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CHAPTER I

INTRODUCTION

Rationale

- I The Importance of Reading

Of all the skills one acquires as a result of formal

education , the ability to read must certainly be janked

I as one of the most important. Literacy, which is broadly

- 
defined by Bormuth (1973-1974) as nothing more than the

IL ability to respond appropriately to written language (the

i ability to read) always has been given prominent emphasis

by various social movements seeking to improve the status

I of mankind . Reading has received such emphasis because

of an acute awareness that little in life of any great

I value is ever accomplished without in some way involving

I reading.

Because of its great importance , the active develop-

I ment of reading is begun in children shortly after they

enter elementary school. Initially, students read prima-

I rily for practice. Very soon, however , as more and mor e

i knowledge is transmitted through the medium of written

language , academic surviva l become s primarily dependent

I upon the ability to read.

1 .
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The Importance of Foreign Language Reading

- As in all other academic disciplines , reading also

I plays a central role in the learning of a foreign language.

- Although oral skills frequently are emphasized initially

I in many foreign language programs today , primarily as a

i result of the influence of the aud io - l ingua l  method , which

gained so much popular i ty  in the 1960s , Phillip s (1974)

I points  out that nevertheless , relatively quickly students

beg in to devote considerable time to reading . For example ,

I even while speaking skills are being given the dominant

I 
emphasis , speaking practice in class often centers around

assigned reading passages. Beyond the beginning level ,

I of course , various reading activities receive a major portion

of the student’s attention . So important is reading to

I the overall  foreign language classroom environment , that

I 
Phillip s (1974) indica tes that its elimination “would make

it extremely difficult to teach any language skill in the

I traditional school setting ” (p. 1). Ultimately, th~ ii , being

a successful second-language reader most likely determines

I student ach ievement, in the total foreign language program ,

more than any other skill.

Because of the centrality of reading, it would there-

I fore seem most apparent that any pedagogical practice or

‘ 
procedure des igned to assist In either refining , improving ,

I or evaluating student reading skills would he welcomed by

both teachers and students alike.

~
iiI 
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Problem Statement

Reading and Comprehension

I For years educators have struggled with the problem

of defining what skills are involved in reading . Over

j 30 years ago , Davis (1944) pointed out that there was

no widespread agreement as to exactly what reading abil-

1 ity was. Today , there is still no widespread agreement.

I Authorities generally agree only that reading consists
- 

of a collection of different skills. Some , however , have

I postulated large numbers of skills , as for example Burkhart

I 
(1945), who identified 214 separate skills; while others

have preferred to define reading in terms of a relatively

I small number of skills. Anderson (1949), for example ,

using statistical techniques , limited reading to just three

I factors.

Although educators and reading researchers over the

I years have been unable to agree upon exactly which skills

I are involved in reading, there nevertheless has been general

agreement that the student must be able to understand what

I he or she reads. Bormuth (1969) indicates that the ability

to comprehend is one of the most basic factors determining

I the effectiveness of instruction . He says that if the

student is unable to understand the language of the school ’s

curr iculum, “he will almost certainly fail to learn much

I of the content  of his instruction and both the student

and the Instruction will fail to attain their objective ”

I (p. 3) .

1 - - I  
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I In discussing foreign language reading, Allen and

Valette (1972) suggest that reading involves more than

just assigning foreign language sounds to the written

words. Instead , “it requires the comprehension of what

is written ” (p.189). Chastain (1971) points out that

I the ultimate goal ir~ reading a foreign language is to be

- 

able to read comfortably: -

iS The word “comfortably ” implies that the stu-
dents should reach a level at which they do not
feel a conscious strain while reading, i.e., a level
at which they can concentrate on the message with-
out being consciously aware of the code . Naturally,
students who spend most of their time thumbing

I through a dictionary while preparing an assign-
ment have not obtained a reading level consistent
with the aforementioned objective (p. 177).

I Although there is no widespread agreement as to

I 
exactly what skills are involved in reading, it is never-

theless evident that the student must be able to understand

I the reading material. In fact , in foreign language in-

struction , one cf the key criteria in selecting reading

I passages u l t imate ly  must be whether or not the material

can be comprehended . Because the reading skill is so

central to successful foreign language learning, great

I care must be exercised by the teacher in choosing readi .~ig

selections that are comprehensible.

I Readabili ty

One key factor that is often underemphasized in do-

terminin g suitable reading selections is the diffic ulty

I leve l of the passage , i.e., i t s  readah i I it > ’ . Ili~for tuna tcly,

fore Ign 1 a nguage s tuden ts  a r ’  frequent I y m t  rodiiced to

H - ’  

_ _ _ _ _ _ _ _ _ _ _ _ _ _
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1 reading selections far too advanced for their reading capa-
- bilities. At the very least , such situations result in

I extreme frustration , which if unchecked , may lead to dis-

interest and possible disenrolim ent- -a tragic occurrence

( under any circumstances.

In examining the phenomenon of reading difficulty ,

one quickly recognizes that it is a most complex problem

influenced by a wide variety of factors. Anderson (1976)

suggests that readability factors can be divided broadly

I. into two categories: - material factors and subject factors.

i For example , reading difficulty is undoubtedly influenced

by such factors as vocabulary , the complexity of the

I sentence structures , the amount of redundancy present ,

the style employed by the writer , the format utilized ,

I typographical considerations , etc., in other words , all

those factors that are inherent in the material itself.

Additionally significant , however , are those subject factors

related directly to the reader himself such as intelligence ,

aptitude , attained reading level , motivation , experience ,

I etc. That both of these categories of factors are very

I important in determining reading difficulty levels has

been a well known fact for some time . Almost thirty years

I ago , Betts (1949) indicated :

~~~ Reduced to its lowest terms , readability is
I a two -way propos i t ion .  The f i r s t  cons idera t ion
I is the reader--his experience , his interests , his

feelings , his motivation , his language facility,
h i s  needs , and h i s  r e a d i n g  and s tud y cond it Eons.

‘
~~~ 1 Any means of predicting readability is valid to

the degree tha t  the reader is taken into account.

1 
_ _ _ _ _ _ _ _ _ _ _
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The second considerat ion is the interest level ,
the language , the mental constructs , and the mech-
anical features of the reading material (p. 438).

I Most recently, the importance of the interaction

between reader and materials has been stressed by Anderson

(1976), who indicates that “any measure of readability

I should take these two factors (material and subject) into

account” (p. 5).

I Considering the complexity of accurately assessing

1 readability, which -clearly involves both material factors

1 and subject factors , a most significant question is raised:

How can teachers , especial ly forei gn language teachers ,

know if reading selections they have chosen are of an ap-

I propriate difficulty level for their students?

English Readability Studies

The topic of assessing reading difficulty has been

I I an area of interest and concern for many years. According

to Lorge (1941), the first recorded atteir.pts to apply

I readability procedures were made by the Talmudists , who ,

as early as 900 A.D., made word and idea counts to dis-

I tinguish usual from unusual meanings. In addition to

I religious teachers , Gray (1937) indicate.s that educators

began studying elements of reading d i f f i c u l t y  centuries

I-~
. U ago in connection wi th  children ’s reading.  Evidence of

~ i 
this  interest  appeared as early as 1840 when ease-of -under-

s tanding  in the McGuffcy  Readers was considered in terms

I of vocabulary . 

~~$. _ 
-~~~
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I More modern studies of English readability date back

~ ~ - to the early 1920s. Chall (1958) awards credit for the

J first quantitative study in readability to Pressey and

Lively, who published a paper on vocabulary burden in

I 1923. Since that time , the problem of readability has

received ever-increasing attention from educational re-

searchers.

Most widely pursued has been the concept of the

readability formula. Defined by Kiare (1963) as “a method

of measurement intended as a predictive device that will

I provide quantitative , objective estimates of the style
- 

difficulty of writings” (p. 3), the aim of the readability

[ formula has been viewed as a fairly accurate yardstick

I 
for measuring the reading difficulty of a given text.

Some of the more prominent early researchers who have

I developed popular English readability formulas include :

Lorge (1939), Flosch (1943 and 1948), and Dale and Chall

I (1948). 
- 

-

Foreign Language Readability Studies

Regarding foreign language readabi l i ty  studies , flare

I (1963) indicates that  most research has been done in the

United States . The earl iest  work detected by th is  researcher

I was a study conducted in 1927 by Johnson , who suggested

I 
tha t  French could be rated according to difficulty by

de te rmin ing  the number o -  “uncommon ” words per 1 ,000 runn ing

I words .  In  rev i e w i n g  lore I gu I ;ingua gc readab i i  I t y resca rch

up to 1950 , S p a u l d i n g  (1950 )  was a b l e  to uncover only a

~~~~~~ H - - 

- ~~~~~~~~~~~~~~ 
- - 

~~~~~~~~~~~~~~~~~~ 

- -- -



: 1
8

I handful of studies , all of which were conducted in either

French or Spanish.

I Concerning the development  of actual foreign language

I 
readability formulas , only three were uncovered : 1) Ac-

- cording to Hall (1971), the first readability formula

I devised specifically for foreign language materials was

developed in 1939 by Tharp , who , by u t i l i z i n g  the factors

I of densi ty  and frequency , t r ied to determine the re la t ive

d i f f i c u l t y  of French texts  for Eng l i sh - speak ing  readers.

2) The most widely known foreign language readability

I formula was published in 1956 by Spaulding, who simplified
- a formula he had devised in 1951 for use in Spanish.

[ Based on the Dale-Chall formula (1948), Spaulding ’s

I 
formula contained two variables: average sentence length

and vocabu lary density. 3) In 1963 Scherer modified

I and adopted Spaulding ’s formula for use on German texts

intended for English-speaking readers.

I Readability Formula Weaknesses

I 
Although the idea of assessing readability has been

a topic of concern for centuries , only during the last

I 50 years has the subject been seriously pursued . While

only limited findings have been recorded involving foreign

I language reading difficulties , the bulk of the readability

research has been accomp lished in English and has centered

around the development of the readability formula. Despite

the fact that prominent researchers have ~.~cvc 1opod popular

- - 
fo rmulas , however , d i f f i c u l t i e s  have r ema in e d . In d i s cuss ing

_______________ _ _ _
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I the problems of readability formulas , Bormuth (1967a)

points out the following:

I Perhaps one of the chief reasons why instruc-
tional materials are not routinely evaluated to
determine whether they have a suitable level of
difficulty is that there has been no technique that
is at once convenient , economical , and valid.
Readability formulas are convenient , inexpensive ,
and require only unskilled clerical assistance to
use , but the formulas presently available have
validities that range from .5 to only about .7.
Moreover , the equations take into accoun t only a
limited range of linguistic variables and the
variables that are taken into account are , by
today ’s standards , crude (pp. 2-3).

I Why have readability formulas generally experienced

[ validity difficulties? Two reasons are immediately ap-

parent: First , as Bormuth suggests , only a limited range

I of linguistic variables has been considered , and these

I 
are rather crude by today ’s standards. The second reason

is found in something Bormuth’s statement implies . That

I using relatively crude linguistic variables to assess

reading difficulty levels would decrease the valitity of

I a readability formula is readily understandable. More

I 
important , however , is the fact that only linguistic

variables have been considered. As Anderson (1976) has

I indicated , the area of r eadab i l i ty  must  he d ivided  into

both mater ia l  factors and subjec t  factors . Because

• I t radi t ional  readabi l i ty  formulas have focused -pr imar i ly

I on material factors and have a lmost  t o t a l l y  neglected

- 
- 

subject factors , it is l i t t l e  wonder that  va l id i ty  levels

~

‘ I have ranged no h igher  than between .5 and .7 .  If  in

assessing reading di lfic ulty, val idi ty level s o readability

1’ 1
L -

