complications and major goals
of main characters, plots and resolutions of complications, emotional patterns and
points, morals, and.themes (Lipson and Wixson (2003:,181).

Different’ typestof text aretexpected to have ditferent rhetorical structures.
While narrative text tends to have afairly consistent and predictable structure, thereis
alarge variety of discourse structures of expository text (Horiba, 2000: 228). The top-
level expository text structures are description, compare and contrast, cause and
effect, and problem and solution (Meyer and Freedle, 1984). Despite lack of
conclusive results, research seems to suggest that learners at different levels seem to
be more sensitive to compare/contrast text structure (Meyer and Freedle, 1984; Ghaith

and Harkouss, 2003). Moreover, compare/contrast text structure is a common pattern
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of academic discourse and presents a distinct rhetorical organization (Carson et al.
1990). .

Text difficulty in expository text type may emerge from different factors.
Text organization is one of them. Physically, text must be well presented to enable
readers to identify the relevant information in text including main ideas and relations
between ideas which are central to comprehension (Dickson, Simmons, and
Kameenui, n.d.: 8). The components of well-presented physical text are “the visual
cues that highlight or emphasize main ideas” and relations between ideas”. The
examples of the visual -cues-are location of main-idea sentences, author’s direct
statements of importance, signal words, headings and subheadings, and spacing that
divide sentences into “Chunks”0r meaningful thought units (Dickson, Simmons, and
Kameenui, n.d.: 8). Researeh evidence suggests that knowledge of text organization
or of the visual cues/s necessary, parﬁcularly of those discourse signaling cues
(Tyler, 1994: 244). Texis that have nume‘roﬁs signaling systems can help a reader to
interpret the information ‘being presented' (Grabe and Stoller, 2002: 82). Those
signalling cues are “pronominal systems, 'o‘fhe_r antecedent referencing, given before
new information, thematic signaing, transiftio?’i words and structures, and syntactic
mechanisms for foregrounding and backgrounding”. (Grabe and Stoller, 2002: 82).
These cues function as“directional-guides™ to signal-how readers should interpret the
incoming information:” The differences in physical patterns of text organization or
discourse structures are generally recognized by good readers (Grabe, 2004: 52).

Background knowledgerisiessential iny making inferences and constructing
mental representation of text during comprehension (Grabe, 2004: 50). It is also
important for “disambiguating.lexical meanings and syntactic.ambiguities”, according
to Grabe. Background knowledge, according to McCormick (1992, cited in Urquhart
and Weir, 1998: 84), is more important in the understanding of expository texts than
in the narrative texts. However, Grabe (2004: 50) makes some cautions on selecting
texts concerning the issue of background knowledge that athough background
knowledge appears to provide strong support for comprehension in many contexts, the
texts selected should be taken from genera knowledge to avoid bias against certain

groups of students.
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Deciding what are appropriate text types for the test population is a crucial
step in test development (Grabe & Stoller, 2002). Urquhart and Weir (1998: 141)
suggest that the careful examination of the teaching materials can inform the test
writers of the text types to be included in a given test. Urquhart and Weir continue
that the texts used in the test needs not always be authentic texts but they should be
selected based on the features that are closely related to “the target situation texts for
the population as is possible” (Urquhart and \Weir, 1998: 141).

The skills and strategies that the test.isdesigned to measure will also influence
the selection of text type..Urguhart andWeir have eited the work of Carrell (1984) to
suggest that problem/solution,causative or comparison texts from textbooks would be
good for testing reading since problem and solution, causative and comparison texts
may have clearest, tightly©Orgenized structures. Carrell (1984) has investigated the
effects of different texiiorgani zation ef ekposi tory prose on intermediate ESL readers
of different native languages. His r@éérch findings revealed that causation,
problem/solution, and comparison- texts pfesent tightly organized structure. In his
study, these texts tended to be more hel prl’} i-n_ the recall of specific ideas from a text
than the more loosely organized-text type, d@%ription. However, Carrell found that
most of the ESL students in the study failed to successfully identify the rhetorical
organization of the text they read.—Fhis may be because they, according to Carrell,
may not possess “the @ppropriate formal schema®, particularly if they come from a
non-European background. Carrell concluded that devoting reading instruction to the
identification of! different «discourse] structures)may| be, effective in facilitating ESL
reading comprehension, retention and recall. Grabe (2004) adso calls for explicit
teaching of expository text.structures.

There appears to bellittlewark done'on the possible differential effects of text
types on readers (Urquhart and Weir, 1998: 84). Kobayashi (1995 cited in Urquhart,
1998, 84) encourages the study that would have a combination of different text types
on reading tasks. According to Kobayashi, this seems to be a rewarding area of
research since narrative texts seem to invoke a different set of responses from
expository texts.



2.5.2 Text Typesand Clozetesting

A clozetest that consists of different text types should be an interesting area of
investigation as Oller (1988, cited in Fotos, 1991:319) has pointed out that cloze
procedure, in general, is more sensitive to language constraints when the text is
organized sequentially as a narrative, and | ess sensitivity when the text is composed of
factual sentences “not organized by temporarity.”

There were vast amount of research on cloze tests on different variables—
deletion ratio, scoring systems, passage diificulty, method of student response.
However, text type was thevariable that did not-receive much attention in cloze test
research. This may result from the standard practice of cloze testing which employed
only one passage of certaindlengtih. This traditional practice has been much attacked
since the text itself cannot. e a represeniative sample of the language (Klein-Braley,
1997: 59). '

Research on reading assessment hasﬂstudied the relationships of text types to
reading comprehension (Brantmeier, 2005),'but only few studies to date concentrate
on the effects of text types an a cloze task. 'Wg’s (1994) work seems to be among the
few that compared students’ perfermances on ﬁ'érrative and expository fixed-deletion
cloze tests. Three-hundred “and sixteen Taiwanese..post secondary students
participated in his study-in-which-each-of them had to complete four fixed-deletion
cloze tasks: two narrative and two cloze texts. it was found that the students
performed better on the narrative cloze. Wu concluded that the text type may have
effects on the:students’ cloze test| perfoermance) that, «narrative texts were more
sengitive to thesintersententail comprehension, and that the narrative text was more

suitable.to.measure.students’ averall reading, comprehension.

2.5.3 Conclusion

Narrative and expository are two main text types. Research has found that
different text types have different effects on learners. Narrative discourse can attract
readers’ shared knowledge of the world, it thus tends to be easier to understand and
monitor than expository text.

Narrative text tends to have a consistent and predictable structure, while

expository text has a variety of discourse structures, namely description, compare and
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contrast, cause and effect, and problem and solution. Among these text structures,
learners at different levels seem to be more sensitive to compare/contrast since there
are often the physical cues used in this pattern of organization

Generadly, one passage is used in cloze testing. This practice has been under
criticisms since the text cannot be a representative sample of the language. Wu’s
(1994) work is among few studies that corporate narrative and expository texts in
cloze testing. Narrative text was found to be more sensitive to the text level
comprehension.

From the above review of related literaiure-concerning text types, this study
was designed to employ the two different text types—narrative and expository texts—
in the cloze testing. It was@ssumed that these two types of text would yield different

results on the participants’ satignal -deletion cloze test performances.

2.6 Reading Strategies

2.6.1 General Reading Strategies .

In most definitions,” “strategies™ refer, to actions selected deliberately to
achieve particular goals (Carrell et al, 1998: §8), and “reading strategies” refer to
cognitive steps that readers apply and employ {0 assist.them in acquiring, storing, and
retrieving new information and in constructing the meaning of the text (Anderson,
1991; Garner, 1987).

According to Block (1986), when exploring the reading process, attention
should be paid:to “‘comprehension strategies.” ' These strategies refer to how readers
conceive a taskjwhat textual cues they attend to, how they make sense of what they
read, and what-they-doywhen-they, domoet-understand, (Block;~1986: 465). Strategies,
therefore, reveal ‘a‘reader’s resources for understanding (Langer,”1982 cited in Block,
1986: 465).

Studies suggested that good readers adjust their strategies to the type of text
they are reading (Strang & Rogers, 1965 cited in Block, 1986: 465-466).
Furthermore, Beach and Appleman (1984) pointed out that readers, usualy good
readers, used their knowledge of text structure to recall the most relevant information
from a text, and that readers also use their knowledge of text structure to predict

subsequent developmentsin atext. Once readers have found that the text is structured
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in a certain manner, they can predict the text’s logical development. Taylor (1992,
cited in Wirotanan, 2002: 37) examined reading strategies use when reading
expository and narrative texts. According to Tayor, reading strategies used in reading
expository text include inferring, searching for logical structure, looking for the main
point, and looking for author intention. These reading strategies used when reading
narrative include entering the world of the text, searching, reviewing the story,
connecting acts, beliefs, goas, and traits in the story, inferring theme and intention,
and assessing the quality of characterizetionand stery devel opment.

Most studies on general reading strategies are based on expository text. These
reading strategies are Classified into four groups (Anderson, 1991; Beach &
Appleman 1984; O’ Mallgy & Chamot, 1990; Oxford, 1990). They are cognitive
strategies, compensation straieg es, metacognitive strategies, and memory strategies.
The following examples of different grbups of reading strategies are taken from
Oxford (1990). Among cognitive strategi-es are making an inference and draw
conclusion, looking for man ides, skimrhin'g and scanning, referring to previous
passages, and applying grammar ‘rules to "ur)derstand the language. Examples of
compensation strategies are using punctuatibn,j"Usi ng context, and skipping unknown
words. Using prior.knowledge is put-under the group of metacognitive strategies.
And, looking for key-werds or phrases-and using the sttucture of a sentence are the

examples of memory strategies

2.6.2 Reading strategiesimthe cloze procedure

Cloze procedure is a cognitive task (Ryn, 1982, cited in Lu, 2006: 15) in
which readers have to go.beyond normal. reading. (Ryn, 1982: 7, Cited in Raymond,
1988: 91) to'buildtext representation.~Readers not only.read the text but must also
produce a word to fit a given context. To do so, readers are required to search for “a
distribution of elements” for the missing element and this search for the missing
words is “neither logical nor exhaustive because of imposed time constraints (Weaver,
1965: 127, cited in Raymond, 1988: 91). In addition, readers must infer and supply
the missing words from surrounding words and context (Paris & Jacob, 1984: 2087).
The use of information at intersentential level, across sentence boundaries, is an

important aspect of reading comprehension (Raymond, 1988: 91) since it helps
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readers to recognize the interrelationships of language and to develop an awareness of
sequence, both of which could help prediction. Bortnick and Kopardo (1973, cited in
Raymond, 1988: 91) stated that cloze task forced readers to reconstruct on the basis of
awider range of context cues because they have to read beyond the unknown words
for additional cues. According to Bortnick and Kopardo, this reconstruction was at a
more conscious level than in normal reading which could help create awareness of
syntax and meaning. Cloze also helped readers to predict meaning from context;
guessing meaning from context was an 1mportant.reading strategy (Raymond, 1988:
92).

2.6.3 Reading strategies in cloze testing

In anormal readingSituation, a reader only concentrates on reading strategies
that enable him or her o interpret the teXt, whereas in the testing situation, not only
does a test taker have tobe goncerned with the interpreting of the text, but h/she also
needs to develop different stréetegies to inferp‘ret the test as well as to complete the
task....[t]he strategies applied in“the testihg"situation vary with test tasks (Francis,
1999: 6). =

There are few, studies investigating reading strategies in cloze testing, among
those are the work’ of -Kietzien (1991)and Lu (2006). Kletzien (1991) studied the
strategy used by good and poor comprehenders on reading expository texts of
different difficulty levels. The modified cloze task, with 12 context-dependent
content wordsrdeletion; was administered«to the participantsswho were 48 tenth-and
eleventh-grade native speakers of "English. "The retrospective self-report data on
reading., strategies..used _by. the participants ‘were.. coded using .the following
classification: scheme:* “rereading. preceding text”, “reading ' subsequent text”,
“recognizing structure”, *“using prior knowledge”, “using main idea”, “making
inferences, and focusing on vocabulary”. It was found that good comprehenders used
significantly more types of strategies than did the poor comprehenders. “Rereading
preceding paragraphs”, “using prior knowledge”, “making inferences”, and “focusing
on vocabulary” were reported the most popular strategies used by good

comprehenders.
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Lu (2006) explores the reading strategies used in attempting solving a cloze
task by twenty Chinese university students at the University of the Western Cape,
both undergraduate and post graduate. A 209-word multiple-choice cloze, adapted
from the Chinese College English Test Band 4, and with a twenty-word deletion, was
administered to the subjects. After the completion of the cloze task, a questionnaire
comprising of reading strategies checklist were administered to the subjects in order
for them to recall what they have been doing,during the cloze test taking process. Lu
(2006: 46-47) used a checkiist questionnaite.io explore the use of reading strategies.
The questionnaire used -in-ku’s study-was adapted from Kilfoli & Van der Walt
(1997) and Gunning (1998). Examples of Lu’s checklist were as follows.

- Did you work on the blanks directly before reading the whol e text?

- Did you readfast for the gist of the text by skipping the blanks before

focusing on them? '

- Did you compage the content of the‘t-ext with what you already knew?

- Did you work outthemain idea of the passage?

- Did you skip the unknownWwords whi !e you were reading the text?

- Did you use context to tiy-to figure'outj"an unfamiliar word?

- Did you try.to use semantic or phonic analysis to figure out an unfamiliar

word?
(Lu, 2006: 46-47)
The most popular reading strategies use among the subjects were “stop and reread the
confusing sections?, |“find-outsthecmainiidea of ithe | passage”;:“skip unknown words

when reading the text”,"and “use context to figure out an unfamiliar word.”

2.6.4 Conclusion

The review of related literature concerning reading strategies and the cloze
testing resulted in the definition of “reading strategies” used in this study. Reading
strategies in this study refered to cognitive activities that occured during the
participants working on the cloze tests, and which coud be reflected in their
responding to the questionnaire. Investigating of the strategy use in this study did not
include all the reading strategies as used in normal reading.
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From the review of related literature concerning reading strategies and the
clozetesting, it led to the following reading strategies to be explored in this study:

reading the whole cloze passage before working on the blanks,

skipping unknown words while reading the cloze passage,

using sentence structures,

using rhetorical pattern of organization,

focusing on vocabulary,

using context to restore the cloze blanks;

looking for key wordsand phrases,

using punctuation,

making inferences,

using main idea, and

using prior or worldknewledge.

2.7 Verbal reports

Recent thinking in" language testingy, recognizes the importance of the
investigation of construct validity which IS the information about how test takers
process test tasks andywhich is used to rel ated to information on test content and test
performance (Anderson et al, 1991: 42). Exploring the reading and test taking
process thus enables researchers to identify the construct of reading comprehension
(Hughes, 1982, cited in Anderson et al, 1991: ,42).

There has been increasing- calls for gualitative evidence from test takers.
Many researchers (Sasaki, 2000; Storey, 1997; Y amashita, 2003) tended to agree that
cloze test fitems, didh not necessarily test‘what) the constructor «Claimed or what the
expert-judge thought. Individuals could show comprehension in various unexpected
ways (Storey, 1997). Bachman (1995: 269) pointed out that while the quantitative
anayses of test performance and of relationships between test performance
“constitute powerful methods for investigating specific hypotheses in the process of
construct validation”, these approaches are limited to the examination of the products

of the test taking process—the test scores. Bachman encouraged the investigation
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into the processes of test taking by referring to Messick’s (1989, cited in Bachman,
1995: 269) statement as follows:

different individuals performed the same task in different ways and that
even the same individua might perform in a different manner across
items.... That is, individuals differ consistently in their strategies and
styles of task performance.

The cloze test, according to Bachman.(1995: 68), seemed to have a great
potential in the investigation-of how individualprocess information in a reading
passage. Through careful-obseivation and analysis.of subjects’ response patterns,
such as the order in which they.completed the blanks and the changes they made in
their answers as they werked through the text, we may gain some insights which may
help us to improve our assessment instrur:ﬁént and to improve the ability that learners
have in responding to theinstrument (Cohen, 1998a: 215).

2.7.1Verbal report analysis +22ly

Since there are different terms used Wh_en discussing qualitative evidence, the
term mostly used when referred to verbal reports is “verbal protocol.”  Verbal
protocol used in thisstudy was discussed under the concept defined by Green (1998).
Verba protocol, as defined by Green (1998:1), is ““the data gathered from an
individual under,special cofiditions, where the person is asked to either ‘talk aloud’ or
to ‘think aloud’.” Merbal protocol. analysis is “al qualitativecmethodology which is
based on the assertion that an individual’s verbalizations may. be seen to be an
accurate record of infermation that is (or has been) attended to as a particular task is
(or has been) carried out” (Green, 1998: 15). According to Green, verbal protocol is
not “a direct source of data on individuals’ cognitive processes and attended
information” since individuals cannot directly report their own cognitive processes. It
is the researcher who has to draw inference on cognitive processes from the subjects’
verbal reports.

Green (1998) has stated that there are two forms of verba protocols, or verbal
reports: talk-aloud and think-aloud. Both forms can be generated either concurrently



41

or retrospectively. Concurrent verbal reports are produced at the same time as the
individual isworking on the task while retrospective verbal reports are produced after
the individual has finished working on the task. Verbalizations can be either non-
intrusive or intrusive. In the former situation, the individual is asked to think aoud
and is prompted only when he or she pauses for a long period of time. In the latter,
the individual is asked questions about the task and this can be done while the task is
being carried out or afterwards.

Verbal reports can include different iypes of data. According to Cohen (1987,
1996, and 1998a), there are three different typesoi-verba report data. They are self-
report, self-observation, and.seli<revelation. The verba reports that include self-
report data reflect learners’«descriptions of what they do about their general learning
behaviour. The self-observéti on déta is the data gained, by the use of prompts, from
specific language behaviour, (either intrbspectively or retrospectively. The sdlf-
revelation data or the concurrent think-aloljd verbal protocols are the data gained
while the subjects is working ona-given task: This type of data is “unanalyzed and
unedited.” =

Afflerbach (2002: 97) made some rémé‘fks on the quality of verbal reports in
that it depended on subjects” ability to verbalize what. they were thinking, and that the
verbalization coud be-tnfiuenced-by- the relationship between the subject and the
researcher, gender differences between the subject and the researcher, or cultura
differences in reporting and using language. He continued that researchers must
account for how individualtanguage differencesimightiinfluence the diciting, giving,
and subsequent @nalysis of verbal reports.

Apart.from.these influences, providing verbal.reports while working on the
given task can be a problem for subjects. 'Feldmann and Stemmer (1987) pointed out
how verbal reports could cause subjects some difficulty in carrying out the C-test,
which is one form of cloze tasks. In general, “two simultaneously competing
activities” occur when reading, that is, the subject tries both to understand the
unfamiliar words or sentences and to grasp the meaning of the whole text (Feldmann
and Stemmer, 1987: 254). The subject, according to Feldmann and Stemmer, can
manage these activities as long as there is no comprehension problem. However, if a

problem arises, the amount of attention may be paid to one activity over the other.
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Feldmann and Stemmer posited that when atest taker focused on the completion of a
particular test item, he or she may not pay attention to the context. Therefore, having
to think aoud while working on the test can add another burden to the test taker.

In Alavi’s (2005) case study examining an underlying construct of a cloze test,
he employed the concurrent think aloud technique to collect data. He found the
inadequacies of this technique since al the four native English participants in his
study did not say much about the inter- and intra-sentential relationships in the cloze
text while they were doing the tests. ~Aceording to Alavi, this might lead to
misinterpretation of the preiocols in that the subjecis completed the gaps without
relating the units of text to_each other. ~Accordingly, he employed a retrospective
interview in which each subjeet wes asked to taelk about their choices for the cloze
gaps. It was found that the subjects used different sourees of information in various
units of the text for their uaderstanding éf the text and their completion of the cloze
blanks.

Cohen (1996: 15) agreed that insights from retrospective verba reports, or
self-observation, offer a righ source of iﬁfo_rmation that is not available through
concurrent think-aloud protocols; but he poifntél’d out that researchers may risk threats
to the reliability of the verbal report tasks in'order to.obtain the data.

2.7.2 Retrospective verbal reports
To obtain the reliability of retrospective, Ericsson and Simon’s (1984, cited in
Poulisse et al.,/2987:1247) suggested thefollowing:

(1) The data should be collected immediately after task performance, when
memory.is still.fresh.

(2) The subjects should be provided with contextual' information to
activate their memories.

(3) All theinformation asked for must be directly retrievable, that is, it
must be attended during task performance, so that the subjects are not
induced to generate responses based on interferencing and

generalizations.



(4) Theinformation asked should be related to specific problems.

(5) No leading questions should be asked to minimize the effects of
“researcher bias”.

(6) The subjects should not be informed that they will be asked for
retrospective comments until after task performance, so as not to affect

their performance on the task.

Haastrup (1987: 204).made some cautions.eoncerning elicitation techniques to
obtain retrospective data...\While agreaing thai-interviewing with subjects ensured a
fair amount of desirable iaformation, Haastrup pointed out that interviewer’s
guestions usually reflected.ihe eaiegories that they had established and “there is a risk
of pressing the (subjeets) into the mould of a previously established framework.” He,
then, suggested an approach where a reﬁéarcher could control the subject’s input and
where the subject was not | ft passive and néecure of what to verbalize. Accordingto
Haastrup, for each test item, the researcher could start by saying: “What came into
your mind first when you saw this blank?"fl "After this, the subject would be left to
provide the information. If therewas a Ioné pause the subject should be encouraged
to provide contribution by saying: “You made a leng pause at this point. Do you
remember what you Were-thinking of?”

Jonz (1990: 72) has made some cautions upon the possibility of subjective
analysis of the above categories. According to Jonz, it was possible that different
researchers may vary in thefr anal ysesiof) types of textinfarmation; this may be due to
human “various,; mental routes to~comprehension.” Thus, he called for careful
investigation. upon this.type of analysis. Jonz,.however, also.pointed out the positive
side on the'possible ‘discrepancies @mong researchers’ opinions in'that “the responses
to cloze test (probably) reflected a principled variation in the application of

communicative rules”.

2.7.3Verbal reportsand clozetesting
Since Bachman (1985) and Jonz (1990) proposed the system to estimate the
guantity of text required to complete any cloze blank, there have been only a few

studies that adopted the system to investigate the cloze test performance. Mauranen



(1988, cited in Storey, 1997: 216) analyzed cloze items using the system similar to
those used by Bachman (1985) and Jonz (1990) and found that the amount of context
required to complete a blank was an important factor in the difficulty of theitem. The
items that required the information above sentence level were significantly more
difficult than those that required the information at the clause or sentence levels.

Levenston, Nir and Blum-Kulka (1984, cited in Sotrey, 1997: 216) made an
investigation into the rational cloze test-taking strategies and found that poor readers
used only the local context in completing the*cloze blanks while good readers were
able to use both the local -context and macro-ievel-iniermation.

Mangubhai (1990, cited in Cohen, 1996: 141) had eleven EFL Fijian sixth
graders at three proficiency levels provided verbal reports as they took three cloze
passages representing ditfereni text types and found that less skillful cloze takers did
not check the appropriateness of the wordr in the passage, while the more skillful cloze
takers looked at both thedocal context and thé macro-level information. Mangubhai’s
findings were consistent with those of Kesar (1990, cited in Cohen, 1996: 142).
Kesar had EFL fifth graders at three levels of reading (high, intermediate, and low)
provided think aloud protocols wihite taking tﬁ'é rational deletion cloze test. It was
found that better high-ability readers tended to use macro-level schemata and
strategies in compl etifig the cloze:

In using the think-aloud verbal reports to examine the multiple-choice rational
deletion cloze test-taking process, Story (1997) observed that an easy item in which
the subjects were ableto seleat thercorrect-opti on instantly was not verbalized, hence
inaccessible to introspection. This's because, according to Storey, the subjects used
the automatic answering strategy..and.thus not.accessible to introspection. Protocols
produced forisuch'autométic strategy do not prabethe cognitive processes underlying
the subject’s behavior. However, the problem in Storey’s study is that the subjects
who were ESL Hong Kong Chinese had to think aloud in English.

Only Sasaki (2000) and Yamashita (2003) have been found to employ
Bachman’s (1985) system to examine cloze test taking processes by examining the
test takers’ verbal reports. In the study investigating how schemata activated by
culturally familiar words influenced students’ cloze test-taking processes, Sasaki

(2000) had her sixty Japanese EFL students give immediate retrospective verbal
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reports of their test-taking processes to investigate their item performance and the
amount of text information they used to complete the item. Sasaki had each subject
provide verba report immediately in either Japanese or English after he/she solved
each item in the 56-item cloze test. After having completed the test, the subjects were
also asked to tell the researcher everything they could remember from the cloze text.
Sasaki coded the test-taking protocols, by basing on Bachman’s (1985) four
categories of cloze item types as a basi¢ framework: Within clause; Across clause,
Within sentence; Across sentences, Withintext; and Extratexual. However, she has
made some modification ieitasioll ows:
(1) Within clause: Thesubject uses information provided only by the
clause in which.an item appears.
(2) Across clause, Within'sentence: The subject uses information provided
(3) by alarger gontext than the ¢l éuse In which an item appears, but within the
sentence. ¢
(4) Across sentences, Within Paragfaph: The subject uses information
provided by a broader context than ;he sentence, but within the
paragraph. |
(5) Across paragraphs, Within text: the subject uses.information provided

dd

by the context-oi-the-entiretext:
(6) Extratextual: the subject uses information that is not provided by the
text, but is assumed to include the subject’s world knowledge.
(7) Guessing: The subject guesses at.theanswer:
(8) Missing: The subject cannot say anything about his’her test-taking
processes or. does not answer the item.
(Sasaki;-2000:95)
Categories 6 and 7 were added for the use in collecting verba protocol data. The
findings revealed that the subjects sometime used information beyond the sentence
level which confirmed the clam that cloze tests coud measure higher-order
processing skills. The results also suggest that the subjects’ overall comprehension
processes are similar to conventional L1/L2 reading processes.
Y amashita (2003) has modified Sasaki’s coding scheme to examine the skilled

and less skilled subjects’ performance of the 16-item rational deletion cloze in which
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each subject provided think-aloud verbal protocol in Japanese while taking the test.
The categories that were referred to text-level information (across sentence, and
within text) were subcategorized into two types: Adjacent context and Wider context.
The former subtype refers to the information provided by a sentence that immediately
precedes or follows the sentence in which an item appears. The latter refers to the
information provided by a context which is more than the preceding and following
sentences. There were two interesting things in Yamashita’s study. The first thing
was that she gave importance to multiple sourges of information. According to
Yamashita, there were cases where ‘the subjecis-used two or three sources of
information to answer an item Fhese cases were considered separately. Y amashita
explained that such cases “reflect.the interactive nature of reading processes in which
various information sources interact- with each other to help readers construct a
meaning representation” (p+280). The sebond thing was that both the skilled and less
skilled subjects tended /to use texi<level iﬂnformation more frequently than other
information sources. And that the skilled éubj‘ects were able to give different weight
to different types of information based on their understanding of the text. The clause-

level information was only used as a source of confirming their answers.

2.7.4 Conclusien

The verba report is an appropriate technique to gather qualitative data on
cognitive processes in general, and specificaly in test-taking process. The data
gained from this method can beused toiexamine the:construct validity of a test, and
specifically of a cloze test as a test of reading comprehension. The data can also be
used to.examine the test takers’ reading processes, from which.cognitive processes
can be inferred.! In‘order to ©btain precise information-from verbal'protocols, it is
suggested that subjects are allowed to use their native language. Coding scheme is
essential to make protocol datareliable and valid.

Accordingly, this study employed the participants’ verbal reports as a tool to
understand their test taking process and their use of reading strategy while working on
the rational deletion cloze test. This study employed the retrospective interviews to

gather data with the assumption that the questions in the interviews would prompt the
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participants to provide information about of what they have been thinking while
working on the rational deletion cloze tests.

The coding criteria of Sasaki was adopted but the item “missing” was
excluded, following the results of the pretest conducted by the researcher in 2008
(more details in Chapter 3), and Bachman’s classification of cloze items would be

maintained since his suggestions on cloze item types was adopted in this study.

2.8 The present study

This chapter presents the review of related literature in the areas of (1) the
nature of Reading, (2) compiehension assessment, (3) cloze tests, (4) reading
comprehension ability and«€loze testing, (5) text types, (6) reading strategies, and (7)
verbal reports. The information gethered from all sources mentioned in the chapter
helped shape the design of the study that would investigate the effects of reading
ability levels and text types on rétional cl Oze test performance.

The studies on effects of reading ability |evels on cloze test performances were
rare because cloze tests, themselves, have b%n conventionally regarded as measures
of reading comprehension of natlve Speakers oijninsh, as have been reviewed in the
previous sections. However, in the context of the present study in which the
participants were EFL learners who regarded the cloze test as an unfamiliar test
format, it was interesting to see whether the English reading ability levels had certain
effects on the participants’ cloze test performance.

To construct a reading test to measure reading ability,this study followed the
line of Bormuth (1969) and Cohen (1975) to capture the students’ ability in
understanding ~vocabulary;, prenoun reference, directlysstated factual information,
making (nferences, locating main'idea, and understanding-the author’s purpose. Most
of these elements are regarded as the essentiad element in successful reading
comprehension.

To avoid criticisms on the traditional cloze test that has made use of one single
text, this study included two texts in the test. The two cloze texts were different in
that each of them was in different text types. One was constructed on the narrative
text, the other on the expository text with the compare/ contrast rhetorical pattern of

organization. These two text types were chosen because research has shown that



different text types tend to have different effects on learners. Bachman’s (1985)
classification of item types was adopted as arational for items deletion because he has
clearly defined each item type and the results from his studies tended to confirm the
differences among each item type.

The reading strategies used by the participants on their filling the cloze gaps

would be explored. The list of reading strategies used in this study was adapted from
the work of Kletzien (1991) and Lu (2006) whose studies are among the few that have
investigated the use of reading strategies in‘Cloze.iesting. Since the rationa deletion
used in this study was deemed as a measure-oi-reading comprehension, it was
noteworthy to explore the use-of.reading strategies in the rational deletion cloze test
performance. ‘
The verbal reportswould be gathered via the retrospective interviews. This
type of interview wasdused in this study because research has shown that it is an
instrument that can diregtly elicit Iearners"f_ éognitive processes (Alavi, 2005; Cohen,
1996). The data would he use to triangul ate the information gained from the cloze
scores and from the responses to-the readirfg strategy use guestionnaire. It is hoped
that in this light the verba reports would prévi'ae not only the data on strategies used
by the participants, but would o validate the construct validity of the cloze tests.



CHAPTER Il

RESEARCH METHODOLOGY

The purpose of this study was to investigate the effects of reading ability
levels and two different text types on rational deletion cloze test performance and
explore the use of reading strategies during cloze test performance so as to understand
the study participants’ cloze testing behavior™ The information on cloze test
performance and the use of reading strategies was verified by the data from
retrospective interviews.

This chapter presents (1) research design, (2) the description of the population
and sample, (3) the develepment and validation of the research instruments, (4) the

data collection procedures,and (5) the data analysis.

3. 1 Research design

This study was aimed at examining ti-he"'rhain and interaction effects of the two
categorical independent variables (factorS),-"ne. reading. ability levels with three
levels—high, average;—and—tow,—and—texi—types—with= two levels—narrative and
expository, on the interval dependent variable, I.e. scores on rational cloze test.

This study employed a 2x3 within-subjects design. In this study, reading
ability was the within=subject: variable/in=whicheach, subject was assessed in two
conditions. The,conditions were the narrative cloze and the expository cloze. The

within-subject model for this study can be represented in Figure 1-below

Between-subjects variable

Within-subjects variable Text types (Factor B)
Reading ability levels Narrative Expository
(Factor A) (B1) (B2)
High (A1) AlB1 Al B2
Average (A2) A2Bl1 A2 B2
Low (A3) A3 Bl A3 B2

Figure 1: Research design of the study
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The study also employed qualitative data on rational deletion cloze test
performance. The questionnaires were used to elicit reading strategies used by cloze
test takers on their cloze test performance. Retrospective interviews were employed
to investigate the types of context used by the cloze test takers on their solving each
cloze items. Information from retrospective interviews has two folds: to triangulate
the information obtained form the cloze test on two different text types and to validate

the cloze test per se.

3. 2 Population and sample

3.2.1 Population

At Khon Kaen University, there are more than fifteen faculties that offer
programs of study to the undergraduates. « The first-year students are from different
tracks of studies in their secondary €ducation. These tracks are Science and Math,
Foreign Languages, andVocational studies. The Faculty of Law was of interest to
this study because it tends t0 be the only faculty on campus that has always had
similar proportions of the Students from"trhe‘Science and the Language tracks of
upper-secondary education. Another interestiné thing of this faculty is that there has

always been the similar number of male and female Students.

3.2.2 Sample

The samples of this study were the first year Law students at Khon Kaen
University in the 2010 academic 'year.'  They were 280 students, 143 mae and 147
female which only one hundred and eighty-two law students were randomly selected
to take-thereading-test; based-on, their achievement;testyscores~in the first semester
Foundation English” Language ‘course “in order “to "divide the” samples into three
different reading ability groups. The Kolmogorov-Smirnov test and Shapiro-Wilk test
were used to test the normal distribution of the achievement test scores. Table 3.1
provided the descriptive statistics for the achievement test scores. The positive value
of skewness indicates many low scores in the distribution, and the negative value of
kurtosis indicates a light-tailed distribution (Field, 2009: 139). Thus, the distribution

of the scores was expected to be not normal.
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Statistics Std. Error

N 182

k 200

Mean 110.6429  2.48392

95% Lower Bound

Confidence

Interval for 105.7417

Mean

A 115.5440

5% Trimmed Mean 110.5073

Median 7 114.2500

Variance 1122.919

Std. Deviation 33.50998

Minimum \ 38.00

Maximtim { 178.50

Range - 140.50

Interguartile Range = 57.13

Skewness "' ) .009 180
. 1112 .358

Kurtosis id

' 4
The results from the Kdmogoro&f-_Srp_jrnov test and Shapiro-Wilk test, as

o g i 7-'1.." . - g
shown in Table 3.2, confirmed that the distribution of the scores was significantly

non-normal, D (182),= .08, b < 05. In this case with quite a large sample size, the
results from the KbTngUrOWSm'rrnUv—test'and—Shhgiro-Wilk test should be
interpreted in conjunction with the values of skewness and kurtosis (Field, 2009: 148).

Table 3.2 Test.of normal distribution on‘the ‘achievement test scores

Kolmogorov-Smirnov(a) Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Achievement | jage © 1 g5 006 964 182 000
scores
p <.05

a Lilliefors Significance Correction
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According to Field (2009: 138-139), before the interpretation, both values of
skewness and kurtosis should first be converted to z-scores by dividing them with
their respective standard errors. Thus, the z-score of skewness was .009/.180 = 0.05,
and the kurtosis z-score was — 1.112/.358 = -3.10. If the resulting score is greater than
1.96, then it is significant (p < .05) (Field, 2009: 139). It was clear that the
achievement scores were not skewed whereas the kurtosis score was significant.
However, in the case of a large sample/as used here, the kurtosis value can be
compared with the upper threshold of 3.92 (Field,,2009: 139). This suggested that the
kurtosis was not too different-from normal. Aeccordingly, it could be assumed that the
sampling distribution was noemally distributed.

There were four administrations of the reading test. The test was administered
outside the class time, but under controlle;d_-classroom conditions. The reading test in
the main study was the'sanie as the test that has been developed and tried out in the
fourth trial. It contained/5 passages and 40,qauestions.

Table 3.3 provided the ‘statistics éummary of the reading test which was
analyzed with the Classical Test ftem Ahélye}is Program, Version 9 (Sukamolson,

2004). giiani gnuadud (2542) suggested thatjhe; delta value of a good test item should
fall between 9.5 and 16.5. Thus, this test Wés not too easy or difficult judged by the

delta value (13.931)..The statistical details of the reading. test in the main study were
provided in Appendix J.

Table 3.3 Mean, minimum.and maximum scores and standard deviation of the
reading test

Mean Min Max Std Devn

Test scores 16.566 4.000 39.000 7.182
Diff. Index 0.414 0.514 0.588 0.506
Delta 13.931 12.071 17.120 1.163
Disc. Index 0.434 0.102 0.837 0.161
Biserial (RBIS) 0.467 0.135 0.830 0.148
Point-Biserial (RPB) 0.370 0.108 0.665 0.119
Skewness: 0.54

Kurtosis: -0.22

KR20 =0.841 KR21=0.833
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The results of the reading test were found to be significant correlated with the
subjects’ achievement in the General English course (r =.766, p < .05), as shown in
Table 3.4.