~~~~~
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I formulas are to be improved , additional factors must be

taken into consideration .

I Direct Testing, Another Possibility

If traditional readability formulas are incapable

I of accura te ly  and va l id ly  assessing reading difficulty

I because their linguistic variables are crude , and because

they fail to take into account subject factors , what other

- I options are available? According to Bormuth (1975),

“the t ime honored way to f ind out if a se lect ion is

sui table  for students is to test  them on i t”  (p. 6 2 ) .

To do th is , the teacher identifies the appropriate reading

selection , writes some questions over the material , has

I the students read the mater ia l  and then try to answer

I 
the questions , and then scores the tes t .  F ina l ly ,  some

cr i te r ion  score , say 75 percent , is used to interpret

I student performance by supposedly representing a mini-

mum level of desirable performance. For those who score

I at or above the criterion score , the material is con-

I sidered readable and therefore  su i tab le .

Direct-Test ing Weaknesses

I It is evident that  direct  reading tes ts  take into

account both material  factors , because the passage of concern

I is ac tua l ly  read , and subject  fac tors , because it is the

I s tudents  themselve s who arc d o i n g  the  r en d i n g .  Ncvôrthcless ,

several problems ar ise  from f o l l o w i n g  such a procedure .

I F i r s t , there  Is strong ev idence  t h a t  tes ts  w h i c h  teachers

‘
U 

_ _ _ _ _ _ _ _ _
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I write are not reliable measures of content difficulty alone .

Long ago , Lorge (1949) criticized direct testing because

I it was uncertain whether the actual difficulty level of the

- 
passage was reflected in the d i f f i c u l ty  of the  l anguage

I used in the test items themselves-. For example , a diffi-

cult selection may appear easier if the test questions

the student must answer are simply phrased . Similarly ,

an easy passage may appear difficult if the test questions

are couched in more difficult language than the language

I of the passage i t s e l f .  Such factors , of course , are deter-

mined by individual teachers. Bormuth (1975) says:

Test writers influence the difficulty of

I tests: two writers making a test over a single
passage could produce tests of quite different
difficulty , the one writer ’s test eliciting mostly
low scores and the other ’s mostly high scores (p. 63).

I Although directly testing students on passages they

I have read seems more valid than readab i~1ity formulas as

a measure of reading d i f f i c u l t y , such test l  are never-

I theless  unre l iab le  and suspect because the test items

themselve s also represent a reading task , the d i f f i c u l t y

I of which is determined by individual teachers and not

I by the reading selection i t se l f .  Because of th i s , Bormuth

(1967b) indicates that “i t  is uncer ta in  whether  it is

I the d i f f i c u l t y  of the passage or the d i f f i c u l t y  of the

( test)  items that  is measured by th is  procedure ” (p. 5 ) .

~: 
I A second , more subt le , problem associa ted  w i t h

d i r ec t ly  tes t ing  the s tuden t ’ s comprehension of a reading

se lec t ion  Involv e s  the  manner  in  wh ich  t h e  test  i t e m s  are

-ii 
-
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selected for inclusion in the test. Bormuth (1970) states

I the following :

I The traditional item writer seldom , if ever ,
sets out to write every possib le item of a given
type in making a test over a program. Rather , he

r avoids writing items he considers trivial , too

I complex , too simple , too wordy, or otherwise un-
- desirable. Similarly, he will often simply decide

that he has produced as many items as he needs. His
I decisions on these matters are seldom explicit and

are almost never rationalized . Thus , as the test
writer generates items by traditional methods , he
is implicitly designing the test , but doing so in
a manner that is not open to inspection and rational
r eview (p. 13) .

I Because any set of questions chosen to test how well

a s tudent  has comprehended a reading se lec t ion  is no th ing

I more than a sample of all the possible test questions

that could be written over the selection , it is extremely
- important that the sample of test questions be an unbiased

[ - one . Unfor tuna te ly ,  however , because the manner in which

questions are selected is so unrat ionalized and non-

I operational , there is no way to be cer ta in  tha t  the f inal

I test is e i ther  biased or unbiased. There therefore arises

another source of uncontrollable error variance that can

I have marked effects  on the outcome of the t es t .

A th i rd  problem in direct ly  tes t ing  comprehension

I involves the selection of acceptable c ri t e r ion  scores.

I According to Bormuth (1969) , reputable reading au thor i -

ties such as Betts  (1946) , Bond and Tinker (1967) ,  and

I Harris  (1962) claim that  reading m a t e r i a l s  are su i t ab l e

for unsupervised study if a s tudent  can score at least

I 90 percent on a test over t h e i r  c o n ten t .  M a t e r i n ] s  are

II 
_ _ _ _ _ _ _ _ _
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I regarded as suitable for supervised study if the student

can score 75 percent. Bormuth further indicates that

I a search of the l i t e ra tu re  has revealed that those two

criterion scores (75 percent and 90 percent) originally

I • could be traced back to Thorndike (1917), who apparently

acquired them from teachers who had begun using them as

a result of oral tradition. Interestingly, however , is

1 Bormuth’s (1975) observation that none of these reading

- 
experts has ever of fered  any evidence , reasoning , or

[ rational support for selecting these particular scores.

In fact , Bormuth (l967b) states that  tr ad i t iona l ly  the

selection of a criterion score has been viewed “as a

I matter to be left to personal preference or arbitrary

choice rather than as a mat te r  for ra t ional  decision

I based , at least in part , on empirical data” (p. 22).

I . 
Bormuth (1975) fur ther  suggests :

We are lef t  to wonder if the c r i te r ion  scores
sprang from an a rb i t ra ry  decision that  became

I standard pract ice simply because of the s t rength
of precedence. The length  of the Engl ish  un i t  of
measure , the foot , took on its value because the

I king who standardized that  measure happened to have
a foot of that  length.  The chief ef fect  of this
accident of h is tory  was to saddle us wi th  an amazingly

I 
inconvenient measurement  system (p. 6 4 ) .

From all of the foregoing , it should be readi ly  ap-

I parent that  there is no empirical  evidence of any sort

suggest ing that  a c r i te r ion  score of e i the r  75 peccent

I or 90 percent makes a passage Ideal or , for tha t  mat te r ,

even acceptable  for i n s t r u c t i o n a l  u sc.  -

I

~
I 1  
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I The Cloze Procedure, A Third Possibilityi

Recognizing that both readability formulas and direct

I tests of reading comprehension possess inherent weaknesses

that can bias and therefore invalidate findings , where

I next must one look in seeking a way to objectively assess

I the difficulty level of reading selections?

A procedure that has demonstrated great promise for

assessing the difficulty of both native and foreign lan-

guage reading selections is the d oze test. Introduced

by Taylor (1953), who adopted the word “d oze” from the

I Gestalt psychologists ’ concept of closure , the d oze pro-

cedure is a way of constructing tests by mechanically and

( 
systematically deleting the words in a reading selection

and replacing them with an underlined blank of standard

I length. Students being administered the tests are then

I expected to guess what word has been taken out of each

blank and write it in that space. There is a variety of

I ways to select the words to be deleted . According to

Bormuth (1973-1974), “what distinguishes a d oze test from

I an ordinary deletion test , though , is the fact that in

u a d oze test the words may he selected for deletion only

by a completely replicable set of rules” (p. 38).

I Upon close examination , one fact becomes immedi-

ately apparent regarding the d oze test: Because it is

I a technique that measures how we l l  a reader  has  tinder-

)-~ 
I 

stood what he has read , it may he used both as an index

of a passage ’s readability, i .e., its reading difficulty,

L 
_ _ _  _ _  

_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

mu’ - -_ 
— _- —S — ~. -. -.__

.S ‘r-’



I
I 15

and as an index of a student’ s ability to comprehend the

passage. This characteristic is important because it

I indicates that both material and subject factors are taken

into consideration , which , of course , is essential in

I order for any reading measurement test to be valid and

i reliable. According to Anderson (1976):

The significance of d oze procedure as a
measure of readability is that the method appears
to take into account both material and subject
factors of readability. There is a sound theo-
retical basis also for d oze procedure as a meas’_5re
of reading comprehension for d oze scores index
the correspond ence of language habits of writer
to those of reader and thus the construct , reading
comprehension , is given operational meaning (p. 7).

— 

Is The d oze test appears to have the necessary quali-

[ 
fications for adequately dealing with both material and

subject factcrs in assessing reading difficulty. In

I addition , however , unlike direct tests , which are tra-

I 
ditionally influenced by the various biases of the indi-

vidual test writer who , in generating questions , can

I make the reading selection appear either more difficult

or easier than it actually is and thereby reduce the

I validity of the findings , d oze tests do not inject

irrelevant sources of variance into the process because

the manner in which the d oze test is generated is

I operationally defined in advance. Therefore , the test

r e f l e c t s  o n ly  the actual difficuLt y level of the reading

I selection under consideration . For obvious reasons , such

a procedure yields far more val id results than would he

h ad by u s i n g  e i t h e r  a t r ad  i i i ona 1 rcad:i h i i i  ty lorinu I a

I
— 
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or a direct test of reading comprehension .

A Problem with the Cloze Test

I Despite the fact that the d oze procedure deals with

both m a t e r i a l  and sub j ec t  f a c t o r s  and i s  t~cn c r a t e d  i n

I such a manner that error variance is basically eliminated ,

there nevertheless exists a significant problem .

Bormuth (1967b) indicates that “the difficulty of

( 
a text should be reported in terms that make clear how

appropriate the text is for a given individua l or group”

[ (p. 21). In determining how appropriate the reading

I 
selection is , one simply reports how many individuals

are able to score at or above some predetermined criterion

I level. To do this , however , requires that d oze tests

have a criterion score that represents an acceptable

I level of understanding .

I 
The most obvious method of establishing a criterion

score for the d oze test is to adopt a score traditionally

I 
used and then determine what d oze score is comparabl3

with that criterion score. Reputable reading authorities

I have suggested that reading selections are suitable for

supervised study if students can score 75 percent , and

I selections are appropriate for unsupervised study if a

I score of 90 percent can he achieved. Unfortunately, as has

been pointed out , however , no one has ever offered any

I evidence supporting the validity of such scores , and it is

therefore not appropriate to use them in establishing
/
• 

.~~ o b j e c t i v e  d oze criterion scores.

f l i  
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I An Alternative Cloze Criterion Score

Because traditional scores have been established

using subjective rather than objective standards and are

I therefore most suspect , where can one turn in order to

determine meaningful d oze criterion scores? In carefully

analyzing the problem , it is immediately apparent that

a most important first step is to determine what is act-

ually desired from reading. After making such a deter-

I mination , the task , simply stated , should be nothing more

than establishing the relationshi p between what is wanted

I from reading and the scores achieved by administering

the d oze test.

While there are numerous desirable results from

I reading, both cognitive ~and affective , one of the most

desirable is th a t the reader actually gain some factual

I information as a result  of having read a given selection .

i 
If , as a result of reading , information is gained by the

reader , it should be readily apparent that at least the

I fol lowing s ign i f ican t  educational aims can be achieved:

1) Overall curricular objectives can be better met ; 2)

I Students can have a much greater opportunity to he edu-

cat ional ly  rewarded and s a t i sf i e d ;  3) At a min imum , chances

for student academic survival can be grea tly  enhanced.

I In e s t a b l i s h i n g  m e a n i n g ful  c l oz e  c r i t e r i o n  scores , there-

fore , i t  w o u l d  appear  most appropriate simply to determine

t he  rc~ I at  i onsh i p between ac t im I i n  fo r um t I on ga I ned and

5-f i d oze scores.  More spec i f i c : i I ly, i t  w o u l d  seem m o s t

- - 
~~~~~~~~---- -- -- - . - - -~~~~~~~ -
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valuable if one could determine which individual score on

d oze tests , in general , r e f lec t s  that point at which

I readers of German actually begin gaining substantial factual

information . By knowing such a score , of course , foreign

language teachers could make objective , meaning ful state-

I ments concerning the appropriateness , with regard to dif-

ficulty , of any reading selection .

I The Best Means for Measuring Information Gain

I 
How does one proceed in establishing which d oze

score reflects that point at which readers begin gleaning

I substantial information? As an initial step , one must

determine how best to measure information gain. According

I to Bormuth (l967b) , the ultimate test of assessing how

I 
much information has been gained is to subject the reader

to the environment referred to in the reading selection

I 
and see whether he or she behaves appropriately. Such

- a procedur e, however , is at best inconvenient , and in

most cases impossible , because it would involve recreating

events such as calamities and catastrophies simply to

test a reader ’s knowledge of the events or situations .

As alternatives , therefore , educators have resorted to

procedures such as having students write essay examina-

I tions , give oral reports , or answer objective questions ,

I either completion-type or multi ple-choice , over the

assigncd reading material.

I A l t h o u g h  a l l  t h r ee  of the  ah ove - me n t  ionc d t e s t i n g

procedures are u sed In  edmmc: u t i on  to assess  how mu ch

HI 
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I information the reader has gained , which is most ap-

propriate to be used in comparing information gain with

I d oze scores and thereby establishing objective and rational

d oze criterion scores? In answering this question , the

following should be considered :

I Stated most simplistically, any reading selection

can be viewed as nothing more than a list of content-

I related sentences. Unlike essay examinations or oral

i reports , conventional objective tests , in their simplest

I form , are constructed by drawing a predetermined number

[ of selected sentences from the list and transforming them

into questions to be answered either with a short sentence

I (completion-type) or by selecting from several choices

I 
the correct answer (multiple-choice) . In this situation ,

transforming the sentence into a question has the effect

I of deleting that portion of the sentence that becomes

the correct response to the question. In ar.swering the

I question , therefore , one simply supp lies that segment of

I 
the sentence that was deleted by the transformation.

As a most elementary example , if “the boy” in the sentence

I “The boy threw the rock into the pond .” is considered to

be content significant and is therefore selected from

I a passage to serve as a test question , the sentence is

t ransformed in to  a ques t ion  by s i m p l y  rep lacing “the boy”

w i t h  the i n ter r o g a t iv e  “who , ” w h i c h  r e s u l t s  in  the

I fo rma t ion  of the ques t ion  “Who threw the rock i n t o  the

pond?” . In  a compie t  l o n — t y p i ’  obje ct  I vt ’ te st , the  answer

I 
• - - ~~~~~~~~~~~~~~~~ 
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I would be “the boy”; in a multiple-choice test , “the boy”

would be included with two or three distractors. In either

I case , however , the answer would be provided by supplying

the word that had been deleted as a r e su l t  of t r a n s f o r m i n g

the sentence into a question.

I From the foregoing , it is readily apparent that both the

d oze test and the conventional objective test are con-

structed by generally like manipulations and therefore

demonstrate at least a formal similarity. Because of this

similarity, the objective test is the test type best suited

I for establishing the relationship between information gain

and d oze scores and thereby determining meaningful d oze

criterion scores.

I An Objective Test Weakness

In determining the relationship between the d oze

I test and a conventional objective test in order to estab-

lish d oze criterion scores , one major problem becomes

I. immediately apparent. Although the two types of tests

- demonstrate forma l s i m i l a r i t y ,  a chief d i s t inc t ion  between

the two is found in the method employed to select the

items for use in the t e s t .  As has already been pointed

out , d oze tests are constructed by mechanical ly  and

I sys temat ica l ly  de le t ing  the words in a r ead ing  selection

according to a comple te ly  r ep l i c ah i e  set of p re de te rmined

rules. Conventional objective tests , on the other hand ,

I are generated in  ii very subj e c t  ly e  m ;mn nc r , b e i n g  greatly

i n f l u e n c e d  by the h l~ se~ of he i nt l iv i d u m a  I t e s t  wr iter,
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whose rationale for constructing the various test items

I is generally based upon personal feelings about what he

I or she calls “important knowledge. ” In assessing the

relationship between the d oze test and a conventional

objective test in order to establish a rational d oze

criterion score based on information gain , it is extremely

important that not just the d oze test , but that both

I tests be completely objective , unbiased , and free from

all subjective considerations. Only when this is ac-

I complished may the test items then be regarded as the

property of the reading selection itself with no other

I factors systematically influencing the- tests , and only

F then can one be sure that all the findings will be unbiased

and therefore valid and generalizable.

I Objective

I 
Despite the fact that reading ultimately determines

successful foreign language learning more than- any other

I of the four language skills , assessing the difficulty

level of German reading selections in order to choose

I appropriate reading passages has proven to be a rather

arbitrary and unexplicit process. Of the three procedures

presently designed to measure reading difficulty (read-

I ability formulas , direct tests of reading comprehension ,

and d oze tests), only the d oze procedure has been shown

I to have definite promise because it alone deals with both

material and subject factors , is unbiased by the test
- I writer , and can he easily operationally replicated .

- ~~~~~~ 
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I Nevertheless , failure by reading experts to establish

objective guidelines for interpreting d oze scores has

I largely invalidated the d oze procedure as a tool for

accurately determining the difficulty level of German

prose reading selections .

The overall goal of this investigation , therefore ,

is to establish empirically a meaning ful and valid d oze

criterion score that 1) objectively reflects passage dif-

ficulty and 2) will be valid for any German prose reading

selection to which the d oze test can be applied. Because

I actually acquiring information is one of the most desirable

outcomes of reading , the d oze criterion score to be

I established will be based on information gain. In this

I 
regard , the objective will be to determine that score on

the d oze test at which nonnative readers of German begin

I to gain substantial information as a result of reading.

Expanding on extensive d oze research carried out by

I Bormuth (1971) in English , this investigation will seek

I
to establish a d oze criterion score based on information

gain by examining and establishing the relationship

I between the d oze test-and the objective test , an accepted

measure of information gain that has a demonstrated formal

I similarity to the d oze test. More specifically, th e

d oze scores a carefully chosen sample of college German

students achieve ove r a selected piece of German prose

I w i l l  be e m p i r i c a l l y  compared and analyzed with the objective

test scores care fu~l 1 y ma t cb t ~J coun t erp :m r t s  a c h i e v e  a f ter

I
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F reading the same selected piece of German prose.

In order to control subjectivity and individual test

I writer biases and thereby ensure that the d oze driterion

score established as a result of this research is both

valid and generalizable to any German prose reading pas-

sage to which the d oze test might be applied , it is es-

sential that both the d oze test and the objective test

I be created following operationally replicable procedures.

Although d oze tests are , by nature , replicable , such is

not the case with objective tests. Therefore , there arises

I the requirement for generating an objective test-writing

algorithm to ensure the objectivity and replicability of

I the conventional objective test. Using ideas set forth

primarily by Bormuth (1970) and Finn (1973), but altered

I to apply to a German prose reading selection , such an

I algorithm will be generated as part of this research

project. Details of the rules used to generate the al-

l - gorithm will be discussed in Chapter III. In general ,

- however , the algorithm is designed to generate unbiased

and operationally replicable , short-answer , completion-

F type objective test questions for use in this research

project. The completion-type- objective test was chosen

: I’ over the multiple-choice type based on research reported

by Bormu th ( 197 1) ,  which indicated that greater con-

formity to the actual difficulty of the reading selection

itself could he achieved by using short-answer , completion-

typo test questions.