Table 3.4 Correlations between the reading test scores and the achievement test

scores
Correlations
achievement| readingtest
achievement  Pearson Correlation 4 .766*
Sig. (2-tailed) ) .000
N 182 182
readingtest Pearson Carrelation .766*4 1
Sig. (2-tailed) .000
N 182 182

**_ Correlation is significant at the 0.01 level (2-tailed).

The high correlation suggested that the hithe-r the achievement test scores, the higher
the reading test scores for the samples. '

The results from the reading test'@ere then used as a basis to divide the
participants into three different reading abilifj}"groups. When there are many low
scores in the distribution as indicated by thérvp'bs'i'tive value of skewness (0.54) and the

light-tailed distributich-as-indicated-by-ihe-negative value of kurtosis (-0.22), it is

suggested that the percentile ranks be used in grouping the participants (g3wa @3

aniun, 2546: 63).. gaud Has suggested the'sse of the 30™ and 70™ percentile ranks as

the cut-off points. In this study, the participants above the 70™ percentile were
assigned. inte.a-high, reading ability group. Those-between,the 69™ percentile and the
35" percentile weré ‘assigned inté ‘an average reading ability group.The participants
below the 35" percentile were randomly assigned into a low reading ability group.
This resulted in to 60 subjects in the first group, 59 in the second group, and 63 in the
third group. To ensure that each ability group has equal number of participants, 58
participants were randomly selected for each ability group, resulting in 174 as a

whole, as shown in Table 3.5.
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Table 3.5 Means, standard deviation of the three reading ability groups in the
reading test

95% Confidence
Interval for Mean
N Mean Std. Std. Lower  Upper Minimum Maximum
Deviation Error Bound Bound
1.00 58 9.4310 1.63420 21458  9.0013 9.8607 6.00 12.00
2.00 58 16.1207  2.34766 30826  15.5034 16.7380 13.00 20.00
3.00 58 25.0345  4.28365 56247 23.9082 26.1608 21.00 39.00
Total 174 16.8621  7.05908 53515 15.8058 17.9183 6.00 39.00

1 = low reading ability group, 2 = average reading ability group, 3 = high reading ability group

An ANOVA test was conducted to compare means to ascertain the differences
among the groups. It was found that! there was a significant difference in scores
gained in the reading testacross the three ability groups (F = 401.789, p < .01), as
shown in Table 3.6. N

Table 3.6 Comparisonsof the reading teét_ SCOres

Sum of s

Squares ¢ df.. ~Mean Sguare F Sig.
Between Groups  7108.379 2 3554.190 401.879 .000
Within Groups ~ 1512.310 171 8.844. .
Total 8620690 173 il

The sample size of 174 was regarded as appropriate because the number was
greater than the sample size, required for being representative of the 280 students in
the population.” According to the table for determining @ sample size from a given
population (Krejcie and Morgan, .1970: 608), the sample size required to be
represéntative of the 280 students 'was 162, with'the'reliability 61195% and error rate
of 5%.
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3.3 Developing and validating research instruments

In this study, there were four types of instruments. They were (1) a reading
test, (2) a rational deletion cloze test, (3) a reading strategies questionnaire and (4) a
retrospective interview. The presentation under this subhead will provide detailed
information on the development and the validation of each instrument respectively.

3.3.1 The Reading Test

The reading test used in.this study was constructed by the researcher. Its main
purpose was to determine”the participants’ reading ability in order to put the
participants into groups_based on their reading ability which was the scores gained
from the reading test. The participants were then divided into three different groups:

high-, average-, and low-reading @bility. |

3.3.1.1 Defiining the constru_(f:t-"definition

The term “reading ability™ used in‘fh'is,__study was relative to specific criteria
which were drawn from Bormuth’s (1969)'_a;1_d Cohen’s (1975) studies, from the
criteria set by the National Institute of Educational Testing Service (NIETS), and
from the TOEFL®.IBT reading section (Cohen and Upton, 2007). Bormuth and
Cohen measured students’ reading ability in comprehending vocabulary, explicitly
stated facts, sequences sof.events, stated.causal relationships, main ideas of the
passages, inferénces, and the author’s purpose.

The following are the abilities aimed at measuring Thai high school students’
English reading; proficiency~in:the fexaminations for wniversity admissions (The
Quality Criteria of NIETS, n.d.):

- Able to read, understand and interpret reading passages taken from
different types of text (with interesting topics of the past and the
present.)

- Able to understand the passages’ main ideas, details, pronoun
reference, attitudes and styles of writing, patterns of text
organization.

- Able to interpret the text meaning from the simple to complicated
levels.

- Able to conclude, analyze, infer and evaluate the text meanings.
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Cohen and Upton (2007) have analyzed the reading section of the TOEFL®
IBT reading section, and indicated that there are three main reading skills measured.
They are basic comprehension, inferencing, and reading to learn. Basic
comprehension comprises of the comprehending skills in vocabulary, pronoun
reference, and factual information. Inference refers to basic inferencing and the
rhetorical purposes.

From the reviews of all the literature aforementioned, the construct of reading

ability for the reading test used in this study.was derived.

Construct definition

The construct of reading ability in this study was defined as students’ ability in
comprehending vocabularyy pronoun reference, details both explicitly and implicitly
stated in reading passages,in understandi-ng the key concept of the passage and the
author’s purpose. 7 ’

Accordingly, the reading test constriicted was aimed to measure students’

reading ability in the following six skills: - ,

1. Vocabulary: Ability te understané-thlfé meanings of individual words or
phrases as used inthecontext:

2. Factual information:-Abthity to-tdentify factual information that is
explicitly stated in the passage, and ability to identify negative factual
information.

3. Promoun Reference: Ability:to identify relationshipsbetween pronouns and
words;0r phrases In the passage.

4. Inference: Ability to.draw a.conclusion-based on information not explicitly
stated in‘the passage.

5. Purpose: Ability to understand why the author explains a concept in a
specific way.

6. Main idea: Ability to recognize the topic and main idea which characterize

the most important information in the passage.
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3.3.1.2 Developing the reading test

1. Constructing the reading test specifications

The first step in the process was the construction of the reading test
specifications (see Appendix A). The purpose of the test specifications was to
operationalize the construct of the reading test.

2. Text selection

Seven texts were selected from different sources, and were turned into 56
multiple-choice questions measuring six reading comprehension ability (see Appendix
B). Table 3.7 provided details of the test items.

Table 3.7 Details of the test items to the first draft of the reading test

Text Vocabulary Factual Pronoun  Inferen  Purpose Main
information  reference ce idea

I. Dear Abby i o 3

Il Keeping the Future ¥ s 4 1

Bright and Green ,

11 South Korea i Dk 7] 1 2

IV Imperial College 3 2 1

V Protect the Dugongs 2 = 1 1 1

VI Bear country 3 e 2 1 1

VII Puppies’ diseases 3 3 1 1 2

To ascertain that there were a range of different Ievels of text difficulty used in
the reading test, text readability indices were used to determine the level of readability
scores. In this study, £hild’s (2004) tool, for calculating readability scores was
employed. The report from this tool’ consists of two type ‘of scores: the Flesch-
Kincaid Reading Ease and the grade level scores. Child provides a brief explanation
on different types<of readability:scores |as follows. ©On(the Flesgh:Kiincaid Reading
Ease scale, scores go from 0 to 100. A higher score indicates easier readability. On
the grade level scale, a grade level is equivalent to the number of years of US
education a person has had. Scores over 22 should generally be taken to mean
graduate level text. The calculation tool in Child’s (2004) program also provides the
average grade level based on the readability formula of Flesch-Kincaid Grade Level,
Gunning-Fog Score, Coleman-Liau Index, SMOG Index, and Automated Readability

Index.
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Table 3.8 provided the text readability indices of all passages in the first draft
of the reading test.

Table 3.8 Readability scores of passages in the first draft

Passages Number of Flesch- Average
words Kincaid Grade Level
Reading Ease
I. Dear Abby 203 80.2 6.36
Il Keeping the Future Bright 245 46.5 13.16
and Green
I11 South Korea 217 42.5 14.06
IV Imperial College 47 36.10 9.06
V' Protect the Dugongs 207 57.1 9.34
VI Bear country 159 75.2 6.34

V11 Puppies’ diseases 302 45.6 11.86

From the table, it can‘be séen'that the first draft of the reading test comprised of the
reading texts with a wide range of text difficulty. All'the passages were kept for the
first try out of the readingitestin order to find out which passages were appropriate for

the participants.

3. Validating the construct and confer;t validity

Five expertsin‘the field were consulted. Three of them were the Thai teachers
with more than 20 year-experience in English teaching at the university level. All
hold a Ph.D. The other'two are the native speakers of English. One of them is a
lecturer who Was | experienced in-test editing. ~The other \was a lecturer at the
community college in Seattle, USA. These two native speakers of English hold a
master’sidegree in-TESOL. The experts were asked to assess the test items using the
judgment questionnaire (see Appendix C).

There were certain items that some experts did not agree. Items 4, 6, 16, 27,
and 35 were rated “not sure” by some experts. However, for each item, only one out

of five expressed uncertainty, so all items were kept for the first try out.
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4. Trying out the first draft of the reading test

The first try out of the reading test was conducted in the first semester of the
2008 academic year and 38 first year Law students volunteered to sit in the test. The
levels of English language proficiency of the participants varied from A — D course

grades. The Classical Test Item Analysis Program, Version 9 (Sukamolson, 2004)

was employed to analyze the test. According to gvani gnuadud (2542) the suggested

delta value of a good test item should fall between 9.5 and 16.5. The higher the delta
value, the more difficult the testis. Despitethe-satisfactory delta value of 14.884, the
reliability value of the test was-net desirable (KR20 = 0.606), as shown in Table 3.9.
This resulted from the lowswalues 1o difficulty index-and discrimination of those items
for the first passage, Dear’Abby,were very low. Thus, this passage was deleted from

the second draft of the reading test.

Table 3.9 Statistics summary of the first draft of the reading test

No.of No. No. of No. Mean Difficult Delta Disc. Point- KR2

tryout  of passage of s of - “ysindex Inde Biseria 0
S case S test test At X I
S item_~scores (RPB
y o ot =
1% 38 " 56 18.71 0.334 14/88 0.230 0.198 0.606
4

Interviews withthe students were conducted to ebtained information in order
to revise the test. It was faund that the participants were familiar with the contents in
the reading texts to+certain‘degree,.but thetmain problemsiwere (1) the test was too
long, and (2) there were many items'with ambigueus options. Thus, for this group of
participants; the test was baring because of its length so they were not that motivated

to complete the task.

5. Trying out the second, third and fourth drafts of the reading test

The reading test undertook two more tryouts in the 2008 academic year, and
the fourth tryout was conducted with the first-year students of the 2009 academic
year. Information was gathered from the participants for each tryout to use as the data

for improving the test. Consults with the expert were frequent so as to maximize the
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quality of the test items. Table 3.10 revealed statistics summary of other three tryouts

of the reading test before it yielded satisfactory results.

Table 3.10 Statistics summary of four tryouts of the reading test

No.of No.of No.of No.of Means Difficulty Delta Disc. Point- KR20

tryouts cases passages test of test index Index Biserial
items scores (RPB
2" 109 6 48 17.064 0.356 14573 0277  0.249  0.693
3rd 119 5 40 N RrF 0:432 13.717 0.405 0.341 0.810
4th 423 5 40 15.255 0881 14268 0394 0.340 0.804

In the third and fourth.drafts, the number of passages was reduced to five. The
“Imperial College” text was excluded due to the low values in difficulty index and
discrimination of its items.” Furthermore, the passages, “Keeping the Future Bright
and Green” and “Protecting Dugongs” were modified to lessen the frustration among
students. The meanings dn Thai . for ce‘_r:tain words in “Protecting Dugongs” were
provided to facilitate text comprehension.“:-_The final draft of the reading test was the
same as that use in the fourth try buf. It Was-;_',.par'ovided in Appendix D.

The experts’ agreement on.the finai:ﬁrfa__ft of the reading test was 100%. One
surprising thing found throughout the tryo_u.'—tfs_r_of the reading test was that the South
Korea passage whichiwas regérded as a diffi(;ult text, asrjudged by the readability
indices, was outperforrhed the other passages which had lower grade levels.

Table 3.11 illustrated the details of the test items to the final draft of the

reading test.

Table 3.11 Theytest items to the final draft of the reading test

Text Vocabulary. Factual Pronoun, , Inferen .. Purpose Main
information| reference ce idea

| Bear country 2(1,2) 1(4) 2(3)5) 1(7) 1(6)
Il Keeping the Future 1(9) 1(11) 1(12) 3(10,13, 1(15) 1(8)

Bright and Green 14)

Il South Korea 1(20) 2(17,19) 2(18,21) 1(23) 2(186,
22)

IV Protect the Dugongs 2(25,27) 2(24,28) 1(26) 1(29) 1(31) 1(30)
V  Puppies’ diseases 3(34,36,37) 2(33,38) 1(35) 1(40) 2(32,
39)

Note: Numbers in brackets refer to the item numbers
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The first three types of the test items—vocabulary, factual information,
pronoun reference—which are regarded as those that measure basic comprehension
(Cohen and Upton, 2007) consist of 55% of the total items. The other three types of
items—inference, purpose, main idea—which are regarded as those that measure
higher level of comprehension (Jamieson et al., 2000) consist of 45 %. This ratio of

items types were regarded as appropriate by the experts.

3.3.2 The rational deletion cloze test

The rational deletion cloze test used in this study was constructed by the
researcher. It comprised gftworcloze texts: narrative cloze and expository cloze. The
compare/contrast text stru€ture was used to represent the expository text. The cloze
test was employed in this‘study to prove the theory that rational deletion cloze tests
could measure both the local/and global text comprehension. Two text types were
used to test the assumption that narrative text was easier than expository text.

There were five main steps in the_pfcibess of constructing and validating the
cloze test. =

Step One: Selecting text

The process of‘text selection was carried out in the 2007 academic year. Five
texts representing narrative text, and the other Tive representing expository text had
been selected. They were turned into cloze passages. Fixed-ratio of every 7", 9™ and
11"™ word deletion 'was ‘employed in  order to-find out which ratio would be
appropriate for‘assessing the cloze text difficulty. It was found that the every 11"
word deletion ratia-wvas appropriate.

Qut of the five texts of each text types, three of each type were chosen to
turned into the fixed-ratio cloze every 11" word deletion in order to find out the text

with appropriate level of difficulty (see Appendix E). The six texts were as follows:
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Narrative text Expository text
1. The Ant and The Grasshopper 1. Old Age in Present Society
2. Getting Ready for a New Life 2. Differences between College and High
3. Prince Naresuan School

3. Where should One Study?

These six texts were chosen because the content in each text was familiar to the
students’ life. It was expected that these texts would activate the students’ world
knowledge.

The cloze texts were.ihen stimplified to ebtain the texts of similar in lengths
and readability levels.” Research has indicated that L2 learners benefit from input
modifications (Berman, 1984, and Long,:1985, cited in Koda, 2005: 118). Moreover,
Urquhart and Weir (1998: 141), as mentibned in Chapter 2, have pointed out that the
texts used in the test don’t ngedto be authen:t-ic; instead, they should have the features
that are closely related to ‘‘the target situation texts for.the population as is possible.”
Accordingly, it was assumed that-the simp'li,ﬁe‘d cloze texts were appropriate for most
first-year Law students at Khon Kaen Unive}'—sity who were not familiar with the
construct-responded-.cloze task:™ 1t was hdped't'hat the simplified cloze texts would
stimulate the students-in-their-cioze test performance to-a ertain degree.

Two groups of students were randomly selecied to participate in the study at
this stage. The criteria for sample selection were the mid-term test results of the first
semester in the 2007 @academicyear.cGroup (Onestook the narrative cloze test, and
Group Two took: the expository cloze test. One-Sample Kolmogorov-Smirnov Test
was employed to test whether.it was reasonable to-assume that the sample distribution
reflected an ‘underlying ‘normal-distribution. ' The 'Kolmogorov-Smirnov test is a
goodness-of-fit test which tests “whether a given distribution is not significantly
different from one hypothesized on the basis of the assumption of a normal
distribution” (Garson, 2008). The Kolmogorov-Smirnov value of Group One was
.611, and the two-tailed significance of the test statistic was .85, which meant it was
not significant. The Kolmogorov-Smirnov value of Group Two was .533, and the
two-tailed significance of the test statistic was .939, which was not significant, as
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well. These findings meant that each group could be assumed to come from a normal
distribution with the given mean and standard deviation.

There were three different texts to the narrative cloze and other three different
texts to the expository cloze. The cloze texts were given to the participants in a
counterbalancing design so as to minimize the practice effect and the boredom effect
(Field, 2009) (see Appendix E).

For the narrative text type, “The Ant and the Grasshopper” was scored the
highest, with the average mean score of 14.-Fer the expository text type, “Old Age in

Present Society” was scored-the-highest;'with the-average mean score of 12.

Step 2 Constructing the rational deletion cloze test

“The Ant and"thesGrasshopper” .was then used as a representative of a
narrative text and “Old"Age in Present Society” as a representative of an expository
text. Since cloze items are assumed at the raot of cloze performance (see Chapter 2),
Bachman’s (1985) classification of cloze items (see Chapter 2) were employed to
obtain the rational deletion cCloze test that‘f can measure both local and global text
comprehension. =

Examples are provided here to cla'ri'fy'Bachman’s types of text information,
which are (1) Within-Clause;(2)-Across clause; Within-sentence, (3) Across sentence,
and (4) Extra-textual.

The first type of cloze item requires the information at clausal level to fill the
cloze gaps.

Examples: ...old people often need _(someone)  to take care of them.

Grasshopper.saw Ant’s hard.wark (and) . said,...~,

The second type of cloze item requires the information larger than the clausal
level but lower than text level. Complex sentence structures have this type of
information.

Examples: Ant _(said) , “I am working to gather and save food for the

winter.”
Retired business people can give advice to young people (who)

are starting new businesses....
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The third type of cloze item requires the information larger than the sentential
level. In order to successfully restore the cloze gaps, test takers are required to read
beyond the sentence boundary.

Examples: Grasshopper asked Ant for some food. He said that he was cold

and _(hungry)
(However) _, older people help society in many ways.

The fourth type of-¢cloze item wequires-the-information outside the text. In
order to successfully restore«this  typel of cloze gap, test takers need to relate the
information in the passage o their prior or world knowledge.

Examples: Old“people alse have free time for community work. They can

_(teach) ehildren te rea—d.
It wasibest to_(work) {f{or{the days of necessity.

Furthermore, from the analysis of':{he_a_ two selected texts, “The Ant and the
Grasshopper” and “Old Age i PresentSéé}ety”, it turned out that these two
simplified texts had, similar ratios of diff'é‘réht types .of text information. Both
consisted of approximatety—30% —of the clause text information, 90% of the
intersentential text ihformation, and 10% of extratextual information. These ratios
were maintained in the two cloze texts, and thus resulted in the following numbers of
cloze items foreach level oftextinformation:

6 Within, Clause items,

3 Across, Clause Within, Sentence items,

9 Across 'Sentence items,'and

2 Extra Textual items.
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Table 3.12 below provided details of each type of text information in the

narrative and expository cloze texts

Table 3.12 Classification of the cloze items

The narrative cloze text

The expository cloze text

Within Clause items

Item 1 “and” (conjunction under clause)
Item 2 “working” (Noun-object)

Item 3 “together” (adverb)

Item 5 “the” (article)

Item 6 “about” (preposition)

Item 10 “looked” (collocation)

Across Clause, Within Sentence
Item 4 “answered” (verb)

Item 12 “not” (negation)

Item 19 “next” (adjective)

Across sentence

Item 8 “But” (conjunction above-clause)
Item 9 “Grasshopper” (proper noun)
Item 11 “rice” (noun)

Item 13 “food” (noum)

Item 14 “Ant” (propernoun)

Item 15 “hungry” (adjéctive)

Item 16 “You” (pronoun)

Item 17 “call” (verb)

Item 18 “hard’(adverh)

Extra téxtual
Item 7 “fun” (noun)
Item 20 “prepare” (verb)

Within Clause items

fiem 1*someone” (pronoun)
Item2“or” (conjunction under clause)
ltem.3 “not” (negation)

Iltem 7 “The” (article)

Iltem 8 “more” (adverb)

Item 19 “care” (collocation)

: " Across Clause, Within Sentence

Item 12 “ who” (relative pronoun)
Item 13 “ business” (noun, functioning as
v an adjective)
- Item 16 “trouble” (noun)
~ Aeross sentence
Item 5 “people” (noun)
~Item 6 “government” (noun, functioning
- as an adjective)
ltem 9 “They” (pronoun)
Iltem 10 “However” (conjunction above
clause)
Item 11 “give” (verb)
Item 14 “Old” (adjective)
Itém 17 “free” (adjective)
Item 18.“experience” (noun)
Item 20 “old” (adjective)

Extra textual
Item 4 “money” (houn)
Item 15 “teach” (verb)

The average deletion ratio for each cloze text was 1:9; the average deletion

rate for the narrative cloze text was every 9.65 word. The average deletion rate for

the expository cloze text was every 9.1 word.
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Step 3: Validating the rational deletion cloze test

Eight lecturers in English were asked to provide retrospective data upon their
completing two cloze texts: narrative and expository texts. Among these lecturers,
four of them have more than 20 years of English language teaching experience, the
other four with more than 10 years of teaching experience. Three of them hold a
Ph.D. and the rest hold a master’s degree. The reason for not including native
speakers of English in this task was based on.the researcher’s assumption that the way
in which Thai teachers form.their ideas on ihe‘Cloze tasks would be similar to that of
the students’ due to similar-backgroundin education:

All eight lecturers used.the same types of information as what had been
designed for the test to restare cloze gaps in both the narrative and expository texts.

The agreement ratio was 100%:

Step 4 Establishing scoring key

An acceptable alternative ‘scoring -pro'cedure was used in this study. The
answers from the lecturers were used as altém‘atives in the scoring key for acceptable
responds. In addition to the alternatives raiéedl’by the Thai teachers, a native speaker
of English who is a lecturer at the commuhi'ty' college in Auburn, USA, was asked to
provide a set of alteriatives-for-each cioze gap and to check the possibilities of the
alternatives raised by the Thai teachers. The key was presented in Appendix F.

Step 5/Pretesting the rationalideletion/cloze test

Thirty-three Law students who did not take part in the text selection process
were randomly selected. to.participate in the pretesting of the cloze test, based on their
English test results'of the first'semesterin the 2007 academic year. Their English
proficiency varied from the A-D course grades. The purpose of the pretest was to find
out whether the two cloze texts were significantly different at this initial stage. Table
3.13 revealed the results of the pretest. It showed that the students’ performance on
the two cloze texts was not significantly different (p > .05). The expository cloze (M
= 26.8788) tended to be easier than the narrative cloze (M = 26.2727).
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Table 3.13 Comparisons of the two cloze texts at the initial stage

Paired Differences

Std. 99% Confidence )
Std. Error Interval of the Sig. (2-
Mean Deviation Mean Difference t df  tailed)

Lower Upper

Pairl Namatlve- 60606 4.89859 85274 -294126 172914 -711 32 482
Expository SRR g

Step 6 The tryouts of the cloze test

Since the number of participants' in the pretest was quite small, it was decided
that there were to be morestryeuts on the performance of the rational deletion cloze.
The first and the secondetryeuts of the cloze test were conducted during the 2008
academic year. In the fifst fry out,-110"Law students were randomly selected to
participate, based on theirEnglish achievx(‘ément test scores of the second semester of
the 2007 academic year. It was found that their performance on the narrative and
expository cloze texts was significantly diffe;ént, t =7.596, p < .05 (see Appendix
G). On average, the performance. on the na_lfr-atj___ve text (M = 25.40) was significantly
higher than the expository text (M = 18.21,{__T__he Cronbach’s alpha reliability value
was .838 for the narrative text, and .779 fof t;le expository text, as shown in Table
3.13.

In the second try out, 197 students from the faculty of Law, Humanities and
Social Sciences, and Management Sciences were randomly selected to participate in
this tryout. The criteria on the selection was their English achievement scores in the
first semester of‘the 2008 academic_year. It was found that their performance on the
narrative and expaositary cloze, texts was significantly different,4'="17.211, p < .05
(see Appendix G). On average, the performance on the narrative text (M = 25.37) was
significantly higher than the expository text (M = 17.80). The Cronbach’s alpha
reliability value was .814 for the narrative text, and .802 for the expository text, as
shown in Table 3.14.

Overall, the narrative text was found easier than the expository text. The

reliability values of both texts in the two try outs were satisfactory.
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Table 3.14 Means, standard deviations, and KR-20 of the two try outs of the

cloze test
No. of the Typesof  No. of cases No. of Mean Std Cronbach’s
tryouts cloze text items derivation Alpha
Narrative 110 20 25.40 7.64336 838
1 Expository 110 20 18.21 6.74330 779
Narrative 197 20 25.37 7.74200 814
2 Expository 197 20 17.80 6.89597 .802

It was interesting to-see that the patterns-of-mistakes made by the students in
the first and second tryouts wereSimilar (see Appendix G). In the two tryouts of the
narrative cloze text, it wassfound that values of items 4, 7, 8 and 20 were quite low
(lower then 0.3) on“the #Corrected Item-Total Correlation” scale. Item 4 was
categorized as the “A€ross” Clause,"Within Sentence™ item type. Item 8 was the
“Across Sentence” itemutype, whereas items 7 and 20 were categorized as the “Extra
Textual” item type. |

In the two tryouts of the expository"(%lb‘ze text, it was founded that items 7, 10,
11 and 18 were low (lower than 0.3} on the j“Crlé-rrected Item-Total Correlation” scale.
Item 7 was categorized as the “Within Clarurs'é"r item type, while items 10, 11 and 18
were categorized as the*“Across Sentence™ item type:

Since the reliability values of the two texts were high in both try outs, tt was
decided to keep those items in order to see if this pattern of mistakes would be
repeated in the main‘study: “ Investigation Would 'be; done~on those items to see
whether those mistakes resulted from item difficulty or from students’ lack of certain

knowledge.

3.3.3 Reading strategies questionnaire

A reading strategies questionnaire was employed in this study to capture the
participants’ use of reading strategies while they were working on the cloze test for
the test was assumed as a tool that could measure comprehension at both the local and
global levels. This survey was aimed at getting information concerning the

participants’ perception of their strategy use during the cloze test taking process. The
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investigation was limited to the use of reading strategies, the types of strategies
enabling test takers to correctly solve cloze problems was not the focus of this survey.

The questionnaire was in a form of a checklist. The categories of reading
strategies serving as the basis for constructing the questionnaire were based on the
studies of Kletzien (1991) and Lu (2006) (see Chapter 2, p. 43).

Data on the participants’ use of text information to restore cloze gaps were
elicited for rational deletion cloze tests have been recommended as measures of text
level comprehension.

Information about-the participants’ perception of the rational deletion cloze
test cloze test was also gathered in‘order to understand their cloze performance.

Pretesting the‘reading strategies guestionnaire

The first draft of the strategies (sée Appendix H) was employed with the first
tryout of the cloze test in'which'110 student-sﬂ participated in the trial. The results (see
Appendix H) showed that'99 (90%) thoug-ht that the constructed-response format of
the cloze test was unfamiliar. ~“And the'y‘f perceived that the cloze test measured
vocabulary and reading comprehension. “i?eéliding the whole cloze passage before
working on the blanks” and “Using context to restore.the cloze blanks” were reported
by all participants.. =‘Feecusing-on-vocabuiary”and “looking for key words and
phrases” were reported by 95% of the participants. The strategies least used were
“making inferences” (44.2%) and “using main ideas” (40.9%).

Concerning) thevinformation used to:restore the'clozecgaps, about 80% of the
participants pereceived that they used the information in the sentence where the gap
appears.and.that in.the preceding. sentences. .Mare than.85% of the participants felt
that if they were trained to' de this‘type of test, their English language ability would
improve.

The overall results from the first trial of the questionnaire were satisfying.

The second tryout of the reading strategies questionnaire

The second tryout of the reading strategies questionnaire was conducted at the
same time as the second tryout of the cloze test. 197 participants responded to the

questionnaires. In the second tryout, it was decided to collect data separately on both
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cloze texts concerning the use of reading strategies and the use of contextual
information so as to get separate data on the reading strategies use on each cloze text.
The differences found in the use of reading strategies in terms of different text
types were not much, except “using main idea” in answering narrative cloze text
which was not reported by any participants. Table 3.15 provided data on the use of
reading strategies. Table 3.16 showed the results on the use of contextual information

to restore the cloze gaps.

Table 3.15 Percentage of the use of reading sirategies based on the two text types

Strategies Narrative Expository
Text Text
reading the whole cloze passage hefore working on 100% 100%
the blanks
skipping unknown words" while reading the cloze 77.7% 60.9%
passage
using sentence structures " 87.8% 88.8%
using rhetorical pattern.of organization ; 47.2% 58.9%
focusing on vocabulary - 97.9% 97.9%
using context to restore the cloze blanks = ., 100% 100%
looking for key words and phrases s 97.9% 97.9%
using punctuation 90.3% 90.3%
making inferences g 44.2% 44.2%
using main idea - 38.1%
using prior or world kinowiedge 90.9% 83.6%

Table 3.16 Percentage of the use of contextual information based on the two text

types

Types of informatieniusedin restoring cloze gaps: 'Narrative Expository
Text Text

information in the elause where the gap appears 70.6% 71.1%

information'in the sentence where the gap appears 81.2% 81.2%

information in the preceding sentences 78.4% 81.2%

information in the following sentences 61.9% 61.4%

information from your world knowledge 50.7% 50.7%

The split-half reliability estimation was conducted to measure internal
consistency of the questionnaire. The Spearman-Brown coefficient was .788, and the
Guttman Split-Half coefficient was .785. It could be concluded that the reliability of
this questionnaire was quite high.
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Results from the two tryouts of the questionnaire on the students’ perception
of cloze test format and the students’ perception of the impact of the cloze test were
slightly different. One interesting thing found in the second tryout was that there
were 102 participants (51.8%) indicated that they used “translating” as another
strategy that assisted them in interpreting the cloze texts. According to Oxford (1990)
“translating’ is regarded as a cognitive strategy (see Chapter 2). Thus, it was decided
that “translating” be added to the list of reading strategies, that would be used in the

main study.

3.3.4 Retrospective interviews

The retrospective interviews was employed in this study to obtain qualitative
data on the participants’ wse/of contextual information while solving each cloze
problem. The data from the retrospectivé interviews was critical in that it could be
used to triangulate the imformation obtaineo-l.-from the eloze test performance on two
different text types and to yalidate the cloze test per se.

The guidelines for retrospective intéfv?ews were developed (see Appendix I).
The instructions provided in the guidelines Werlé based on the Sasaki’s (2000) criteria
in rating the verbal protocols, and on the g'Uide1ines provided by Ericsson and Simon
(1984, cited in Poulisse-et-al:;-1987)-and by Haastrup (1987) (see Chapter 2).

There were two raters to code the participants™ verbal reports: one was the
researcher and the other was the research assistant who had experience in coding the

verbal reports provided:by.the decturers duringithe walidation process of the cloze test.

The trial on the retrospective.interyiews

In the second tryout ofithe ‘cloze'test'in which 197 participants'sat for the test,
15 participants were randomly selected based on their English course grades—five
high proficiency students, five average- and five low proficiency students—to provide
verbal reports on their solving cloze problems.

Immediate retrospective interviews could not be conducted as having been
suggested by Ericsson and Simon (1984, cited in Poulisse et al., 1987: 217) because
of the limitation of time. However, the delayed retrospective interviews were

conducted on the next day and was completed in one day. It was found that the delay
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of this type did not negatively affect the memory of the participants. After the verbal
reports were rated, the inter-rater agreement ratio (Yamashita, 2003) was estimated,
and it was 100%, since both raters had experience with rating the verbal reports
provided by the lecturers.

During the process of conducting the retrospective interviews, the raters, who
were the researcher and the research assistant, found that “guessing’ and “missing”
did not work for this study. It was decided that the two types of category could be
merged together and referred to as “guessing.” . Table 3.17 and 3.18 provided the
averaged frequency counts-en-the use of information on restoring the cloze gaps. It
was evident from the two tablesbelow that all groups of student made use of the
*across sentence” type of anformation. | As it was expected, the low ability groups
used “guessing” most:

Table 3.17 The averaged frequency counts of contextual information used on the
narrative cloze

Types of High ability Averége , Low

information used in group ability-"~ ability

restoring cloze gaps group -+ group

1. Within Clause 30 23 7
(6 items)

2. Across Clause, 14 11 10
Within Sentence
(3 items)

3. Across sentence 8% 35 25
(9 items)

4. Extra textual 8 4 2
(2 items)

5. Guessing 11 27 56

Total 100 100 100
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Table 3.18 The averaged frequency counts of contextual information used on the
expository cloze

Types of High ability Average Low
information used in group ability group ability
restoring cloze gaps group
1. Within Clause 23 23 10
(6 items)

2. Across Clause, 15 5 3
Within Sentence
(3 items)

3. Across sentence 36 27 23
(9 items)

4. Extra textual ) 9 5
(2 items)

5. Guessing 17 64 59

Total 100 100 100

3.4 Data collection

As mentioned earlier, there were 174 participants who were randomly select to
participate in the main study were put into three reading ability groups: high, average
and low reading ability groups. They took the rational deletion cloze test which
consisted of two different text types: narrative and expository cloze texts. These two
cloze texts were followed by the reading strategies guestionnaires. Then fifteen
subjects, each five were randomly selected from each ability group, participated in the

retrospective interviews on the fallowing day.

3.5 Data analysis
3.5.1 Data analysis for the first three research questions
A two-way ANOVA analysis with replication was carried out to portray the
overall answer the first three research questions, which are:
(1) Do students’ different reading ability levels have a significant effect on
their rational deletion cloze test performance?
(2) Do different text types have different effects on students’ rational deletion

cloze test performance?
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(3) Is there a significant interaction effect between reading ability levels

and text types on students’ rational deletion cloze test performance?

The two-way ANOVA analysis with replication was used when the same
subjects were in two or more conditions (Arther, 2009). In this study, reading ability
was the within-subject variable in which each subject was assessed in two conditions.
The conditions were the narrative cloze and the expository cloze. The two-way
ANOVA with replication was done in Excel.

For the effect of the reading abiliiy.devels on students’ rational cloze test
performance, a one way independent ANOVA and-the post hoc tests were used.

The one way independentANOVA analysis was conducted two times to find
out the differences betweenstheability groups on their performance of each cloze text:
narrative and expository cloze iexts. ,

The post hocstests awere subéequently used to compare all different
combinations of the reading ability groupsﬁ on their performance on different text
types of the rational deletion cloze test. :

The effect sizes of the two ANOV':A‘ analyses, on narrative and cloze text
performance, were calculated.”-An effect sizl"é iIs “an objective and standardized
measure of the magnitude of an observed effect.. Effect sizes are important in that
they can be compared acress-different studies-that have measured different variables,
or have used different scales of measurement™ (Field; 2009: 56). There are many
measures of effect sizes. The most common of them are Cohen’s d, Pearson
correlation coefficientsirjand theomegassquared (&?) (Field, 2009: 57). Cohen (1988,
1992, cited in gField, 2009: 57) has made some widely used suggestions on the
benchmarks.of the Pearson.correlation.coefficients effect size..r =10 (small effect),

r = .30 (medium effect), and r=150 (large effect) . For'the-measure of'omega squared

(w?), a more accurate measure, it has been suggested that the values of .01, .06 and
.14 represent small, medium and large effect sizes respectively (Kirk, 1996, cited in
Field, 2009: 390).

The measure of omega squared (w?) was used to estimate the effect sizes for
the one way single factor ANOVA analyses for the comparisons of the performance
of the three reading ability groups on the two cloze texts: narrative and expository.

The omega squared equation can be found in Appendix L.
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For the effect of text types on the rational cloze test performance, a dependent
t-test was used to compare the differences between the scores gained from the
narrative and the expository cloze texts. The dependent t-test or paired samples t-test
was used because the scores obtained from the narrative and expository cloze test
were the repeated-measures data in which all reading ability groups worked on both
two text types of the cloze test.

The measure of Pearson correlations coefficients effect size r was used to
estimate the effect size for the dependent t-iest analysis of the difference between the
two text types since this-estimate is widely used-for-the t-statistic (Field, 2009: 332).
The Pearson correlation coetfieients effect size equation can be found in Appendix L.

3.5.2 Data analysisffop'the fourthresearch guestion

The Kruskal-Wallis/tests ‘were uéed to answer the fourth research question,
which is:

(4) Are there differences in‘the use of reading strategies by students with
different reading ability evels in'{doing the rational deletion cloze test
comprising two different text typés’?

The Mann-Whitney tests, which are the post.hoc procedures for the Kruskal
Wallis tests, were then-used-to-test-differences in-the use 0f reading strategies in all
different combinations of the reading ability groups.

The Kruskal Wallis test and the Mann-Whitney test are non-parametric
techniques. The former isran amalog tora enecwayrindependent ANOVA, the latter is
an analog to the,independent t-test (Field, 2009: 540, 559). These two non-parametric
techniques. were used . to.statistically, analyze the answers..to_the, fourth question
because 'the data collected 'from:the questionnaires on the useof reading strategies
were assessed on a nominal scale, frequency counts.

The next step was the estimation of the effect sizes. According to Field (2009:
570), there is no need to estimate the effect size for the Kruskal Wallis test since the
valued obtained from the estimation is only a summary of a general effect. Instead,

Field has suggested the estimation of the effect size for a focused comparison.
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The effect sizes for the differences among all pairs compared were calculated
by converting z-scores into the effect size estimate, r. The equation to convert a z-

score into the effect size estimate, r, can be found in Appendix L.

3.5.3 Data analysis for the fifth research question

There were mainly two parts of data analysis to answer the fifth research
question, which is:

(5) Are there differences in the use of gontextual information by students with

different reading-ability levels in theirfilling the cloze gaps?

The first part IS the~statistical analysis of the data obtained from the
questionnaire concerning the use of contextual information for filling the cloze gaps. .
The Kruskal-Wallis tests and the'Mann-Whitney tests, the post hoc procedures, were
used to test differenges in the use éf contextual information in all different
combinations of the reading ability groups.r These two tests were used for the data
obtained on the use of contextual information was on a nominal scale, frequency
counts. - ,

The equation to convert a 7-SCOfE. iﬁfo the effect size estimate, r, was
employed to estimate the effect sizes for the Jp'é’rf(ed comparisons.

The second patt-ts-the statistical-analysis-of the tata obtained from the delay
retrospective interviews. Friedman’s ANOVA was used to find the differences in the
use of contextual information when filling each cloze gap. The information was
reported by the‘participants'whortook parnt in‘the interviews:

The Friedman’s’ANOVA isa non-parametric test used for “testing differences
between, conditions. when.there are, more, than two related conditions and the same
participants have been used intall’canditions” (Field, 2009:.573)."Here,'there were five
categories of the information to be analyzed: (1) Within clause, (2) Across clause,
within sentence, (3) Across sentence, (4) Extra textual, and (5) Guessing. Each of
these categories was regarded as one condition which was related to the others. Thus,
the data obtained from the five conditions were the repeated-measures data, given by

all the interviewees.
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The Wilcoxon signed-ranks tests were used in the post hoc procedures to test
differences in all different paired comparisons of the information used by the three
reading ability groups who took part in the interviews. The Wilcoxon signed-ranks
test is a test of difference between two categories of repeated measures. It is the non-
parametric equivalent of the dependent t-test (Field, 2009: 552).

There was no calculation of the effect sizes for the paired comparisons since

the number of the participants for as very small, that is five participants

in each group of reading abili . Su a sample size can cause problems
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CHAPTER IV

RESULTS

The purpose of this study was to investigate the effects of reading ability
levels and two different text types on rational deletion cloze test performance and
explore the use of reading strategies during gloze test performance so as to understand
the study participants’ cloze testing behavier. The information on cloze test
performance and the use Of reading strategies was confirmed by the data from
retrospective interviews.

This chapter presents.the findings of the study in accord with the research

questions.

4.1 Descriptive statisties of the cloze test:

Descriptive statisti€s of the two cIo_zé féxts obtained from the main study were
shown in Table 4.1. The mean scores of t‘f;ié' two cloze texts in the main study were
similar to the results of the try outs, in which ihe mean scores of the narrative cloze

was higher than the mean scores of the expositorry text.

Table 4.1 Mean, variance and standard deviation of the cloze texts

Mean Variance Std D No. of

items
Narrative cloze 22,776 71.817 8.474 20
Expository cloze 19.419  54.106 7.356 20

4.2 The effects of reading ability levels and text types on rational deletion cloze
test performance
To find out the effects of reading ability levels and text types on rational
deletion cloze test performance which were the answers to the first three research
questions, a two-way ANOVA analysis with replication was employed. Tables 4.2
showed the statistics summary and the results from the two-way ANOVA with
replication (alpha = 0.05 for a 95% confidence). Here the p-values for the three
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reading ability groups and the two text types were less than alpha (0.00 <.05). These
signified that the performances of the three reading ability groups on the rational
deletion cloze test were significantly different, and that the two text types (narrative
and expository) had significant effects on the cloze test performances of the three
reading ability groups. The p-value for the interaction effect between reading ability
levels and text types on the rational deletion cloze test performance was greater than
alpha (0.48 > .05), which could be' interpreted that there was no significant
interaction effect between reading ability levels and text types on the rational deletion

cloze test performance.

Table 4.2 The main effects.andthe interaction effect of reading ability levels and

text types

Source of

Variation SS df MS F p-value F crit
Reading ability
levels 5371.195 2 -2685,598 % 55,51134* 0.001 3.022127
Text types 1051.796 1. -1051.796 '21.74064* 0.001 3.868792
Interaction 72.16092 2 -36.08046 0.745784 0.48 3.022127
Within 16545.71 342 - 48.37926
Total 23040.86 347
*p <.05

4.2.1 Effects of reading ability levels on rational deletion cloze test

performance

Since the performances of the three-reading ability:groups on the rational cloze
test were significantly different, a ANOVA single factor was employed on the three
ability groups te,find out which groups, differ on their,performance on each cloze text:
narrative and‘expository cloze'texts.” The ANOVA singlefactor was performed twice,
one on the performance of the three reading ability groups on the narrative cloze text,
and the other on their performance of the expository cloze text.

Table 4.3 showed the descriptive statistics of the narrative cloze text. It was
evident from the table that each ability group had quite a different mean score. One
interesting thing found here was that the maximum and minimum scores of the
average and the low reading ability groups were almost the same, 36/5 and 35/5

respectively.
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Table 4.3 Mean, Std Deviation and Std Error of the three reading ability groups
on the narrative cloze performance

Std. Std. 959% Confidence

N Mean Deviation  Error Interval for Mean Minimum Maximum

Lower Upper

Bound Bound
1.00 58 28.2069 5.65611 714268 26.7197 29.6941 17.00 40.00
2.00 58 22.3448 8.36985 1.09902 20.1441 24.5456 5.00 36.00
3.00 58 17.7241 7.65207. 1.00477 15.7121 19.7361 5.00 35.00
Total 174 22.7586 8.45110 .64068 214941 24.0232 5.00 40.00

1 = high reading ability group, 2.= average reading ability group, 3 = low reading ability group

Leven’s test for hemogeneity of variances, as shown in Table 4.4, showed that
the variances of the threé ability groups were not the same, F = 5.314, p < .05.
However, ANOVA *“is fairlyrobust in térfhs of the error rate when sample sizes are
equal’ (Field, 2009: 360)./1n this case wriere the sample size is equal in each cell, the
problem resulting from‘the violation of hdmpg_eneity of variance assumption was thus
rectified. For the overall effect of the th_r_é_e_ feading ability groups on the narrative

cloze text, it was significant, F 29.903, p < 05 as shown in Table 4.5.

Table 4.4 Test of equal variances of the three ability groups on the narrative
cloze performance :

Levene
Statistic dfl df2 Sig.
5.314* 2 171 .006
*p <.05

Table 4.5 The main effect of the reading ability=levels on the narrative cloze

performence
Sum of Mean

Squares df Square F Sig.
Between 3201.655 2 1600.828  29.903* 001
Groups
Within Groups 9154.207 171 53.533
Total 12355.82 173

*p <.05

The post hoc tests were then carried out to compare all different combinations

of the reading ability groups on their performance on the narrative cloze text. The
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results from the post hoc tests were shown in Table 4.6. The Dunnett T3 was chosen
for the tests since this procedure has been designed for situations of unequal group
variances and it “keep(s) very tight I error control” (Field, 2009: 374-375). It is clear
from the table that when each group of the reading ability level was compared to the
remaining groups, a significant difference was revealed. Thus, in terms of the
narrative cloze text performance, each group of reading ability level differed
significantly and the high reading ability group outperformed the average and the low

ability groups (p < .05).

Table 4.6 Paired comparisons.of the reading ability-levels on the narrative cloze

performance
(1) ReadingAbilitylevels Mean
(J) ReadingAbilitylevels Difference (- Std. 95% Confidence
[ ) WA Error Sig. Interval
Dunnett T3 1.000 2,00 5.86207(%) 132643 .000 2.6430 9.0812
8.00 10,48276(*)  1.24945 .000 7.4528  13.5127
2.00  1.00 -5.86207(%)¢ 132643 .000  -9.0812 -2.6430
3i00 462069(%) 1.48909 .007 1.0136 8.2277
3.00 1.00 -10.48276(*) . 124945 000 -13.5127 -7.4528
2.00 =462069(*) " 1.48909 .007 -8.2277 -1.0136

* The mean difference is significant at the .05 Ievel
Dependent Variable: NarrativeCloze 3

An effect size for the one-way single factor ANOVA analysis of the narrative
cloze text performance was calculated, using the omega squared (w?) (see Appendix L
for the equation). This resulted in a large effect size, w® = .26.

To findout which groups differ on their, performance on the expository cloze
text, the ANOVA single factor was performed one more time. Table 4.7 showed the
descriptive statistics) for the expasitory cloze text.y It was evident, from the table that
the perfarmance of the high reading ability group on the expository cloze text was
greater than the average and the low reading ability groups. The average and the low
reading ability groups had the same range of score, with 5 as the minimum score and
30 as the maximum score.
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Table 4.7 Mean, Std Deviation and Std Error of the three reading ability groups
on the expositorycloze performance

Std. Std. 959% Confidence

N Mean Deviation  Error Interval for Mean Minimum Maximum
Lower Upper
Bound Bound

1.00 58  24.1207 5.17781  .67988 22.7593 25.4821 15.00 34.00
2.00 58 18.1897 6.51707  .85573 16.4761 19.9032 5.00 30.00
3.00 58 15.5345 7.77133  1.02043 13.4911 17.5778 5.00 30.00
Total 174 19.2816 7.46212. 56570 18.1650 20.3982 5.00 34.00

1 = high reading ability group, 2 = average reading ability-aroup, 3 = low reading ability group

-

Similar to what have-been found in the narrative cloze scores, here the
assumption of homogeneity of\Variances was violated, as shown in Levene’s test of
homogeneity of variances in Table 4.8; Ii =4.942, p < .05. And as mentioned earlier
that ANOVA is quite robust in terms of éLrBr when sample sizes are equal, in this case
of which the sample size is equal in each gell; it was thus assumed that the violation of
the assumption of homogeneity of variances has been rectified. For the overall effect

of the three reading ability levels on their performance on the expository cloze text

was found significant, F = 25.982, p- < .05, as shown in Table 4.9.

g

Table 4.8 Test of egual variances of the three ability groups on the expository
cloze performance

Levene .
Statistic dfl df2 Sig,
4.942* 2 171 008
*p <.05

Table'4,9 The main effect of the reading ability levels on the expasitory cloze

performance
Sum of Mean
Squares df Square F Sig.
get""ee” 2241.701 2 1120.851  25.931* 000
roups
Within Groups 7391.500 171 43.225
Total 9633.201 173

*p < .05
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The post hoc tests were then carried out to compare all different combinations
of the reading ability groups on their performance on the expository cloze text. The
results from the post hoc tests were shown in Table 4.10. It is clear from the table that
the high reading ability group had significantly better performance than the average
and the low reading ability groups (p < .05). The performance of the average and
low ability groups on the expository cloze text was not significantly different (p >
.05).

Table 4.10 Paired comparisons of theeffects of reading ability levels on the
expository ¢leze performance

(1) ReadingAbilitylevels Mean
(J) ReadingAbilitylevels Difference 95% Confidence

[ A FPE SN\ StadErTor  Sig. Interval
Dunnett T3 1.00 2400 5.93103(%) 1.09294  .000 3.2819 8.5801

3.00 8.58621(*) 1.22617  .000 5.6100 11.5624
2.00 1400 -5.93103(*) 1.09294  .000 -8.5801 -3.2819

8.00 2.65517 133175 .138 -.5718 5.8821
3.00 1.00 -8.58621(*) 122617 .000 -11.5624 -5.6100
2.00 =2l 1.33175 .138 -5.8821 5718

* The mean difference is significantat the .05 level.
Dependent Variable: ExpositoryCloze

An effect size for the one-way single factor ANOVA analysis of the
expository cloze text performance was caleulated, using the omega squared (w?) (see

Appendix L for the equation). This resulted.in a large effect size, ® = .22.

4.2.2 Effects of text types on rational deletion cloze test performance

Astshown €arlierthetinitial results from-thettwo=way ANOWVA analysis with
replication indicated that the two text types, namely narrative and expository, had
significant effects on the cloze test performances of the three reading ability groups.
At this stage, the dependent t-test, or paired samples t-test was used to compare the
differences between the scores gained from the narrative and the expository cloze
texts. Table 4.11 and Table 4.12 showed the details of the standard deviations and the
standard error means of the two cloze texts. On average, the participants had a better
performance on the narrative cloze text (M = 22.76, SE = .64) than on the expository
cloze text (M = 19.28, SE = .57). It was noted that the Pearson correlation between



84

the two cloze texts was large and significant correlated, r = .977, p < .05. According
to Field (2009, 330), it is possible that the two conditions will correlate when the
repeated measures are used. Here, the ability groups are the repeated measures in that
they performed on both the narrative and the expository cloze texts. Another factor
may arise from the pattern of item deletion, in which there are the same amounts of
each text items on both cloze texts. From Table 4.13, it was found that two text types

were significantly different, t = 23.46, p <.05.

Table 4.11 Means, Standard deviations of the narrative and expository cloze

text types
Std.
Std. Error
Mean . N  Deviation Mean
Pair1  Narrativecloze 2247586 174 8.45110 .64068
Expositorycloze 19.2816 ’174_ 7.46212 .56570

Table 4.12 The correlations between the_[jg_rrative and expository cloze texts

S Correiﬁtic’ih Sig.

Pair 1 Narrativecloze & 174 TG 000

Expositorycloze

Table 4.13 The comparison of the narrative and expository cloze test

performance
, - Sig. (2-
PairédBifferences t df tailed)
Std. 95% Confidence
Std. Error Interval of the
Mean Deviation Mean Difference

Lower Upper

Pair Narrativecloze*

1 Expositorycloze 3.477 1.955° 1482 3.184 3.769  23.46* 173 .000

*p <.05

An effect size was then calculated for the effect of text types on the rational
deletion cloze test performance, using the estimation of Pearson correlation
coefficients (r) (see Appendix L for the equation). This resulted in a large effect size,
r =0.46.
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4.2.3 Answers to First Three Research Questions in the Main Study

Research questions 1: Do students’ different reading ability levels have a significant
effect on their rational deletion cloze test performance?
Hypothesis 1: There is a significant difference in the average scores gained from

the rational deletion cloze test

There was a significant effect ,of students” reading ability levels on their
rational deletion cloze tesi-performance. That IS, there was a significant difference in
the average scores of studenis with different reading ability levels gained from the
rational deletion cloze iest (p*<.05). ‘ _

The effect of the three reading gﬁility groups on their performance on the
narrative cloze text was significant, £ = 2_,9.903, D < 05. The effect was large, w® =
.26, which represents a substantial findirig. . The paired comparisons revealed that
each group of reading ability levels.differed significantly in their performance on the
narrative cloze text (p < .05),-and the hig@-rt'e-'ading ability group outperformed the
average and the low ability groups (p < .05')-;"-;i' )

The effect of-the-three-reading-abitity-groups-en-their performance on the
expository cloze texi-was significant, F = 25.932, p < .05. The effect was
substantial, w? = .22, which represents a large effect size. The paired comparisons
revealed that the high seadingeability group-hadjsignificantly=had better performance
than the average and the low reading ability groups (p° < .05). The performance of
the average.and low ability..groups.on_the expository. cloze text was found not

significantly different (p > .05).
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Research question 2: Do different text types have different effects on students’
rational deletion cloze test performance?
Hypothesis 2: There is a significant difference in students’ average scores gained
from the narrative cloze and the expository cloze test performance.

There was a significant effect of the two text types on the participants’ cloze
test performance (p < .05).. That is, there'was'a significant difference in the average
scores gained from the narrative-and the expository-eloze texts, t = 23.46, p < .05.

On average, the participants<had higher scores on the performance of the narrative
cloze text (M = 22.76, SE_=".64) than on the performance of the expository cloze text
(M =19.28, SE = .57). The effect of the two text types on the performance of the

participants was quite darge;'r = 0.46and so represents a substantial finding.

d

Research questions 3: Is therea Sighifican'ti-'ihf'eraction effect between reading ability
levels and text types'dj'n_‘swdents’ rational deletion cloze test
performance? T
Hypothesis 3: There is a sighificant interaction effect between the reading ability
levels' and the text types on students™ average rational deletion cloze

Scores.

There was no,significant.interaction-effect of the reading ability levels and text

types on students’ rational deletion‘eloze'test performance (p > .05).
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4.3 The use of reading strategies on performing the rational deletion cloze test
The answers to the fourth research question were presented in two different

aspects. The first aspect was the answer to the question concerning the use of reading

strategies on performing the narrative cloze test. The second aspect was concerning

the use of reading strategies on performing the expository cloze test.

4.3.1. The use of reading strategies on performing the narrative cloze test

To answer the fourth.research question; the Kruskal Wallis H tests were used.
Table 4.14 showed the resulis-of the use of reading strategies on the narrative cloze
text by the participants of different reading levels. It'was found that all participants
(100%) in each ability group used the strategies of “reading the whole cloze passage
before working on the"blapks and “‘using context to restore the cloze blanks.” The
second and the third mest use reading straﬁegies were “translating” and “using prior or
world knowledge” respectively. “Skippii’!grunknown words while reading the cloze
passage” and “looking for key wards and'--'phrases” were equally used. While the
strategy of “making inferences” was used th%l_e_ast, none of the participants employed
the strategy of “using main idea™ upon théif'Jf'Working on the narrative cloze text.
Overall, the use of each reading Strategy by fhé‘ih'ree reading ability groups was found

significantly different{p-<-05).
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Table 4.14 The percentages and the H values of reading strategies use on the

narrative cloze

Strategies High- Average- Low-
reading reading reading X
ability ability ability
group group group
1. reading the whole cloze passage 58 58 58 .00
before working on the blanks (100%) (100%) (100 %)
2. skipping unknown words while 30 50 52 131.00*
reading the cloze passage (51:7%) (86.2%) (89.7%)
3. using sentence structures 51 32 28 110.00*
(87.9%) (55.2%) (48.3%)
4. using rhetorical patterns of 40 32 28 99.00*
organization (69%) (55.2%) (48.3%)
5. focusing on vocabulary. 55 a8 33 120.00*
(94.8%) (56.9%) (56.9%)
6. using context to restore the cloze bt 4 58 58 .000
blanks (100%) (100%) (100%)
7. looking for key words and 58744 42 32 131.00*
phrases (100%) (72.4%) (55.2%)
8. using punctuation 58 31 28 109.00*
{100%) (61:7%) (48.3%)
9. making inferences 33 3l 21 84.00*
(56.9) (534%) (36.2%)
10. using main idea - - - -
11. using prior or world knowledge 54 55 46 154.00*
(93.1%) (94.8%) (79:3%)
12. translating 50 58 58 165.00*
(86.2%) (100%) (100%)
Total 545 480 442 1466.00*
(78.30%) (68.97%) (63.51%)
*p <.05

The total number of reading strategies use on the narrative cloze test

performance among the three groups was found significantly different, H (2) = 50.52,
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p < .05. The Monte Carlo estimate of significance (.000) indicated that the
significant was genuine (Field, 2009: 564), as shown in Table 4.15

Table 4.15 Test of significance of differences in the strategy use on the narrative

cloze

Strategy
Chi-Square 50.520*
Df 2
Asymp. Sig. .000
Monte Carlo Sig. .000(a)

Sig. 99% Confidence Lower
.000

Interval Bound

Upper
Bound Mg

*p <.001
a Based on 10000 sampled tablegs with startlng seed 2000000.
b Kruskal Wallis Test
¢ Grouping Variable: AbilitylLevels

In order to test the hypothesis Whe_th'ér the high reading ability group used
more reading strategies than the other -ti‘/_ivb‘rlgroups on their narrative cloze test
performance, the Mann-Whitney U tests were bsed to make the comparisons. Here,
there were three Mann-Whitney tests: i~

Test 1: The use of reading strategies by the high ability group compared to that

of the average ability group

Test 2: The use of reading strategies by the high ability group compared to that

of the low ability group

Test 3: The use of reading strategies by the average group compared to that of

the low ability-group
To ensure that the" Type 'l errors did not build up to more than .05 due to the three
tests, a Bonferroni correction was applied by having the critical value of .05 divided
by the number of tests being conducted (Field, 2009: 565). In this case, there were
three tests as shown above, the critical value would thus fall to .05/3 = 0.0167.

Table 4.16 showed the results of the three Mann-Whitney tests. The Mann-
Whitney test 1 showed that the high reading ability group used more reading
strategies than the average reading ability group (z = -5.339, p < 0.0167). The results

from Test 2 showed that the high reading ability group used more reading strategies
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than the low reading ability group (z = -6.515, p < 0.0167). The Mann-Whitney test
3 revealed that there was no significant difference in the use of reading strategies

between the average and the low reading ability groups (z =-1.960, p > 0.0167).

Table 4.16 Paired comparison of reading strategies use on the narrative cloze

Test 1 Test 2 Test 3
Strategy Use Strategy Use Strategy Use
Mann-Whitney U 106389.000 92486.500 98390.500
Wilcoxon W 221829.000 190389.500 196293.500
z -5.339* -6.515* -1.960
Asymp. Sig. (2-tailed) .000 000 .050

*p<0.0167
Grouping Variable: Ability.devels

The next step wasto estimate the effect sizes of the differences in the use of
reading strategies across ihe three reading.ability groups. The z-scores were then
converted into the effeet size estimate, r.« The equation for converting z-scores into
the Pearson correlation ceefficients, r, was _,bfbvided in Appendix L. For Test | and
Test 2, being statistically significant, the Ia‘ﬁig'é;gffect sizes, r, of -0.50 and -0.60 were
obtained. These were the substantial findihgs’._ For Test 3, being non statistically
significant, the effect size was small, r = -0.18.}

Thus, it can be concluded that in terms of reading. strategies use on narrative
cloze test performance, the high reading abtlity group used more reading strategies

than the average- and theslow reading ability groups.

4.3.2 The use of reading strategies on performing the expository cloze test

Table 4.17:Showed the, results-froim the, Kruskal-Wallis 4, tests on the use of
reading strategies on performing the expository cloze test. The similar results to the
use of reading strategies on performing narrative cloze test were found in that all
participants (100%) reported the use of “reading the whole cloze passage before
working on the blanks” and “using context to restore the cloze blanks.,” and that
“translating” and “using prior or world knowledge” were the second and the third
most used strategies with the same number of use by each group of reading ability (
50, 58 and 58 for the former and 54, 55 and 46 for the latter). The strategies of
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“skipping unknown words while reading the cloze passage” and “looking for key
words and phrases” were the fourth and the fifth used. It was interesting to note that
the total number of strategy use for “looking for key words and phrases”, “focusing
on vocabulary” and “making inferences” upon working on both cloze texts was the
same, and that the high- and the average reading ability groups reported the strategy

of “using main idea” while working on the expository cloze text.

Table 4.17 The percentages and the H valdes of reading strategies use on the
expository cloze

Strategies High- Average- Low-
reading reading reading X
ability ability ability
group group group

1. reading the whole cloze passage 58 58 58 .00
before working on the blanks (200%) (100%) (100%)
2. skipping unknown words while 41 50 52 142.00*
reading the cloze passage (70.6%) (86.2%) (89.7%)
3. using sentence structures 51 ‘ 32 28 110.00*
(87.9%) " (55.2%) (48.3%)
4. using rhetorical pattern of ST~ 32 28 110.00*
organization (87.9%) (55.2%) (48.3%)
5. focusing on vocabulary 55 33 33 120.00*
(94.8%) (56.9%) (56.9%)
6. using context to restore the'cloze 58 58 58 .00
blanks (100%) (100%) (100%)
7. looking for key'words and phrases 58 42 32 131.00*

(100%)-, “(72:4%); .~ (55:2%)

8. using punctuation 58 31 28 116.00*
(100%) (51.7%) (48.3%)

9. making inferences 33 31 21 84.00*
(56.9) (53.4%) (36.2%)

10. using main idea 38 18 - 55.00*
(65.5%) (31%)

11. using prior or world knowledge 54 55 46 154.00*
(93.1%) (94.8%) (79.3%)
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Strategies High- Average- Low-
reading reading reading X
ability ability ability
group group group
12. translating 50 58 58 165.00*

(86.2%)  (100%)  (100%)

Total 605 498 442 1544.00%
(86.93%)  (71.55%)  (63.51%)

*p <.05

The total number of-reading .;trategies used on the expository cloze test
performance among the_ three.groups was also found significantly different, H (2) =
58.70, p < .05. The Monte.Carlo estimate of significance (.000) indicated that the
significant was genuine (Field, 2009: 5642;';315 shown in Table 4.18.

Table 4.18 Test of significance of differé'nces in the strategy use on the
expository cloze & . <

#

~ Strategy
Chi-Square ~ 58.701*
Df e _ 2
Asymp. Sig. - .000
Monte Carlo Sig. . .000(a)

Sig. 99% Confidence Lower
Interval Bound pes

Upper
Bound 000

*p <.001

a Based on 10000 sampled taklesiwith starting seed 299883525.
b Kruskal WallisiTest
¢ Grouping Variable: AbilityLevels

The Mann-Whitney U tests were then used to make the comparisons to find
out which pair(s) of ability groups were significantly different in the strategy use.
Here, there were three Mann-Whitney tests:

Test 1: The use of reading strategies by the high ability group compared to that

of the average ability group

Test 2: The use of reading strategies by the high ability group compared to that

of the low ability group
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Test 3: The use of reading strategies by the average group compared to that of
the low ability group
As mentioned earlier, to ensure that the Type | errors did not build up to more than
.05 due to the three tests, the Bonferroni correction was applied by dividing the
critical value of .05 with the number of tests, and the critical value fell to .05/3 =
0.0167.

Table 4.19 showed the results of the/three Mann-Whitney tests. The Mann-
Whitney test 1 showed that the high reading. ability group used more reading
strategies than the average reading ability group (z=-6.726, p < 0.0167). The results
from Test 2 showed that the high reading ability group used more reading strategies
than the low reading ability@roup (z = -6.233, p < 0.0167). The Mann-Whitney test
3 revealed that thereswas no Significant difference in the use of reading strategies
between the average and the low reading ébil_ity groups (z=-.918, p > 0.0167).

Table 4.19 Paired comparison of reading-'strategies used on the expository cloze

Test & . lest2 Test 3
Strategy. Use Strategy Use Strategy Use
Mann-Whitney U 116184:000 /42 _.1_04510.500 106346.500
Wilcoxon W 240438.000 202413.500 204249.500
z -6.726™ -6-233% -.918
Asymp. Sig. (2-tailed) .000 .000 .358

*p<0.0167
Grouping Variable: Ability levels

The effect sizes of the differences in the use ‘0f readifng strategies across the
three reading ability groups were then calculated. The equation for converting z-
scores into,the Rearson,correlation coefficients, r-Was,provided.in Appendix L. For
Test | and Test 2, being statistically'significant, thé'large effect sizes,, of -0.62 and
-0.58 were obtained. These were the substantial findings. For Test 3, being non
statistically significant, the effect size was small, r = -0.09.

Thus, it can be concluded that in terms of reading strategies use on expository
cloze test performance, the high reading ability group used more reading strategies

than the average- and the low reading ability groups.
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4.3.3 Answer to the fourth research question in the main study
Research question: Are there differences in the use of reading strategies by students
with different reading ability levels in doing the rational deletion
cloze test comprising two different text types?
Hypothesis 4: High-reading ability group use more reading strategies than the

average- and low- reading ability groups.

The use of each reading strategy by the three reading ability groups on their
performing the narrative-cloze test was found-significantly different (p <.05).
Totally, the number of reading sirategies use on the narrative cloze test performance
among the three groups was significantly different, H (2) = 50.52, p < .05. Mann-
Whitney tests were Used 0 follow: up this finding. A Bonferroni correction was
applied and so all effects are reported ata 0.0167 level of significance. It appeared
that the use of reading strategies by: the high reading ability group was significantly
different when it was compared to that o-f'the average reading ability group (U =
106389, r = -.50) and that of the {ow read'iﬁfg" ability group (U = 92486.5, r = -.60 ).
However, the use of reading strategies byjthél’: average and the low reading ability
groups was not significantly different (U = 98390.5,1= -.18).

The use of each reading strategy by the three reading ability groups on their
performing the expository cloze test was also found significantly different (p <.05).
Totally, the number of reading strategies use on the expository cloze test performance
among the three groups was significantly different, H (2) =58.70, p < .05. Mann-
Whitney tests Wwere used to follow up this finding. A Bonferroni correction was
applied-andssorall effectscarezreported, at @:0.0167, level of significance. It appeared
that the use of reading strategies by the high reading ability group was significantly
different when it was compared to that of the average reading ability group (U =
116187, r =-.62 ) and that of the low reading ability group (U = 104510.5, r =-.58 ).
However, the use of reading strategies by the average and the low reading ability
groups was not significantly different (U = 106346.5, r = -.09).

The hypothesis was confirmed that the high reading ability groups use more
reading strategies than the average reading ability group and the low reading ability
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groups on their performance of the rational deletion cloze test comprising two
different text types.

In terms of the reading strategies used by the three reading ability groups on
performing the narrative and expository cloze test, all participants (100%) reported
the use of “reading the whole cloze passage before working on the blanks” and “using
context to restore the cloze blanks.” The second and the third most use reading
strategies were “translating” and “using prior. or world knowledge.” The use of
“skipping unknown words while reading ihe“Cloze passage” and “looking for key
words and phrases” were-approximately the same. The strategies of “making
inferences” and “using main.idea” were the least used, and none of the participants

reported the “using main 1dea” strategy on their narrative cloze test performance.

4.4 The use of contextual information on berforming the rational deletion cloze
test '

There are two main parts of the stati‘étic;al analyses to obtain the answers to the
fifth and last research question.—The first pl’ért was a statistical analysis on the
participants’ reports.Qf their use of contextual information.on the questionnaires. This
was to find out whethier there-was-any difference in-the use of information sources of
the three reading ability groups on their restoring the cloze gaps. The second part was
a statistical analysis of the verbal reports given by the fifteen participants who
participated in‘theoretrospectiveiinterviews: These participants were asked to report
on the types or squrces oOf contextual information they used to solve each cloze gap.

4.4.1The use of contextualiinformation as reported on'‘the.questionnaires

The Kruskal Wallis H test was firstly used to compare the general differences
in the use of different types of contextual information by the three reading ability
groups upon their filling the cloze gaps. The Mann-Whitney tests were then used in
the post hoc procedures to find the differences in all combinations of the paired

comparisons.
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4.4.1.1 The use of contextual information on the narrative cloze
The Kruskal Wallis H test was firstly used to compare the general differences
in the use of different types of contextual information by the three reading ability
groups upon their filling the cloze gaps. Table 4.20 showed that there was a
significant difference in the use of each type of information by the three reading
ability groups on their restoring the narrative cloze gaps. The “information from your
world knowledge” type was mostly used by all the three groups. The “information in

the following sentences” type was used the least.

Table 4.20 The percentages-andH values of contextual information used on the
narrative.gloze

Types of contextual High~ 4" Average Low-
information used in restoring reading = reading reading P
the cloze gaps abifity: ability ability
group\ % .group group
information in the clause/where 47 50 50 146.00*
the gap appears (81%)..4 41 +(86.21%) (86.21%)
information in the sentence 47 = 50 50 146.00*
where the gap appears (819%)= 4= (86.21%) (86.21%)
information in the preceding 52, w4 ===4g 45 145.00*
sentences (89.7%) (84.5%) (77.6%)
information in the “following 28 15 7 49.00*
sentences (48.3%) (25.9%) (12.1%)
information from your “werld 53 55 50 157.00*
knowledge (91'37) (94.8%) (86.2%)
Total 227 219 202 647.00*

(78.28%). .. (75:52%) .. .(69.66%)

p < .05

The total use of contextual information by the three reading ability groups on
their filling the narrative cloze gaps was found significantly different, H (2) = 24.089,
p < .05. The Monte Carlo estimate of significance (.000) indicated that the
significant was genuine (Field, 2009: 564), as shown in Table 4.21.
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Table 4.21 Test of significance of differences in the use of contextual information
on the narrative cloze

Use of contextual

information
Chi-Square 24.089*
Df 2
Asymp. Sig. .000
Monte Carlo Sig.
Sig. .000(a)
99% Confidence Lower 000
Interval Bound '
Upper
Bound R0

*p <.001

a Based on 10000 sampled tablesavith starting seed 299883525.
b Kruskal Wallis Test

¢ Grouping Variable: Ability levels

Then the paired gomparisons were'(;onducted using the Mann-Whitney U tests
to test differences in the use of contextual ih!'fd"rmation in all different combinations of
the reading ability groups. There were thréé:fM;l;lnn-Whitney tests:

Test 1: The use of contextuat informatidﬁ by the high reading ability group

compared.to that of the averégé Ebility group

Test 2: The use of contextual information by the high reading ability group

compared to that of the low reading ability group

Test 3: The use of.contextual information by the average reading ability group

compared to that/of thelow ability group
A Bonferroni correction was applied to ensure that Type | error did not build up to
more thans05.due~to the-three tests,aresulting, insthescritical, valuesof 0.0167. The
results of the'Mann-Whitney tests were provided in Table4.22. “It was found that the
high reading ability group used more contextual information than the average group
(z = -4.327, p < .0167) and than the low reading ability group (z = -2.707, p <
.0167). Test 3 revealed there was a difference in the use of contextual information

between the average and the low reading ability groups (z =3.930, p < .0167).
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Table 4.22 Paired comparisons of contextual information use on the narrative

cloze
Test 1 Test 2 Test 3
Use of Use of Use of
contextual contextual contextual
information information  information
Mann-Whitney U 19050.000 19560.000 17775.000
Wilcoxon W 44928.000 40063.000 38278.000
Z -4.327* -2.707* -3.930*
Asymp. Sig. (2-tailed) — 000 07 .000
*p <0.0167

Grouping Variable: Ability levels

The effect sizesafor.the /Mann-Whitney tests were estimated, using the
equation for converting .z-scorgs; into the Pearson correlation coefficients, r (see
Appendix L). Overall; theeffect sizes, r, for Test 1-3 were medium, -0.40, -0.25, and
-0.36 respectively. _

Here, it can be concluded that in te_rr_,hs:;of the use of contextual information as
the sources for filling the narrative cloze ‘da{ps_, the high reading ability group used

more sources of information than the average'and the low reading ability groups.

4.4.1.2./The use of contextual information on the expository cloze

The Kruskal Wallis H test was applied once again to compare the differences
in the use of contextualsinformation by the ,three reading ability groups upon their
filling the expository cloze gaps. - Table 4.23'shewed that there was a significant
difference in the use of each type of information by the three reading ability groups on
their restoring ‘the txpository-cloze| gaps. [The similar results t0)those found in the
narrative;cloze was found in that the “information from your world knowledge” type
was mostly used by all the three groups, and that the “information in the following
sentences” type was used the least. There were some slight differences from what
have been found in the narrative cloze in that the sources of information in the
sentence where the gap appears and in the preceding sentences were slightly more

used.
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Table 4.23 The percentages and H values of contextual information used on the
expository cloze

Types of information used in High- Average- Low-
restoring cloze gaps reading reading reading P
ability ability ability
group group group
information in the clause where 47 48 50 144.00*
the gap appears (81%) (82.7%) (86.21%)
information in the sentence 48 50 50 147.00*
where the gap appears (82.7%) (86.21%) (86.21%)
information in the preceding 534 o0 45 147.00*
sentences (91.4%) (86:21%) (77.6%)
information in the following 25 L5 7 46.00*
sentences (43.1%) (22.4%) (12.1%)
information from your .world 58 52 46 150.00*
knowledge (9L37) . (89.6%) (79.3%)
Total 226 18 198 638.00*

((71.93%) ' (74.14%)  (68.28%)

#

p < .05

— J-:

The total use.of contextual informa’ti"dﬁ%y the three reading ability groups on
their filling the expasitery-cloze-gaps-was-found-significantly different, H (2) =
62.812, p < .05. The Monte Carlo estimate of signiticance (.000) indicated that the
significant was genuine (Field, 2009: 564), as shown in Table 4.24.

Table 4.24 Test ofisighificance of differences in the use of contextual information
on the expository cloze

Use of contextual

information
Chi-Square 62.812*
Df 2
Asymp. Sig. .000
Monte Carlo Sig.
Sig. .000(a)
99% Confidence Lower
.000
Interval Bound
Upper
Bound 000

*p <.001
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a Based on 10000 sampled tables with starting seed 926214481.
b Kruskal Wallis Test
¢ Grouping Variable: Ability levels

The post hoc procedures were then carried out, using the Mann-Whitney tests,
to test differences in the use of contextual information in all different combinations of
the reading ability groups. There were three Mann-Whitney tests:

Test 1: The use of contextual information by the high reading ability group

compared to that of the average@bility group

Test 2: The use of-eontextual information-by-the high reading ability group

compared to that of the low reading ability group

Test 3: The use of gcontextual infarmation by the average reading ability group

compared toithat of the low.ability group
A Bonferroni correction was applied-to ensure that Type I error did not build up to
more than .05 due to the three tests, resiQItei'ng in the critical value of 0.0167. The
results of the Mann-Whitney tests were':-p'rdvided in Table 4.25. There was no
significant difference in the use-of contéf‘(:!t_t_]gl_ information as sources to solve the
expository cloze gaps between the -high and’flﬁ'lé! average reading ability groups (z = -
1.103, p > .0167)., However, there wé?é"*éignificant differences in the use of
contextual informatiqn‘ between the high-and the lowrability groups (z = -6.546, p <

.0167), and between the average and the low ability groups (z = -7.582, p < .0167).

Table 4.25 Paired comparisens of contextualinformation.use on the expository

cloze
Test 1 Test 2 Test 3
Use of Use of Use of
contextual contextual contextual
information information information
Mann-Whitney U 22848.000 14275.000 12665.000
Wilcoxon W 46068.000 33976.000 32366.000
Z -1.103 -6.546* -7.582*
Asymp. Sig. (2-tailed) 270 .000 .000
*p<0.0167

Grouping Variable: Ability levels
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The estimation of the effect sizes for the Mann-Whitney tests revealed that the
effect sizes for the differences in the use of contextual information between the high
and the low ability groups and between the average and the low groups were quite
large, r = 0.60, and r = 0.70 while the effect size for the non-significant difference
between the high and the average ability groups was small, r = 0.10.

In conclusion, on solving the expository cloze gaps, there were significant
differences in the use of contextual information between the high and the low reading
ability groups, and between the average and the low ability groups. The use of
contextual information between the high and-the-average ability groups was not
significantly different.

4.4.2 The useof cantextual information as reported on the retrospective

interviews '

Fifteen participants were randomly éélected to participate in the retrospective
interviews. Five of them were randomly' selected from the high reading ability
groups, another five from the average ability: group, and the other five from the low
ability group. They were first asked to repbrt]bn their performance on the narrative
and expository cloze. test. - Their verbal reports were. then.rated by the two raters on
their use of contextual-information-to-soive each cioze gap, using the guidelines
provided in Appendix 1. The inter-rater agreement ratio ('Yamashita, 2003) was
100 %.