5- — 
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( Based on Bormuth ’s (1962 and 1971) initial findings

in English , it is anticipated that the relationship between

I the two kinds of tests (d oze and objective ) in this re-

search w i l l  l i k e l y  be n o n l i n e a r .  I n  d i s c u s s i n g  t he  cause

for this nonlinearity, Bormuth (1971) indicates that ad-

cording to his findings , the d oze test , although similar

to the conventional objective test , appears to be both

more difficult as well as capable of discriminating over

a broader range of reading abilities than does the objec-

I t ive tes t .  For example , on an easy reading selection ,

I objective test score distributions frequently show ceiling

e f fec t s  due to large numbers of s tudents  ob ta in ing  perfect

( or very hig h scores. On the other hand , on d i f f i c u l t

- 
passages , object ive  test score d i s t r i bu t i ons  of ten  exhib i t

I flooring effects as a result of some students scoring at

I or near zero . While d oze scores also exhibit flooring

ef fec ts , they seem to do so to a lesser degree , and rare ly ,

I if ever , do they show ce i l ing  e f f ec t s .  According to

Bormuth (1971) , these facts  suggest that  there is a broader

I range of sk i l l s  involved in reading than is normal ly

ident i f ied  and measured by object ive tes ts .  This also

suggests that  the d oze test is capable of measuring both

I those sk i l l s  that  are so simple and easy that  they f a ll

below the lower l i m i t s  of the ob jec t ive  test  as well  as
p.

those s k i l l s  that  arc so complex and d i f f i c u l t  t ha t  they

fal l  above the upper l im i t s  of the ob jec t ive  t e s t .  Because
I

of t h i s  g rea te r  d i s c r i m i n a t i n g  c a p a b i l i t y  of the  d oze

1’  _ _ _ _ _ _ _ _- — 
-
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test , it can therefore theoretically be anticipated that

I in the lower range of d oze scores , information gain

I scores , as ref lec ted  by the objective test , will show

little increase as d oze scores increase. This , because

I some of the items in the d oze test are easier than the

easiest of those in the objective test. Therefore , the

objective test will theoretically fail tq discriminate

among students scoring in the lower range .s of the d oze

tests , which  w i l l  cause the slope of a n y- p l o t t e d  l ine  to

stand at or near zero . When scores f a l l  into the higher

ranges on the d oze test , howeve r , increases in the objec-

I t ive scores wi l l  also be observable because the two tests

w i l l  both be d i sc r imina t ing  in that  range. I t  is at th is

point  that  the slope of the plot ted line w i l l  approach

l inea r i ty .  -

As might  be expected , tha t  point at which  both the

I d oze scores and the objective test scores begin signi-

f i can t ly  r i s ing  together can be viewed as that  point at

which the student begins to gain substant ia l  informat ion

I as a result of reading as reflected both by d oze and

objective test scores . This point , of course , can be

I used j u s t i f i a b l y  as a ra t ional  and object ive d oze cri-

I 
ten on score because it ref lec ts  that level on the d oze

test that  students must achieve in order to begin ga in ing

I s u b s t a n t i a l  in fo rmat ion  as a resul t  of reading.

/
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I Summary and Statement of Research Questions

In achieving general academic success , reading has

I been identified as one of the most important skills.

Indeed , no comprehensive foreign language program is con-

I ceivable without ultimately involving large quantities

of reading. A most important factor in successful reading ,

however , is that the student be given selections whose

I difficulty level is within his or her range of reading

comprehension . Little in education is more frustrat’
~n~

°

I than struggling with reading material far too advanced

for one ’s capabilities.

At the present time , the assessment of foreign

- I language reading difficulty , if objectively assessed at

• all , is determined generally either by applying some type

I. of readability formula to the passage , or by directly
- 

testing the reader on the reading selection in question .

Recently, however, the validity of such methods for asses-

I - 
sing reading difficulty has been so seriously chal-

lenged that the value of such procedures as reading asses-

I sment tools is seriously questioned . As a resul t , there-

fore , educators have been looking for a d i f f e r e n t , more

valid means by which to assess reading d i f f i c u l t y .

[ A procedure that  has demonstrated great  promise

because of i ts  o b j e c t i v i t y ,  r e p l i c a bi l i t y ,  and a b i l i t y

II to take into accoun t both m a t e r i a l  and sub jec t  f ac to r s

F a f f e c t i n g  r e a d a b i l i t y  is the  d oze t e s t .  Never theless ,
- a prime hurdle in effectivel y u s i n g  the  d oze test  as

~~~
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a means of determining the difficulty of reading selections

has centered around the establishment of meaningfu l and

J valid d oze criterion scores. The obvious solution of

- 
establishing which d oze score equates to the 75 percent

I level of a conventional objective test , a standard es-

tablished and accepted by most reading authorities , has

been rejected because such percentage scores have proven

I to be arbitrary, subjective , and highl y questionable.

As a more meaningful and objective alternative to

I the above , it has been decided to explore the possibility

of comparing the relationship of the d oze test to what

is actually most desired from reading , i.e., the gleaning

I of factua l information. In making this comparison , German

prose d oze-test scores obtained from carefully matched ,

I. college-level , nonnative speakers of German are to be

I compared with scores that other matched , college-level ,
- nonnative speakers of German achieve on a specially prepared ,

I Qperationally replicable , short-answer completion test

constructed over the same piece of German prose. As a

I result of this comparison , it is hoped to be able to es-

i 
tablish an objective , meaning ful d oze criterion score

- that can be applied to any German prose reading selection ,

I and that does , in fact ,, reflect that d oze level at which

nonnative readers of German prose begin to gain su-hstan-

I t i a l  In format ion  as a r e s u l t  of reading.

j -
~ 

The purpose of th i s  research , the re fo re , i s  to de-
- t e r m i n e  the  answer s  to the  lol l o w i n g  t iu les t  i o n s :

_ _ _ _ _ _
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1. Is there  a r e l a t i o n s h i p  between the d oze test
and information gain , as measured by a specially constructed ,
short-answer completion test , when both test types are

i prepared from a single German prose reading selection ,
I selectively administered to a carefull y chosen group of

college-level nonnative speakers of German , and then
statistical ly anal yzed?

2. If there is a relationship between t h e two te st
types , will it be nonlinear , as Bormuth’ s work in English
suggests , when applied to nonnative speakers of German?

3. If the relationship between the two test types
is nonlinear , can a rational , objective d oze criterion
score that is valid for any German prose reading selection

• be identified , which reflects that point on the d oze
test at whidh nonnative readers of German begin gaining
substantial information as a result of reading German
prose?

I Overview

The balance of this research report is divided into

four chapters followed by the appendices and bibliography .

In Chapter II , relevant literature is reviewed. Chapter III

1 describes in detail the instruments and procedures employed

I in this research. In Chapter IV , the statistical analysis

and findings are presented and discussed . Chapter V provides

I a summary of the study including a discussion of the limi-

I 
tations , conclusions , implications , and specific recom-

mendations for additional research .

I
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J Ch APTER II

I REVIEW OF LITERATURE

Introduction

Objective

The purpose of this researdh project is to establish

I an objective , unbiased , and meaning ful d oze test criterion

score that  can be used by foreign language teachers as

a basis ~or choosing appropriately difficult German prose

reading  select ions . To accomplish t h i s  goal , th i s  research

• study has been designed to investigate the relationship

I. between the d oze test  and i n fo rma t ion  ga in , as measured

i 
by an operationally replicable , short-answer , completion-

t type ob jec t ive  tes t .  The ob jec t ive  is to establish at which

I point on the d oze test  do :~onna t ive  readers of German

ac tua l ly  begin gaining subs tan t i a l  f ac tua l  in format ion .

I It is therefore appropriate to address the following areas

of concent ra t ion :  1) The d oze tes t  as a m e a s u r i n g  instru-
I ment; 2) The d oze test and fore ign  language research;

1 3) the d oze test and criterion scores.

I

I__ i I 
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The Cloze Test as a Measuring Instrument

L i Cloze Development

I Since its introduction by Wilson Taylor in 1953 ,

- 
the d oze test has stimulated consielerablc interest and

I research activity. Origina lly intended by Taylor to be

a “new and better” way of assessing the readability of

1 printed English prose , its utility in a variety of other

I research areas quickly became apparent. After two years

of experimentation , Taylor (1956) indicated that “the

I d oze method appears to possess a very large number of

potential research uses , both practical and theoretical”

(p. 42).

In 1957 Rankin completed his doctoral dissertation

on the d oze procedure and in 1959 wrote the first review

I of research on studies using the d oze method. Although

I Rankin ’s review referred to only a handful of studies

1 1  using the d oze test , ~the procedure subsequently began to

I grow rapidly in popularity as a-research tool. In the

1960s much research and many doctoral dissertations covering

a wide variety of d oze-related topics were completed ,

- and in 1968 the National Reading Conference conducted

1 a d oze symposium . Since that time the d oze test has

I received ever-increasing attention from researchers.

Cloze Uses

At the present , research involving the d oze procedure

is generally divided into three broad categories: 1) re-
/

search i n v e s t ig a t i n g  d oze methodologica l  considera t ions
5-
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in order to improve the v a l i d i t y  and r e l i a b i l i t y  of

I findings; 2) research in which the d oze test is examined

I as a reliable and valid measuring device; and 3) research

in which the d oze test is examined for its utility as a

I teaching technique. To date the majority of research

has been directed toward examining the d oze procedure

in its role as a device for measurement.

I As a measuring instrument , the d oze test has been

used widely to study the reading communication process ,

I both from the standpoint of the message and its character-

istics (readability) as well as from the stand point of

I the message consumer (comprehension). In this regard ,

it has been used: 1) to assess and predict readability

at all levels , in a variety of ways , and in various lan-

L guages;  2) to probe the d i f f i cu l t i e s  readers encounter
- 

- 
in prose; 3) to isolate precise l i ng u i s t i c  var iab les

,~ I associated wi th  readabi l i ty ; 4) to measure both general

~~~

. and specific reading comprehension ; 5) to uncover certain

personal i ty  and physical  disorders;  6) to evaluate  aural

I comprehension ; and 7) to assess verbal appt i tudes .  As

can be seen from only th is  pa r t i a l  l i s t  of d oze appli-

I dations as a measurement tool , a review of al l  pe r t inen t

I l i te ra ture  related to the various facets  of j u s t  measure-

ment is far  beyond the scope of th is  p rojec t .  In fact ,

~ I 
in discussing the widespread use of the d oze test ,

Oiler  (1973) says that  it  has “been constructed in so

~ . I many ways and for so many purposes t h a t  an overview of

I I  
-

• y 
—
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F the en t ir e  scope of l i t e ra tu re  on the subject is chal—
L I

lenging to the imagination not to mention the memory”

F (p. 105).

P e r t i n e n t  Rev iews

Because so much d oze research has been conducted

during the past 15-20 years , in this work it i s  necessary

only to point out that many valuable works devoted pri-

I man ly to reviewing d oze literature have been published

since Rankin ’s (1959) initial review . Those most perti-

I nent and comprehensive reviews examined in conjunction

with this research project include the following : 1)

The d oze Procedure- -A Survey of Research, by Rankin

1 (1965); 2) Cloze Readability Procedure, by Bormuth (1967a) ;

- 
3) A Taxonomy of Cloze Research, Part 1: Readability and

1 Reading Comprehension, by Potter (1968); 4) The Cloze

i Procedure: A Conspectus, by Bickley , Ellington , and

Bickley (1970); 5) The Cloze Procedure: A Survey of the

I Research, by Jongsma (1971); 6) A Review of Literature

Related to the d oze Procedure, by Pram (1972); 7)

I A Comprehensive Bibliography of the Cloze Procedure, by

Boyce (1974); 8) Historical Overview of the Cioze Proce-

dure, by Walter (1974); 9) Research with Cloze Procedure

II in Measuring the Proficiency of Non -Native Speakers of

— English: An Annotated Bibliography, by Oiler (1975);

1 10) Psycholinguistic Experiments in Foreign Language

Test ing, by Anderson (1976).

-
~~ 
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I The Cloze Test and Foreign Languages

Since the inception of the d oze procedure in 1953 ,

I almost all research has been conducted in English using

n a t i v e  speakers of tha t  l anguage .  Oi le r  (1973) conf i rms

I this statement , indicating that unti l , very recently

nearly all d oze investigations used native speakers of

the language involved , and “that in practically all of

the published studies the language used was English”

(p. 107).

Cloze studies involving foreign languages and non-

native speakers have been carried out on a sporadic and

rather infrequent basis. In reviewing foreign language

d oze research , Oiler (1975) says that although many lan-

guage teachers and bilingual educators have begun to in-

vestigate the d oze procedure , “it is probably true ,

I- nonetheless , that  the technique has been vastly underex-
i ploited to date” (p. 1). Although some work has been

I done examining pr imar i ly  methodological  considerat ions

- 
(Oiler, 1972b , for example), most foreign language d oze

I research has had as i ts u l t imate  object ive the examinat ion

i 
of the d oze procedure ’s r e l i a b i l i t y  and va l i d i t y  as a

measuring device. In th is  regard , two areas have been

given considerable attention : 1) measur ing  global foreign

language prof ic iency ,  which is of less importance to this

study , and 2) measuring foreign language readability and/

or reading comprehension .
4~
. I
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Global Foreign Language Proficiency

At the present time , considerable emphasis is being

I placed on the d oze procedure as a tool for assessing

fore i gn language proficie ncy. First to addres s thi s topic

I were Carroll , Carton , and lIilds (1959), who according

to Rankin (1965), concluded that the d oze test could

be used to measure group differences in foreign language

competence (German and French) but was not suitable for

assessing individual differences because “the tests

• tended to have low reliabilit y and were heavily affected

by various sources of extraneous cognitive factors which

are independent of competence in a foreign language ”
- 

(p. 140). The validity of these findings is suspect ,

however , for at least three reasons: 1) In preparing the

d oze test , the random deletion procedure was not used .

I 
- 2) According to Oiler (1975), the study utilized “a very

I small sample for many df its generalizations ” (p. 20).

[ 3) Instead of using a proficiency measure for validating,
- 

the Modern Language Apt i tude Test (MLAT ) was used.

( Since Carrol l , Car.ton and Wi ld ’ s research in 1959 ,

ass es sing fore ign language proficiency , especially in

I English-as-a-second-language (ESL) situations , has become

( very popular. In this regard , Jones (1977) indicates

that Oiler ( 1972a , 1975 , l976a , 1976b) has conducted

1~ 
exten sive research and that the d oze procedure “has been

shown to he an e III c i ent • va Ii d and ye Ii ah 1 e method o I
/

measurl ng I anguage pro Ii ci ency ” (p. 2 5 7)  . Neverthele ss ,

1•1
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i al though d oze research in ESL proficiency has been

t 
I widely investigated , especially by Oiler , d oze investi-

I gations designed to measure the foreign language profi-

ciency of native speakers of English have been almost

I nonexistent. Since Carroll , Carton , and Wild’ s original

study in 1959 , this author was able to uncover only two

- other published d oze research projects (Teitelbaum ,

I Edwards , and Hudson , 1975; and Brie
’
~e et al , 1977) and

two recently completed , hut as yet unpublished d oze in-

I - vestigations (Clausing and Lange , 1977; and Hanzeli , 1977)

designed to measure the foreign language proficiency of

native speakers of English.

Foreign Language Readabiii~1

In addition to using the d oze test to measure

I foreign language prof ic iency ,  limited interest has also

been expressed in d oze measurement of foreign language

I readability and/or reading comprehension . In reviewing

I foreign language readability research , only four s tudie s

were detected:

[ 1) Taylor (1954) was the first researcher to apply

the d oze technique to a foreign language. Using Korean ,

1 because it was a language syntactically and symbologicaily

I ’  
t o t a l ly  unre la ted  to English , Taylor mailed three d oze

tests to a sample of native Korean college students

I loca ted  throughout  the  United States. Prfor to mailing ,

each passage was subjectively Judged as easy, medium
/

or di ff1 cii it. Al though o n l y  about  2 1 percent of the

ii
-.~~,. ~~~ - - .~ 

- 

~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ -



0 -

~ I
.4

36

passages were returned , analysis of the d oze scores

ranked the three passages in the same order as the initial

“a priori ,” subjective rankings had placed them.

2) Three years later , Shiha (1957) found the d oze

I procedure to be applicable to Japanese. Using eight

Japanese passages that had been ranked by three judges ,

Shiba reported a correlation of .83 between d oze scores

achieved by native Japanese and subjective judges ’ ratings.

3) Anderson (1976) reports that according to research

I carried out by Klare , Sinaiko , and Stolurow (1971), the

d oze procedure has proven to be a valid and reliable

tool for discriminating between good and bad translations

I 
• 

of English into Vietnamese.

4) In the only known d oze readability study in whidh

F nonnative speakers of the foreign language were involved ,

ii lCerr (1968), utilizing nonnatiVe speakers using French

reading materials , replicated Taylor ’s initial studies.

I In Kerr ’s investigation three passages were initially

subjectively ranked by experienced French teachers . Three

I different forms of the d oze were then prepared over

r 
each passage , In wh i ch eit her every fifth , every tenth ,

I or random ten percent deletions were made. The three

versions were then administered to Australian students

studying French. Despite the different ways in which the

1 d oze tests were prepared , there was a perfect correspon-

- , cience between teacher ratings and cIow score .