4,4.2.1 Examples taken from the verbal reports

The following,are the“examples taken fromithe'verbal tepOrts'to illustrate how
the participants use the contextual information to fill the cloze gaps. The verbal
reports had been given in Thai and they were translated into English by the
researcher. It should be noted that the answers to each item could be either correct or
incorrect since the focus of this study was restricted to the use of contextual
information. All in all, these data reflected the participant perspectives and the
researcher’s interpretation (Bogdan & Biklen, 1998, cited in Yamashita, 2003: 276).
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The details of each cloze item concerning the required information can be found on

page 65 of Chapter Two.

The “Within Clause” type of information

This is the source of information in which the participants looked for the cue
in the clause where the gap appeared in order to answer the item. From the
observations all reading ability groups did not have much trouble using this type of

information as sources in restoring the gaps.

Example 1 (a high ability-pasrticipant, working on item 3 of the narrative cloze):

For item 3, | used.““together’* because the phrase “dance and play” should be followed
by the adverb “together.”#The phrase is quite familiar to me. | have often seen the
phrase like “do semethingtogether” or  *“do this and that together.” That’s why |
filled this blank witi'the'word “together.”

Example 2 (an average ability group, working on item 5 of the expository cloze)
For this item, | thought an article “the™ was the correct answer since the phrase “the
same” is so familiar to me, and | have been taught to use “the same” too.

Example 3 (a low reading.ability group, working on item 6 of the narrative cloze)
For this item, | guess “aboUt” was the answer for this blank because the phrase
“worry about” is somehow familiar to- me.” Therefore, | was sure that “about” was
the correct answer for this blank.

The “Across Clause, Within Sentence™ type of information

This is the source. of information in which the participants looked for the cue
in the sentence.where fthe ‘gap appears to answer the item. | In;this case, the sentence
consists of more than one clause. From the observations, the participants in all three
ability .groups ,didnot have much trouble in.answering these types, of items on the
narrative cloze.

Example 4 (a high ability participant, working on item 4 of the narrative cloze):

For item 4, the answer that came up to my mind when | saw it were “said”,

“answered” and “replied” but | chose “said” because it was followed by the quotation

marks which signify the statement of what has been said, and | saw the word “said”
used in the first paragraph, too.

Example 5 (an average ability participant, working on item 12 of the narrative cloze):
For this item, I used the word “not” for ‘not hungry” because the blank was followed
by the reason that made him not hungry. You see, the phrase “enough food’ in the
following clause gave the reason for not being hungry.
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Example 6 (a low ability student working on item 19 of the narrative text):

For item 19, | wrote down “next” because | saw this word in the preceding

phrase, “when the next summer came.” And | was quite sure that it would be the
correct answer since the summer must be followed by the winter. And the
Grasshopper should have a lesson. If he doesn’t work in the summer, he won’t
have anything to eat in the next winter.

However, the items that required, this type of information on the expository
cloze caused great trouble to the average and.the low reading ability groups. They
seemed to know the sources of the information.as the cues, but they could not restore

the blanks with the correct answers.

Example 7 (an average@ability participant, working on item 12 of the expository
cloze):

I chose to fill the blank with'the word “they” because I'thought the sentence was
about retired busigess people. And this blank, which occurs in the same sentence
and follows the'€comma, should need the.same subject as mentioned in the first part.
Hence, the pronoun used at the beginning of the second clause would be “they.” |
was not sure of the answer, though. | just guessed

[The semantically ageeptable word for this'item is “who.”]

Example 8 (a low ability participant, workmg on item 16 of the expository cloze):

I chose the word “homeless”for this blank because | saw in the preceding clause that
old people helpother people. And, in the following.clatse are the examples of the
people who are-helped._So-lguess-the “homeless™are-the people who have problem
too.

[The semantically acceptable words for this item are “trouble”, “troubles”, and
“problems.”]

The “Across.Sentence” type of information

This is the text-level source«f information, in which the participants look for
the cues ouiside the 'sentential level. In order to successfully restore-the cloze blank,
the participants were required to read beyond the sentence boundary. It seemed that
all the three reading ability groups attempted to use this source of information in their

restoring the cloze blanks required the text level information.
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Example 9 (a high ability participant, working on item 8 of the narrative cloze):

For this item, | used the word “then” because in the preceding sentences Grasshopper
asked Ant to stop working and have some fun, but Ant did not agree with him. So, the
next step was that Ant walked away. “Then” should be used to introduce the next
step.

[The semantically acceptable words for this item are “But”, “However”, and
“Nevertheless.”]

Example 10 (an average ability participant, working on item 11 of the narrative
cloze):

| decided to use the word “rice’ for this'blank because in the preceding sentence, it
said “... Ant eating some rice.” And in‘the first paragraph, it said, “Ant passed by,
carrying along a stalk of rice....” From the-beginning of the story, Ant was seen as
working hard to collect-rice; S0 | was sure that-rice’ would be the correct answer for
this blank.

Example 11 (a fow abilitysparticipant, working on item 15 of the narrative cloze):

I wrote “hungry’ dor this blank because | could guess from the story in the preceding
paragraphs. Grasshopper did not work to collect food for the winter, so when the
winter came he didn’t have food.and-he should be hungry. And I saw the word
“hungry” in the preceding paragraph, too.

Example 12 (an average ability part|C|pant ‘working on item 5 of the expository
cloze):

I put the word “people™ in this biank because I thought the context was about the old
people. You see, in the preceding sentence, the first clause mentioned “older people”
as the subject, and it is said that “the government pays them ... to help them live” in
the second clause. All these things‘made me sure that “people" was a suitable word
for this blank.

Example 13 (a high ability participant, working on item 10 of the expository cloze):
For this item, I thought it must be a place for a conjunction. And, the words that
came up to my mind.were “Anyway? and However” since this blank signals the
contrast’to what have been talked@boutinithe first partof the passage. And, | could
guess from the main idea sentence in the first paragraph, “lcong life in rich countries
is already, causing both good and bad things.” The bad things have already been
talked about. Now, it should be about “good=things” and the‘clause right after this
conjunction nasithe phrase “help society”, which is:a goad thing.

Example 14 (a low ability participant, working on item 17 of the expository cloze):
For item 17, | used the word “can” for “also can” because it was similar to what has
been said in the first line of the preceding paragraph, “...people also have free time
for community.” Yeah, this sentence has similar meaning to Thai that, “old people
can look after children while parents are working.”

[The semantically acceptable words for this item are “free”, “able,” and “available.”]
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The “Extra Textual” type of information

The type of information is not provided in the text. The participants have to
relate the information in the text to their prior or world knowledge. The high reading
ability group did not have any problem with using this type of information to restore
the cloze gaps. The average ability group tended to use this type of information more
in their solving the expository cloze items than in the narrative cloze. Similarly, a few
participants in the low reading ability grotpused this type of information in their
solving the expository cloze-items. None of themrused this type of information as the

sources of the answers in.the-narrative cloze.

Example 15 (a high abilityparticipant, working onitem 7 of the narrative cloze):

For item 7, | Tilled¢'the blank with “fun.”  The preceding sentence, which says
something aboutsplenty of food and no worry about winter, and the following
sentence, which says something like'noiworry of working hard, made me think that
they could have some fun. Another thing was that the expressions, “Have fun” and
“Let’s have fun”sound familiar to me. . ..

Example 16 (an average abtity parﬁéiﬁant, working on item 20 of the narrative
cloze): didd

I used the word “happy” for this biank because it should be a happy ending of the
story. You see, the grasshopper starts to work hard because he has a lesson from the
last winter. This is good for him, isn’t it? So, “happy” should be appropriate for this
item.

[The semantically:acceptable words for this item are “prepare”, “

work” and “save.”]

Example 17 (an average participant, working on item 4 of the expository cloze):

I used the wordsy“money’’sfor thissblanksfor two~reasens: First, when | read the
sentence in which! this blank appears,-it reminded me of swhat |1 have seen in our
society. ©ld people are paid some money by the government. Second, the word
“pays”, in my opinion, should be followed by “money.”

Example 187(a low ability group, working on item'15 of the expository cloze):

For item 15, | chose the word “teach.” The context here is like what we have seen in
our society that old people teach children to read. | could not think of any other word
that could fill this blank better than this word.
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Guessing

This category refers to those items that (1) the participants mentioned the use
of certain type of information as a cue for the answer but with uncertainty, or (2) the
participant did not mention any use of information as a cue for the answer at all. The
low reading ability participants used “guessing” most. The guess could lead to both

correct and, usually, incorrect answers.

Example 19 (an average ability participant, working on item 6 of the expository
cloze):

For this item, | was not sureat all. I guessed it should be “of.” When I translated the
whole sentence into Thai,-the word “of” sounded correct for this blank.

[The semantically acceptable'words for this item can be “in” or “government.”]

Example 20 (a lowability participan't, waorking on item 17 of the narrative cloze):

For item 17, | used the word “talk.” because it seemed to me that Ant talked to
Grasshopper to make him realize that he was foolish. Well, | don’t know whether my
guess was correct. |t seemed that | understood the context but | could not think of
any appropriate word to fill the blank:

4.4.2.2 Statistical analysis o_f_ the verbal reports

After the verbal reportswere rated, t'rléffifequencies were counted and averaged
for the use of each type of coniextual inforrﬁa_g}ion. Table 4.26 and 4.27 showed the
use of each type of contextual information by the three reading ability groups on their
narrative and expository cloze test performance. In each cell, the number on the first
line was the averaged frequency counts by the two raters; on the second line, the mean
proportions and the standard deviations, which were in parentheses, were provided.
Not surprisingly, the high reading ability group‘used more centextual information in
all four categories. The low reading ability group used the least of all types of
information: They were found salving the cloze gaps by guessing mostly. Moreover,
the amount of guessing portrayed in the two tables below suggested that the

expository cloze text was difficult than the narrative cloze text.
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Table 4.26 Averaged frequencies, mean proportions and standard deviation of
contextual information use on the narrative cloze

Types of High Average Low The whole
information used in reading reading reading group
restoring cloze gaps ability group ability group ability group
1. Within Clause 30 23 8 61

(6 items) 6.00 (.00) 4.60 (.89) 1.60 (.55) 4.07 (1.98)
2. Across Clause, 15 11 11 37

Within Sentence 3.00 (.00) 2.20 (#45) 2.20 (.45) 2.47 (0.52)
(3 items)

3. Across sentence 39 | 39 25 103

(9 items) 7.80 (55) 7180 (.55) 5.00 (.00) 6.07 (0.88)
4. Extra textual 9 4 - 13

(2 items) 1.804(.45) 0.80 (.45) .00 (.00) 0.87 (0.83)
5. Guessing 7 23 56 86

1.40 (,55) 4.60 (.55) 11.20 (.45) 5.73 (4.25)

Total 100 100 100 300

Table 4.27 Averaged, frequencies, mean p’ro_p_o'rtions and standard deviation of
contexttakinformation tuse on the expository €loze

Types of High Average Low The whole
information used in  -reading reading reading group
restoring cloze gaps  ability ability ability group

group group

1. Within Clausg 25 23 10 58

(6 items) 5.00 (.71)" '4.60 (1.14) 2.007.00) 3.87 (1.55)
2. Across,Clause; 14 8 3 20

Within Sentence 2:80 (.45). 10.60.55) 0.60 (.55) 1.33,(1.18)

(3 items)
3. Across sentence 37 26 23 86

(9 items) 7.40 (.55) 5.20(1.79) 4.60 (.55) 5.73 (1.62)
4. Extra textual 10 9 6 25

(2 items) 2.00 (.00) 1.80(.45) 1.20 (.45) 1.67 (.49)
5. Guessing 14 39 58 111

2.80(45) 7.80(45) 11.60(1.14) 7.40 (3.79)

Total 100 100 100 300
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To examine whether there was a significant difference in the proportion of
each five categories, the Friedman tests (X?) were applied. For the narrative cloze
test, the results showed that there were significant differences for all groups, as shown
in Table 4.28.

Table 4.28 Paired comparisons of contextual information use on the narrative

cloze

High reading ':/aeg?rgg izow reading The whole

ability group ability-group ability group group
N s 5 5 15
Chi-Square 19,008 19.429* 19.755* 36.901*
df 4 4 4 4
Asymp. Sig. .001 .001 .001 .000
Exact Sig. 000 .000 .000 .000
Point
Probability 000 .000 .000 .000

p <.05

a Friedman Test

Multiple comparisons were then performed using the Wilcoxon signed-ranks
tests. For each reading ability group, the information categories, excluding the
guessing category, were first rank-ordered, and then the difference in the use of two
consecutive categories was tested. Since the comparisonswere repeated five times, a
Bonferroni correction.was used to ensure that the Type | error did not build up to
more than .05, resulting insthe critical value.of .05/5 = 0.01. And, the five tests were
as follows.

Test 1 The use of “across sentence” information compared.to that of “within

clause’infermation

Test 2 The use of “within clause” information compared to that of “within

sentence” information

Test 3 The use of “within sentence” information compared to that of “extra

textual” information

Test 4 The use of “across sentence” information” compared to that of “extra

textual” information
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Test 5 The use of “across sentence” information compared to that of “within

sentence” information

The results showed that there were no significant differences for each ability
group (see Appendix K), only the whole group reached the significance level as
shown in Table 4.29. Since the “across sentence” type of information was mostly
used and ranked first in the order, this result indicated that the rational deletion
narrative cloze used in this study could proyvoked “cognitive processes requiring text-

level information more than.any other type of4nformation” (Yamashita, 2003: 278).

Table 4.29 Comparisons gf-contexiual information use by the whole group on the
narrative eloze

The whole Test1 Tesy2 i ests Test 4 Test5
group & L£11 = AN,

zZ -3.443*(a) -2/816™(a) /| -8.487%(a) -3.449*(a) -3.427*(a)
Asymp. Sig.

(2-tailed) 004 005 v .000 .001 .001
Exact Sig. &

(2-tailed) .000 :003 N .000 .000 .000
Exact Sig. —

(1-tailed) 000 001 52 .000 000 000
Point :

Probability .000 000/ + 5545000 .000 000
p < .001

a Based on positive ranks:
b Wilcoxon Signed Ranks Test

The whole process to test differencessin the proportion of the five categories,
using the Friedman' tests, .as shown in Table 4:30, and the process of multiple
comparisons were repeated again for the expository cloze. And, the results showed
that there ‘were nag-significant, differences for each ‘ability. groug|(see Appendix K),

only thewhole group reached the significance level as shown in Table 4.31.
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Table 4.30 Differences in the use of all categories of the contextual information
on performing the expository cloze

High

Average

Low

reading  reading  reading WLr(])?e

ability ability ability

group group group group
N 5 5 5 15
Chi-Square 18.863*  19.458* 19.51*  42.597*
df 4 4 4 4
Asymp. Sig. .001 .001 001 .000
Exact Sig. .000 .000 000 .000
Point
Probability .000 .000 .000 .000

p <.05

a Friedman Test

Table 4.31 Comparisons of contextual information use by the whole group on the

expository gloze

The Whole Testil Test 2 Test 3 Test 4 Test 5
group Y . v

Z -3.223%(a) | -3.438%(a) . -1291(a) -3.437*(@) -3.482*(a)
Asymp. Sig. (2- 004 001 %y 1197 001 000
tailed)

Exact Sig. (2- .000 000, 307 .000 .000
tailed)

Exact Sig. (1- 000 000 154 000 000
tailed)

Point

Probability .000 .000 094 .000 .000
p < .001

a Based on positive ranks.
b Wilcoxon Signed'Ranks Teést

This again indicated that thesational deletian expository cloze used in this

study could provoked* cognitive processes requiring text-level information more than

any other type of information.”

To test the hypothesis whether the high reading ability groups used more text-

level information than the other two groups, the Kruskal-Wallis and the Mann-

Whitney tests were then applied. The results of the Kruskal-Wallis tests showed that

there were significant differences in the use of text-level information by the three

reading ability groups on their performance of both the narrative, H (2) = 10.116, p
<.05, and the expository cloze, H (2) = 9.249, p <.05. Although the alpha level
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obtained from the Monte Carlo estimate of significance (.000) was higher than the
critical value of .000, as shown in Table 4.32, the significance found on the use of

contextual information on two different text types was very close the critical value.

Table 4.32 Test of significance of differences in the use of contextual information
provided on the verbal reports

Narrative Expository

Chi-Square 10.116* 9.249*
df 2 2
Asymp. Sig. .006 .010
Monte Carlo Sig. .001(a) .002(a)
Sig.
99% Confidenee™ .Lower .000 .001
Bound
Interval Upper. .002 .003
Bound o
p<.001

a Based on 10000 sampled tables with starting seed 1314643744 and 926214481.
b Kruskal Wallis Test
¢ Grouping Variable: Types

The Mann-Whitney gests were then-z‘i:p'pllied for the paired comparisons. Since
the comparisons were repeated three times er éach cloze text, a Bonferroni correction
was used. Thus, the-alpha level was adjustéd 0 0.0167.

The results showed that for solving the narrative cloze gaps, the high reading
ability group was not significantly different in the use of text level information from
the average reading ability group, z = .000, p > .0167. However, there were
significant differericesin the use of text level information between the high and the
low ability groups, z = -2.455, p < .0167, and between the average and the low
ability.groups, z'=#2.455.p, <:.0267, asishawminTable 4:33:
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Table 4.33 Paired comparisons on the use of contextual information on narrative

cloze provided on the verbal reports

Narrative Cloze High/Averge High/low  Averge/Low
Mann-Whitney U 12.500 1.000 1.000
Wilcoxon W 27.500 16.000 16.000
y4 .000 -2.455* -2.455*
Asymp. Sig. (2- 1.000 014 014
tailed)
1 *

Dt §’i'§’j)§2 (1 1.000@)" | 0d6() 016(a)
Exact Sig. (2-tailed) 1.000 024 .024
Exact Sig. (1-tailed) 643 012 012
Point Probability m8q, | Qbi 012
p > .0167

a Not corrected for ties.
b Grouping Variable: Typgs

In solving the"expository cIoze-ftext, the results showed that there were

significant differences in the use of text-ie_vel information between the high and the

average reading ability groups, 27:7-2.447,_ p < .0167, and between the high and the

low ability groups, z = -2.668;, p < 016% However, there was no significant

difference in the use of text-level informatipﬁ_be_tween the average and the low ability

groups, z = -.669, p. >1.0167, as shown in table 4.34.

Table 4.34 Paired comparisons on the use of contextual information on
expository-cloze provided on the verbal reports

Expository High/Average | cHigh/Low Averge/low
Mann-Whitney U 1.000 .000 9:500
Wilcoxon W 16.000 15.000 24.500
Z -2.447* -2.668* -.669
Asymi Sigy(2- 014 008 504
tailed)

1 *
bt 2;35)52 (1 016(a) 008(a) 548(a)

Exact Sig. (2-tailed) .024 .008 .683
Exact Sig. (1-tailed) 012 .004 341
Point Probability 012 .004 .095

p > .0167

a Not corrected for ties.
b Grouping Variable: Types
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4.4.3 Answer to the fifth research question in the main study
Research question: Are there differences in the use of contextual information by
students with different reading ability levels in their filling the
cloze gaps?
Hypothesis 5: High reading ability students use more text level information than the

average and the low reading ability students.

There are differences in the use of Contextual information by students with
different reading ability levels-in theirfilling-the-cloze gaps. The use of contextual
information among the three~reading ability groups on their narrative cloze test
performance was significanily different, H (2) = 24.089, p < .05. Mann-Whitney tests
were used to follow up thisfiading.. A Bonferroni correction was applied and so all
effects are reported at a0.0167/level of sfgnificance. It appeared that the high reading
ability group significantly used imore conteﬁual information than the average reading
ability group (U = 19050.00, r = <0.40) and than the low reading ability group (U =
19560.00, r = -0.25). The average reading“,éb‘ility group also significantly used more
contextual information than the lewability group U =17775.00, r = -0.36).

The use of contextual information among the three reading ability groups on
their expository cloze-test-performance was significantiy-different, H (2) = 62.812, p
< .05. Mann-Whitney tests were used to follow up this finding. A Bonferroni
correction was applied and so all effects are reported at a 0.0167 level of significance.
It appeared that cthere was tno significantodifference<in<the use of contextual
information as sources to solve the expository cloze gaps between the high and the
average.reading, ability, groups (U =,22848.00, ‘p."> ..0167).. However, there were
significant differences in'the use’'of 'contextual information between-the high and the
low ability groups (U = 14275.00, p < .0167), and between the average and the low
ability groups (U = 12665.00, p < .0167).

From the observations on the verbal reports obtained via the retrospective
interviews, it was found that the high and the average reading ability groups did not
have much trouble using the “Within Clause” type of information as sources in
restoring the gaps. For the use of the “Across Clause, Within Sentence” type of

information, the participants in al three ability groups did not have much trouble using



114

this type of information to restore the narrative cloze gaps that required this type of
information. However, the items that required this type of information on the
expository cloze caused trouble to the average and the low reading ability
participants. For the “Across Sentence” type of information, it seemed that all
participants from the three reading ability groups attempted to use this source of
information in their restoring the cloze blanks which required the text level
information. For the “Extra Textual” type .of information, the high reading ability
participants did not have any problem with.the. items that required this source of
information. The average-ability group-tended-io-use this type of information more in
their solving the expository clezeiiems than in the narrative cloze. Similarly, a few
participants in the low reading ability group used this type of information in their
solving the expository“Cloze items.; None of them used this type of information as the
sources of the answers'in the narrative éloze. The low reading ability participants
used “guessing” most. Thesguess could Ieéd to both correct and, usually, incorrect
answers. ;

In comparing the use of ‘each type of information, including guessing, the
results from the Friedman tests shawed thaf th]ére were significant differences in the
proportion of each.contextual™ information used by all-groups. Upon filling the
narrative cloze blanks; there-were-significant differences in the proportion of the
contextual information used: the high reading ability group, X? (4) = 19.093, p < .05;
the average reading ability group, X? (4) = 19.429, p < .05; the low reading ability
group, X* (4) £197755; p <).05) WpéH filling /the expository-blanks, there were also
significant differences in the proportion of each contextual information used: the high
reading-ability.groun, X2 (4) =18:863;p <n.05; the averagereading-ability group, X2
(4) = 19458, p <".05; the'low reading ability ‘group, X*(4) = 19.51, p < .05. The
paired comparisons of all combinations of contextual information, using Wilcoxon
tests, revealed that only the results for the whole group reached the significant level.

Concerning the use of text-level information, the Kruskal-Wallis tests showed
that there were significant differences in the use of text-level information by the three
reading ability groups on their performance of both the narrative, H (2) = 10.116, p
<.05, and the expository cloze, H (2) = 9.249, p <.05. Mann-Whitney tests were
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used to follow up this finding. A Bonferroni correction was applied and so all the
differences are reported at a 0.0167 level of significance. It appeared that for solving
the narrative cloze gaps, the high reading ability group was not significantly different
in the use of text level information from the average reading ability group, U =12.5, p
> .0167. However, there was significant differences in the use of text level
information between the high and the low ability groups, U = 1.00, p < .0167. In
solving the expository cloze text, the results showed that there were significant
differences in the use of text-level informauon.between the high and the average
reading ability groups, U-=1:00, p < .0167, and between the high and the low ability
groups, U =.000, p < .016/

The hypothesis that'the high reading ability participants used more text-level
information than the other two ability groups in their solving the cloze gaps was

confirmed.

4.5 The perception of the clozetest

The questions to elicit ihe participants’ perception of the cloze test are in the
last part of the questionnaire. Although this is net included in the research question, it
is worth mentioning.it. - The information gathered was préesented in Table 4.35 below.
The participants’ responses to this part of the guestionnaire confirmed what have been
found in the two try outs of the questionnaire in that the cloze test used in this study,
which requires the construeted responses, was regarded as an unfamiliar test format.
Less than a quarter of the participants/(13.8%) said that they.were familiar with this
test format while the rest (86.2%) said they were unfamiliar with this test format.
Furthermore, respoises to the 'second| question of| this jpart ef the questionnaire
showed that the cloze test was perceived by most participants (93.1%) as a measure of
vocabulary and reading comprehension. The responses to the last question of this part
revealed that 88.5 % of the participants perceived that their English language ability
would improve if they were trained to do this type of rational deletion cloze task. It
seemed that despite perceiving the cloze test as an unfamiliar test task, the
participants felt the positive impact of the test on their language improvement.
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Table 4.35 Students’ perception of the cloze test

Questions and answers Frequencies Percentage
1. Are you familiar with this test format?
Yes 24 13.8%
No 150 86.2%
2. What language ability do you perceive this test
measure?
Vocabulary 162 93.1%
Grammar and structure 154 88.5%
Reading comprehension 162 93.1%
Writing 10 6.1%

3. If you were trained to dethistype of cloze test,
do you think this cloze procedure would help
you improve your Eaglishdanguage

competence? :
Yes, very much. 154 88.5 %
Yes, but not much " 10 57%
No, it would not help _ 10 57%
4.6 Summary

This chapter Feports the results of the findings.. The two-way ANOVA
analysis with replication was used to answer the first three research questions. For the
first research question;-it was found that reading ability“fevels had a significant effect
on the rational_ cloze, test performance, with:the large effect sizes, which represents a
substantial finding:= L.The® high l.reading® ability..group | had significantly better
performance than the average and the low reading ability groups.» For the second
research, question;,'the two .different, text types, narrative and expository, had
significant effects on the rational deletion cloze test performance. The effect of the
two text types on the performance of the participants was quite large and so represents
a substantial finding. On average, the participants had higher scores on the narrative
cloze text than on the expository cloze text. For the third research question, there was
no significant interaction effect of the reading ability levels and text types on the cloze

test performance.
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For the fourth research questions, qualitative data were obtained from the
responses on the first part of the questionnaires. It was found that the high reading
ability group significantly used more reading strategies than the average and the low
reading ability groups upon their performing the rational deletion cloze test,
consisting of the two text types.

For the fifth research question, qualitative data were obtained from the
responses on the second part of the questionnaires and from the retrospective
interviews. The data from.the questionnaiies revealed that the use of contextual
information among the thiee reading ability groups-were significantly different. The
high reading ability group signiiicantly used more contextual information than the
other two groups. The data frem the retrospective interviews revealed that the high
reading ability groups used more, texi-level information than the other two ability
groups. -

The rational deletion cloze test was ;Iso found to have positive impact on the

participants.
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CHAPTER V

RESEARCH SUMMARY, DISCUSSIONS AND
CONCLUSION

Chapter Five presents the research summary, the summary of the findings, and
the discussions of the findings. = Thes conclusion including implications and

recommendations for further studies are given.inthe last part of the chapter.

5.1 Research Summary

This study investigated the effects of the two Independent variables, reading
ability levels and text"types,on ‘the first-year Law students’ rational cloze test
performance. The reading test.and the rational deletion cloze test were developed and
tailored for the first year Law students at Khon Kaen University. Before the tests were
developed, theoretical background and previeus research in reading comprehension
ability and cloze testing had been-reviewed. “The two tests went through a validation
process before they were employed-in the méiri"s’tudy.

Two independent variables, reading ability levels and text types, were selected
to study their effects-on-students’rationai-deietion-cloze test performance. The
reasons for selecting—these independent variables were as follows. First, these
variables could have an important influence on both ‘text comprehension and test
performance. Secend, rit; was gpassible, to.design the tests, in-which these variables
facilitated rather than impeded ‘test'takers’ performance. Third; there were few studies
focusing on the effects of reading ability levels©n cloze performance. Fourth, there
were also few studies in rational deletion cloze test, especially _those tests that
incorporate texts with different structure: narrative and expository text. It was
considered worthwhile to investigate these issues. Therefore, the effects of reading
ability levels and text types on students’ rational deletion cloze test performance were
investigated.

Investigation on the use of reading strategies of the participants on their cloze
test performance was another focus of this study. These strategies were investigated

to discover the types of reading strategies that were frequently used in cloze testing
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situation. Retrospective interviews were conducted to explore the types of contextual
information used on restoring the cloze gaps. Another purpose of the interviews was
to validate the cloze test purpose. Consequently, there were five research questions in
this study.

1. Do students’ different reading ability levels have a significant effect on
their rational deletion cloze test performance?

2. Do different text types have different effects on students’ rational deletion
cloze test performance?

3. Is there a significantinteraction effeci between reading ability levels
and text types on students’ rational deletion cloze test performance?

4. Are there differeneesdn.the use of reading strategies by students with
different reading ability levels in.doing the rational deletion cloze test
comprising two different text tybes?

5. Are there differences in the'use of -.contextual information by students with
different readingability levels in their filling the cloze gaps?

The population of the maifi study was tlﬁe first-year Law students studying at

Khon Kaen University. The sample was 174 students from the 2010 academic year.
The sample first sat in-the reading test.—Fhe scores gained from the test were then
used to divide the students into three groups: high-, average and low reading ability
groups.

Research instruments consisted of thetreading test, the:rational deletion cloze
test, a retrospegtive interview and a questionnaire on reading strategies used in the
cloze testing.situation.. The rational, cloze test.was' used.to investigate the effects of
reading ability levels and two'cloze text'types on students’ rational deletion cloze test
performance. The questionnaire was used to explore the reading strategies used in the
cloze testing context. The retrospective interviews were conducted to investigate the
use of contextual information by the students on their solving each cloze item.

This study was a within-subject design. The Two-way ANOVA with
replication was carried out to observe the effects of the two independent variables:
reading ability levels and text types. The study of reading strategies use on cloze test

performance were obtained from questionnaires, verbal reports from the retrospective
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interviews were rated and statistically analyzed, using the Kruskal Wallis H tests, the
Mann-Whitney U tests, and the Friedman tests.

5.2 Summary of the Findings

1. There was a significant effect of students’ reading ability levels on their
rational deletion cloze test performance. That is, there was a significant difference in
the average scores gained from the rational dgletion cloze test (p < .05).

The effect of the three reading ability_groups on their performance on the
narrative cloze text was significant, F ='29.903; p~<.05. The effect was large, o’ =
.26, which represents a substan#al finding. The paired comparisons revealed that
each group of reading ability levels differed significantly in their performance on the
narrative cloze text (p° < 405), and the high reading ability group outperformed the
average and low ability'grotps( p <".05).

The effect of the three reading ability groups on their performance on the
expository cloze text was significant, F = 25932, p < .05. The effect was
substantial, ® = .22, which represents a iérég_effect size. The paired comparisons
revealed that the high reading abitity grourp 'ha;d significantly higher scores than the
average and low reading ability groups (p <'- ,.,0-5). The performance of the average
and low ability groups on the expository cloze text was found not significantly
different (p > .05).

2. There was a significant effect of the two text types on the participants’ cloze

test performance (p < :05). That is, there was a significant difference in the average
scores gained from the narrative and.the expository cloze texts, t = 23.46, p < .05.
On aveérage, the pasrlicipants had higher scores on the narrative ¢ioze performance (M
= 22.76,'SE = .64) than on the expository cloze performance (M = 19.28, SE = .57).
The effect of the two text types on the performance of the participants was quite large,
r = 0.46 and so represents a substantial finding.

3. There was no significant interaction effect of the reading ability levels and
text types on the cloze test performance (p > .05).

4. The use of each reading strategy by the three reading ability groups on their
performing the narrative cloze and expository cloze test was found significantly
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different. Totally, the number of reading strategies use on the narrative cloze test
performance among the three groups was significantly different, H (2) = 50.52, p <
.05. The use of reading strategies by the high reading ability group was significantly
different when it was compared to that of the average reading ability group (U =
106389, r = -.50) and that of the low reading ability group (U = 92486.5, r = -.60 ).
However, the use of reading strategies by the average and low reading ability groups
was not significantly different (U = 98390.5, r = -.18).

The number of reading strategies use on the expository cloze test performance
among the three groups-was significantly different, H (2) = 58.70, p < .05. It
appeared that the use of reading strategies by the high reading ability group was
significantly different when" it-\vas compared to that of the average reading ability
group (U = 116187,r =#62 /) and that of the low reading ability group (U =
104510.5, r = -.58 ). However, the use of reading stratégies by the average and low
reading ability groups was net significantly different (U = 106346.5, r = -.09).

In terms of the reading strategies uéed' by the three reading ability groups on
performing the narrative and expository CIQZe‘test, all participants (100%) reported
the use of “reading the whole cloze passage 'bef‘(:)re working on the blanks” and *“using
context to restore the clozé blanks.” “The secondand the third most use reading
strategies were “transiating™ and “using prior or worle' knowledge.” The use of
“skipping unknown waords while reading the cloze passage” and “looking for key
words and phrases” were approximately the same. The strategies of “making
inferences” and, “using main idea’ 'were| the least'used; and“none of the participants
reported the “usimg main idea” strategy on their narrative cloze test performance.

5. There-are-differences in,the.use,of contextual information-by students with
different reading ability levels in' their filling the‘cloze gaps.' The use of contextual
information among the three reading ability groups on their narrative cloze test
performance was significantly different, H (2) = 24.089, p < .05. It appeared that the
high reading ability group significantly used more contextual information than the
average reading ability group (U = 19050.00, r = -0.40) and than the low reading
ability group (U = 19560.00, r = -0.25). The average reading ability group also
significantly used more contextual information than the low ability group, U
=17775.00, r = -0.36).
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The use of contextual information among the three reading ability groups on
their expository cloze test performance was significantly different, H (2) = 62.812, p
<.05. Mann-Whitney tests were used to follow up this finding. It appeared that there
was no significant difference in the use of contextual information as sources to solve
the expository cloze gaps between the high and the average reading ability groups (U
= 22848.00, p > .0167). However, there were significant differences in the use of
contextual information between the high'and low ability groups (U = 14275.00, p <
.0167), and between the average and low ability groups (U = 12665.00, p < .0167).

From the observations on the "'Verbal reports obtained via the retrospective
interviews, it was found thaithe-nigh and average reading ability groups did not have
much trouble using the “Within Clause” type of information as sources in restoring
the gaps. For the use of the “Across Clause, Within Sentence” type of information,
the participants in al three ability'groups did net have much trouble using this type of
information to restore the narrative cloze gaps that required this type of information.
However, the items that required this type' of information on the expository cloze
caused trouble to the average and the Iow ‘[eading ability participants. For the
“Across Sentence” type of information, it se'erﬁ:ed that all participants from the three
reading ability groups,attempted to use this source ofinfopmation in their restoring the
cloze blanks which reguired the text fevel information. For the “Extra Textual” type
of information, the high reading ability participants did not have any problem with the
items that required this source of information. The average ability group tended to
use this type of, information: more'in their-solving the expasitory cloze items than in
the narrative cloze. Similarly, a few participants in the low reading ability group used
this type, ofdinfermation .in, their-solving the .expository cloze items: ; None of them
used this type of'information as the sources of the ‘answers-in the'narrative cloze. The
low reading ability participants used “guessing” most. The guess could lead to both
correct and, usually, incorrect answers.

In comparing the use of each type of information, including guessing, the
results from the Friedman tests showed that there were significant differences in the
proportion of each contextual information used by all groups. Upon filling the
narrative cloze blanks, there were significant differences in the proportion of the

contextual information used: the high reading ability group, X* (4) = 19.093, p < .05;
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the average reading ability group, X? (4) = 19.429, p < .05; the low reading ability
group, X? (4) = 19.755, p < .05. Upon filling the expository blanks, there were also
significant differences in the proportion of each contextual information used: the high
reading ability group, X? (4) = 18.863, p < .05; the average reading ability group, X*
(4) = 19.458, p < .05; the low reading ability group, X? (4) = 19.51, p < .05. The
paired comparisons of all combinations of contextual information revealed that only
the results for the whole group reached the significant level.

Concerning the use of text-level informaiion, the Kruskal-Wallis tests showed
that there were significant differences in the use of text-level information by the three
reading ability groups on their performance of both the narrative, H (2) = 10.116, p
<.05, and the expository«€loze, H (2) = 9.249, p <.05. Mann-Whitney tests were
used to follow up this finding. At @ppeared that for solving the narrative cloze gaps,
the high reading ability group was not significantly different in the use of text level
information from the average reading ability group, U = 12.5, p > .0167. However,
there was significant differences in the use (_jf"iext level information between the high
and the low ability groups, U =1.00, p < 0167 In solving the expository cloze text,
the results showed that there were significani_differences in the use of text-level
information between the high and the averag-e'rreading ahility groups, U = 1.00, p <
.0167, and between the high and the low ability groups, U =.000, p < .0167.

5.3 Discussion of the findings

The purpose of the study was to investigate the effects of reading ability levels
and text types on the rational cloze test performance, and also_explore the use of
reading, strategies and, contextual information in‘salving ‘the’ cloze items. In order to
achieve these purposes, five research questions (RQ) were posed. In the section that

follows, each of these questions were discussed consecutively.

5.3.1 RQL1: Do students’ different reading ability levels have a significant
effect on their rational deletion cloze test performance?
Regarding RQ1, the findings revealed that there was a significant effect of

students’ reading ability levels on their cloze test performance. Overall, there was a
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significant differences in the average scores gained from the rational deletion cloze
test (p <.05). The effect of the three reading ability groups on their performance on
the narrative cloze text was significant, F = 29.903, p < .05. The effect was large, «?
= .26, which represents a substantial finding. The effect of the three reading ability
groups on their performance on the expository cloze text was significant, F = 25.932,
p < .05, and the effect was also substantial, »? = .22, which represents a large effect
size. The cloze scores among the three reading ability groups: high, average and low
were significantly different in_both cloze iexiss* Thus, the findings confirm that
“reading ability levels” has astrong effect on the participants’ cloze test scores.