_ _ _  - 
~~~~~~~~~~~~ 
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i Foreign Language Reading Comprehension

- Only one study devoted solely to foreign language

J reading comprehension was detected. Using foreign students

study ing at the tJ n i versi ty of Florida , Fr i  cdnia n (1964)

I found that d oze scores on 20 English reading selection s

correlated significant ly with the Metropolitan Achieve-

ment Test.

I The most comprehensive foreign language d oze re-

search utilizing the d oze procedure as a measure of

I both readability and reading comprehension was reported

by the Australian Anderson (1976). As part of an ongoing

project , Anderson conducted a series of ten experiments

I designed to evaluate various metho dological considerations

as well as the validity and reliability of the d oze test

I as a measure of readability and reading comprehension.

[- Subjects for the first eight experiments were second-

L language learners from Papua , New Guinea and Fiji , and

[ all reading materials were in English. For the last two

experiments , subjects were drawn from Malay- and Chinese-

F medium schools in Singapore , and all reading materials

1~ 
were in Malay and Chinese respectively. In summarizing

I the overall findings of the research , Anderson (1976)

• says the following:

To conc lude , evidence from the ten experiments
has indic ated the usefulness of d oze procedure

t as a method of measuring read ing difficu l ty and of
tes t  i ng r e a d i n g  comp reh en s  i on w i t Ii s i i hj  ccl s fo r
whom I~n g 1 I s Ii i s a second or fore i gui I an giua gc , and

4 to a less extent , w i t h  n a t i v e  s1 eaker s  of Malay and —

Chinese .  The w i d e r  a p p l i c a t i o n  ci d oze ~roccdure
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I to cross-cultural and foreign language testing is
a development on the horizon which offers exciting

I ~ prospects (p. 132).

I As was the case in d oze research intended to assess

foreign language proficiency, few d oze studies designed

I to measure foreign language readability or reading comp-

rehension have involved native speakers of English using

a foreign language . Except for Kerr ’s (1968) research ,

I no other evidence of such investigations was detect-ed.

The Cloze Test and Criterion Scores

I Although considerable research has been carried out

to assess the value of the d oze procedure as a tool for
- measuring reading comprehension , especially in English ,

the problem of objectively interpreting d oze test results

has continually perplexed investigators. So serious has

I the barrier been that Walter (1974) indicates : “The

1 
problem of how to interpret d oze test scores has plagued

1 researchers more than any other facet of the d oze pro-

[ cedure” (p. 23). 
-

Ear ly Approaches -

[ In initial d oze research , investigators used raw

scores to interpret results. • This method is of little

I value , however , because d oze tests vary in length. There-

fore , at best , the raw score can only have meaning for

each individual test. 
-

I In an attempt to circumvent the problem created by

using raw scores , many researchers beg an converting raw
/

scores to percentages. A It ht’tigli pr e Ce rali Ic to t he r aw

‘ - 1  
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score because it a l lows comparisons between d oze tes ts

of different lengths , the d oze percentage score is only

J slightly better than the raw score because it also does

nothing more than reflect a rank ordering. For example ,

I if student X scores 50 percent and student Y scores 40

percent on a d oze test intended to measure reading

comprehension , one can only safely assume that student

X perfo rmed better on the d oze test than did student Y.

What is not known , however , is how precisely each student

- 
comprehended the se lec t ion .

- Finding Equivalent Scores

Because neither the raw score nor the percentage

score was a useful and meaningful d oze criterion , investi-

gators began examining how the dilema could be resolved.

• I A logical and direct approach to the problem seemed to

be to adopt a d oze c r i t e r ion  score that  was equivalent

to a performance level traditionally accepted. For years

I reading authorities have accepted 75 percent and 90 per-

cent as adequate supervised and unsupervised performance

I levels in assessing reading comprehension . Because of

r 
t h i s  broad acceptance , Bormuth (1967c) therefore  decided

to determine the d oze scores that were equivalent to the

[ traditional 75 percent and 90 percent reading comprehension
- 

levels.

Selecting 100 students enrolled in grades four and

five , Bormuth used a regression prediction equation to
-
~~ r m atch  d oze test  r c su It ~ w i t h  pe r fo rm ance  on mu ltiple-

-- J o 
_ _ _ _ _ _ _ _ _ _ _ _  _ _ _ _ _ _  

_ _ _ _ _ _
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I choice comprehension tests over the same nine passages.

His findings indicated that a d oze score of 45 percent

[ was comparable with a mult iple-choice comprehension score

of 75 percen t and that a d oze score of 52 percent was

I comparable with a comprehension score of 90 percent.

Not completely satisfied with these results , however ,

the next year Bormuth (1968) determined to establish

I which d oze scores equated to the 75 percen t and 90

- percent criteria when measured with completion-type comp-

rehension tests administered during an oral reading test.

- 

- 
Taking 120 students enrolled in grades four , five , and

- 

- - 

six , Bormu th administered all four equivalent forms of the

Gray Oral Reading Paragraphs, each form of which consists

of 13 paragraphs graded according to difficulty. First ,

I 
• 

every subject  was given a d oze test over two of the four

~.
- ~~~~le paragraphs at each level of difficulty . Then ,

all were given an orally administered , completion-type

F comprehension test over each of the two remaining paragrarhs

immediately after having read each paragraph orally.

J The d oze scores equivalent to the criterion scores were

established by finding the most difficult level at which

I a student was able to obtain first a score of 75 percent

[ and then a score of 90 percent on the two sets of comp-

rehension tests. When this level was determined , the

I two d oze test  scores ach i eved  over t h e  o the r  two corn-

pa rab le  s e l ec t ions  were aver aged to d e t e r m i n e  the  d oze

I c r i t e r i o n  score . R e s u l t s  of flo r muth ’ s f i n d i n g s  in  t h E s

II - 

- 

-

• ~

-
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I study reflected that a d oze score of 44 percent was

comparable with an orally administered , completion-type

I comprehension test score of 75 percent and that a d oze

- 
score of 57 percent was equivalent to the 90 percent

I level on that type of t e s t .

In explaining the difference between the two d oze

criterion scores established with the multiple-choice

tests as compared with those found with the completion

test (see Table 1), Bormuth (1969) says the 90 percent

criterion score on the multiple-choice test was most likely

depressed by a ceiling effect. Therefore , the score

obtained in the 1968 study “seems to be a better estimate

I of the d oze score comparable to the 90 per cent criterion ”

(p. 62).

I Recognizing the importance of establishing meaning-

ful and objective d oze criterion scores , researchers

L have conducted two investigations to replicate Bormuth’s

[ 1967 study . Rankin and Culhane (1969) selected 105 scudents

in grade five and compared their d oze test results with

I multiple-choice tests over the same five reading selec-

I 
tions. Results indicated that a d oze score of 41 per-

I. cent was comparable with a multiple- choice comprehension

score of 75 percent , whi l e  a d oze score of 61 percent

equated to the 90 percent comprehension score .

I In the only study in which nonnative speakers of the

language were involved to establ ish a meaningful d oze

criterion score , Anderson (1976) selected 284 elementary-

IA 
- _ __________  _____ _ _ _ _
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TABLE 1

RESEARCH FINDINGS BY BORMLJTH DESIGNED TO ESTABLISH CLOZE
CR ITERION SCORES EQU IVALENT TO TRADIT IONALLY

I ACCEPTED PERFORMANCE LEVELS

I- 
-

I Traditional Scores Comparable Cloze Scores

• 
J 1967 Study 1968 Study

- (Multiple Choice) (Completion)

75 45 44

90 52 57

school students from three separate scnools in Papua ,

F New Guinea. Using English passages ordered according to

- 
difficulty, both a d oze test and a multip le-choice com-

I prehension test were constructed over each passage.

I 
Students were first administered the d oze tests and then

I one week later were given the multiple-ch oice tests.

[ As a result of regression analysis , Anderson reported that

a d oze score of 44 percent equated to a multiple-choice

I comprehension score of 75 percent .  A d oze score of 53

1 percent  was e q u i v a l e n t  to t h e  90 percent  c o m p r e h e n s i o n

r score (see Table 2 ) .
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Two Variations

In a related attempt to establish a meaningfu l d oze

criterion score , Alexander (1968) gave 365 elementary-

l evel students d oze tests and the Gate s-MacGinitie

I Reading Tests- -Survey D. A statistical anal ysis that

compared the results revealed that a d oze score any lower

than 47 percent resulted in student frustration , while a

d oze score of 61 percent or above suggested the student

could read the material independently. These two per—

centages (47 and 61), of course , equate to Bormuth’ s 75

I and 90 percent levels.

In a slightly different and somewhat questionable

• approach , Ransom (1968) arbitrarily established the d oze

- 

- score of 50 percent to represent an independent reading

level , 30 to 50 percent to represent and instructional

level , and below 20 percent to represent a frustration

- level. She then correlated her predetermined d oze scores

I - with the results of an Informal Reading Inventory. Because

- 
dorrelations were high , she assumed her comparable d oze

I. scores were valid for estimating students t reading levels

from grades two through six.

Problems with Equivalent Scores

Althoug h all of the research studies mentioned above

are significant steps toward establishing meaningful and

II objective d oze criterion scores , there are- nevertheless

F serious rncthiodolog i c a l  weaknesses that make their I indings

• s u spec t .  Iii sr e gn r d i n g  I ad iv  i dua l  wc a knes ses of des ign ,

1~~~ ~~~~~--- .- -*-.r-
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• such as Ransom (1968) arbitrarily selecting her d oze

criterion scores , the following should be pointed out:

I In conducting their investigations , all of these researchers

(Bormuth , 1967 , 1968; Alexander , 1968; Ransom , 1968; Rankin

and Culhane , 1969; and Anderson , 1976) analyzed their d oze

test results with some form of a direct test of reading

comprehension. As was pointed out in Chapter I , direct

I tests of reading domprehension have at least -three basic

weaknesses :

1) There is strong evidence that such tests are not

reliable measures of content difficulty alone because test

writers tend to write questions in such a fashion that the

language used is either easier or more difficult than the

language in the actual reading selection. If the test

reflects anything other than the actual difficulty of the

I 
reading selection , the d oze criterion scores that are

L subsequently established will bc proportionately invalid.

2) The manner in which test items are first generat.~’d

and then selected for inclusion into the reading comprehen-

sion test is suspedt. Instead of systematica lly generating

a population of possible test questions in an operationally

I replicable manner that is open to investigation and then

sampling from that population to determine the specific

ques t ions , test quest ions  genera l ly  are created according

I to bia ses and ir c f er en c e s  of cach ~ l n d i v i d i i a h t es t  w r i t e r .

Ag :i i i i , t he resis I t I s a d i  s i t i r  I on o I I h it ’ 1 I n il i ug s  . I n
/ address  lag th I s very  pr~ h h em , hlo rmiu t  hi I I 9(t 9  ) says  of h i  s

1*~.~ _ _ _ _ _ _
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1 1967 and 1968 studies that they “share the problem that

- the population of traditional comprehension test items

used were not rigorously defined and then sampled to compose

the tests “ (pp. 62-63).

3) There is no evidence anywhere in the literature

that supports the supposition that the criterion scores

of 75 percent and 90 percent are ideal. No reading expert

I has ever offered any reasoning or rational support for

- such scores. Instead , these two figures have arisen as

I a result of tradition--certainly a poor criterion for

selecting meaning ful d oze criterion scores.

Considering the basic weaknesses associated with

direct tests of reading comprehension used in the studies

discussed above , it is evident that any resultant d oze
- I criterion scores must be viewed , at best , as very ques-

tionable. In discussing three of the above studies ,

Jongsma (1971) points out that they are honest attempts

[ at building a framework to help in making value judge-

ments about d oze test results. There are limitations ,

however:

They all are based on the notion of independent ,

I instructional and frustrational reading levels and
the commonly used percentages for d e f i n in g  such -

- 
levels .  The research that  the definitions of these

I levels is based upon is far from convincing or con-
clusive . Any attempt to interpret d oze test results
on the  basis  of such r a t i ona l e  must  he t reated
cau t ious ly  (p. 20 ) .
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Some Groundwork Involving Information Gain

t. - Accepting the fact that the validity of d oze

J criterion scores is suspect when established by finding

what cloze score equates to 75 percent and 90 percent

on traditionally accepted reading comprehension tests ,

researchers interested in determining more objective

d oze criterion scores began investigating other avenues.

I The groundwork for a more objective approach to

establishing d oze criterion scores was laid by Coleman
- I and Miller (1968) whose research objective was to determine

what level of d oze passage difficulty resulted in the

greatest amount of information gain. Using undergraduate

college students , they measured information gain by typing

a reading passage on a transparency and then covering the

words with strips of tape. When this was projected on an

overhead , the students were asked to guess and write down

- the first word . This word was then exposed and the students

were then asked to guess and write down the next word .

After all words in the passage had been-guessed in this

manner , the tape was replaced over the passage and the

procedure was repeated. The difference between scores on

the two trials was taken as a measure of information gain.

Passage difficulty was e s t a b l i s h e d  on a matched group of

• 
- 

subjects who were administered d oze tests. Of interest
- is the fact that results indicated that m a x i m u m  i n f o r m a t i o n

- 
gain o~ciu rr cd on passages  ha y  i ng d i  I I I  cii It I ~‘s of close

/
to 44 p e r c e n t - - t h e  d oze score Bormtithi (I967~ , 1968)

1-I
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F found to be equivalent to the traditional 75 percent

cr i t e r ion .

I Although Coleman and Miller ’s research could be

criticized (MacGinitie , 1961; Walter , 1974 , for example)

I because the information gained may be overly influenced

by rote memorization , Bormuth (l967a) says that “it seems

clear that this study (Coleman and Miller , 1968) demon-

I strated how a rational approach can be made to the estab-

lishment of criterion scores” (p. 19).

I Bormuth ’s Approach

Expanding on Coleman and Miller ’s (1968) belief

that meaningful d oze criterion scores could be rationally

- established by investigating the relationship of the d oze

test to information gain , Bormuth (1971) conducted a

series of five studies ultimately designed to investigate

- the relationship of d oze scores to not only the cognitive

• variable of information gain , but to five other variables

as well (rate of reading, willingness to study , and

preferences for the subject matter , style , and level of

I d i f f i c u l t y ) .

In Bo rmuth ’ s research , the intent was not to estab-

lish at which point on the d oze continuum comprehension

began to occur. Instead , his objective was to determine

at which point  on the d oze test  did the s tudent  achieve —

I maximum comprehension. Although such an o b j e c t i v e  is

s l i g h t l y  d i f f e r e n t  from tha t  of this study, the means

by w h i c h  these two objectives arc accomplished arc , i n

Ii
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t h i s  ins tance , generally the same . Because just the first

three studies in Bormuth’ s series deal with objectively

I establishing the relationship between d oze scores and

information gain , only they will be treated in this review.

Some Assumptions -

- 
In attempting to improve the objectivity of his

I research , Bormuth (1971) established three assumptions

F taken from psychometric theory , which he felt were es-

sential in order to establish meaningful and objective

I d oze criterion scores. These he referred to as the

instructional conformity, the behavioral consistency ,

I - and the regression identity assumptions.

The instructional conformity assumption asserts
• 

that in order for any comprehension test made from a

reading selection to be valid , it must represent only

the characteristics of the passage itself and not some

I other i r re levant  considerations. This assumption , of

cours e, addresses the problem of writing operationally
• I replicable domprehension tes ts  that  have not been

a r b i t r a r i l y  manipulated or tampered wi th  as a resul t  of the

supposed “good judgement ”  of the test wr i t e r  h im s e l f .

The second assumption , the behavioral  consistency

assumption , refers to the r e l a t ionsh ip among the behaviors

- 

I measured by tests  tha t  are of t h e - s a m e  type hut tha t  are

made from d i f f e r e n t  passages.  This  assumption asser ts  - -

- 
t ha t  tes ts  of the same k i n d  made Ironi d i f f e r e n t  r e a d i n g  —

— I I~
~ passages must measure the  same type of behavior on all

1°
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of the reading passages. Bormuth (1971) says that this

can be accomplished “by making the same type of items

for each passage” (p. 29).--something the d oze test does

but most t rad it i ona I read log comprehens ion tests d(. not

J do because they are constructed in such a subjective man-

ner. Bormuth indicates , however , that traditional reading

comprehension tests also can be made to comply with the

I behavioral consistency assumption by constructing them

in an operationally replicable manner. In support of

I this , research carried out by Bormuth , Manning , Carr , and

Pearson (1970) is cited , in which the researchers first

defined large numbers of classes of comprehension items ,

constructed one item from each of a number of different

paragraphs , and finally demonstrated that items generated

by the same rules exhibited behavioral homogeneity despite

the fact that they were written from different passages.

I The final assumption , the regressiors identity as-

I sumption , asserts that a given type of test used to es-

tablish a performance criterion must exhibit “parametri-

I cal ly  identica l regressions on the independent variable ,

- 
the d oze tests , regardless of the passage from which

I it is made or the student to whom it is given ” (Bormuth ,

1970 , p. 30). This is most significant because if the

regressions for some type of comprehension test differ

I from passage to pass age , the d oze criterion scores will

also d i f f e r , and it w i l l  t h e r e f o r e  be i~n p o s s i h I e  to

I e s ta b l i s h  d oze c r i t e r i o n  scores for  a n y t h i n g  broader  than

H I
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I each individual reading selection. By the same token ,

if the resultant regressions differ for various groups

I of readers , different criteria will have to be established

I 
for each individual group .

- Study One

I In his initial study , Bormuth (1971) selected 260

English-speaking students ranging from grade three through

I graduate school. In the first of three separate testing

sessions , the students were administered a 52-item d oze

test in order to form individual pairs of readers matched

I for reading comprehension ability . To match the students ,

Bormuth ranked them acdording to the size of their scores

on the d oze test and then matched them in order , a pair

at a time . After matching , one member of each pair was

randomly designated member X and the other  member Y .

I Two short reading passages were then selected (469

words and 398 word s) and designated passages A and B.

I From each of these two passages were constructed two types

of tests , a four -a l t e rna t ive , mul t ip le-choice  compre-

I hension test (passage A , 34 questions and passage B ,

1 39 quest ions)  and f ive d i f f e r en t  forms of a d oze test

in which every f i f t h  word was deleted.  In constructing

I f ive separate forms of the d oze test , the first form had

words 1, 6 , 11, etc. deleted ; the second form had words 2 ,

I. 7, 12 , etc. deleted , etc.  u n t i l  a l l  five forms  of the

p d oze tost had been cons t ruc ted  over each c-f the two passages ,
Ii

A and B. Five  di f forcs i  t forms of the  ~ loze  test  were USed

It  

- 
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I
I on each passage to counterbalance any effects that might

arise should the items in one form differ in difficulty

[ from the average difficulty of the items in all five forms .

- To ensure this , the five forms were randomly assigned to stu-

1 dents so that each form occurred equally often throughout the

I entire study.

At the second testing session , all of the students

I designated member X were given the multiple-choice test made -

from passage A (without having first read passage A) and one

I of the five randomly assigned forms of the d oze test over

passage B. At the same time , the Y members were administered

the multiple-choice test made from passage B (without having

f i r s t  read passage B) and one of the five randomly assigned

- forms of the d oze test made from passage A . The multiple-

choice tests were given prior to allowing the students to read

I the passages in order to establish how much prio?’k1~ W~1edge

the students possessed about the passage.

I In the final testing session , conducted about 10

days later , the X members were asked to read passage A

I~ - 
and then retake the mul t ip le-choice  test over it , while

the Y members were doing the same thing with passage B.
- The tes t ing sequence followed dur ing th i s  study is shown -

F in Table 3.

In preparing his data  for ana lys i s , Bormuth computed

F the d oze scores over the two passages by f i n d i n g  the

percentage of d oze i tems t h a t  ouch s tudent  had answered -

co r rec t ly .  I n f o r m a t i o n  gain scores were  compu ted by f i r st

I 
_ _ _ _ _  _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _
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correcting all multiple-choice scores for guessing and

then adjusting and subtracting the prereading scores from

J the postreading scores. These information gain scores

also were then expressed as percentage scores.

I The actual analysis consisted of taking each pair ’s

d oze and information gain score over each of the two

reading passages and comparing them by means of regression

I analysis. Upon finding that the two resultant curves were

- very similar , Bormuth combined the two sets of data for

I each pair and reanalyzed his findings. Speaking very

generally, his findings suggested that students who scored

no more than 25 percent on the d oze test gained little ,

- 
if any , information from the reading passages. Above that

point , there was a sharp and steady increase in the amount

I of information gained . According to Bormuth , at least

three things made the findings of this initial study some-

I what cloudy and questionable:

[ 1) The two multiple -choice tests used for the study ,

al though very carefully and thoughtfully constructed ,

I were not systematically generated in an operationally

repl icable manner and therefore  probably re f l ec ted  some-

I th ing  other than the actual d i f f i c u l t y  of the two reading

[ passages.  As a resu l t , both Bormuth’s assumption of
- 

i n s t ruc t i ona l  conformi ty  and his as sumpti on of behavioral

consistency were v io la ted  and the findings became suspect.

2) Only two reading passages , both similar In dif-

ficu lty, were used in the study. Bec ause m ore passages 

— - - -- .- “~:~~~~ 
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• 
E 

of varying difficulty might have significantly altered

the shapes of the regressions , Bormuth could not defini-

[ tively say that this research confirmed and validated

- 
his regression identity assumption --something absolutely

I essential in establishing meaningful d oze criterion

scores.

3) Bormuth’ s analysis of his findings reflected the

I unexpected tendency for older students to gain slightly

more information at each d oze level. This suggested , of

I course , that , at least for children who were in the process

of developing their reading skills , a slightly different

d oze criterion score might have to be established for

I - 
each grade level.

Study Two

I - Recognizing the weaknesses inherent in Study One,

but also seeing the great potential for taking such an

approach , Bormuth (1971) conducted his second Ftudy , wh ich

I was designed p r imar i ly  to accomplish two broad objectives :

1) to provide greater controls for the three problems that

I had been identified in Study One , and 2) to consider the

• effects of the students ’ attitude toward the reading

materials , a factor Bormuth felt might be of significance.

Because us ing  matched pairs of students tested

during several ( three)  d i f f e r en t sessions had resul ted

I !  in large losses of cases due to absences u t  one or more

of the  t e s t i n g  s e s s ions  in  Stud y One , Bormuimi th des igned

Stud y Two so that a l l  data could ho ga thered  in a s ing le
-- Ii
-~ 
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testing session . To do this , each student was given a

d oze test over one passage and a preference-rating scale

J and pre- and postreading completion-type tests all made

from a second passage of matched difficulty.