The finding supports*MeKamey (2006) in that reading ability contributes to
the rationally deleted cloze'test. /The werk of Yamashita (2003) is also confirmed in
that the rational deletion eloze test differentiates well between learners of different
reading abilities. 4

The cloze item glassification suggested by Bachman (1985) tends to be the
appropriate criteria for item deletion since different types of items requires different
type of information, and as/Brown (2002)"hés‘pointed out that each cloze item may
function differently for different tanguage graups, depending on their proficiency
level. Thus, it is werth discussing how the 'pa'rticipants of different reading levels
restored the cloze gaps since, in the cloze procedure, students have to go beyond
normal reading. They do not only read the text but must also produce a word to fit a
given context. To do so, students are required to search for “a distribution of
elements” for the ‘missing’element and' this, search: for the missing words is “neither
logical nor exhaustive because of imposed time constraints” (Weaver, 1965, cited in
Raymond,1988: 94). In addition; students must-infer-and supply. theymissing words
from surrounding words and context (Paris & Jacob, 1984:2087).

In their solving the cloze blanks, the participants had great problems with
items 5, 7, 8 for the narrative cloze and with 6, 7, 9, 10, 11 and 18 for the expository
cloze (see Appendix K). Item 5 in the narrative cloze and item 7 in the expository
cloze need an article “the.” The high and average reading ability groups did not have
much problem using the article whereas the low ability group filled the blanks with
some other words, relying on guessing. This may result from their inadequacy in the

use of English articles. It is like what Rujikiatkamjorn (1987) has found in that low
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language ability students are inadequate of the English articles usage and avoid using
them.

Item 8 in the narrative cloze and items 9 and 10 in the expository cloze tend to
be difficult for the average and low ability groups. This may be because each of these
items appears at the beginning of a sentence. According to Ryn (1982, cited in
Raymond, 1988), words that are deleted from the beginning of a sentence are harder
to predict than those deleted from either the middle or the end. Other sources of
difficulty may result from the morphosyntaetic features required by those items.
Items 8 and 10 require a-conjunction above clause-io signal the contrast to the story
related in the preceding sentencesand paragraphs. According to Berman (1984, cited
in Koda, 2005: 110), this_sort.of problem has been identified as “lack of structural
transparency,” which“is regasded by Berman as one of the major sources of L2
comprehension difficulty. ~Koda (2005:i 121) has pointed out that knowledge of
morphosyntactic features'is gne of the factorg to differentiate good from poor readers.

Item 9 requires a pronoun as‘a subject‘ of a sentence. To be able to fill such
type of cloze blank, students need‘te have kﬁoyvledge of co-reference, a critical device
for connecting text elements beyend sentence lli'oundaries (Koda, 2005: 130). In this
case, such a critical device disappears, Ieadirig to confusion among the average and
low ability students; “Fhis-finding-concurs-with Block’s (1992) study that less skilled
L2 readers tend to have the referent problem due to their inadequacy in resources to
attempt to solve the problem.

Item 7in the inarrativecloze andijitem 4! in thevexpository cloze pose another
difficulty for they are the items thatrequire the “extra textual” information as a source
to restore the gaps...This means that the students hiave to relate what they have read to
their world ' knowledge® According‘to'Bachman (1985), this type of.cloze item is the
most difficult to restore. The high reading ability group did not have much problem
with item 7. The surrounding context enabled them to recall the word *“fun” for
“Let’s have some __ .” However, this was not the case for the average and low
reading ability groups who seemed to be lost in the confusion over the meaning of the
context. For item 11, the level of difficulty is added by the structure of the clause, in
which the blank appears, “They have knowledge and experience to ___ to younger
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people.” The “to verb to” structure caused confusion among all groups, as one of the
high reading participants pointed out in the retrospective interview:

This item gave me a headache. | was not sure at all of the word that I use to fill in the
blank. I used “share’ because, from my understanding from the preceding sentence,
old people should share their knowledge and experience with young people. | don’t
know. *“share” didn’t sound right for it is followed by “to.” But I could not think of
any other word that sounded better than this.

Items 6 and 18 in the expository cloze.are another type of difficulty for the
average and the low reading ability groups.  These items need the “across sentence”
information as a source.ie-restore the hlanks. Foritem 6, the cue is provided in the
preceding sentence. Hewever, the problem may arise from (1) having two blanks in
this same sentence, which leads to the small amount of context for restoring the gap,
and (2) the inadequacy_ of the vocabulary'knowledge. Many of the students did not
know the word “retired’ and “expenses’ which appear in the sentence, and they
seemed to be defeated by the word problems.; For item 18, the source of information
is in another paragraph; requiring the patticipants to look back to the previous
paragraph. It seems that most participants in'the average and low reading ability
groups were not able to identify-the source. This result is similar to Block’s (1992)
study that less proficient readers are not as adept at identifying the sources of
information.

The examples discussed above seem to support-the use of Bachman’s (1985)
four categories.of cloze items. as the rationale for item deletion since each of these
four categories requires.different'sources of'information and different language skills.
The finding also supports the theory:that rational deletion cloze testrcan measure both
sentential and text:level comprehension,

Finally, successful cloze test performance requires a number of different
language skills, e.g. grammatical knowledge, vocabulary knowledge, and reading
comprehension in which students are required to read across sentence boundary and,
in certain way, they have to relate what they have read to the world knowledge. In
this study, the high reading ability groups tended to possess more of these language
skills than the average and low ability groups, which resulted in better cloze test

performance.
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5.3.2 RQ 2 Do different text types have different effects on the rational

deletion cloze test performance?

There was a significant effect of the two text types on the participants’ cloze
test performance. There was a significant difference in the average scores gained
from the narrative and the expository cloze texts, t = 23.46, p < .05. On average, the
participants had a better performance on the narrative cloze text (M = 22.76, SE = .64)
than on the expository cloze text (M = 19.28, SE = .57). The effect of the two text
types on the performance of the participants_was quite large, r = 0.46 and so
represents a substantial finding:

The finding supports.the work of Wu (1994) in that text types have effects on
the students’ cloze performance and that the narrative texts are more sensitive to the
intersentential comprehensions” The finding also confirms the theory that narrative
text appears to be easier tg"understand and__monitor than expository text (Alderson,
2000: 64; Lipson and \Wixson, 2003: 181; -Koda, 2005: 155; Zabrucky and Ratner,
1992, cited in Carnine et al, 2004: 336). !

The data from retrospective intervié\‘}vs‘seem to support Koda (2005: 155) that
“narrative discourse appeals to readers’ shéretll: knowledge of the world.” Fourteen
out of the fifteen students who participated in the retrospegtive interviews said that the
story of “The Ant and the Grasshopper” (the narrative-cloze text) was familiar to
them. Only one partiCipant said that he never heard of Such story. Those who were
familiar with the story agreed that the background knowledge of the story facilitated
the text comprehension < They Seemed<to “have littlesdifficulty following event
sequences narrated in the story. To illustrate the point, the Example 6 and 11 data
from the, retrospective interviews.are reproduced below:

Example 6 (a low ability student working on item 19 of the narrative text):

For item 19, | wrote down “next” because | saw this word in the preceding phrase,
“when the next summer came.” And | was quite sure that it would be the correct
answer since the summer must be followed by the winter. And the Grasshopper
should have a lesson. If he doesn’t work in the summer, he won’t have anything to
eat in the next winter.
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Example 11 (a low ability participant, working on item 15 of the narrative cloze):

I wrote “hungry’ for this blank because | could guess from the story in the preceding
paragraphs. Grasshopper did not work to collect food for the winter, so when the
winter came he didn’t have food and he should be hungry. And I saw the word
“hungry” in the preceding paragraph, too.

As shown in the italicized parts of the examples, the low reading ability students
could follow the story with correct understanding. Thus, this finding confirms the
previous studies (Scollon & Scolon, 1981; Stein & Glenn, 1979, cited in Koda, 2005;
156) that less skilled readers have little difiicultyfollowing event sequences narrated
in stories and folktales.

The difficulty of the«eXpository text used in this study may emerge from
certain factors. In normalseading, well\presented text enables readers to identify the
relevant textual information including main ideas and relations between ideas which
are central to comprehension (Dickson, S__immons, and Kameenui, n.d.: 8). The
components of well pregsented text are Iocétion of main idea sentences and signal
words, for example. In cloze testing, hoWe‘vér text is presented in a different way
with certain words deleted, some“of which" may be the signal words and the cues for
the main idea. Good readers-are generally aware of physical patterns of text
organization even when the text is mutilated as in cloze text (Grabe, 2004: 52). In this
study, the high reading abitity group seemed to be able o follow the story related in
the expository cloze text presented in the compare/contrast text structure, as evident in
the Example 13 data from the retrospective interviews. To illustrate the point, the

example is reproduced bélow:

Example 13 (a high ability partiCipant, working,on item 10 of the expository cloze):
Forithisqdtem, | thought4tmust befa place for a conjunction.Aad, thelwords that
came ‘up toomy 'mind werer “Anyway”|and However” since this_blank signals the
cantrast to what have been talked about in the first part of the passage. And, | could
guess from the main idea sentence in the first paragraph, “Long life in rich countries
is already causing both good and bad things.” The bad things have already been
talked about. Now, it should be about “good things” and the clause right after this
conjunction has the phrase “help society”, which is a good thing.

The italicized part of the example shows that even when a signal word is left out, the
high reading ability student could restore the gap because she was well aware of the

compare/contrast text structure. She was even able to refer to the main idea as
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another source of information used in solving this cloze item. The evidence like that
shown in the example was not found in the verbal reports provided by the average and
low ability groups.

Another factor resulting in the difficulty of the expository cloze may be the
vocabulary used in the text. And, the vocabulary problem may lie at the heart of text
difficulty since the participants, especially the average and the low ability students, in
the retrospective interviews agreed that the wocabulary used in the expository cloze
made the text more difficult than the narrative Cleze. For them, the expository text
was perceived as a formal-report on the life of-eid people. In their opinion, more
difficult words were found ia-the expository text than those found in the narrative
text, which is a fable.” Research has shown that vocabulary knowledge plays the
important role in L2 reading comprehension (Koda, 2005: 48; Zhang & Annual, 2008:
1), and that vocabulary knowledgei correlates more highly with reading
comprehension than other factors (Koada, 2065: 49). This is because in understanding
text meaning, rapid and efficient word reéog'nition with lexical access is necessary
(Adams, 2004, cited in Zhang and Annual;‘,';2(‘)08: 5). Less skilled readers are slower
and less efficient in lexical access-and seméntilii processing (Grabe, 1999; Grabe and
Stoller, 2002; Nassaji, 2003), and this kind of processing-was evident in this study.
The data from the retrospective—interviews reveaied that when the low reading
students encountered difficult vocabulary, they were defeated by word problems due
to their slow and less efficient in lexical access and semantic processing. To illustrate

the point, the Exampler14 datacfrom the retrospective interviews is reproduced below:

Example 14 (a low ability partigipant, working.on item 17 of the expository cloze):

Foritem™ %7, lused the word.* can?” for “also.can’} because“it was similar to what has

been said insthe first line ofythe preceding paragraph; *“...peaple also have free time

far community.” Yeah, this sentence has similar meaning to Thai that, “old people

can look after children while parents are working.”

[The semantically acceptable words for this item are “free”, “able,” and “available.”]
The italicized part shows that the student could not think of a word or words that
could fit the cloze blank so she used the grammatical knowledge in that “also” can
cooccur with a verb. Moreover, she translated the sentence in which the cloze blank
appears in Thai, instead of using other sources to facilitate the understanding of the

paragraph and to derive at an appropriate word for the cloze gap. On the contrary, the
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high reading ability students did not appear to worry so much if they did not
understand a word or words. They could use different sources of information to
facilitate their solving the cloze item. Example 4 from the retrospective interviews is

reproduced here to illustrate the point.

Example 4 (a high ability participant, working on item 4 of the narrative cloze):
For item 4, the answer that came up to my mind when | saw it were “said”,
“answered” and “replied” but | chose “said” because it was followed by the
quotation marks which signify the statement of what has been said, and | saw the
word “said” used in the first paragraph; io0.

The first italicized part shows-ihat the ‘student-has knowledge of vocabulary for he
could come up with the synonyms that could fit the eloze blank. The second italicized
part shows that he used.another source ‘of information to confirm his answer. This
finding supports the work'of/_gvenston, Nir and Blum-Kulka(1984, cited in Storey,
1997: 216) that poor- readers:use only tﬁe docal context in restoring gaps, whereas
good readers are able to'lse both local context and macro-level information.

From the discussion aove, it can b_e:_,.C(Jj-ncIuded that the students’ shared world
knowledge of the narrative text helps facili_t-a-te,_'__their text comprehension, resulting in
better cloze test performance. - While the f6f_ma_l genre of the expository text causes
difficulty to text comprehension of the average—and low reading ability students. The
problem is added by.their inadequacy of vocabulary knowledge which is a major
obstacle in reading comprehension (Laufer, 1992). Accordingly, it resulted in poor
performance on the expasitory cloze of thesaverage and low reading ability students,

which in turn leads to the lower average score gained on this type of text.

5:3:3 RQ34s there a'significant interaction‘effect betwean'reading ability
levels and text types on the rational deletion cloze test
performance?

The finding relating to the third research question indicates that there was no

significant interaction effect between reading ability levels and text types on the
rational deletion cloze test performance. This may be because each of the two

independent variables had large effects on the cloze test performance.
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The high correlation between the scores gained on the reading test, which was
used to form the reading ability levels, and the achievement scores gained in the
foundation English course (rxy = .766, p < .05) confirmed the differences in the
ability levels. The high correlation between the two cloze texts (ryy = .977, p < .05)
confirmed the large effect of the text types on the cloze test performance. All these
may result in the large effects of each variable, with no combination of them, on the

cloze test performance.

5.3.4 RQ4 Are there differences in the use of reading strategies by
students.with-different reading ability levels in doing the
rationaldeletion cloze test comprising two different text types?

The use of each reading strategy: by the three reading ability groups on their
performing the narrative gloze @nd-expository cloze test was found significantly
different. The high reading ability group used more reading strategies than the
average and low reading ability groups on -théir cloze test performance. This finding
supports the work of Kletzien (1991) and Ysifmashita (2003).

In terms of the reading Strategies uéed by the three reading ability groups on
performing the narrative and expository cidzé'test, all participants (100%) reported
the use of “reading the whole cloze passage before working on the blanks” and “using
context to restore the cloze blanks.” The second and the third most use reading
strategies were “translating” and “using prior or world knowledge.” The use of
“skipping unknown words while ‘reading“the cloze passage™ and “looking for key
words and phrases” were approximately the same. The strategies of “making
inferenees?” and-“usingsmain-idea’ were the least-used, and-nope of the participants
reported the “using'main idea™strategy on‘their narrative ‘cloze'test performance.

This finding sheds some light on the issue of reading the text before
completing a cloze test and seems to be in contrast to what have been found in the
previous studies (Emanuel, 1982, and Hashkes & Koffman, 1982, cited in Cohen,
1998b: 104). It was found in those studies that only a quarter of nonnative
respondents read the entire EFL cloze passage before responding. In this study, all
reading ability groups reported the use of “reading the whole cloze passage before

working on the blanks.” The evidence from the retrospective interviews supports the
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results from the questionnaires. Below is the common answer provided to the

question in the first part of the interviews:

Of course, | read the whole passage before starting working on the cloze items. This
type of test is completely different from the reading test with multiple-choice
guestions. With the multiple-choice questions, if there were only short passages, |
may read the whole passage before working on the questions. But, generally, | first
looked at the questions and their options, then | started to scan the passage for the
answers. But in this test, | could not.' | had to concentrate on the passage in order to
find out what it was about. It took me a long while to finish reading, especially that
passage about old people. | had to read-back and forth among the paragraphs, trying
to understand the story...This type of testisdifficult. It would be better if there were
options provided foreach item.

All students agreed ihai they had to read the whole of each cloze text to
understand what it was abouts ‘As evident in the example above, they provided
reasons for doing this by comparing_to their general behaviors when working on the
multiple-choice questions. /However, the ‘contrast to what have been found by
Emanuel, 1982, and Hashkes & Koffman, 1982, as cited in Cohen (1998b) may lie in
the difference of the sample used. The.sample used in this study are the EFL
university levels while the subjects used in those studies are the school children.
Students in different levels ef-education may have different ways in approaching
cloze tasks.

It was not surprising that “translating” and “using prior word knowledge” were
reported as the second”and third most use reading strategies. As evident from the
verbal reports_from the retrospective.intervviews, Wwhenever the text comprehension
was obstructed by“languagé problems; the“students, especially the average and low
reading ability students, would resort to the “translating” strategy, to clarify the
problem; Using the “strategy of “translating” frequently led.to ithe unsuccessful
restoration of the cloze gaps. However, this was not the case of using prior world
knowledge.” The prior world knowledge facilitated the students’ text comprehension.
As mentioned under 5.3.2, the world knowledge facilitated the comprehension of the
narrative text, which was the story that most students were familiar with. As for the
expository cloze text, the world knowledge was also found to facilitate text
comprehension, but to a lesser degree due to the difficulty of the text as perceived by
the students.
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Taylor (1992, cited in Wirotanan, 2002; 37) posited that the reading strategies
used in reading narrative texts include entering the word of the text, searching,
reviewing the story, inferring theme and intention. In this study, which is the EFL
cloze testing situation, the students’ responses on the questionnaires revealed that
besides using the strategies of “reading the whole cloze passage before working on
the blanks™” and “using context to restore the cloze blanks”, they used * prior or word
knowledge” to enter into the world of the texg, that is, to understand the motives of the
actions of the Ant and the Grasshopper, asevidentin Examples 6, 9, 10, 11, 15 and 16
from the verbal reports-on-the retrospective interviews (see Chapter Four). The
students also “looked for key.words and phrases” to restore the cloze gaps.

Inferencing skills havesbeen suggested as one of the important factors for
successful reading comprehension (Alderson, 2000: 164) and cloze test performance
(Stansfield and Hansen; 1983, cited-in Fotos, 1991: 319). However, in this study,
only a few students reported using the strefegy of “making inferences” which was
quite a surprising finding: Fram- the verbal reports provided in the retrospective
interviews, the students of all “ability groups inferred the missing words from
surrounding words and conteXxt; and they seemed to make inferences about the
characters in the story of the narrative text, as evident.in the Example 6 data from the

retrospective interviews:

Example 6 (a low ability student working on item 19.0f the narrative text):

For item 19, | wrote down “next” because | saw this word in the preceding phrase,
“when the next summer.came.” ~And.I"'was quite-sure.that it would be the correct
answer since the*summer must be followed by the winter. And the Grasshopper
should have a lesson. " If he doesn’t work in the summer, he won’t have anything to
eat in the next winter.

As mentioned under 5.3.2, the students could follow the narrated Sequences in the
narrative text. They could draw inferences from the story that at the end the
Grasshopper had to work hard to survive the next winter. As in the expository text, it
was evident from the verbal reports that they made inferences about how the
government helped retired people, how old people helped community and families.
And, it seemed that the high reading ability students were better at making inferences
as has been suggested by Grabe (1999:21), which resulted in better cloze test

performance. The reason that only a few of them reported using this strategy may lie



137

in the Thai language used in the questionnaire that might mislead them into thinking
of making inference of something larger than inferring the missing words and small
incidents throughout the story. This point is worth conducting more investigation.

77 Lk

It is noteworthy that the strategies of “using sentence structures,” ‘“using
rhetorical patterns of organization,” “focusing on vocabulary” and ‘using
punctuation” are similar in the proportions of use across groups. It is unknown
whether they truly used all these strategies. . However, evidence from the verbal
reports has shed some light on this issue. Thehigh reading ability group tended to be
aware of these physical wvisual cues in the iexi;-as-one of them pointed out in the
Example 4 data on the verbal reports (it was reproduced under 5.3.2.). In the
example, he said the quoiation marks helped him restore the blank. And in the
Example 13 data (it was reproduced under,5.3.2), the high reading ability student was
aware of the compare/eontiast rhetorical 'pattern of organization, by using the visual
cue of the main idea senience. .

None of the studgnts' reported the 'strategy of “using main idea” on their
working on the narrative cloze is‘regarded: as.a reflection on their comprehension of
the narrative text, which, in general, does not reauire a main idea sentence. However,
none of the low reading ability group reported using this same strategy on their
working on the expasitory-—clozetext.— This reflecis- their problems in reading
comprehension. It seems that none of them was aware of the main idea sentence in
the first paragraph. Not realizing the main idea led to the confusion in interpreting the
text later on. /ZThis jmay e anmother cfactor why(the~average' scores gained on the
expository cloze was Iower than thosSe gained on the narrative Cloze.

For. the strategy. of.““using.the cantext_ to ‘restore the cloze blank,” which was
reported” by ‘all theparticipants, was discussed in conjunctior with the responses
gathered from the retrospective interviews in the following section.

As mentioned in Chapter Two, research on the use of reading strategies in
cloze testing is rare. So far, only the work of Kletzien (1991) and Lu (20060 have
been found. While the subjects in Kletzien’s study were the fifth to seventh grade
native speakers of English, Lu’s subjects were the graduate students with unknown
language ability. Thus, the finding on the use of reading strategies in cloze testing

situation found in this study could be compared to those studies in a lesser degree.
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However, the finding has shed some light on the reading and cloze test-taking
procedures of EFL university students with different reading ability levels. This may

be useful for further studies.

5.3.5 RQ5 Are there differences in the use of contextual information by
students with different reading ability levels in their filling the
cloze gaps?

There are differences in the use of Contextual information by students with
different reading ability levels-in their filling-the-eloze gaps of the two text types.
The high reading ability group” significantly used more contextual information than
the average and low reading ability group in both cloze texts. Concerning the use of
text-level information;“the werbal‘reports.on the retrospective interviews revealed that
there were significant.differences in thei use of text-level information by the three
reading ability groups on‘their performance 6f both the narrative and expository cloze.
The high reading ability group used more text-level information than the other two
ability groups.

This finding supports the-work of Yarﬁ’éshita (2003) in that the high reading
ability students were_ able to give differen't'vvéight to _different types of information
according to their importance-in-understanding the text.- The average and low reading
ability students, especially the latter, who were less ableto use text-level information,
put heavier emphasis on local-level information and guessing.

The finding | fromthe rverbal reportsy) analysis <on<the use of contextual
information support (1) the construct validity of the rational cloze test used in this
study, .and. (2).the.answers to all research questions from.the perspective of the
students.

The rationale for the cloze test used in this study was that cloze test was a
measure of both local and global comprehension. The cloze items were meant to tap
either sentential or text-level reading ability. Accordingly, the four categories of cloze
item proposed by Bachman (1985) was adopted as the rational for item deletion. The
verbal reports analysis revealed that the students of all ability groups tended to use the
type of information as required by individual items, as the primary source of

information.
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From the observations of the verbal reports, all reading ability groups did not
have much trouble using the “within clause” information. Once they saw the item
that required this source of information, they could associate it with the surrounding
context and used the clausal-level grammatical information to solve the cloze item as

in the following reproduced examples.

Example 1 (a high ability participant, working on item 3 of the narrative cloze):

For item 3, | used “together” because the'phrase “dance and play” should be followed
by the adverb “together.” The phrase is.guite familiar to me. | have often seen the
phrase like “do something together” or ““do this and that together.” That’s why |
filled this blank with-the:'word "together.”

Example 2 (an average ability group, working on item 5 of the expository cloze)
For this item, | thought anarticle “the” was the correct answer since the phrase “the
same” is so familiar to/me; and | have been taught to use “the same™ too.

Example 3 (a low reading ability group, working on item 6 of the narrative cloze)
For this item, | guess “about™was the answer for this blank because the phrase
“worry about” is somehow familiar to'me.” Therefore, | was sure that “about” was
the correct answer for this blank: i

From the examples, the high/and average reading ability students mentioned the
grammatical terms like “adverb” and “articI(;,—_.'f While the low ability student, unable to
refer to the grammatical information, made use of his familiarity with the collocation
“worry about.” Ewven though the low ability student-<could not come up with
grammatical explanation, but by using lexical associatian he could come up with the
correct answer. _What Can=be inferred fram the verbal reports is that clause-level
information provided (the elue that was feadily available for all reading ability
students.

The “facross, clause, within 'sentence” type of contextual information could
pose problems to the average and low reading ability students as this type of cloze
item requires the sentence-level information . From the observations, the students in
the three ability groups seemed to be aware of this source of information required by

the item as shown in the reproduced data from the retrospective interviews below.
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Example 7 (an average ability participant, working on item 12 of the expository
cloze):

I chose to fill the blank with the word “they” because | thought the sentence was
about retired business people. And this blank, which occurs in the same sentence
and follows the comma, should need the same subject as mentioned in the first part.
Hence, the pronoun used at the beginning of the second clause would be “they.” |
was not sure of the answer, though. 1 just guessed

[The semantically acceptable word for this item is “who.”]

However, when the less ability students faced the problems, they had to find other
source of information to help them solve thecleze item. From the above example, the
difficulty that the less ability students faced with this cloze item may lie in the
complex structure of the'sentence:“Retired business people can give advice to young
people (12) _ aresstarting mew businesses....” Regarding Keenan and Comrie’s
(1977, cited in Norris, 2000) Accessibilj_ty Hierarchy (AH), the relative clauses
formed on the subject,dikesin the positibn of item 12, is predicted to be easiest to
learn. The failure to restorg this cleze gaﬁ by the average and low ability groups
seems to reflect their inadequacy of relative elause knowledge, not their inability to
find source of information. The high readihg-ability group, nevertheless, tended to be
aware of contextual variability“of the struciufé’of the complex sentence so they did
not seem to have much problem with this.” What.can be inferred from the verbal
reports regarding the “across-clause, within-sentence™ type of contextual information
is that less proficient fanguage ability obstructed the use of the context clue, despite
having been aware of this source of information.

The similar preblems coecur; with the, usesof sthe~*'aeross sentence” type of
contextual information;“which"is regarded-as' the~text-level information. From the
observations, the high reading ability students were better off Using this source of
information on their selving this type-af cloze item. The average and low reading
ability students also attempted to use this type of information as required by the items,
as the primary source of information. However, when facing with difficulty, they
would refer to other source of information, especially the readily available clause-
level information, which frequently led to the production of the wrong answer, as

shown in the verbal reports on answering item 17 of the cloze text.
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I used “baby-sitter” for this item because of the phrase “look after children.” I know
that “baby-sitter” sounded strange but I could not think of any other word to fill the
blank. Well, actually, before I decided to fill the gap with “baby-sitter” I looked back
to the above paragraph to look for a word or phrase that | could make use of. But I
could not locate any source of information. So I had to stick to this word.

The students of al ability groups showed that they had used the “extra textual”
type of contextual information when it was required by the items. The following

examples are reproduced from the data an the verbal reports to illustrate the point.

Example 15 (a high ability participant, workingron item 7 of the narrative cloze):

For item 7, | filled the blank with “fun.” The preceding sentence, which says
something about-plenty..ef food and no worry “about winter, and the following
sentence, which says'something like no worry of working hard, made me think that
they could have some'fun: J/Another thing was that the expressions, “Have fun” and
“Let’s have fun” soundfamiliar to me.

Example 17 (an average participant, working on item 4 of the expository cloze):

I used the word “mongy” for this blank for two reasons. First, when | read the
sentence in which this blank appears, it reminded me of what | have seen in our
society. Old people are paid some money.by the government. Second, the word
“pays”, in my opinion, should be fellowed by “money.”

Example 18 (a low ability group, working on item 15 of the expository cloze):

For item 15, | chose the word “teach.”” The context here is like what we have seen in
our society that,old people teach children to read. | coutd not think of any other word
that could filkthis blank better than this word.

It was evident from the verbal reports that the amount of context required to
complete a cloze blank wvas an important factor in the difficulty of the item. This
finding lends stpport to Mauranen (1988, cited in Storey, 1997: 216). This finding is
also consistent ‘with those of Bachman (1985) and Jonz (1990) in that the items
requiredithe infarmation ‘above ‘senterice level were'significantly i meore difficult than
those that required the information at the clause or sentence levels.

In conclusion, the evidence from the verbal reports have shown that the
students of different reading ability levels in this study used the type of information as
required by individual cloze items as the primary source of information. When facing
problems, most of time resulting from language problems, they had to refer to other
source of information. The clause-level information was frequently referred to for it

was local grammatical information which was readily available. The use of
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contextual information as required by the cloze items, especially those items that
required the text-level information by the high reading ability group was found
consistent. This may indicate that the high reading ability students possess better
language ability and reading process, which , thus, led to the higher use of text-level

information than the other two groups of less ability.

5.3 Conclusion

The rational deletion.cloze test, making use of two different text types, in this
study was found to be an-appropriate-measure-of reading comprehension. It was
designed to have different types. of cloze items that could measure different levels of
comprehension, ranging frem elause-level information, text-level information to the
incorporating of the“world knowledge: information. ~The findings support what
Chapelle and Abraham#(1990: 125) have bointed out that despite the inconsistency of
rational deletion cloze tgsts in terms of the-ﬂcharacteristics of responses, this type of
cloze “should have the advantage of aIIowihg ‘more consistent and controllable results
to the extent that distinct item types can b'efunderstood and identified.” The rational
deletion cloze test used in this Stuhy was alsb fé"und to differentiate well among good,
average and low reading ability Students. e

The finding régarding-the-use-of reading strategies for taking cloze tests is
interesting in that it has helped to determine that the rational deletion cloze test used
in this study can measure local and global reading skills. The qualitative data on the
verbal reports from the retraspective interviews Ihavebeemshown very useful in this
study for they provided important data from the students’ perspective. The data also
confirm.the construct validity.of the cloze test used'in this study.

Finally, it should be'painted-out that the rational deletion'cloze-test used in this
study produced processes that are not directly relevant to reading comprehension for it
required the production processes in which the students had to construct their own
responses. The students had to activate all types of language knowledge, including
the knowledge of grammar, vocabulary and reading processes. However, even though
the production of responses was found to be the unfamiliar test format by the majority
of the students and may not directly relevant to measure reading ability, the cloze test

used in this study was perceived by the students to have positive impact on them. The
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students perceived that if they were trained to do this type of cloze test, the test would
help them improve their English language competence.

5.3.1 Implications of the Study

The findings of this study can offer theoretical and practical implications.

In terms of theoretical implications, the study could lend support to the field of cloze
testing that the cloze test can be designed.to measure both local and global text
comprehension, and that cloze test can differentiaie well among learners of different
reading ability levels. -la-designing the cloze-iest, the rationale must be clearly
identified so that the test'scares can truly reflect the ability of students. In this study,
it can be concluded that the rational deletion cloze test can measure both local and
global text comprehension.of EFL students. Each cloze item can be used to identify
students’ problem in reading comprehenéion and certain language skill. Successful
cloze test performancg reguires knowleage in._grammar, vocabulary, reading
comprehension ability and ward knowledgé‘. “In addition, the study shed light on the
scoring method for cloze test. “The semént‘ically acceptable scoring method was
shown useful and appropriate for the EFL E:ohlfext. Finally, the study illustrates the
test validation process using the combination of guantitative and qualitative data
analysis in interpreting cioze scores:

In terms of practical contribution, the implications from the findings of this
study are presented as follows.

1. For Englishrteachers who! would: likel to develop+a cloze test for the test
purpose can make use of Bachman’s (1985) categories of Cloze item type as the
rationale for.the selected.deletions, .The rationale. for .item deletion suggested by
Bachman was found useful in’ measuring ‘both‘local ‘and-global’text.comprehension.
The rational deletion cloze test that can assess different types of text information can
motivate students’ awareness in text structure and in their text representation.

2. Both the reading test and the rational deletion cloze test employed in this
study were highly rated by the expert judges. They can be useful for teachers in
English education.
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3. The rational deletion cloze test used in this study had a positive impact on
the students for they perceived the test as something that insert motivation on them to
find answers to the test.

4. The cloze procedure, which are less frequently used in schools and colleges

in EFL context, may offer a novel and valid method of testing comprehension

5.3.2 Recommendations

Since the study has been of restricied. scope, the results should not be
overgeneralized. There-aie-several limitations-that should be addressed in future
research.

1. The present study included only two cloze texts, each of which was
designed to representnarrative and expository text types respectively. The narrative
text was in a fable ferm,the expositdry text was present in a compare/contrast
rhetorical pattern of organization. Future stlldies should include a variety of each text
type. ;

2. The present study did not strict'ly"qontrol over the difficulty of the texts.
The texts used in the present stuey was des'-ighléd to facilitate the less reading ability
students to answer carrectly by employing their knowledge. of the world. This was so
for the test format Was perceived-as-unfamthar.—The more difficult texts should be
used in future studies for EFL university students and the effect of word knowledge
on the process of taking cloze tests should be further investigated.

3. Theyusenof reading strategiesiin=takingccloze testawas worth investigated.
The finding of this study has shed some light on the reading and cloze test-taking
procedures.of EFL university.students.with different reading ability levels. However,
more studies 'should be'canducted to explore whatStrategies are exactly used in taking
cloze tests.

4. The present study employed the retrospective interviews to gain qualitative
data on the process of solving cloze problems. The delay in time to obtain the data
may affect the results. Different approaches for collecting qualitative data such as the
think-aloud method should be applied in future studies to obtain more information and
gain more insights into cloze test-taking process.
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Test specifications
for
the Reading test

Test purpose: This reading test was designed to determine students’ reading ability.

Test takers: First-year EFL university students

Test construct: The construct of reading ability in this study was defined as students’
ability in comprehending, vocabulary, pronoun reference, details both
explicitly and implicitly stated'in reading passages, in understanding
the key concept of the passageand the author’s purpose.

Nature of texts: Texts written.for.a non-specialist audienece with informative and
interesting ideas:

Sources of texts: ExcerptsfromEEL textbooks, articles from newspapers, magazines,
websites and advertisements

Rhetorical organization: parrative and expoéitory texts
Topic area: Familiar to students

Illocutionally features: To recount pastevents,to inform, to explain, to describe, to
advise, to persuade.

Channel of presentation: Normally textual with:oge advertisement.

Length of text: text lengths-fanging-from-4/-298-Words

Time allocation: one and a half hours

Response mode: Multiple-choice guestions

Explicitness of weighting:-All items equally weighted; one point for each item.

Descriptions'of the item types below have been adapted from Jamieson et al. (2000),
in Cohen and Upton (2006, 2007), and in the Official Guide to the New TOEFL® iBT
(2006).

1. Vocabulary Item Type
This type of item is intended to measure students’ ability to comprehend the
meanings of individual words and phrases as used in the context of the
passage. To correctly respond to the item, students are to choose the option
that can replace the targeted word or phrase.
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Examples of this type of item, or question, are:

- What does the word “...” (line ...) mean?

- What does the phrase “...” in the passage mean?

- The word “...” (line...) in the passage means .....
- The word “...” (line...) is closest in meaning to ....
- The phrase “...” (line...) means ....
- The expression “...” (line...) means ...

2. Factual information Item Type

This type of item is intended to measure students’ ability to identify, or

locate, a specific piece of information that is explicitly stated in the passage.

To correctly respond to the item, students are to choose the option that

match the information required in the'iiem to the information in the text.
This type of item IS also used to‘measure students’ ability to identify

negative factual information. Students are ie-eheck what information is true

or not true or not included in the passage based on information that is

explicitly stated in‘the passage.

Examples of this type ofatem, or question, are

- How many dugengs.are eft in the.Okinawa waters?

- Where is Toyota’s Tsutsumi Plant located?

- According to the announcement, bears are .. ..

- When will the Han Style project finish?

- Which is NOT true about.,.?

- The following groups of people invelve in planting trees in Tsutsumi areas

EXCEPT .... i

3. Pronoun reference Item Type = -

This type of item is intended to measure students’ ability to identify a word
or phrase in the'passage that refers to a pronoun. Fhe word “pronoun” used
here includes yélative pronouns (e.g. “which™ or “who”).

To correctly respond to this type of item, students are to choose the
option that exhibits referential relationship between the pronoun highlighted
in the passage and the word or phrase.that refers to the pronoun.
Examplesofithistype-ofitern, orquestien, jare:
- What does the word #...” (line. ..) refer to?
- The word*...” (line... ) refers to ....

4. Imference Item-Type
This type of item is intended t0 measure students’ ability to draw a
conclusion based on information not explicitly stated in the passage.
To correctly respond to this type of item, students are to choose the
option that is inferable from the passage based on explicitly stated
information in the passage that leads to the inference they have chosen.

Examples of this type of item, or question, are:
- We can infer from this passage that ....

- We can conclude from the passage that ....

- It can be inferred from the passage that ....

- It can be assumed from the passage that ....
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5. Purpose Item Type
This type of item is intended to measure students’ ability to understand why
the author explains a concept in a specific way. To correctly respond to this
type of item, students need to be able to reason and infer the author’s
purpose based on the information of the entire passage.

Examples of this type of item, or question, are:
- What is the purpose of the text?
- What is the writer’s main purpose in the text?

6. Main idea Item Type
This type of item is intended to measure students’ ability to recognize topic,
or the general theme or broad message of the passage, and main idea, the
key concept expressed in the passage:
To correctly respond to this type Of.item, students are to choose the
option that best expresses the general theme or the key concept of the
passage based on the information of the entire passage.

Examples of this type of.dtem; or questions, are:
- What is the passage about?
- What is the main iceaof the passage?
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Text 1

Dear Abby:

A few days@ago,"Deanna,” my girlfriend of 3 1/2 years, told me she
wanted to break up. Then.we got into a serious fight and | lost my temper
5 big time. Linever hit her, but bdid throw some things. She got really
scared because | used to black out when | got that mad. It's the first time
in three years that | 'wasever that mad.

Deanna went to stay with her mom because she said she was afraid of me.
10 We have since talked a fittle, ands_h_e says she still cares about me. We
both said a lot of things we didn‘t mean, and | don't know how to explain
myself. s

| have sirice started seeing a counsetorto-coniraol my temper. But Deanna
15 is giving'me mixed signals about what she wants. This is making me
severely depressed and I 'don‘t know what to do. Can you please help me?
I love her more than anything in the world.

Deeply Depressed in Ohio
20 B e e e e e e ea e

Deeply Depressed in Qhio

It's an‘intelligent person'who recognizes that he has & problem and takes
steps to do something about it. | commend you for getting professional
25 help.

It is possible for two people who love each other to bring out the worst in
each other rather than the best. When a longtime girlfriend says she wants
to break up, and then follows it up by saying she "cares about you" rather
30 than loves you, the romance is usually over.

Before trying to pursue this woman any further, you should discuss the
entire situation with your counselor.




How long did the relationship between the man and his girlfriend last?
1. About three years 2. Three and a half years*
3. More than four years 4. Less than three years

. Why did Deanna go to stay with her mother?

1. The man hit her when they had a serious fight.

2. They had a serious fight and the man scared her.*
3. The man threw things at her and she was badly hurt.
4. The man said something that hurt her feelings.

. What did the man do to better the situation?

1. He wrote a letter to.get-help from-Abby.

2. He took the girl to.seethe caunselor with him:
3. He tried to explain himseif to his girlfriend.

4. He sought counselingto eontrol his temper.*

. The man was when his girlfriend wanted to break up.
1. severely scared = 2.very confused
3. quite relieved ; . 4. really unhappy*
. What does the word “commend” (line 24) mean?
1. admire* * /2. advise
3. believe ; “4.eppose

. What did Abby suggest in-herletier to the man?

1. Deanna wantedto remain the relationship with him.
2. She had to stop=bringing-out-the-worstin-him: [
3. Deanna wouldnat return to him.*

4. He had to try to pursue Deanna.

. Abby seemed to .

1. agree with the man to keep pursuing the girl

2. feel positive about the girl’s decision to break up.

3. put the blame on the man for hreaking up with the girl

4. discourage the manfrom continuing hisrelationship with tha girl*
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Keeping the Future Bright and Green

Two weeks ago, teachers, high school students and municipal officials
from three provinces (Trang, Lampang and Loei) travelled to Japan to
observe how a giant car corporation and an industrial city improve the
environment. The three groups of youths and adults were winners of
Toyota Motor Thailand and Thailand Environment Institute’s annual Stop
Global Warming Project. The prejeet encourages schools to team up with
their local communities to reduce carbon footprints in their areas. The
trip to Japan-was-meant for-themi to-study how the country tackles its
environmentakproblems.

The greup visited Toyota’s Tsutsumi Plant in Toyota City, which
is one of company’s models for sustainable plants. At Tsutsumi, the
delegation.was intreduced not only to technologies and designs to help
curb energy consumption, but also to the way the company involves the
surrounding communities-to ereate a greener place.

In creating greener spaces around the plant and in the surrounding
communities, the company involves the staff, their families and the
locals, numbering in-thethousands, to help plant trees. In deciding what
kind of treesto plant, Toyota observed the ones grown in the local
temples and shrines.- The new green areas are monitored for three years
before they are left to grow without being tended.

The trip to-Japan helped the Thai delegation see the way Japan
manages its-environmental education and caron reduction. Observing
the habits-of the Japanese people made them Wwant to work harder with
their local.communities.

8. The word ®tackles™(line 8) is closest in meaning to

10.

1. faces

2. observes

3. deals with* 4. gets rid of

It can be assumed that carbon'‘footprints
1. are helpful for the surroundings

2. are not good for the environment*

3. help reduce environmental problems
4. encourage team work in communities

We can infer that sustainable plants are those factories that

1. create green buildings in the environment
2. involve delegations from other countries
3. encourage energy consumption

4. attempt to minimize energy use*



11.

12.

13.
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The following groups of people are involved in planting trees in Tsutsumi areas
EXCEPT .

1. the Toyota company workers 2. the Thai delegation*

3. the Tsutsumi local people 4. the families of the Toyota staff

“In deciding what kind of trees to plant, Toyota observes the ones grown in the
local temples and shrines.”

The above statement tells us that Toyota

1. likes to help local temples

2. wants to preserve local trees*

3. is a leading company in growing trees

4. encourages temples to grow local trees

What does the word “them™ (line 23) refer t0?

1. Japanese people 2. the habits of Japanese people

3. the Thai delegation* . 4. local ecommunities

The group from Thailand seemed to be" by the ways Japan manages
its environmental problems: rd

1. disappointed ) 2. surprised

3. excited 4 4. impressed*

The writer’s main purpose of the passage is

1. To describe a sustainable plant =/,

2. To praise the Toyota car Corperation

3. To report on the Thai delegation in Japan® -

4. To convince readers to reduce carbon footprints.
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Text 3

South Korea’s Culture Ministry has announced that it is developing plans
to push the “Han” (Korean) brand in order to enhance the value of
Korean culture and to further promote the country’s image abroad.
Under the five-year “Han Style project” that starts in the year
5 2007, the ministry and other government agencies will help globalise the
Han brand by investing 270 billion won (US$289 million) in six cultural
themes: Hangeul (the Korean language), hansik (Korean food), hanji
(mulberry paper), hanbok (traditional dress), hanok (traditional homes)
and hankuk eumak (traditional musie).
10 The minister stressed that the'globalization of the Han brand will
be a core project-to-form the new Koreanwave, or Hallyu.
According to.this project, the government plans to offer Korean
language classes toforeigners by setting up 100 Sejong centres abroad by
2011. To globaliseshansik, the government plans to double the number of
15 Korean resiaurants overseas up to 7,600. The government will encourage
the hanbok indusiry toincrease sales up t0-120 billion won ($127 million)
by 2011. lewillalso help-hanbok designers enter foreign markets by
encouraging them to participate in international fashion shows.
The@uthorities have been devising a way to rebrand Korean
20 culture, noting that it'is the most essential element in creating a national
brand image: ¥

16. What is the passage about?- oy Sy =
1. Han cultural themes 2. A national/brand image
3. The value of Korean-culture 4.-Han style going abroad*

17. The following are parts of the cultural themes EXCEPT
1. national language 2. national food
3. mulberry drink* 4, traditional dress

18. The word “them™ (line 18) refers to :
1. the government 2. sales
3. designers™ 4 foreigh'markets

19. According to Paragraph Four, which statement is true?
1. 100 Sejong centres were opened abroad in 2007.
2. There are more than 7,600 traditional restaurants in Korea.
3. Korean traditional dresses are planned to enter international markets*.
4. 127 million has already been made from selling Hanbok dresses.

20. The word “devising” (line 19) means .
1. passing 2. changing
3. presenting 4. developing™
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21. The word “it” (line 20) refers to
1. Korean culture 2. the Hanbok industry
3. a national brand image 4. a way to rebrand Korean culture*

22. What is the main idea of the passage?
1. There are six cultural themes in the Han Style project.
2. The Han brand is a success of the Korean government.
3. Korea has set up plans to promote its globalization.*
4. Korea has created a brand for its products.

23. What is the writer’s purpose of the passage?
1. To advertise the Han brand
2. To report on the Han Style project™
3. To predict the successof the Han brand
4. To promote Korean.traditional lifestyle

Text 4

IMPERIAE COLLEGE
LONDON

MSc in Environmental Technology
1 year full-time
Europe’s leading environment Masters:
Excellent employment for graduates.
E-mail: enquiries.env@imperial.ac.uk.
\Water; EAA; Health & Env options. Apply now.
Web: http//:.wwwenv.ic.ac.uk.

Valuing diversity and committed to equality of opportunity.

24. The program offers the following fields of environmental technology EXCEPT

1. EAA 2. Health 3. Water 4. Ecology*
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27.

28.

29.
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The advertisement says that

1. students are not required to study full- tlme

2. students are guaranteed to graduate in one year

3. its graduates have a good chance to be employed*

4. its graduates are to be leaders in environmental issues

How can one who is interested in this program apply?

1. By sending an email to “enquiries.env@imperial.ac.uk”
2. By making enquiries at Imperial College in London

3. By getting the information on the program website*

4. By accessing the web “http//:zwww. inaperial.ac.uk”

It can be inferred fromithe advertisement that-the-program
1. is committed to employ its.graduates

2. is open to students frem different countries™

3. provides courses for Etropgan students only

4. offers chances fogstudentis wishing to study part time

We can infer that the' MSc program |n~the advertisement
1. is famous worldwide ; )

2. is widely recognized in Europe*

3. specializes in technological issues

4. offers more than five specialized fields

What is the purpose of the text above?
1. To promote the study program* oy Sy =
2. To inform readers of Imperial College

3. To provide detdifs-of-the-study-program

4. To announce thesuccess of the college
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Protect the Dugong* - Stop the Airbase

The island of Okinawa has been called the "Galapagos of the East"
because of the precious biodiversity it supports. It is also known as the
"island of the base" because U.S. military bases occupy over 18 percent
of the landmass. Now, another base.is slated for construction, despite the
irreparable damage it will cause io acritical marine area.

The proposed-constructionsite is right-in-the heart of a coral reef, which
nurtures diverse'maring life including sea turtles and dugongs - relatives
of the manateesHabitat degradation and the increasing scarcity of their
food have fed te'the dugong's recent classification as an endangered
species. Asfew as 12.dugongs are left in the Okinawa waters. If the plan
proceeds, the.dugongs of Japan may be lost forever.

What can you do? =

Please take:@ m@ment to-send-a message to the Japanese government
saying "NO" to the construction of the U.S. military airbase and "YES" to
the protection of the Qkinawa dugong.

Support the local peopie who are out on the water all day, every day, to
stop the destruction.. For every message we receive, we will tie one ribbon
to the Rainbow Warrior, demonstrating the solldarlty of activists from
around the world:

*dugong wegu

30. Which statementis NOT true about the S bases?

1. There is more than one U.S. base in Okinawa.

2. The US bases are harmless to the Okinawa“waters.*
3. Avhew US airbase 1s to be canstructed in Okinawa.
4. The US bases occupy less than one-fifth of Okinawa.

31.

32.

The word “slated” (line 4) means
1. reserved 2. shown
3. designed 4. arranged*

The word “it” (line 5) refers to .
1. construction 2. another base*
3. the landmass 4. a marine area



33.

34.

35.

36.

37.

38.

The word “proceeds” (line 12) is closest in meaning to
1. stops 2. exists
3. progresses* 4. pauses

The dugongs in Japan are classified as endangered species because
1. very few of them are left in the seas*

2. they are dangerous marine animals

3. the grade of their habitats are high

4. their foods are plenty

How do the local people protest against.the censtruction of the new US base?
1. By sending messages {0 the Japanese government

2. By tying yellow ribbens-to the Rainbow-\Warrior

3. By demonstrating.the-activists’ solidarity

4. By being in the sea all"day every day*

!
The following are rgasons torfight against the new US base EXCEPT

1. to save diverse marine life in the Okinawa waters
2. to degrade the habitats of the' Okinawa marine life*
3. to protect dugongs from pecoming extinct
4. to save the coral reeffrom-being damaged
¥/
What is the writer’s main purpose of the texi?
1. To describe the beauty of the Okinawa island
2. To report on the number-of dugongs in Japan
3. To persuade readers to help stop the airbase consiruction*
4. To complain abgut-how-brodiversity-has-been-destroyed

What is the main message of the text?

1. Constructing a new US base will destroy dugongs in the Okinawa waters*.
2. The dugongs of Japanhave disappeared because of the US military bases.
3. Only messages to-the Japanese government cannot protect dugongs.

4. Dugongs are the'most valuable marine lite in'the Okinawa waters.
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Text 6
Grizzly and black bears in Denali National Park can kill you or severely
maul you. They are unpredictable and will defend themselves, their
young, their food, and their territory. When surprised, they may react by
attacking. Bears are potentially dangerous. Remember, when you enter
5 the Park, YOU are the visitor;
BEAR COUNIRY: STEPS TOWARDS TRAVELLING SAFETY
10 A basic knowledge of bears, their behavier and habitat is essential if you
want to traveksafely in.a bear country.
1. Avoid'coming into contact with bears. Change your route if
necessary. Keep your distance at all times. Even at 100 yards a
15 bearmay beginto feel crowded.
2. Make noise: Talk, ring.a bell, shake pebbles in a can to let the bear
knowswhere you are. -
3. Keep yourself clean. Do not'use perfumes or deodorants while
hiking.” Keep your clothesand equipment free of food odors.
20 4. Encountering & bear — NEVER RUN. You can’t outrun a grizzly.
39. The word “maul”-(lifng 2) means :
1. hunt ' 2. eat
3. shoot 4. attack*
40. The word “defend”’(line.2),means .
1. care 2. prevent
3. protect* 4. control

41.

42.

If an animal Is unpredictable, it

1. is veryfierce and'dangerous

2. behaves or reacts in the same way

3. is difficult to guess how it will behave*
4. always has strange and unusual behaviors

The phrase “feel crowded” (line 15) suggests that bears
1. are not social animals

2. don’t

like the smells of people

3. don’t feel possessive of their land
4. don’t feel safe to have people nearby*
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43. Which of the following is NOT included in the basic knowledge above?
1. Keeping away from bears at all times.
2. Standing still when encountering a bear.
3. Using deodorants while hiking for clean smell.*
4. Making noise to let bears know where you are.

44. Why is it suggested that you keep your clothes and equipment free of food odors?
1. Food left in the park causes bad odors.
2. Food taken to the park makes the place dirty.
3. Food odors can terrify bears, and make.them run wild.
4. Food smell can attract bears, and lead them to you.*

45. What is the main message of the text?
1. Bears’ behavior and-habitai 1s essential for visitors’ survival.
2. Bears have the poteniial to'live safely with people in a national park.
3. Bears’ nature can mislead people to think that they are dangerous.
4. Bears can be dangerous and'they do not like being around people.*

46. What is the writer’sipurpose of the text above?
1. To inform us aboutbears and their country
2. To instruct people how ta be careful of bears*
3. To convince readers that bears are dangerous
4. To report the nature of bears in the national park

Text 7 I
While many people enjoy cool weather at this time of the year, countless
numbers of puppies suffer from several deadly diseases due to the low
temperatures.
According to vet Ratiporn Tanisakdi, during the cool season,
5 many puppies are affected by three'life-threatening ilinesses—canine

herpes virus, canine distemper, and respiratory infection. These incurable
diseases are caused by wviruses.

“No medicine can‘killtheseviruses: Howlong an infected puppy
survives depends on‘itsiimmunity. We can only treat'them by giving

10 them a saline solution, and try to prevent further infection by bacteria that
can lead to other complications,” explained the vet.

Normally, puppies aged between nine and 14 days have lower
body temperatures and are more vulnerable to canine herpes virus, which
can be transmitted from mother to puppies through saliva and liquid from

15 the mother’s vagina. Infected puppies are nervous, cry all the time, suffer
from stomach aches, and are frequently short of breath. A dog with an
acute case can die within 24 hours.

Canine distemper is a fatal communicable disease. The virus can
be transmitted through various channels including saliva, excrement,
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20 urine, nasal mucus, and tears. A sick animal exhibits symptoms such as
thick nasal and eye discharges, coughing, difficulty in breathing, diarrhea,
vomiting, pneumonia, spasms, and paralysis. This disease can be
prevented only by having the animal vaccinated.

Respiratory infection can be caused by viruses and bacteria. They

25 can be transmitted through the air or by body fluids. A sick animal will
have chronic symptoms—a fever, loss of appetite, cough phlegm, and a
thick nasal mucus. If not treated, the animal can develop pneumonia and
die. “We can help prevent this disease by providing the right
environment,” suggests the vet.

30 Since these diseases are‘incurable, the best prescription is
“prevention is better than cure”.

What is the passage abeut?

1. Respiratory infecCtionJn pets 2. Incurable bacterial infections
3. Fatal diseases forpuppies* 4. Dangerous winter viruses
What is NOT true aboutithe three-tHinesses mentioned above?

1. They are incurable diseases. 2. They are caused by viruses.
3. They are deadly diseases. . 4. They threaten viruses.*

The word “vulnerable™ (line 13) means
1. resistant
3. be easily affected*

. Immune |
. be quickly changed

I NN

The word “which® (line 13) refers to :

1. mother 2. puppies

3. canine herpes virus* 4. body temperatures

The word “transmitted” (line 19) means .

1. affected 2. passed on*

3. treated 4.moyed to

The word “exhibits” (line 20) means :

1. shows* 2. natices

3. hides 4. observes

Puppies suffering from respiratory infection have the following symptoms:
1. stomach aches and vomiting 2. loss of appetite and a fever*

3. breathing difficulty and spasms 4. shortness of breath and paralysis
The passage does NOT tell us how can be prevented.

1. canine herpes virus* 2. canine distemper

3. respiratory infection 4. all three diseases
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55. What is the main idea of the passage?
1. Prevention is the best method for incurable diseases.
2. Puppies and their mothers are vulnerable to low-temperature diseases
3. Although incurable diseases are fatal, they are not communicable.
4. There are certain incurable diseases for puppies that come in the cool season.*

56. What is the writer’s purpose of the text?
1. To inform readers of puppies’ common diseases
2. To give information about fatalﬁ \F ses in puppies*

3. To tell readers how to pre iseases
4. To warn against life-thr
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Expert Judgment Questionnaire

The aim of this questionnaire is to have reading experts to assess the reading test
constructed by the researcher.

Background information of the reading test used in the study

The reading test constructed for this study was aimed to measure students’
reading ability in the following six reading skills.

1. Vocabulary: Ability to understand the meanings of individual words or
phrases as used in the coniext.

2. Factual information: Ability to ideniifyfaciual information that is
explicitly stated in the'passage, and ability-to'identify negative factual
information.

3. Pronoun Reference: Ability to identify relationships between pronouns and
words or phrases«n thespassage.

4. Inference: Ability.i0 dravwa conclusion based on information not explicitly
stated in the passage.

5. Purpose: Ability i0 understand why the author explains a concept in a
specific way.

6. Main idea: Ability to recognize the toplc and main idea which characterize
the most important information in the passage.

Types of questions i,

1. Vocabulary Item Type (VOC) ==
This type of item is intended to measure students” ability to- comprehend the meanings
of individual words and:pirases as used in the context of the passage.

To correctly respond to the item, students are to choose the option that can
replace the targeted word or phrase.

2. Factual information Item Type/(FIN)
This type of item is intended tomeasure.students’ ability to identify, or locate, a
specific piece of information that is explicitly stated in the passage. To correctly
respond to.the item,.students are to.choose. the.option that matches, the information
required in‘the item to'the'information in the text.

Thistype of item is also used to measure students’ ability to identify negative
factual information. Students are to check what information is true or not true or not
included in the passage based on information that is explicitly stated in the passage.

3. Pronoun reference Item Type (PR)
This type of item is intended to measure students’ ability to identify a word or phrase
in the passage that refers to a pronoun. The word “pronoun” used here includes
relative pronouns (e.g. “which” or “who”).

To correctly respond to this type of item, students are to choose the option that
exhibits a referential relationship between the pronoun highlighted in the passage and
the word or phrase that refers to the pronoun.
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4. Inference Item Type (INF)
This type of item is intended to measure students’ ability to draw a conclusion based
on information not explicitly stated in the passage.

To correctly respond to this type of item, students are to choose the option that
is inferable from the passage based on explicitly stated information in the passage.

5. Purpose Item Type (PUR)
This type of item is intended to measure students’ ability to understand why the
author explains a concept in a specific way.

To correctly respond to this type of item, students need to be able to reason
and infer the author’s purpose based on the information in the entire passage.

6. Main idea Item Type (MI)
This type of item is intended tormeasure students*ability to recognize the topic, or the
general theme or broad message of the passage, and the main idea, the key concept
expressed in the passage.

To correctly respond«0 this type of item), students are to choose the option that
best expresses the general theme or the key concept of the passage based on the
information in the entire passage.
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Please give your assessment of the type of test items used in the reading
test by ticking (v') the appropriate boxes.

The following are the test item types and their abbreviations.
Vocabulary Item Type (VOC)
Factual information Item Type (FIN)
Pronoun reference Item Type (PR)
Inference Item Type (INF)
Purpose Item Type (PUR)
Main idea Item Type (MI)

Examples: If you agree that Item 1 tested students’ ability concerning factual
information, please tick (v') the agree box.
If you don’t agree that ltem 4 tested Sivdents’ ability in inferencing, please
tick (v') the not agree box. J
Any item that you are.net sure of the testitem type, please tick (v) the not
sure box.

Texts Items ." Agree Not agree Not sure
1 Dear Abby FIN 2 4

FIN s

FIN

FIN 4
Jog 2 ¥ R A

INF o

INF

XN ORI W -

2 Keeping The Future... MI =

[(e]

VOG- 7T

=
o

. INF

[ <F11-FIN

=12, INF

13.PR

14. INF

15.PUR

3 South Korea 16. Ml

17 FIN

18. PR

19. FIN

20. VOC

21.PR

22. Ml

23. PUR
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Texts

ltems

Agree

Not agree

Not sure

4 Imperial College

24.

FIN

25.

FIN

26.

FIN

21.

INF

28.

INF

29.

PUR

5 Protect the Dugongs

30.

FIN

31.

VOC

32.

PR

33.

VOC

34.

INF

35.

FIN

36.

FIN

37.

PUR

38.

M1

6 Bears

39

VOog

40,

VOoge

41.

LNF

INF

al

44.

INF

45.

MI

46,

PUR™ "

7 Puppy diseases

47.

MI /i

48.

FIN.

49.

VOC -

150,

PR

U5t

VOC

oy

2.

VOC

03.

FIN

4.

EIN

bp:

Ml

56.

PUR

Thank you very much for your time and attention.
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Text 1

Grizzly and black bears in Denali National Park can kill you or severely
maul you. They are unpredictable and will defend themselves, their
young, their food, and their territory. When surprised, they may react by
attacking. Bears are potentially dangerous. Remember, when you enter
5 the Park, YOU are the visitor.

BEAR COUNTRY: STEPS TOWARDS TRAVELLING SAFETY

10 A basic knowledge of bears, their behiaviorand habitat is essential if you
want to travel safely in-abear country.

1. Avoid coming.nto.contact with bears. Change your route if
necessarys Kegp your distance at all times.. Even at 100 yards a

15 bear may begin.to feel crowded.

2. Make noise. JTalk, ring a bell, shake pebbles in a can to let the bear
know where you are. A

3. Keep yourself clean.. Do nat use perfumes or deodorants while
hiking. Keep your clothes and equipment free of food odors.

20 4. Encountering a bear - NEVER RUN. You can’t outrun a grizzly.

ol

it ol

The word “maul” (line 2) means <
1. hunt 7 2 &al
3. shoot ' 4. attack*

The word “defend” (Iihe 2) means )
1. care 2. prevent
3. protect* 4. control

The phrase “feel.crowded’” (line15) suggests that bears
1. are not social animals

2. are not excited by people

3. don’t.like the.smells of people

4. don’t'feel safe to,have people nearby*

The basic knowledge above tells us when we meet a bear.
1. to use deodorants 2. not to make noise
3. not to run away* 4. to keep quiet

. Why is it suggested that you keep your clothes and equipment free of food odors?

1. Food left in the park causes bad odors.

2. Food taken to the park makes the place dirty.

3. Food odors can terrify bears, and make them run wild.
4. Food smell can attract bears, and lead them to you.*
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6. What is the main idea of the text?
1. Bears are friendly and welcome visitors.
2. Bears can be dangerous and should be avoided.*
3. Bears are not as dangerous as people have thought.
4. Bears can be good travelling companions.

7. What is the writer’s purpose in the text above?
1. To inform us about a bear country
2. To teach people how to look for bears
3. To tell us what to do when in a bear country*
4. To report the story of bears in the national park

Text 2
Keeping the Future Bright and Green

Two weeks agogteachers, nigh school students and municipal officials
from three provinees (Trang, Lampang and Loei) travelled to Japan to
observe how.a'giant car corporation (Toyota) and an industrial city
(Toyota City) improve the envirc'rr)inent. The three groups of youths and
5 adults were winners of Toyota Motar Thailand and Thailand

Environment Instituie’s annual Stop Glabal Warming Project. The
project encouragesischools to team up with their local communities to
reduce carbon fogtprints in their are;asl The trip to Japan was meant for
them to study how the country tackles its environmental problems.

10 The group visited-Foyota’s Tsutsumi Plant in Toyota City, which
is one of company’s models for sustainable plants. At Tsutsumi, the
group was introduced not only to technologies and designs to help curb
energy consumption, but also to the way the company involves the
surrounding Gommunities to create a greener place.

15 In creating greener spaces around the plant and in the surrounding
communities,-the company involves the staff, their families and the
locals, numbering in the thousands,to help plant trees. The new green
areas are monitored:far three years-befare they-are-left-to grow without
being tended.

20 The trip to Japan helped the Thai group see the way Japan
manages its environmental education and-¢arbon reduction:’ Observing
the habits of the Japanese people made them want to work! harder with
their local communities.

8. What is the passage about?
1. A trip to a Japanese town
2. Tsutsumi Plant in Toyota City
3. A Thai group visiting a Toyota plant *
4. Thai high school teachers and students
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9. The word “tackles” (line 9) is closest in meaning to
1. studies 2. observes
3. manages* 4. increases

10. It can be assumed that carbon footprints
1. are helpful for the surroundings
2. are not good for the environment*
3. help reduce environmental problems
4. encourage team work in communities

11. The following groups of people are involved in planting trees in Tsutsumi areas
EXCEPT
1. the Toyota company workers 2. the professional tree planters*
3. the Tsutsumi local people 4./ thesfamilies of the Toyota staff

12. What does the word “them™ (line 22) refer to?

1. Japanese people 2. the habits of Japanese people
3. the Thai group* 4. local communities
13. The group from Thailand seemed to be . by the ways Japan deals
with its environmental problems. '
1. disappointed 2. surprised
3. happy 4, impressed*

14. We can conclude that sustainable plants are those factories that
1. introduce curbing designs 4
2. support energy consumption
3. try to decrease energy use* =
4. produce green buildings TS

15. The writer’s main purpose of the passage IS
1. to promote Toyota City
2. to advertise Toyota products
3. to report on the Thai group in Japan™
4. to invite readers:to visit Fsutsumi
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Text 3

South Korea’s Culture Ministry has announced that it is developing plans
to push the “Han” (Korean) brand in order to enhance the value of
Korean culture and to further promote the country’s image abroad.
Under the five-year “Han Style project” that starts in the year
5 2007, the ministry and other government agencies will help globalise the
Han brand by investing 270 billion won (US$289 million) in six cultural
themes: Hangeul (the Korean language), hansik (Korean food), hanji
(mulberry paper), hanbok (traditional dress), hanok (traditional homes)
and hankuk eumak (traditional music).
10 The minister stressed that the globalization of the Han brand will
be a core project to form the new Kerean wave, or Hallyu.
According te this project, the.government plans to offer Korean
language classes to foreigners by setting up 100 Sejong centres abroad by
2011. To globalise hansik, the government plans to double the number of
15 Korean restaurants overseas up to 7,600. The government will encourage
the hanbok indusiry te‘increase sales up to 120 billion won ($127 million)
by 2011. 1t will also help hanbok designers enter foreign markets by
encouraging them to/participate in international fashion shows.
The authorities have been devising a way to rebrand Korean
20 culture, noting that it is the most essential element in creating a national
brand image. 5 4

16. What is the passage about?
1. Korean’s Culture Ministry = =
2. The value of Korean culture i
3. The Han brand in Seuth Korea
4. The project to promoete Korean culture*

17. Which of the followingis NOT part of the cultural themes?

1. National language 2. National food

3. Mulberry drink* A< Fraditional-dress
18. The word “them?’ (line 18) refers to :

1. the government 2, sales

3. designers* 4. foreign markets

19. According to Paragraph Four, which statement is true?
1. 100 Sejong centres were opened abroad in 2007.
2. 120 million Hanbok dresses have been sold in 2011.
3. There are more than 7,600 traditional restaurants in Korea.
4. Korean traditional dresses are planned to enter foreign markets.*
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20. The word “devising” (line 19) means .
1. completing 2. changing
3. presenting 4. developing*

21. The word “it” (line 20) refers to
1. the year 2011 2. the Hanbok industry
3. a national brand image 4. a way to rebrand Korean culture*

22. What is the main idea of the passage?
1. Korea has created a project to globally promote its culture.*
2. There are six cultural themes in the Han Style project.

3. The Han brand is a success of the government.

4. Korea’s Culture Ministry has ject.
23. What is the writer’s purpo ( age’ _._/-'

1. To advertise the Han b ———

2. To report on the Ha

3. To support Korea’s
4. To promote Korean tr
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Protect the Dugong* - Stop the Airbase
(*dugong weeu)

The island of Okinawa has been called the "Galapagos of the East"
because of the precious biodiversity it supports. It is also known as the
"island of the base™ because U.S. military bases** occupy over 18
percent of the landmass. Now, another base is slated for construction,
despite the great damage it will cause to the Okinawa sea.

(**bases gruiin)

The proposed construction site is right'in.ihe heart of a coral reef, which
supports diverse marine life including seaturtles and dugongs. Habitat
degradation and the inereasing scarcity-of their food have led to the
dugong's recent classification as an endangered species. As few as 12
dugongs are left'in the Okinawa waters. If the plan proceeds, the dugongs
of Japan may bedost forever.

What can you do? =

Please take a'momentto send a message to the Japanese government
saying "NO" to the ¢onstruction of the U.S. military airbase and "YES" to
the protection of the Okinawa dugongs.

Support the local people Who are outen the water all day, every day, to
stop the destruction. For-every message we receive, we will tie one ribbon
to the Rainbow Warrior, demonstrating the solidarity of activists from
around the world. o

24. According to Paragraph One, which statement is true??

1. A new US base will be'censtructed in Okinawa.*

2. A new US baseis hat dangerous ta the OKinawa waters:

3. There is only oneU'S. baSe in Okinawa at the moment.

4. The US bases occupy less than eighteen percent of Okinawa.

25.

26.

The word “slated”((line 4) means

1. kept

2. shown

3. designed 4. planned*

The word “it” (line 5) refers to .
1. construction 2. another base*
3. the landmass 4. a marine area
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27. The word “proceeds” (line 11) is closest in meaning to
1. stops 2. cancels
3. continues* 4. pauses

28. Which is NOT the reason for the local people to stop the new US base?
1. To protect dugongs
2. To save the coral reef
3. To save diverse marine life
4. To degrade marine habitats*

29. A ribbon will be tied to the Rainbow Warrior for every message that supports

1. the construction of the new US base

2. the protection of the Okinawa dugongs*

3. the Japanese government

4. the US government ’
30. What is the main idea ofithe text?

1. Another US base can piotect Okinawa dugongs.

2. There are a lot of dugongs in'the Okinawa waters.

3. Constructing a new US base will destr0y'dugongs.*

4. Dugongs are one ofithe most valuable Kinds of marine life.
31. What is the writer’s main purpose in the text? .

1. To describe the beauty of the Okinawa island

2. To report on the number of dugengs in Japan

3. To persuade readers to help siopthe US base eonstruction*

4. To complain about how biodiversity has been destroyed

i
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Text5
While many people enjoy cool weather at this time of the year, countless
numbers of puppies suffer from several deadly diseases due to the low
temperatures.
According to vet Ratiporn Tanisakdi, during the cool season,
5 many puppies are affected by three life-threatening illnesses—canine

herpes virus, canine distemper, and respiratory infection. These incurable
diseases are caused by viruses.

“No medicine can kill these viruses. How long an infected puppy
survives depends on its immunity. We can only treat them by giving

10 them a saline solution, and try: to prevent further infection by bacteria that
can lead to other complications,” explained the vet.

Normally, puppies aged between nine and 14 days have lower
body temperatures-and are more vulnerableto canine herpes virus, which
can be transmitted from mother to puppies through saliva and liquid from

15 the mother’s vagina. infected puppies are nervous, cry all the time, suffer
from stomach aehes, and-are frequently short of breath. A dog with an
acute case can dig'within 24 hours.

Canine distemper is a fatal communicable disease. The virus can
be transmitted thfough various channels including saliva, excrement,

20 urine, nasal mutcus; and tears.; A sick animal exhibits symptoms such as
thick nasal and gye discharges; eaughing, difficulty in breathing, diarrhea,
vomiting, pneumonia, Spasms, and paralysis. This disease can be
prevented only by having the anima',l vaccinated.

Respiratory infection can be eaused by viruses and bacteria. They

25 can be transmitted through-the air ar by body fluids. A sick animal will
have chronic symptoms—a fever, loss of appetite, cough phlegm, and a
thick nasal mucus. If not treated, the animal.can develop pneumonia and
die. “We canthelp prevent this disease by providing the right
environment,” suggests the vet.

30 Since these diseases are incurable, the best prescription is
“prevention is.better than cure”.

32. What is the passage.about?
1. Respiratory infection 2. Incurable diseases
3. Deadly diseases for puppies* 4, Dangeérous cool season

33. What is NOT true about the three illnesses?

1. They are incurable diseases. 2. They are caused by viruses.

3. They are deadly diseases. 4. They can be killed by medicine.*
34. The word “vulnerable” (line 13) means .

1. resistant 2. immune

3. be easily affected* 4. be quickly changed

35. The word “which” (line 13) refers to .
1. mother 2. puppies
3. canine herpes virus* 4. body temperatures



36.

37.

38.

39.

40.

The word “transmitted” (line 19) means .

1. affected 2. passed on*

3. treated 4. moved to

The word “exhibits” (line 20) means :

1. shows* 2. notices

3. hides 4. observes

Puppies suffering from respiratory infection have the following symptoms:
1. stomach aches and coughing 2. loss of appetite and a fever*

3. thick nasal and eye discharges 4;/spasms and paralysis

What is the main idea of the passage? 2
1. Prevention is the best method for incurable diseases.
2. Puppies and their mothers are€asily affected by viruses.
3. Incurable diseases aresdangerous, but'not communicable.
4. Some incurable diseasgsforpuppies come in the cool season.*
What is the writer’s purpose in the text? =~
1. To inform readers of puppies’ co__m:monfdi,s_eases
2. To give information about/deadly diseases in puppies*
3. To tell readers how t0 prevent incurable diseases
4. To warn against life-thgeatening i_IInessq',s'; '
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Narrative passages

Story 1
The Ant and the Grasshopper

In a field one summer’s day, Grasshopper was hopping about, chirping and singing to
express his heart’s joy. Ant passed by, carrying along a stalk of rice, which he was
taking to his home.

Grasshopper saw Ant’s hard work and said;*“Why not come and chat with me,
instead of working so hard all day leng? We can dance and play together.”

Ant answered, “l am working to gather and save food for the winter. | suggest
you do the same.”

“Why worry about winter?” asked Grasshopper. “We have plenty of food at
present. Let’s have some funs Doh’t be'so foolish and waste your time working.”
But Ant went on its way and centinued its work

When the winter came, Grasshopper hr;ld no food. In fact, he was hungry and
cold. He passed Ant’s home dooked inside, and_,.sgw Ant eating some rice. Ant had
all the rice that he had collected'and, stored in tﬁ,é'-summer. Ant was not hungry
because he had gathered enough food to surviveft—hé winter. He was resting and
enjoying his food in his warm and comfortable hbrﬁe.

Grasshopper asked Ant for some food. He said that he was cold and hungry.
Ant replied, “You didn’t work this summer. You sang and danced. You didn’t follow
my advice. You called me fgolish. So now it ismy turn to call you foolish.”

When the next summer came, the grasshopper warked hard'to store food for

the upcoming winter. He knew: It was best to prepare for the days of necessity.

257 words

*Grasshopper anuau

(source: Santos, M. dos. 2007. My World 5. Bangkok: Thai Watana Panich/McGraw-
Hill, p. 42.)
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Story 2

Getting Ready for a New L.ife

Somchai is a freshman, and he is having all the problems that most freshmen have.
As a matter of fact, his problems started before he even left his home in Khon Kaen to
study at a university in Bangkok. He had to do a lot of things that he didn’t want to
do.

Somchai went to Big C in order to buy new shirts and trousers but he didn’t
find anything he liked so he went.to Central Plaza.-Inere, he found some nice shirts
and trousers, but they were more-expensive fhan those-at Big C. As soon as he got
home, he took them out of the'bagsothat his parents wouldn’t see where they came
from. ‘_

When Somchai was almaost ready to Ie_é\;/e for Bangkok, his mother suggested
that he visit all his relatives. “What do'you W_ant'me to do that for?” he asked, and she
said, “To say good-bye.” She made him go seé__hig_,_ grandparents, his aunts and his
uncles, and some of his cousins. He didn’t Warlﬁt_o see all those people, but he did it
anyway because of his mother’s ingistence. _

On the day that Somchai left for Bangkok,_h}is sister helped him pack his
clothes. When everything was about ready, he got his father o take him to the train
station, and the whole family went along. Of course, his mother insisted on hugging
him good-bye in spite of his embarrassment. As soon as Somchai was in his seat, he

started dreaming of his new lifeaway from honie!

259 words

(source: Sasaki, M. (2000). Effects of cultural schemata on students’ test-taking
processes for cloze tests: a multiple data source approach. Language Testing, 17 (1):
85-114.)
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Story 3

Prince Naresuan

During the time of King Thammaraja in the Ayutthaya Period, Thailand was under the
control of Burma. Naresuan, a boy prince, had been taken to Burma as a hostage.

The prince grew up in Burma. When he was 16 years old, his father had him return to
Siam. Phra Supankanlaya, his elder sister, was sent to Burma as an exchange hostage.

This was to ensure that Thailand was still under the power of Burma.

Prince Naresuan was a great warrior. The.Burmese King knew this very well
and made plans to kill him, but was unsuccessful. in.1584 the prince was ordered by
the Burmese King to lead the.army.t0 destray the Mon people in Ava. However, the
prince discovered that he would be attacked by the Burmese army. This made him
very angry, so he declared indépendence for the Kingdom of Thailand in Ava.
Moreover, the Prince led his armytothe capifal of Burma to free more than 10,000
Thai people who were being kept as hostages there

The King of Burma was ery unhappy Wlth Prince Naresuan, so he sent armies
to Thailand to destroy Ayutthaya, hut he could not }<,|II the Prince. In the fifth battle,
Prince Naresuan did not wait for the Burmese army rrr Ayutthaya. Instead, he led the
army to Nongsarai, Supanburl There he had a bettle with the Burmese Crown
Prince. The two princes had a fight on the elephants and the Burmese Prince was
killed. After that Ayutthaye was left in peace fora long time.

255 words

(source: http://www.tonyjaa.org/sword_king.shtml)
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Expository passages: Compare-contrast

Passage 1

Old Age in Present Society

People today live longer than in the past. Long life in rich countries is already
causing both good and bad things.

There are at least two negative problems-from old age. The first is that old
people often need others to.take care.of them. Qld peeple cannot easily go places
alone or do many things withouishelp. Anold person may not be able to drive a car
safely. When older peoplesretire; the government pays them money to help them live.
In many rich countries, supporifor retired Qébple is one of the biggest government
expenses. '

The second problem is:the high cost df.medical care for older people. They
get sick more often than young people.. They ofien need to stay in hospital for a long

I

time. They need expensive medicings: =

However, older people help:saciety in ma_-ny ways. They have knowledge and
experience to give to younger people. Retired business people can give advice to
young people who are starting new businesses or having business problems.

Retired people also-have free time for community werk. Old people can teach
children to read. They also heip people who are in trouble, such.as people who take
drugs, people in prison,/and.peaple without homes.

Old people are also free to look after children while parents are working.
Because they have wisdom and experience, they usually do a good job taking care of
children. Contact between children and old people is important, because children can

learn kindness and gentleness from them.

254 words

Source: Day, R. R., Swan, J. & Masayo, Y. (1999). Journeys: Reading 3. Singapore:
Prentice Hall ELT
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Passage 2

Differences between College and High School

The change from high school to college, while pleasurable and exciting, can also be
very difficult. There are differences between high school and college. High school
gives students an education in all subjects, preparing them for the university. The
college, or university, provides an education in a specific field, preparing students for
a job. In college, students come and go as they please. In addition, they have to be

responsible for the choices that they have made.

-

Personal freedom is'one gisthesbiggest differences. In college students have a
great deal of freedom that'they.do nothave in high school. There is no one to tell
them to do homework. They have 16 manage their own time." Students are allowed to

choose what classes they want to take and-when those classes will be.

¢
The classroom is another difference. I'r]-____high school, students are in school for

about six hours a day. Students are assigned daily homework, which teachers collect
and check to insure that assigned work-is being@ﬁé. Teacher-student contact is
close and frequent. In college, students spend f-i.ﬁegn to eighteen hours a week in
classes. They usually meet professors during the office-hotirs:~In high school, there
are teachers who watch students and punish them when they do wrong. In college, it

is different. Students are old enough to take responsibility for their own actions.
Lastly, couples also start to get'more serious inicollege because some people

actually look for a marriage partner. However, most relationships in high school do

not last.

257 words

Source:http://wiki.answers.com/Q/What_are_the_differences_and_similarities_betwe
en_high_school_and_university
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Passage 3

Where should One Study?

Studying abroad and studying in your own country both have benefits for a student.
Living in another country can be an exciting experience because everything seems
new and different. Living in a new environment g¢an give you courage and self-
confidence, too. If you want to learn another language, living abroad is a great way to
do that because you can read.magazines or-newspapers,-watch television programs, or
make friends with people who are.nalive speakers.

Another good reason toiveabroad is to learn more about another culture. It
is an opportunity for you 0 opgn yourself up:to experience that you will never have
when you stay home. Living and studying ab__mad gives you a new and different
perspective of the world, and‘perhaps most irﬁ'gdftant, of your own country. Maybe, it
is the only time that you look back on your motherland.

On the other hand, there are also advan;[éges_ to Staying in your own country to
study. It is cheaper than living abroad; so you céinzé?éve more money. Also, in your
home country, everything is familiar. You don’f'ﬁﬁie‘ to.adjust yourself to a totally
new environment. You don’t-need-io-woiry-about-taking elasses in a foreign
language, and you can understand the culture and the expectations of teachers.
Finally, if you stay in your own country, you can be close to your family and friends.
So, if you are thinking:about;where to study;censider all ofithesebenefits and make

the decision that is right foryou.

255 words

Source: Zemach, D. E. & Rumisek, L. A. (2003). College Writing: From Paragraph to
Essay. Bangkok: Macmillan. .
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Fo-ana sHANANY sec.

Story 1

The Ant and the Grasshopper

In a field one summer’s day, Grasshopper was hopping

about, chirping and singing to express his heart’s joy. 1.
Ant passed by, carrying along a stalk of rice, which he
was taking to his home. 2.
Grasshopper saw Ant’s hard work and said, 3
“Why not come (1) chat with me, instead of
working so hard all day (2) .7 \We can'dance ane| 4.
play together.”
Ant answered, “I am«(3) " . 1o oather and &
save food for the winter. | su§gest (4) | - do the "
same.” ¥

“Why worry aboutwinier? asked Gra‘sshopper. 7
“We (5) plenty of food at present. ‘Let’s have

some fun. Don’t (6) __ sofoolish and wasfe-your .
time working.” But Antwent (7) ' 1ts way and 9.
continued its work. 5

When the winter came, (8) .- had np?food. 10.
In fact, he was hungry and cold. (9) B passéd'—'_ ' g1
Ant’s home, looked inside; and-saw-Ant eating some
(10) . Ant had all the-ice that he had collected and | 22
(11) __ in the summer:=~Ant was not hungry because 13
he had (12) __ enough food:to survive the winter.
He was resting an@d(13) | - | hisfood-in his warmand || 14.
comfortable home.

Grasshopper.asked (14) .. .. for some food. 15
He said thathe was cold and (15) ¢ & <. Antreplied,s | 16!

“You didn’t work this summer. You sang and (16)
. You didn’t follow my advice. You called me | 17.

foolish. So (17) __ itismy turn to call you 18,
foolish.”

When the (18) _ summer came, the 19.
grasshopper worked hard to store food for (19) 20

upcoming winter. He knew: It was best to prepare for
(20) days of necessity.
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Fo-tna sHAUNANY sec.
Story 2
Getting Ready for a New L.ife

Somchai is a freshman, and he is having all the problems that
most freshmen have. As a matter of fact, his problems started L
before he even left his home in Khon Kaen to study at a 2.
university in Bangkok. He had to do a lot of things that he (1) 3
______notwant to do.

Somchai went to Big C in-erder (2) __ buy-new 4
shirts and trousers but he dida*t find anything (3) _ liked | 5.
so he went to Central Plaza.sThere, he found. (AR 0 Niee 6.
shirts and trousers, but they wereimare expensive than (5)
___atBigC. Assoonas hegot home, he Eg:)ok (6) L . out !
of the bag so that his parents wouldn’t see (7)‘ = e they 8.
came from. ‘ | 9.

When Somchai was almostfeady to-leave (8)
Bangkok, his mother suggested that he visit all _kﬁs'_gelatives. 10.
“(9) ____ do you want.me to do that for?” he asked, (10) 111.
______ shesaid, “To say gdod-bye.” She made him go see 12
(11) __ grandparents, his aunts and his uncles, and some
of his (12) . He didn’t'want to see all those'people, but 13.
he (13) it anyway because of his'mather’s insistence. 14.

Onthe (14) = that Somchai left for Bangkok, his 15,
sister helped himn pack+(15) . | ““clothes.: When everything
was about ready, he got his father (16) _ take him to the 16.
train station, and the whole family (17) _ along. Of 17.
course, his mother insisted on hugging him good-bye (18) 18.
_____ spite of his embarrassment. As soon as Somchai was
in(19) __ seat, he started dreaming of his new life away 19.
from (20) . 20.
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Prince Naresuan

During the time of King Thammaraja in the Ayutthaya Period,
Thailand was under the control of Burma. Naresuan, a boy
prince, had been taken to Burma as a hostage. The prince
grew up in Burma. When he was 16 (1) ' = /old, his
father had him return to Thailand. Phra Supankaniaya, (2)
___ elder sister, was sent t0 Burma as an Exchange hostage.
(3) ___ wasto ensure that Thailand was still under the
power (4) _ Burma.

Prince Naresuan was a‘great warfior.  The Burmese
King (5) __this very well and/made plansf‘to,kill him, but
(6) __ unsuccessful. Ind4584 the prince Wés ordered by
the Burmese (7) __ to lead'the army to dest_r-'_'g')y:the Mon
people in Ava. (8) ___, the prince discoverea__t-h_a__t he would
be attacked by the Burmese (9) . This made h|m very
angry, so he declared independenrce'for (10) _-_—Kirngdom
of Thailand in Ava. Margover, the Prince led his (11)
to the capital of Burma to free more than 10,000 Thai (12)
_____who were being kept as hostages there.

The King of (13). - was very unhappy with-Prince
Naresuan, so he sentiarmies (14) _ Thailand to destroy
Ayutthaya; butihie couldinot kill the (15) & [ & & Inthefifth
battle, Prince Naresuan did not wait for (16) _ Burmese
army in Ayutthaya. Instead, he led the army (17)
Nongsarai, Supanburi. There, he had a battle with the
Burmese Crown Prince. (18) _ two princes had a fight
on the elephants and the (19) _ Prince was killed. After
that Ayutthaya was left in peace (20) __ along time.

10.
7 11.
12.
13.
14,
15.
16.
17.
18.
19.

20.
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¥o-dna siaindAny sec.

Passage 1

Old Age in Present Society

People today live longer than in the past. Long life in rich

countries is already causing both good and bad things.
There are at least two negative problems from old age. | 2.

(1) ___ firstis that old people often need others to take (2)
____ofthem. Old people cannot easily go placesalone or 3.
(3) ___ many things without help.-An old person-may not 4
be (4) __ todrive a car safely«="When older people retire, '
the (5) __ pays them mongyto_help them live. In many 5.
rich (6) __, support for retired peaple is ane of the biggest
government (7) . \ 4 6.

The second problemyis the high cost of medical'care 7
(8) ___ older people. Theygetsick-more often than young '
people. (9) __ often need'to stay in hospita‘lls-_for a long time. | g.
(10) ___ need expensive megdicines. -

However, older people help seciety in m’éﬂy (19 9.
______. They have knowledge and expéerience toﬁ;'i{/'e to 10
younger people. (12) _ business people can give advice '
to young people who are’'(13) _ new businesses or having | 11.
business problems. '

Retired people alsohave (14)  time for 12.
community work. Old peogle can teach children to (15) 13

. They also help people who are in trouble;such as (16)
who take drags, people in prison; and peaple without 14.

homes.
(17).___ . people are also free t0 look after children _ | 15.
while parents (18) _ . working. Becauseithey have 18
wisdom and‘experience, they usually do (19) _ good job '
taking care of children. Contact between children and (20) 17.
_______people is important, because children can learn
kindness and gentleness from them. 18.
19.

20.
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Differences between College and High School

The change from high school to college, while pleasurable
and exciting, can also be very difficult. There are differences
between high school and college. High school gives students
an education in all subjects, preparing (1) for the
university. The college, or university, provides an education
(2) ___ aspecific field, preparing students for a‘job. In
college, (3) __ come and go.as they please. In-addition,
they have (4) __ be responsible for the choices that they
have made.

Personal (5) s one'ofthe bigggst differences.
In college students have (6) . great deal of freedom that
they do not have in (7) ____chool. [There is no one to tell
themtodo (8) . They have to manage tﬁeir. own time.
Students are allowed (9) _ & ¢hoose what q‘l_asées they want
to take and when those (10) & willbe,

The classroom is another difference. Iriihigh school,
(11) __ areinschool for about six-hours a day.i@tudents
(12) ___ assigned daily homework, which teachers collect
and check to insure (13)+. _-assigned work is being done.
Teacher-student contact is close-(14) frequent.4a

college, students spend fifieen to eighteen hours a (15) .

in classes. They usually meet professors during the office
hours. (16) __ high schoel, there are teachers,who watch
students and punish,(17) & | < when they.do wrong. In
college, it is differept. Students'(18) ° = "old enoughto take
responsibility for their own actions.

Lastly, (19) |~ salso start to get' more serious in
college because some (20) _ ~ ~ actually fook for a marriage
partner. However, most relationships in high school do not
last.

10.

1 11.

12.

13,

14.

15.

16.

17.

18.

19.

20.
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Where should One Study?

Studying abroad and studying in your own country both have
benefits for a student. Living in another country can be an
exciting experience because everything seems new and
different. Living in a new environment ¢an give you courage
and (1) -confidence, too. If you want to learn.another
language, living (2) _____is agreat way to do that-because
youcan (3) __ magazings-ernewspapers, watch television
programs, or make friends.with (4) =~ people who are
native speakers. I_ _

Another good reasonto live(5) _JS to learn more
about another culture. Itisan(6) & = for yPu‘to open
yourself up to experience that you(7) ... never have when
you stay home. Living and studying abroad (8);_ you a
new and different perspective of the'world, and (@)
most important, of your own country.-Maybe, it'—is.fhe (10)
_____time that you loak:back on your motherland.

Onthe (11) _ " hand, there are also advantages to
staying in your own (12) == to study. Itis cheaper than™
living abroad, so you (13) _ . “*save more money. Also, in
your home country, everything is (14) ..' | . You don’t have
to adjust yourself to a totally new (15) ¢ . You den’t need
to worry albout taking classes/in a (16) .. .| language, and
you can understand the culture and the expectations (17)

teachers. Finally, if you stay in your own country, you

(18) be close to your family and friends. So, if you
(19) thinking about where to study, consider all of
these benefits (20) make the decision that is right for

you.

10.

11.

112,

13.

14,

15.

16.

17.

18.

19.

20.
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The Ant and the Grasshopper
In a field one summer’s day, Grasshopper was hopping about,
chirping and singing to express his heart’s joy. Ant passed
by, carrying along a stalk of rice, which he was taking to his
home.
Grasshopper saw Ant’s hard work (1) - .=said, 1.
“Why not come and chat with me, insiead of (2) ™SO0 2.
hard all day long? We can danee and play 3) .7 3.
Ant (4) __ , “l amaworking io/gather and save food | 4.
for the winter. | suggest you @o (8) / /[ _same.” 5.
“Why worry (6) = _winter?” asked‘Grasshopper. 6.
“We have plenty of food atpresent. Let’s ha\;e_ some (7) 7.
. Don’t be so foolish and weaste your time-i_:v(/:orking." 8.
(8) ___ Antwent on its way and gontinued ItS\;Vqu 9.
When the winter came, (9) - had npjpéq. In fact, | 10.
he was hungry and cold. He paséed Ant’s home,- (_iO) s 11
inside, and saw Ant eating some rice. Ant had all the (11) J 12.
___that he had collected and stored in the summer. Ant 13.
was (12) _ hungry because.he had gathered enough food | 14.
to survive the wintér. He was resting and enjoying his (13) 15.
_____in his warm and comfortable home. 16.
Grasshopperiasked (14)y < < forsomefood: Heisaid | 17.
that he was cold and (15) . Antreplied, “You didn’t 18.
work this summer. You sang and danced. (16) __ didn’t | 19.
follow my advice. You called me foolish. So now it is my 20.
turnto (17) __ you foolish.”
When the next summer came, the grasshopper worked
(18) __ tostore food for the (19) _ winter. He knew:
It was bestto (20) _ for the days of necessity.
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Old Age in Present Society

People today live longer than in the past. Long life in rich
countries is already causing both good and bad things.

There are at least two negative problems from old age.

The first is that old people often need (1) to take care
of them. Old people cannot easily go places alone (2) 2.

do many things without help. ‘An old person may (3)

be able to drive a car safely...\\/hien older' peopie-ietire, the

government pays them (4) to.help them live..In many

rich countries, support for reured: (5) is one of the | 5.

biggest (6) expenses.

(7 second problem is the high cost of medical

care for older people. Thgy get sick (8) often than
young people. They often negd to stay in hos'p'ital for a long | 8.

time. (9) need expensive medicines. =

(10) , older people helg-society in r;’i'any ways.
10.

They have knowledge. and experience o (11)"’ to

younger people. Retired-business-peopie-can-give-advice-to| 11.

young people (12) are starting new businesses or 12

having (13) problems.
13.

(14) peoplegalso-have) free time=for;community

work. Old people ¢an (15) children to read. They also | 14.

help people. who. are in. (16) ,.such_as people who, take 15

drugs, people in prison; and peaple without*homes.
16.

Old people are also (17) to look after children
while parents are working. Because they have wisdom and | 17.

(18) , they usually do a good job taking (19) of 18

children. Contact between children and (20) people is
19.

important, because children can learn kindness and gentleness

from them. 20.
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Cloze test scoring keys

There are two types of scores: 2 points and 1 point. Alternatives that are semantically
acceptable with minor spelling mistakes are given 2 points.

The alternatives that are in the following forms are given 1 point:

understanding of the story
maintained;

maintained; and

- those in which word choice is not appropriate, but reflects test takers’
- those that are not grammatically correct but the meaning of the slot is
- those that are not syntactically acceptable but the meaning of the slot is

- those that violate the instructions by insesting more than one word, but
the meaning of the slot is maintained.

Scoring key for the narrative gloze: The Ant and The Grasshopper

*Words in capital letters arg'the€xact wards in the original passage.

Items 2 points : 1 point

1 AND, then Grasshopper, grasshopper, he, it, she
2 WORKING Work, hard work

3 TOGETHER, music, songs -}s’qng, now, games, game
4 ANSWERED, said, replied answer, say, reply

5 THE 7, felei=

6 ABOUT at, for

7 FUN, rest party, food, dance

8 BUT, however

9 GRASSHOPPER, grasshopper he, the grasshopper, it

10 LOOKED, came look, looks, come, walked, walk, go
11 RICE, food,.foods stuff

12 NOT, no

13 FOOD, meal, life, breakfast live (misspelled of “life)
14 ANT, ant the antphim

15 HUNGRY tired, weak

16 YOU, you

17 CALL called, calling, name

18 HARD very hard

19 UPCOMING, next, coming long, cold

20 PREPARE, work, save gather, store, save food
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Scoring key for the expository cloze: Old Age in the Present Society

Items 2 points 1 point

1 OTHERS, someone, relatives, us, young people, family, person
people

2 OR and, to

3 NOT

4 MONEY pension, salary, pensions

5 PEOPLE, citizens, persons person

6 GOVERNMENT, government’s, in, extra, welfare
country’s, countries’, pubic

7 THE -

8 MORE -

9 THEY 5

10 HOWEVER, Nevertheless, But, » | On'the other hand
however, nevertheless;-burt,
anyway

11 GIVE . | help, share, advise, advice

12 WHO, that " | whom

13 BUSINESS, some, many other, — | new
negative — —

14 OLD, Older, Retired, old,older, |~
retired

15 TEACH, help, train 14

16 TROUBLE, troubles P |_problems

17 FREE, able, available, helpful, needed, helping, help, willing
useful . —

18 EXPERIENCE, experiences, “Inteligence, kindness, kind
maturity, patience (

19 CARE [~

F i

20

OLD, older, retired
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Results of the first twatryou -of ; \ onal deletion cloze test
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One-Sample Kolmogorov-Smirnov Test

VAR0000
1

N 110
Normal Mean 109.9430
Parameters(a,b) Std. Deviation 33.42186
Most Extreme Absolute 079
Differences Positive .079
Negative -.077

Kolmogorov-Smirnov Z 848
Asymp. Sig. (2-tailed) 468

a Test distribution is Normal.
b Calculated from data.

Results of the first tryout of the narrative cloze text

Case Processing Summary

N | %
Cases  Valid 110 | 100.0
Excluded 0 0
(@)
Total 110 100.0

a Listwise deletion based-en all variables in the procedure.

Reliability Statistics

Cronbach's
Alpha Based
on
Cronbach’s} |+ Standardized N-of
Alpha Items Items
.838 .836 20
Scale Statistics
Std. N of
Mean Variance Deviation Items
25.3364 60.189 7.75813 20

217



Item-Total Statistics

Scale
Mean if Scale Corrected Squared Cronbach's
Item Variance if | Item-Total Multiple Alpha if

Deleted | Item Deleted | Correlation | Correlation | ltem Deleted
VAR00001 24.1455 56.621 .368 .369 833
VAR00002 24.4545 55.663 510 AT7 .828
VAR00003 24.0909 52.304 536 464 824
VARO00004 23.6091 58.222 167 .339 .840
VARO00005 24.3727 52.713 444 421 .830
VAR00006 23.9182 53.874 428 399 .830
VARO00007 24.5636 57.808 A59 161 842
VARO00008 25.0636 59.418 .028 287 .846
VAR00009 23.8091 54.706 443 469 .829
VAR00010 24.4636 53,242 74y, 559 .826
VAR00011 23.7273 | 52017/ .661 .682 .819
VARO00012 23.8545 i 521603 a4 567 .824
VARO00013 24.2818 | 534699 .385 352 .833
VAR00014 23.7545 | 55,848 i \3¢8 .384 .832
VAR00015 23.4818 | 56.949 R7K 470 833
VAR00016 23.6545 | 54 779 452 414 .829
VAR00017 24.1545 | 51.141 631 590 .819
VAR00018 23.5182 i 56.205 433 445 831
VAR00019 23.8455 51.875 .626 .601 .820
VAR00020 24.6273 56.695 217 .307 .840

Results of the first tryout of the expository cioze text

Case Processing Summary

N %
Cases Valid 110 100:0
Excluded 0 0
(@
Total 110 100.0

a Listwise deletion based onall variables'in the'procedure.

Reliability Statistics

Cronbach's
Alpha Based
on
Cronbach's | Standardized N of
Alpha Items Items
779 774 20
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Scale Statistics

Std. N of
Mean Variance Deviation Items
20.6182 53.541 7.31717 20
Item-Total Statistics
Scale Mean Scale Corrected Squared Cronbach's
if Item Variance if | ltem-Total Multiple Alpha if

Deleted Item Deleted | Correlation.| Correlation | Item Deleted

VAR00001 19.3091 47.537 24 450 764
VAR00002 19.7455 50.430 p—— 448 172
VARO00003 19.3909 457323 561 451 .753
VAR00004 19.5455 | 48.342 | .323 .305 172
VARO00005 19.7636+ 464439 .508 462 .758
VARO00006 20.4909 | 5163, .361 562 173
VAR00007 18.7455 I 50 837k '\ 180 .106 .780
VAR00008 19.4727 | 46.784 424 401 7164
VARO00009 19.0455 I 51.457 1124 327 784
VARO00010 20.1091 | 52.263 .040 417 .790
VARO00011 20.3364 | 52.739 073 405 .782
VARO00012 19.5273 43.022 725 .690 739
VAR00013 19.3727 45,315 572 541 .753
VAR00014 19.4545 49.259 28 [ 411 779
VAR00015 19.1273 49.488 267 .363 175
VAR00016 20.3818 50.715 317 469 172
VAR00017 19.7909- 47.378 =Ciak 604 759
VARO00018 19.8273 ! 51.557 077 1373 .790
VAR00019 19.2727° 45,595 .562 ATT 754
VARO00020 19.0364 50.090 241 254 776

219
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Results of the second tryout of the narrative cloze text

Case Processing Summary

N %
Cases Valid 197 100.0
Excluded 0 0
@)
Total 197

a Listwise deletion based on all vari

Cronbach's | Standardized
Alpha

814

Scale.Si

Mean Variance Eil iation

Items m
25.3858 60.208

7.75935 20,
AUEANENINGINS
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Item-Total Statistics

Scale Mean Scale Corrected Squared Cronbach's
if ltem Variance if | Item-Total Multiple Alpha if

Deleted Item Deleted | Correlation | Correlation | Item Deleted

VAR00001 24.2234 56.756 319 247 .810
VVAR00002 24.4873 55.506 496 .361 .803
VAR00003 24.0914 53.022 494 324 .800
VAR00004 24.0609 58.037 117 292 .820
VAR00005 24.0609 55.435 1285 .288 812
VAR00006 23.9848 54.403 F - 274 .807
VARO00007 24.2690 55.810 280 299 812
VARO00008 24.8832 56.491 —— 247 813
VAR00009 23.8477 98T, g 501 .800
VAR00010 24.2640 | 53450 { 455 452 .802
VARO00011 23.8985" 514806 .608 .555 793
VAR00012 24.3959 | 55802 263 .385 814
VAR00013 24.2234 I 54 514 (SR .236 .810
VAR00014 23.9289 | 55.495 .329 223 .809
VAR00015 23.5990 | 56.425 .366 .269 .808
VAR00016 23.6853 | 54.809 464 .362 .803
VARO00017 24.1929 | 51.503 £93 513 794
VAR00018 23.5990 55.466 473 337 .803
VAR00019 23.9036 \ 53.669 485 403 .801
VAR00020 24.7310 | 55759 298 181 811

Results of the second try out of expository cloze test

Reliability Statistics

Cronbach's
Alpha Based
on
Cronbach'siy | Standardized N of
Alpha Items Items
.802 .790 20
Scale Statistics
Std. N of
Mean Variance Deviation Items
20.3655 58.886 7.67373 20
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Item-Total Statistics

Scale
Mean if Scale Corrected Squared Cronbach's
Item Variance if | Item-Total Multiple Alpha if

Deleted | Item Deleted | Correlation | Correlation | Item Deleted
VAR00001 19.0609 53.282 376 .362 793
VAR00002 19.4619 55.240 373 .349 794
VAR00003 19.1472 50.351 553 404 781
VAR00004 19.2589 53.040 357 .250 794
VAR00005 19.5787 51.806 A80 .389 787
VAR00006 20.2335 8l 25) 238 .346 .800
VVARO00007 18.4975 v | s 117 .802
VARO00008 19.1980 7374 461 .387 .788
VAR00009 18.8680 | 55497 | .230 .316 .802
VARO00010 19.8832+ 564940 .096 298 .809
VARO00011 20.0964 | 58638 002 252 .808
VAR00012 19.2792 l 48 355 | .686 622 771
VAR00013 19.0761 | 50.724 545 416 782
VAR00014 19.1980 i 53211 §13%6 .246 797
VAR00015 18.8934 52.769 416 .395 791
VAR00016 20.0711 | 56.332 329 .361 .796
VAR00017 19.5939 | 52.732 491 555 787
VARO00018 19.6904 \ 55,909 452 .359 .807
VAR00019 19.0558 \ 49.44% 641 513 775
VAR00020 18.8020 \ 55,109 219 .800

251
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Questionnaire

This questionnaire is aimed at getting your information on your cloze test

225

performance. Please provide the information concerning the cloze test and your use
of reading strategies and text information on your cloze test taking. Put a tick (/) for
appropriate boxes.

Thank you very much.

I: Students’ Perception of cloze test format

1.

Are you familiar with this test format?
{10% }Yes {90%3} No

What language ability deyou perceive this test measure?
You can choose miore than ene answer.

{90.9 %} vocabulary
{72.7%} grammar and stptcture

{90.9%} reading comprehension
{9.1% } writing _
{ - Jother PleasgSpaCify & .~ e il W ...

I1. Students’ use of reading strategies on completing cloze test.

3.

What reading strategies did your tise on youranswering the cloze test?
You can choose more-than-one-answer.

{100% }reading the whole cloze passage before working on the blanks
{72.7 %}skippingtunknown words while reading the-cloze passage
{79% }using sentence:structures

{57.2% }using rhetorical pattern of organization

{95.5 %}focusing on vocabulary

{100 %, }using.context.to restore the cloze.blanks

{95.5 %}looking for key wordsand-phrases

{74.5 %}using punctuation

{44.2 %}making inferences

{40.9 %}using main idea

{83.6 %}using prior or world knowledge

{ - Jother Pleasespecify .......c.ocoviiiiiiiiiiiininn

Continue on the next page.
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I11. Students’ use of text information on their restoring cloze gaps.

4.

V. Students’ perception of th [

What text information did you generally use on your restoring the cloze gaps?
You can choose more than one answer.

{70.9%}information in the clause where the gap appears

{80.9%}information in the sentence where the gap appears
{79.1%%}information in the preceding sentences

{60.9%}information in the following sentences

{51.8%}information from your )vledge

If you were trained t i ﬂu think this cloze
procedure would h i =nglish [ Nguage competence?
{86.3%} Yes, ver '

{ 9.1%}Yes, butn
{ 4.6%}No, it woul
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Guidelines for retrospective interviews

Step 1: Inform the participant the purpose of the retrospective interview. Let her/him
aware that her/his information is important to the study, and it is not a fault-
finding process.

Step 2: Provide the participant with the photocopies of her/his cloze test paper.

Step3: Ask her/him on how they approach the cloze test whether s/he has read the
whole text before starting to solve each cloze item.

Step 4: Invite her/him to provide the infermation on how s/he has solved each cloze
item. If the participant does not say anything, or if there is a long pause, s/he
should be encouraged by saying “what came into your mind when you first
saw this blank?”

Step 5: At the end of the interview, ask the participant’s opinion of the cloze test
whether s/he has-feund the iest useful.

The following is the evaluationform for the raters.

Items | WithinCL | WithinSEN XCSEN- "' || ExText Guessing | Remarks
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Total Items: 40
Items Analyzed: 40
From Item: 1

To Item: 40

Number of Choices: 4

CONTROL PARAMETERS

NUMERIC ANSWER KEYS

KEYS: 4343423332234334334441214234233343321242

43434 23332 23433 43344 41214 2342
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RANKED SCORES

RANK SCORES ~ RAW SCORES PERCENT SCORES | IDENTIFICATION
1 39 97.5 046
2 37 92.5 047
3 33 82.5 048
4 32 80.0 001
4 32 80.0 027
4 32 80.0 138
4 32 80.0 142
8 31 075
8 31 096

10 045
11

12

12

12

15

16

16

16

19

19

19

19

19

19

25

25 24 60.0 4 ,

: ﬂﬁﬂ?ﬂﬂﬁﬁﬂ%lﬂi
25 i

25 ¢ 60.0 145
» ARIRINTULIINA Y
30 57.5 020
30 23 57.5 035
30 23 57.5 158
30 23 57.5 165
30 23 57.5 181
36 22 55.0 023
36 22 55.0 025
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RANKED SCORES

RANK SCORES ~ RAW SCORES PERCENT SCORES | IDENTIFICATION
36 22 55.0 039
36 22 55.0 049
36 22 55.0 062
36 22 55.0 089
36 22 55.0 107
36 22 55.0 115
36 22 55.0 118
36 22 128
36 22 141
36 22 157
36
36
50
50
50
50
50
50
50
50
50
50
50
61
61
61 20 o o 50.0 4 4 174
“  ARYINYNINYTND
64 q 47.5 i
64 19 € 475 | 043 s
« AWIRNNITUHR VIV 1A B
64 0 19 47.5 ’ 061
64 19 475 081
64 19 475 101
64 19 475 130
64 19 475 136
64 19 475 164
64 19 47.5 173
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RANKED SCORES

RANK SCORES ~ RAW SCORES PERCENT SCORES | IDENTIFICATION
75 18 45.0 015
75 18 45.0 056
75 18 45.0 068
75 18 45.0 071
75 18 45.0 113
75 18 45.0 148
75 18 45.0 170
82 17 006
82 17 032
82 17 100
82
86
86
86
86
86
86
92
92
92
92
92
92
92
92
92 15 ¢ . 3754, 140
o ARYINYRINYTING
101 q 14 .0 Too01
i1 14 € 350 e 066  as
= RANAANTU RN IVB A Y
101§ 14 35.0 ’ 134
101 14 35.0 146
101 14 35.0 168
108 13 325 007
108 13 325 014
108 13 325 016
108 13 325 052
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RANKED SCORES

RANK SCORES ~ RAW SCORES PERCENT SCORES | IDENTIFICATION
108 13 325 058
108 13 325 070
108 13 325 093
108 13 325 099
108 13 325 106
108 13 325 137
108 13 325 144
108 13 160
120 12 005
120 12 030
120 084
120
120
120
120
127
127
127
127
127
127
127
127
127
136
136 10 ¢ . 250 4, 028
» ARUANYRINY M
136 i
136 ¢ 250 108 o/
= QRN TUHRINENN Y
136 25.0 124
136 10 25.0 125
136 10 25.0 135
136 10 25.0 143
136 10 25.0 153
136 10 25.0 172
148 9 225 022
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RANKED SCORES

RANK SCORES ~ RAW SCORES PERCENT SCORES | IDENTIFICATION
148 9 225 029
148 9 225 034
148 9 225 059
148 9 225 069
148 9 225 074
148 9 225 076
148 9 225 086
148 9 110
148 9 122
148 9
148 9
148 274
148 ‘
148 V'
163
163
163
163
163
163
169
169
169
169
169 ‘
169 7 ¢ 1750, | 149
< AUNINYNINEINT
176 Q 0 i
176 6  © 150 | o082 A
- QAN TSN AEA B
176§ 6 15.0 103
180 5 125 121
180 5 125 159
182 4 10.0 105
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No. of Items: 40
Respondents: 182
Mean Score: 16.57
Standard Deviation: 7.18
Mean Standard Error: 0.532
Maximum: 39
Minimum: 4

Range: 35

Quartile Deviation: 6.00
Median: 15.50

Mode*: 9

Skewness: 0.54
Kurtosis: -0.22

* Estimated Mode,

If the score distribution is not norm
look for the actual mode.

(The score with highest frequency.

PAIATUAMINYAE

SCORE STATISTICS
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DISTRIBUTION OF SCORES
CUMULATIVE

SCORES CUMULATIVE PERCENT  PERCENT  PERCENTILE NORMALIZED STANINE Z LINEAR

RAW PERCENT FREQUENCY FREQUENCY FREQUENCY FREQUENCY RANK T-SCORE SCORE SCORE T-SCORE
39 97.5 1 1 0.5 0.5 99.7 78 1 3.124 81.2
37 92.5 1 2 0.5 1.1 99.2 74 1 2.845 78.5
33 82.5 1 3 0.5 1.6 98.6 73 1 2.288 72.9
32 80.0 4 7 2.2 3.8 97.3 70 1 2.149 71.5
31 77.5 2 9 1.1 4.9 95.6 68 2 2.010 70.1
30 75.0 1 10 0.5 5.5 94.8 67 2 1.870 68.7
29 72.5 1 11 0.5 6.0 94.2 66 2 1.731 67.3
28 70.0 3 14 1.6 ! 93.1 65 2 1.592 65.9
27 67.5 1 15 V// 2.0 65 2 1.453 64.5
26 65.0 3 18 : 64 2 1.314 63.1
25 62.5 6 24 62 3 1.174 61.7
24 60.0 5 29 61 3 1.035 60.4
23 57.5 6 35 60 3 0.896 59.0
22 55.0 14 49 58 4 0.757 57.6
21 52.5 11 60 56 4 0.617 56.2
20 50.0 3 63 55 4 0.478 54.8
19 47.5 11 74 54 4 0.339 53.4
18 45.0 7 81 52 5 0.200 52.0
17 42,5 4 85 52 5 0.060 50.6
16 40.0 6 91 51 5 -0.079 49.2
15 37.5 9 100 50 5 -0.218 47.8
14 35.0 7 107 49 5 -0.357 46.4
13 32.5 12 119 47 6 -0.496 45.0
12 30.0 7 126 46 6 -0.636 43.6
11 275 135 45 6 -0.775 42.3
10 25.0 12 147 43 7 -0.914 40.9
9 225 15 162 40 7 -1.053 39.5
8 20.0 6 168 37 8 -1.193 38.1
7 175 7 8 -1.332 36.7
6 15.0 4 9 -1.471 35.3
- ﬁﬂﬂiﬂﬂ%ﬁﬂﬂﬂﬂ? o e e
4 10.0 1 9 -1.750 325

ammmm UA1INYAY
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HISTOGRAM OF SCORE DISTRIBUTION

FREQUENCY o 1 6 13 27 16 19 15 11 14 25 11 9 4 2 6 1 0 1 1

26 *

24 * *
22 * *
20 * *
18 * * *
16
14
12
10

N A O ®
*

SCORES

PERCENT(%6) 5 10 15 80 85 90 95 100

.
t |

-y
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ITEM ANALYSIS

CORRELATION COEFFICIENTS MEAN
ITEM RESP-| NUMBER RESPONDING DIFFICULTY INDICE DISC.INDEX BISERIAL POINT-BISERIAL| CRITERION
NO. ONSE | UPPER MIDDLE LOWER | UPPER LOWER TOTAL DELTA RBIS t RPB t SCORE T-SC
1 1 9 33 25 0.184 0510 0.368 14.39 -0.327 -0.367 -5.30 -0.295 -4.14 13.8  46.14
2 10 7 0.143 0.143 0.132 1751 0.000 -0.032 -0.42 -0.022 -0.29 16.2  49.44
3 4 17 14 0.082 0.286 0.192 16.52 -0.204 -0.209 -2.87 -0.155 -2.10 14.3  46.83
* 4 29 24 2 0592 0.041 0.302 15.11 0.551 0.605 10.20 0.476 7.27 21.8 57.24
ERROR 0 0 1 0.000 0.020 0.005 23.21 -0.020 -0.435 -6.49 -0.109 -1.48 6.0 35.29
2 1 5 11 0.041 0.224 0.099 18.19 -0.184 -0.327 -4.64 -0.216 -2.96 11.9  43.49
2 4 16 16 0.082 0.327 0.198 16.44 -0.245 -0.271 -3.78 -0.199 -2.72 13.7  46.00
* 3 38 52 13 0.776 0.265 0.566. 12.30 0.510 0.474 7.21 0.379 5.50 19.0 53.32
4 11 9 0.102 0.184 0.137 17.41‘“‘_(’ .082 -0.191 -2.61 -0.129 -1.75 14.2 46.76
ERROR 0 0 0 0.000 0.000 0.000  0.00 ’o’fogo 0.000 0.00 0.000 0.00 0.0 0.00
3 1 4 8 3 0.082 0.0610.082 1859 0.020 0.015 021 0.010 0.13 16.8 50.33
2 16 31 8 0.327 40468 0:802 15.11 0.163 0.097 1.31 0.076 1.03 17.4 51.16
3 12 30 30 0.245 _0:612 4039 /14.10 -0.367 -0.340 -4.85 -0.272 -3.79 142 46.64
* 4 17 15 8 0.347 0463 40220 16313 0.184 0.303 4.26 0.230 3.17 19.7 54.33
ERROR 0 0 0 0.000 o&od“ 0000 ~0.00_ | ' 0.000 0.000 0.00 0.000 0.00 0.0 0.00
- J; J'
4 1 2 14 22 0041/ ,0209 “16 3 -0.408 -0.436 -6.49 -0.325 -4.61 12.0 43.68
2 10 35 14 0.204 9324 148§ - 0.082 -0.156 -2.12 -0.123 -1.67 15.3 48.22
* 3 30 21 3 0.612 0. 297 151 0.551 0562 9.11 0.445 6.66 215 56.84
4 14 10 0.143 0,17044 16185/ 4 4-0.061 -0.050 -0.67 -0.036 -0.48 16.0 49.21
ERROR 0 0 0 0.000 0.008? 0.00" 0 | 0.000 0.000 0.00 0.000 0.00 0.0 0.00
5 1 4 10 0.122 0.264 40430+ 17. 95',-*:{',@.082 -0.173 -2.36 -0.116 -1.56 14.2  46.71
2 8 29 11 0.163  0.224 0264 15.57?;-7:-0._061 -0.096 -1.29 -0.075 -1.01 15.7 48.75
3 23 12 0.163 0.245 0736 15.91°4 " =0.082 0.166 -2.26 -0.127 -1.71 149 47.72
* 4 27 27 15 0551 0306 0.379 14.27 0.245 e"sgz 456 0.257 3.57 18.9 53.29
ERROR 0 1 1 o.gg“ﬁ 0.020 0.011 22.20 -0.020 -Q.j4 -0.59 -0.016 -0.21 155 48.52
6 1 6 12 9 0.122 | 0.184 0.148 17.27 -0.061  -0.051 -0.68 -0.035 -0.47 16.0 49.16
* 2 30 37 13 0612 0265 0440 13.65 0.347 0317 449 0254 352 18.6 52.87
3 23 10 0.163_ 0204 _ 0.225  16.06 -0.041 -0.130 _-1.75 -0.097 -1.31 15.3  48.19
4 5 12 17 0.102~ 0.347 10187 1660 20.245 01250 -3.46 -0.187 -2.55 13.8  46.10
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
7 1 8 8 0:082p 0663w 0:410, 17:95 -0.082 -0:173-2.36. :0.116 -1.56 142 46.71
2 17 10 0.061y 0.204 . 0165 ,16.94 -0.143 -0.222 -3l66 :0.161 -2.19 14.0 46.38
* 3 30 25 4 0.612 0.082 0.324 14.86 0.531 0.669 12.07 0.527 8.33 220 57.61
4 12 33 27 0.245 0.551 0.396 14.10 -0.306 -0.394 -576 -0.316 -4.46 13.8  46.10
ERROR 0 1 0 0.000 0.000 0.005 23.21 0.000 0.183 2.49 0.046 0.62 21.0 56.17
8 1 20 8 0.082 0.163 0.176 16.77 -0.082 -0.093 -1.25 -0.069 -0.92 155 48.52
2 4 12 13 0.082 0.265 0.159 17.03 -0.184 -0.240 -3.31 -0.168 -2.29 13.8  46.14
* 3 33 41 12 0.673 0.245 0.473 13.32 0.429 0.350 5.01 0279 3.90 18.7 52.95
4 11 16 0.163 0.327 0.192 16.52 -0.163 -0.178 -2.42 -0.132 -1.78 14.6  47.30
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
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ITEM ANALYSIS

CORRELATION COEFFICIENTS MEAN
ITEM RESP-| NUMBER RESPONDING DIFFICULTY INDICE DISC.INDEX BISERIAL POINT-BISERIAL| CRITERION
NO. ONSE | UPPER MIDDLE LOWER | UPPER LOWER TOTAL DELTA RBIS t RPB t SCORE T-SC
9 1 14 10 0.184 0.204 0.181 16.68 -0.020 -0.007 -0.10 -0.005 -0.07 16.5 49.89
2 13 9 0.102 0.184 0.148 17.27 -0.082 -0.179 -2.44 -0.123 -1.67 14.4 47.05

* 3 23 25 17 0.469 0.347 0.357 14.50 0.122 0.153 2.07 0.122 1.64 17.7 51.63
4 12 32 13 0.245 0.265 0.313 14.99 -0.020 -0.034 -0.45 -0.027 -0.36 16.3  49.60
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
10 1 3 11 9 0.061 0.184 0.126 17.61 -0.122 -0.298 -4.19 -0.198 -2.71 12.8  44.79
* 2 27 20 4 0.551 0.082 0.280 15.37 0.469 0.553 8.90 0.435 6.47 21.6 56.97
3 5 20 20 0.102 0.408 0.247. 1577 -0.306 -0.246 -3.40 -0.191 -2.60 14.2  46.67

4 14 33 16 0.286 0.327 0.346 14.62“}*-’704 41 -0.126 -1.70 -0.099 -1.34 15.6  48.64
ERROR 0 0 0 0.000 0.000 0.000  0.00" 4" ’ofg_go 0.000 0.00 0.000 0.00 0.0 0.00
11 1 8 13 7 0.163 0.143.-0.164 17.12 0.020 0.045 061 0.032 0.43 17.1 50.75
* 2 16 9 3 0.327 40061 0454 17.12 0.265 0.466 7.06 0.331 4.71 22.1 57.76
3 23 49 35 0.469 4 #0588, /12.07 -0.245 -0.277 -3.86 -0.222 -3.05 15.2 48.15

4 2 13 4 0.041" 0,082 #0404 18507 -0.041 -0.112 -1.51 -0.072 -0.97 15.1 47.89
ERROR 0 0 0 0.000 ogod“ 0,000 0.00 | . 0.000 0.000 0.00 0.000 0.00 0.0 0.00
12 1 20 14 o.o41ﬁ ’,»“0:198,_'16.14 -0.245 -0.352 -5.05 -0.258 -3.58 12.8  44.80
2 8 7 6 0.163 ?‘.1;5 n17.9; - 0041 0.019 025 0.012 0.16 16.8 50.34

* 3 35 48 17 0.714 10.549; " 112.46, 0.367 0.406 596 0.325 4.61 18.7 52.94

4 12 0.082 0:13740 17)400 4y 4-0.163 -0.270 -3.77 -0.183 -2.49 13.3  45.42
ERROR 0 0 0 0.000 .0' 0.008? o.oq* | 0000 0.000 0.00 0.000 0.00 0.0 0.00
13 1 9 5 0.000 0.102 +0.0¢7- 18.74-:;{;@.102 -0.276 -3.85 -0.169 -2.30 12.4  44.14
2 3 28 23 0.061  0.469 »OF? 15.18?;-7:-0._408 -0.429 -6.37 -0.339 -4.84 12.8  44.78

3 20 18 7 0.408 0.143°" 0247 - 15.77° 4~ ~0.265 0.200 2.74 0.155 2.11 185 52.71

* 4 26 29 14 0531 0286 0379 14.27 0.245 qfac_t,:; 491 0274 3.83 19.1 5351
ERROR 0 0 0 0000 0.000 0.00 0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.0
14 1 0 11 7 0.000 | 0.143 0.099 18.19 -0.143  -0.330 -4.70 -0.218 -3.00 11.8  43.41
2 13 8 0.061 0.163 0.132 17.51 -0.102 0206 282 -0.142 -1.92 14.0 46.37

* 3 32 44 15 0.653_ 0/306 _ 0.500  13.00 0.347 0.419 _6.19 0.334 4.76 19.0 53.34
4 14 16 19 0.286~ 10.388 110.269 1550 -0.102 -0/157 2.14 -0.122 -1.65 15.1  47.99
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
15 1 5 3 0:041p 0:061ws 0:055 19:43 -0.020 -0:135.+-1.83 -0.073 -0.98 14.4  46.98
2 0 11 10 0.000,| 0.204. 0.15 17.83 -0.204 -0.392 571 :0.256 -3.55 11.5 42.91

* 3 31 35 13 0.633 0.265 0.434 13.70 0.367 0.451 6.79 0.362 5.20 19.5 54.13
4 16 33 23 0.327 0.469 0.396 14.10 -0.143 -0.207 -2.84 -0.165 -2.25 15.1 47.96
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
16 1 17 33 21 0.347 0.429 0.390 14.16 -0.082 -0.073 -0.98 -0.058 -0.78 16.0 49.27
2 7 13 7 0.143 0.143 0.148 17.27 0.000 -0.048 -0.64 -0.033 -0.44 16.0 49.21

3 6 15 17 0.122 0.347 0.209 16.28 -0.224 -0.221 -3.04 -0.165 -2.24 14.3  46.79

* 4 19 23 4 0.388 0.082 0.253 15.70 0.306 0.320 453 0.246 3.41 19.6 54.24
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
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ITEM ANALYSIS

CORRELATION COEFFICIENTS MEAN
ITEM RESP-| NUMBER RESPONDING DIFFICULTY INDICE DISC.INDEX BISERIAL POINT-BISERIAL| CRITERION
NO. ONSE | UPPER MIDDLE LOWER | UPPER LOWER TOTAL DELTA RBIS t RPB t SCORE T-SC
17 1 3 8 12 0.061 0.245 0.126 17.61 -0.184 -0.305 -4.30 -0.203 -2.78 12.7  44.67
2 11 31 11 0.224 0.224 0.291 15.24 0.000 -0.013 -0.17 -0.010 -0.14 16.5 49.84

* 3 29 25 10 0.592 0.204 0.352 14.56 0.388 0.390 5.69 0.312 4.41 19.6 54.24
4 20 15 0.122 0.306 0.225 16.06 -0.184 -0.222 -3.06 -0.167 -2.27 14.3  46.90
ERROR 0 0 1 0.000 0.020 0.005 23.21 -0.020 -0.394 -575 -0.099 -1.33 7.0 36.68
18 1 3 17 7 0.061 0.143 0.148 17.27 -0.082 -0.132 -1.79 -0.091 -1.23 15.0 47.82
2 1 8 7 0.020 0.143 0.088 18.45 -0.122 -0.259 -3.60 -0.160 -2.17 12.9 44.86

* 3 24 18 8 0.490 0.163 0.275 115.48 0.327 0.411 6.04 0317 4.48 20.3 55.14
4 21 41 27 0.429 0.551 0.489 13.04‘“‘_(’ 122 -0.160 -2.17 -0.128 -1.73 15.6  48.70
ERROR 0 0 0 0.000 0.000 0.000  0.00 ’o’fogo 0.000 0.00 0.000 0.00 0.0 0.00
19 1 0 11 2 0.000 -0.04%--0.071 18.90 -0.041 -0.177 -2.41 -0.105 -1.42 13.8  46.21
2 11 19 14 0.224_0:286" 0:242 15.84 -0.061 -0.080 -1.08 -0.061 -0.81 15.8  48.93

3 3 19 21 0.061 0429 40286 /1591 -0.367 -0.423 -6.26 -0.323 -4.58 12.4  44.19

* 4 35 35 12 0.714 0 #0451 13354 0.469 0.477 7.29 0.382 555 19.6 54.22
ERROR 0 0 0 0.000 o&od“ 0,000 ~0:00, 0.000 0.000 0.00 0.000 0.00 0.0 0.00

¥ 1 T L.

20 1 4 9 9 0082/ ,0121 S 3 -0.102 -0.161 -2.19 -0.109 -1.47 145 47.06
2 19 17 0.143 9236 159)1 - -0.204 -0.298 -4.19 -0.228 -3.13 13.6 4591

3 4 31 18 0.082 0. 201 15.24, | -0.286 -0.264 -3.68 -0.205 -2.82 14.3  46.80

* 4 34 25 5 0.694 0,352(4 14156/ 4 4 0.592 0.591 9.82 0472 7.19 21.2 56.41
ERROR 0 0 0 0.000 ' 0.008? 0.00' 0 | 0.000 0.000 0.00 0.000 0.00 0.0 0.00
21 1 5 5 10 0.102 0.264 40430+ 17. 95',;-*:{',@.102 -0.118 -1.60 -0.079 -1.06 15.0 47.75
2 12 36 15 0.245  0.306 'O.—3tﬂt§_ 14.62?;-7:-0._061 -0.089 -1.20 -0.070 -0.94 15.9 49.04

3 10 19 17 0.204 0.347 " ~0.253 - 15.70°4~ =0.143 -0194 -2.66 -0.150 -2.03 14.7 47.43

* 4 21 24 7 0429 0143 0.286 15.30 0.286 99337 480 0.263 3.66 19.6 54.17
ERROR 1 0 0 o.gg]’i 0.000 0.005 23.21 0.020 Q:_j4 3.08 0.056 0.76 22.0 57.57
22 * 1 38 40 16 0.776 | 0327 0516 1279 0.449 10552 888 0441 658 19.6 54.26
2 6 19 11 0122 0224 0198 16.44 -0.102 20229 -316 -0.168 -2.28 14.1 46.62

3 3 15 17 0.061_ 01347 _ 0.192  16.52 -0.286 -0.382 _-5.55 -0.283 -3.96 12.4  44.20

4 2 10 5 0.041~ 10.102 1/0.098 18.32 -0.061 -0i225 -3.10 -0.144 -1.95 13.4 4553
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
23 1 8 14 10 0:1635 0:204ws 076, #1677 -0.041 -0:041,-0.55. -0.030 -0.41 16.1 49.34
* 2 26 27 10 0.531% 0.204 . 0346 14.62 0.327 0.388 564 0.306 4.31 19.6 54.21
3 4 21 19 0.082 0.388 0.242 15.84 -0.306 -0.386 -5.62 -0.293 -4.11 12.8 44.81

4 11 22 10 0.224 0.204 0.236 15.91 0.020 -0.027 -0.36 -0.020 -0.27 16.3  49.63
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
24 * 1 26 40 9 0.531 0.184 0.412 13.93 0.347 0.309 4.36 0.248 3.43 18.7 52.96
2 7 10 15 0.143 0.306 0.176 16.77 -0.163 -0.191 -2.62 -0.141 -1.91 14.4  46.95

3 7 16 14 0.143 0.286 0.203 16.36 -0.143 -0.172 -2.34 -0.129 -1.75 14.7 47.44

4 8 17 11 0.163 0.224 0.198 16.44 -0.061 -0.072 -0.97 -0.053 -0.71 15.8 48.94
ERROR 1 1 0 0.020 0.000 0.011 22.20 0.020 0.121 1.63 0.043 0.58 19.5 54.09
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ITEM ANALYSIS

CORRELATION COEFFICIENTS MEAN
ITEM RESP-| NUMBER RESPONDING DIFFICULTY INDICE DISC.INDEX BISERIAL POINT-BISERIAL| CRITERION
NO. ONSE | UPPER MIDDLE LOWER | UPPER LOWER TOTAL DELTA RBIS t RPB t SCORE T-SC
25 1 18 17 0.163 0.347 0.236 15.91 -0.184 -0.314 -4.44 -0.240 -3.32 135 45.68
2 19 11 0.082 0.224 0.187 16.60 -0.143 -0.182 -2.48 -0.136 -1.84 145 47.16

3 2 17 13 0.041 0.265 0.176 16.77 -0.224 -0.246 -3.40 -0.181 -2.47 13.8  46.08

* 4 35 30 8 0.714 0.163 0.401 14.04 0.551 0572 9.36 0.457 6.89 20.6 55.58
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
26 1 5 15 16 0.102 0.327 0.198 16.44 -0.224 -0.292 -4.10 -0.214 -2.94 135 45.69
* 2 31 36 14 0.633 0.286 0.445 13.59 0.347 0.427 6.33 0.342 4.88 19.3 53.82

3 10 24 13 0.204 0.265 0.258 15.68 -0.061 -0.200 -2.74 -0.153 -2.08 14.7 47.40

4 0.061 0.122 0.099 18.19‘“ _(’  .061 -0.090 -1.21 -0.059 -0.80 15.3  48.21
ERROR 0 0 0 0.000 0.000 0.000  0.00" 4" ’ofg_go 0.000 0.00 0.000 0.00 0.0 0.00
27 1 4 19 14 0.082 .0.286--0.203 16.36 -0.204 -0.265 -3.69 -0.199 -2.73 13.7 46.05
2 16 17 0.082_,0:847" 0:203 16.36 -0.265 -0.275 -3.84 -0.207 -2.84 13.6  45.90

* 3 36 26 6 0.735 0422 40374 /1433 0.612 0.653 11.58 0.523 8.23 21.4 56.77

4 5 23 12 0.102° o245 40220 16&13 -0.143 -0.284 -3.98 -0.215 -2.96 13.7 45.94
ERROR 0 0 0 0.000 " 10,000 0.00 | . 0.000 0.000 0.00 0.000 0.00 0.0 0.00
28 1 8 19 11 0.16% f,»“ozzog,_'le.zz; -0.061 -0.105 -1.41 -0.078 -1.05 155 48.48
2 17 12 0.143 ?‘.1_98 n16.?§ ¢ 0.102 -0.166 -2.26 -0.122 -1.65 14.8  47.55

3 10 10 7 0.204 10.148 /17.27, 0.061 0.109 1.47 0.075 1.01 17.9 5179

* 4 24 38 19 0.490 0:445(0 131590 4y 4+ 0.102 0.135 1.82 0.108 1.46 17.4 51.21
ERROR 0 0 0 0.000 .0' 0.008? o.oq* | 0000 0.000 0.00 0.000 0.00 0.0 0.00
29 1 1 9 13 0.020 0.265 +0.126- 17.61;-7,';:{@.245 -0.451 -6.77 -0.299 -4.21 10.9 42.13
* 2 a7 50 6 0.959 0.122 'o.—5§§_ 12.30?;-7:-0._837 0.830 19.98 0.665 11.94 | 20.7 55.82

3 0 13 17 0.000 0.347° " ~0.165 - 16.94° 4 =0.347 -0.473 -7.20 -0.342 -4.89 11.0 42.30

4 12 12 0.020 0245 0137 17.41 -0.224 -qfat-;s -6.18 -0.283 -3.95 115 42.92
ERROR 0 0 1 0000 0020 0005 2321 | -0.020 0312 -440 -0.078 -1.05 9.0 39.47
30 1 3 15 8 0.061 | 0.163 0.143 17.72 0102 -0.245 -3.39 -0.155 -2.10 138  46.21
2 11 24 15 0224 0306 0275 1543 -0.082 20136 -1.85 -0.105 -1.42 15.3  48.29

* 3 28 36 13 0.571_ 0265 _ 0.423  13.82 0.306 0.319 451 0.255 3.53 18.7 52.97

4 7 9 13 0.143~ 0.265 0159 17.03 20,122 -0/097 -1.30 -0.068 -0.91 15.4  48.44
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
31 1 1 10 K 0:020p 0:224ws 0421 17,72 -0.204 -0:421,-6.23  -0.285 -3.99 11.0 4231
2 2 10 15 0.041y 0.306, 0148 ,17.27 -0.265 -0.398 582 :0.274 -3.82 11.9 43.44

* 3 43 49 14 0.878 0.286 0.582 12.13 0.592 0.636 11.07 0.509 7.93 19.7 54.31

4 15 9 0.061 0.184 0.148 17.27 -0.122 -0.248 -3.43 -0.171 -2.32 13.6 45.91
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
32 1 10 13 0.041 0.265 0.137 17.41 -0.224 -0.362 -5.22 -0.245 -3.39 12.2  43.87
2 3 14 21 0.061 0.429 0.209 16.28 -0.367 -0.420 -6.22 -0.313 -4.43 12.2  43.90

* 3 36 39 4 0.735 0.082 0.434 13.70 0.653 0.532 8.44 0.426 6.33 20.1 54.87

4 7 20 10 0.143 0.204 0.203 16.36 -0.061 -0.035 -0.47 -0.026 -0.36 16.2 49.48
ERROR 1 1 1 0.020 0.020 0.016 21.57 0.000 0.215 296 0.086 1.16 21.3 56.64
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ITEM ANALYSIS

CORRELATION COEFFICIENTS MEAN
ITEM RESP-| NUMBER RESPONDING DIFFICULTY INDICE DISC.INDEX BISERIAL POINT-BISERIAL| CRITERION
NO. ONSE | UPPER MIDDLE LOWER | UPPER LOWER TOTAL DELTA RBIS t RPB t SCORE T-SC
33 1 10 7 0.020 0.143 0.099 18.19 -0.122 -0.233 -3.22 -0.154 -2.09 13.2 45.34
2 3 18 14 0.061 0.286 0.192 16.52 -0.224 -0.277 -3.87 -0.205 -2.82 13.5 45.79

3 13 22 14 0.265 0.286 0.269 15.50 -0.020 -0.048 -0.65 -0.037 -0.50 16.1 49.38

* 4 32 33 13 0.653 0.265 0.429 13.76 0.388 0.377 547 0.303 4.26 19.1 5350
ERROR 0 1 1 0.000 0.020 0.011 22.20 -0.020 -0.167 -2.27 -0.060 -0.80 125 4434
34 1 7 13 10 0.143 0.204 0.165 16.94 -0.061 -0.182 -2.49 -0.132 -1.79 14.4  47.03
2 2 22 12 0.041 0.245 0.198 16.44 -0.204 -0.295 -4.14 -0.216 -2.97 13.4 45.65

* 3 39 33 13 0.796  0.265 0.467. 13.37 0.531 0.596 9.96 0.477 7.28 20.2 55.09
4 16 14 0.020 0.286 0.170 16.85‘“ _(’ .265 -0.383 -5.57 -0.274 -3.82 12.2  43.96
ERROR 0 0 0 0.000 0.000 0.000  0.00 ’o’fogo 0.000 0.00 0.000 0.00 0.0 0.00
35 1 4 7 9 0.082 -0.484--0.110 17.95 -0.102 -0.232 -3.20 -0.155 -2.10 13.4 4559
2 17 10 0.082_,0:204" 0:170 16.85 -0.122 -0.150 -2.03 -0.107 -1.44 14.9 47.64

* 3 37 41 16 0.755 _0:827 #0516 /1279 0.429 0.427 6.34 0.341 4.87 18.9 53.30

4 4 19 14 0.082 0.286 #0.203 16&36 -0.204 -0.270 -3.76 -0.203 -2.79 13.7 45.98
ERROR 0 0 0 o.oooA)d/J 0,000 ~0:00, 0.000 0.000 0.00 0.000 0.00 0.0 0.00

Fd ; J'

36 1 4 10 15 0082/ ,0159 S 3 -0.224 -0.362 -5.21 -0.254 -3.52 12.4 4417
) 37 44 11 0.755 9505 12§ i Y0581 0.508 7.91 0405 5.95 19.4 54.01

3 2 13 9 0.041 0. 132,517 -0.143 -0.222 -3.06 -0.153 -2.07 13.8  46.08

4 17 14 0122 0,203(« 16136/ 4 4-0.163 -0.192 -2.62 -0.144 -1.96 145 47.14
ERROR 0 0 0 0.000 0.008? 0.00' 0 | 0.000 0.000 0.00 0.000 0.00 0.0 0.00
37 * 1 40 38 10 0.816 0.264 /0,484 13. 21',:-5'.5612 0.651 11.49 0519 8.15 20.4 55.37
2 3 20 15 0.061  0.306 'o@ 16.28:;-' ‘-o 245 -0.370 -5.34 -0.276 -3.85 12.7 4463

3 2 18 6 0.041 0.122" -0.143 17.72°17"~0.082 -0.203 -2.79 -0.128 -1.74 14.3  46.86

4 4 8 18 0.082 0367 0.165 16.94 -0.286 e"sgz -5.54 -0.276 -3.86 12.1  43.78
ERROR 0 0 0 o.gg“ﬁ 0.000 0.000  0.00 0.000 Q:_§O 0.00 0.000 0.00 0.0 0.00
38 1 2 7 10 0.041 | 0204 0.104 18.07 -0.163 -0.344 -4.92 -0.222 -3.06 11.9 43.50
* 2 41 55 11 0.837 0224 058 12.07 0.612 0593 987 0475 7.2 19.4 53.97

3 5 16 17 0.102_ 0/347 _ 0.209  16.28 -0.245 -0.317 _-4.48 -0.236 -3.26 13.3  45.40

4 1 6 11 0.020~ 1 0.224 110.099 1819 -0.204 -0i354 507 -0.234 -3.22 11.5 4295
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
39 1 2 17 9 0:041p 0:184ws 0454 #17:12 -0.143 -0:265,-3.69. -0.188 -2.57 13.4 45.58
2 7 16 19 0.143,] 0.388. 0281 1598 -0.245 -0.299 :420 :0.230 -3.17 13.5 45.80

3 2 13 10 0.041 0.204 0.137 17.41 -0.163 -0.280 -3.91 -0.189 -2.59 13.2 45.26

* 4 38 38 11 0.776 0.224 0.478 13.26 0.551 0.577 9.47 0.461 6.96 20.0 54.81
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
40 1 2 9 13 0.041 0.265 0.132 17.51 -0.224 -0.351 -5.02 -0.241 -3.33 12.1 43.82
* 2 43 45 9 0.878 0.184 0.533 12.63 0.694 0.664 11.91 0.531 8.40 20.1 54.97

3 13 18 0.020 0.367 0.176 16.77 -0.347 -0.445 -6.67 -0.328 -4.66 11.5  42.90

4 17 9 0.061 0.184 0.159 17.03 -0.122 -0.228 -3.14 -0.160 -2.17 13.9 46.33
ERROR 0 0 0 0.000 0.000 0.000  0.00 0.000 0.000 0.00 0.000 0.00 0.0 0.00
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reading test for the main study

TEST STATISTICS

TEST SUMMARY

KR20 = 0.841 SEM20 =
KR21 = 0.833 SEM21 =

CRONBACH ALPHA RELIABILITY STATIS

ALPHA = 0.841 SEM-ALP =

SPLIT-HALF RELIABILITY STATISTICS

RTT = 0.842 SEMTT =

* Approximate medians

if the distributions are no

2.861
2.938

2.855

2861

i

Mean Min Median* Max Std Devn Var
Test Scores 16.566 4.000 21.500 39.000 7.182 51.584
Diff. Index 0.414 0.154 0.371 0.588 0.506 0.256
Delta 13.931 12.071 14.596 17.120 1.163 1.353
Disc. Index 0.434 0.102 0.469 0.837 0.161 0.026
Biserial (RBIS) 0.467 0.135 0.482 0.830 0.148 0.022
Point-Biserial (RPB) 0.370 0.119 0.014
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DISTRIBUTION OF DIFFICULTIES

Plotted over 20 equal intervals of 0.022

Min Median* Max
0.153 0.197 0.241 0.284 0.327 0.371 0.414 0.458 0.501 0.545 0.589
0.176 0.219 0.262 0.306 0.349 0.393 0.436 0.479 0.523 0.566
11 0 0 3 16 10 7 23 9 5 24 15 6 8 14 22 40 2 31
0 0 0 0 0 18 4 0 0 17 13 25 30 19 34 37 35 0 12 38
0 0 0 0 0 21 0 0 20 27 0 32 26 39 0 36 0 29
0 0 0 0 0 0 0 0 0 0 0 33 28 0 0 0 0 0
Col 1 0 0 1 1 2 3 1 1 3 3 2 4 4 3 2 3 1 3 2
Totals

** If any index is zero,
its item no. is not plotted. _

i
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DISTRIBUTION OF DISCRIMINATIONS

Plotted over 20 equal intervals of 0.037

Min Median* Max
0.101 0.176 0.249 0.322 0.396 0.469 0.543 0.616 0.690 0.763 0.838
0.139 0.212 0.286 0.359 0.433 0.506 0.580 0.653 0.727 0.800

9 0 3 5 11 16 6 12 8 10 19 2 1 20 32 0 40 0 0 29

28 0 0 13 21 30 14 15 35 22 0 4 27 0 0 0 0 0 0

0 0 0 0 0 0 18 17 0 0 0 34 25 31 0 0 0 0 0 0

0 0 0 0 0 0 23 33 0 0 0 36 39 37 0 0 0 0 0 0

0 0 0 0 0 0 24 0 0 0 38 0 0 0 0 0 0

0 0 0 0 0 0 26 0 0 0 0 0 0 0 0 0

Col 2 0 1 2 2 2 6 2 0 1 0 0 1

Totals

** If any index is zero,
its item no. is not plotted.
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DISTRIBUTION OF POINT-BISERIALS

Plotted over 20 equal intervals of 0.028

Min Median* Max
0.107 0.164 0.219 0.275 0.331 0.386 0.442 0.498 0.553 0.609 0.666

0.136 0.192 0.247 0.303 0.359 0.414 0.470 0.526 0.581 0.637

9 0 0 0 3 5 8 12 11 2 36 10 4 1 27 7 0 0 0 29

28 0 0 0 16 6 33 17 14 15 0 22 25 20 31 40 0 0 0 0

0 0 0 0 0 13 0 18 26 19 0 32 39 34 37 0 0 0 0 0

0 0 0 0 0 21 0 23 35 0 0 0 38 0 0 0 0 0 0

0 0 0 0 0 24 0 0 0 0 0 0 0 0 0

0 0 0 0 0 30 0 0 0 0 0 0 0 0 0

Col 2 0 0 0 2 6 2 3 3 2 0 0 0 1

Totals "]

** If any index is zero,
its item no. is not plotted.
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DISTRIBUTION OF BISERIALS

Plotted over 20 equal intervals of 0.035

Min Median* Max
0.134 0.204 0.274 0.343 0.413 0.482 0.552 0.622 0.691 0.761 0.831
0.169 0.239 0.309 0.378 0.448 0.517 0.587 0.656 0.726 0.795

9 0 0 0 3 8 12 14 2 3% 22 4 127 7 0 0 0 29

28 0 0 0 0 13 17 26 11 0 32 10 20 31 40 0 0 0 0

0 0 0 0 0 16 33 18 35 15 0 0 25 34 37 0 0 0 0 0

0 0 0 0 0 21 0 23 0 19 0 0 39 38 0 0 0 0 0 0

0 0 0 0 0 24 0 0 0 0 0 0 0 0 0 0

0 0 0 0 0 30 0 0 0 0 0 0 0 0 0 0

Col 2 0 0 0 1 6 3 3 3 2 0 0 0 1

Totals

** If any index is zero,
its item no. is not plotted.

4
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Case Processing Summary

ative cloze text

N %
Cases Valid 174 100.
Excluded( 0
a)
Total 174 100.

.0

0

0

Reliability Statistics

a Listwise deletion based on all variables in the procedtire:

Cronbach's
Alpha Based
on
Cronbach's Standardized
Alpha Items N oj‘ltems
.841 .842 20
Scale Statistics
Mean Variance Std. Deyiation i N of ltems
22.7759 71.817 8.47446 | 20 |
Item-Total Statistics
Scale . Coi’reétgd Squared Cronbach's
Scale Mean if Varianece:if ltem=Total Multiple Alpha if Item
Iltem Deleted Item Deleted Correlation Correlation Deleted

VARO00001 21.7241 66.189 520 433 831
VAR00002 21,9655 66.450 492 456 .832
VAR00003 216437 63.895 474 401 831
VARO00004 21.3678 66.153 .379 .383 .835
VARO00005 21.6609 66.884 .248 405 .843
VAR00006 21.4310 66.385 .305 319 .839
VAR00007 21.8851 67860 1245 1494 841
VAR00008 2245115 70,194 A12 .166 844
VAR00009 21.4195 64.696 461 463 .832
VARO00010 21.8908 65.358 412 489 .834
VARO000&1 2114540 61.405 .644 638 822
VAR00012 21.7356 62.901 .503 572 .830
VAR00013 21.7931 64.951 .367 .307 .837
VARO00014 21.4310 65.206 412 .353 .834
VAR00015 21.0862 66.634 .393 424 .835
VAR00016 21.2759 64.860 .445 484 .833
VARO00017 21.7816 61.998 .613 552 824
VAR00018 21.1207 64.800 528 450 .830
VARO00019 21.4080 63.434 567 496 827
VARO00020 22.1552 66.895 .302 .265 .839
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Expository cloze text

Case Processing Summary

N

Valid
Excluded(
a)

Total

Cases

%
174 100.
0
174 100.

.0

0

0

a Listwise deletion based on all variables in the procedure.
Reliability Statistics

Cronbach's i

Alpha Based ‘

on |

Cronbach's Standardized ‘

Alpha Iltems 4N of ltems
778 765 | 20
Scale Statistics
Mean Variance | Std. Deviation | N of ltems
19.4195 54.106 7.35560 . 20 |
Item-Total Statistics
Seale j Cofreét'e’d Squared Cronbach's
Scale Mean if Variance-if ltem-Total Multiple Alpha if ltem
Item Deleted Iltem-Deleted Caorrelation Correlation Deleted

VARO00001 18.1609 47.858 426 466 762
VARO00002 1816092 51.881 .236 .348 774
VAR00003 18.3276 45.482 579 520 .750
VARO00004 18.3276 49.678 .258 .288 775
VAR00005 18.6782 46.890 526 454 .755
VAR00006 19.2931 52.752 .218 378 776
VARO00007 17.6034 51.975 215 156 775
VARO00008 183391 48503 .331 379 770
VARO0009 17.8966 51.538 .153 313 781
VAR00010 18:9483 52.408 .079 335 785
VARO00011 19:1149 54.010 -1023 375 784
VAR00012 18.4655 44.331 .657 .663 743
VAR00013 18.1437 46.760 499 .392 757
VARO00014 18.3046 49.103 .287 .345 773
VAR00015 17.9368 49.262 .330 377 769
VAR00016 19.1782 51.303 312 .357 771
VARO00017 18.7816 47.952 542 632 757
VAR00018 18.7241 50.895 174 403 781
VAR00019 18.2356 45.291 .596 461 .748
VARO00020 17.9023 50.181 .262 302 774
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Anova: Two-Factor With Replication

SUMMARY
High group

Narrative textExpository
text

Count
Sum
Average
Variance

Average group

Count
Sum
Average
Variance

Low group

Count
Sum
Average
Variance

Total

Count
Sum
Average
Variance

Source of
Variation

'i

Total

254

Sample

Total

5371.195 2 2685.598 55 51134

rocllis o p m?ﬁﬂ&%ﬁ@q s

23040.86 347

0 00 3.022127
0 3.868792
8 3.022127




The Wilcoxon sign ranked tests for the narrative cloze

Test Statistics(b)

High reading Test 1 Test 2 Tash3 Test 4 Test 5
ability group
z -2.041(a) -2.236(a) -2.121(a) #2.060(a) -2.041(a)
Asymp. Sig.
(2-tailed) .041 v025 .034 1039 .041
Exact Sig.
(2-tailed) .063 1063 .063 .063 .063
Exact Sig.
(1-tailed) .031 081 .031 Nog, © .031
Point
Probability 031 031 031 .031 .031
a Based on positive ranks.
b Wilcoxon Signed Ranks Test
Test Statistics(b)
Average Test 1 Tést 2 Test 3. 4] 4 Test 4 Test5
reading
ability group
z -2.121(a) -2.070(&) -2.070(a) 2.236(a) -2.070(a)
Asymp. Sig.
(2-tailed) .034 .038 .038 .025 .038
Exact Sig.
(2-tailed) .063 .063 .063 .063 .063
Exact Sig.
(1-tailed) .08t .031 .031 .031 .031
Point
Probability 031 031 .031 .031 .031
a Based on positive ranks.
b Wilcoxon Signed Ranks Test
Low Reading Test 1 Test2 Test3 Test4 Test5
ability greup
z -2.060(a) -1.732(a) -2.121(a) -2.041(a) -2.060(a)
Asymp. Sig.
(2-tailed) 039 083 034 041 039
Exact Sig.
(2-tailed) .063 .250 .063 .063 .063
Exact Sig.
(1-tailed) .031 125 .031 .031 .031
Point
Probability 031 125 .031 031 .031

a Based on positive ranks.

b Wilcoxon Signed Ranks Test

255



The Wilcoxon sign ranked tests for the expository cloze

High reading Test1 Test 2 Test3 Test 4 Test5
ability group
z -2.070(a) -2.121(a) -2.000(a) -2.070(a) -2.070(a)
Asymp. Sig.
(2-tailed) .038 .034 .046 .038 .038
Exact Sig.
(2-tailed) .063 .063 .25 .063 .063
Exact Sig.
(1-tailed) .031 .031 .063 .031 .031
Point
Probability 031 031 063 031 031
a Based on positive ranks.
b Wilcoxon Signed Ranks Tesk
Average Test 1 Test2 Test3 Test 4 Test5
reading
ability group :
z -1.732(a) =2.060(a) -2.121(a) -2.060(a) -2.121(a)
Asymp. Sig.
(2-tailed) .083 089 034 .039 .034
Exact Sig.
(2-tailed) .250 .063 .063 .063 .063
Exact Sig.
(1-tailed) 125 .081 .031 .031 .031
Point
Probability 125 031 031 .031 .031
a Based on positive ranks.
b Wilcoxon Signed Ranks Fest
Low reading Test1 Test2 Test 3 Test4 Test5
ability group
z -2.070(a) | #-2:070(2) | -1.732(a)y], -2.060(2) | -2.060(a)
Asymp. Sig.
(2-tailed) .038 .038 .083 .039 039
Exact Sig.
(2-tailed) .063 .063 .250 .063 .063
Exact Sig.
(1-tailed) 031 031 185 .03 1032
Point
Probability: 031 .031 125 .031 .031

a Based on positive ranks.

b Wilcoxon Signed Ranks Test
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