To conduct the study , Bormuth selected 1320 students

enrolled in grades three through 12. lIe then took 44 short

reading selections equall y drawn in groups of 11 from the

four different forms of the Gray Oral Reading Paragraphs

(1963 edition) and arranged them according to difficulty

from very easy to very hard so that there existed four

separate , but equivalently difficult , reading passages

at each of 11 difficulty levels. From each of these 44

reading passages he then constructed five different forms

of a d oze test in which various combinations of every

fifth word were deleted . For example , the first form had

words 1, 6, 11 , etc. deleted; the second lo nim had words

2, 7, 12 , etc. deleted , etc. until ~[l five lorms of the

d oze test had been constructed over each of the 44 pas-

sages. In addition , a ten-item , completion-type compre-
I

hension test was constructed covering each of the 44 pas-

sages. The completion-type comprehension test was chosen

over the multiple-choice type because of’ difficulty Bormuth

had encountered in Study One in writing acceptable alterna-

tives that were unbiased and reflected only the difficulty

of the passage , and because Bormuth (1970) had developed

a more objective comple ti omi- type quest ion writing procedure

based upon wh- rotc questions constructed 1 m m  wh- words

Fl 
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~~~~ i and phrases such as who , what , where , when , what kind of ,
- how many , etc. Finally, a seven-point interest scale

ranging from “dislike very much” to “like very much” was

devised to measure the students ’ willingness to stud y the

textbook that a passage supposedly represented.

Using all of the above materials , test booklets were

then constructed , each of which contained various tests

I made from one of two passages of similar difficulty.

Found on pages two through five (page one contained stu-

I dent identification data) in cad test booklet were the

following: a completion-type comprehension test over one

of the two passages (p. 2); a d oze test made from the

I second passage (p. 3); the passage from which the first

completion test on page two had been made and the rating

I scale (p. 4); the same completion-typ e comprehension test

the studen t had taken on page two prior to reading the
I passage (p. 5 ) .  i ’ .

F In assembling these test booklets , a counterbalancei

desi gn was used in which the four passages at each of

I.. the 11 different difficulty levels were coded A through

D and then arranged by pairs , AB through DC , into 11

I different blocks of 12 each. In this sequence , the first

letter of each pair designated that passage to be use~I

as a d oze test , and the second letter identified that

Ii passage to he used as a measure of informa tion ,gain (see

- - Table 4 ) .  Tcn such  I locks , one for each grade leve l1 (3-12), were made at each of the 11 different difficulty

I i
- 
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TABLE 4

BORMUTII’S COUNTERBALANCED DESIGN USED IN STUDY TWO

I
AB AC AD

CB DB DC

I levels resulting in 1320 test booklets , 
- 

To ensure average

difficulty , the five separate forms of--each d oze test
- - t were randomly assigned to all of the ten blocks at each of

the 11 difficulty levels. In employing the above design ,

Bormuth thereby assured himself of having all combinations

of both test types at all 11 difficulty levels equitably

administered to all ten grades .

[ - In analyzing the data collected- from this study by

means of regression analysis , Bormuth reported the fol-

I lowing : 1) Regarding the necessity for calculating

F separate d oze criterion scores based on information gain
- for students at each grade level , findings were ambiguous .

( Although  a strong interaction did occur between the d oze

test and grade level when the willingness-to-study ratings

wcro used as the dependent vum r I ab le , the ~ was on I y partial

evidence tha t  came from a small ancillary study that sug-

ges ted the sum inc was t rue In r I n In rma t I on ga I a • In the

II
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main study , Bormuth (1971) reported that the interaction

between d oze scores and information gain scores was am-

J bi guous and may have been made so by the fact “that there

seemed to be a very large carry-over effect from admini-

[ stering the same test as both a pre-reading and post-reading

test” (p. 77). Therefore , although there was some evi-
- 

dence that older students gained more information at each

d oze level , the question still remained unresolved .

2) Regarding the effects of using many passages

having multiple difficulty levels , findings from Study

Two indicated that although tests with relatively few

items had been used , the shapes of the regression were

most likely very nearly the same . Again , however , findings

were suspect because of the carry-over effect resulting

I from administering the same test as both a prereading

and postreading test. Because of this , Bormuth (1971)

- indicated that the findings from Study Two only provided

I “indirect evidence that the regression identity assumption

held to a reasonable degree for the information gain

I regressions” (p. 73). Nevertheless , Bormuth continued ,

“there seemed to be adequate grounds for proceeding on

I the assumption that the regression identit y assumption

-
• was satisfied to a reasonable degree of approximation

by the tes ts  employed in t h i s  s tudy ” (p . 78 ) .

I I Study Three

In Study Two , carry ~-over c f l e c t s  caused from admini-

~ I st c r i n g  the sam e test  as bot h  a prcrcading and p o s t r e a d in g

• 

- 
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comprehension test resulted in less than clear findings

with regard to the shape of the regression obtained over

I many passages of varying difficulty. Additionally, questions

were ra I seti with regard  to both the 
~ 
me le renc e rat i ngs

I that had been gathered as we ll as the completion-type

comprehension tests that had been constructed , As a result ,

the third study was launched .

Because the basic desi gn used in Study Two had been

highly efficient , it was retained in Study Three with

- I three changes:  Fi rs t , ins tead of using only two passages -

of matched difficulty , one for the d oze test and the other

• as a basis  for constructing both prereading and postreading

complet ion- type comprehension tes ts  as well as a preference

rating scale , four separate passages of equal difficulty

I were used.  From the first passage was constructed the

- d oze t es t .  From the second came the prereading compre-

hension test. From the third was taken the postreading

I comprehension test. And finally, the fourth passage i~~s
- 

used as a basis  for adminis te r ing  an expanded preference -

[ scale in which each student was required to ra te  a passage

r on ten separate scales involv ing  su~ j e c t -m a t t e r  preference ,

I s tyle , d i f f i cu l ty ,  w i l l i n g n e s s - t o - s t u d y , and use for which

the reading ma te r i a l  was intended , i . e . ,  as a textbook ,

as reference ma te r i a l , or as vo lun ta ry  r ead ing . According

I [ to Bormuth (1971), four d i f f e r e n t  passages of matched

d i  I I I  ciii ty  were u sed I l i st  cad of two , whI ch had been the

I case in  Study Two , “in order to e l i m i n a t e  carry-ov e r

~L ~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ 
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- effects that resulted from administering the same test as

both a pre-reading and a post .reading test within the short

F time spans involved in these testing operations ” (p. 81).

The second change  in Study Three involved using pas-

I sages believed to be m ore representative of instructional

materials , and the last change saw the imp lementation of

- 

- 
both longer reading selections and comprehension tests in

• 
I 

order to improve reliability .

In conducting Study Three , Bormuth selected 1600

students enrolled in grades three through 12 in a middle-

class suburban school system. In preparing materials ,

eight sets of reading passages representing eight dif-

I ferent difficulty levels were constructed . Contained

within each of the eight different sets were four reading

selections that had been ma tched p rev iou sly by Bormu th

for d oze d i f f i c u l t y . Unlike the 44. passages used in

Study Two , these 32 passages were loruger (each passage

[ contained a minimum of 250 words) and represented material

specif ical ly  selected by Bormuth because they were repre-

I sentative of ei ther some randomly selected section of a

textbook or some other form of ins t ruc t ional  m a t e r i a l s .

I As had been the case in the previous two studies , f ive

d i f f e r e n t  forms of the d oze test were cons t ruc ted  over
- 

each of the passages.  As - had been done - in Study Two, a

complet ion-type comprehension test was also made from each

passage . Ins tead  of ten s h o r t - a n s w e r  completion Items ,

II howeve r , 20 items were const ruc ted . 
- 

hx ccpt  for  minor

- : -
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modifications , the manner in which the completion-type

test items were constructed was roughly similar to that

I used in Study Two . Minor changes were made , however , in

order to improve the obje ctivity and the reliability of the

test writing procedures. Because Bormuth’ s work on rating

scales in this study is not of significance to this re-

searcher ’s investigation of d oze criterion scores and

f information gain , the details of that portion of Study

Three will not be treated . Suffice it to say, however ,

I that each student also was required to rate a reading

passage on the ten preference scales mentioned above

( see p. 60) .

Using the above materials , Bormuth constructed his

test booklets. Unlike the booklets constructed in Study

Two, which utilized only two matched passages per booklet ,

I 
each test booklet in thi s study contained four passages ,

I all of matched difficulty . Contained in order within

F each test booklet were a d oze test made from one of the
- 

passages ; a completion test made from a second passage

[ (only the test , however , and not the passage was in-

cluded in the booklet); a third passage followed by the

ten preference ra t ing  scales;  and f i n a l l y ,  a four th  pas-

I sage followed by a 20-question , completion-type compre-

hension test based on informat ion found in that fourth

reading passage.

Tn cons t ruc t ing  the test  hook ic t s , the  four matched

passages within each of the eight diffi culty levels were

1 _ li -
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fIrst coded A through D and then ordered using a Latin

squares design. The first passage in each order was admini-

stered as a d oze test , the second as a prercading test ,

the third was rated on the preference scale , and the fourth

f was admin i s t e red  as a pos t read ing  tes t  (see Table 5).

Five versions of each block were made , one for each form

of the d oze test , which resulted in 20 test booklets at

each of the eight difficulty levels. One set of 160 booklets

constructed at each of the ten grade levels resulted in

the production of 1600 test booklets. According to Bormuth

(1971), each student “was completely nested with all factors

and w i t h  no repl ica t ions . Thus , there were 160 students

for each grade level and 200 s tudents  for each difficulty

level” (p. 86).

TABLE 5

BORMUTH ’S LATIN SQUARES DESIGN USED IN STUDY THREE

A B C D

D A B C

C D A B  
-

B C D A

I F I - 
-

-
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-
~~ In analyzing the findings of Study Three , Bormuth

generally used the same procedures that had been employed

I in Studies One and Two , i.e,, various adjustments were

made to the scores and the data were subjected to re-

f gression analysis. With regard to the relationship between

d oze scores and information gain , as -reflected by a com-

pletion-type comprehension test , Bormuth’ s findings in

this study revealed that the three changes in his design

(see p. 60) resulted in regression curves that conformed

I fairly closely to the shape of the regression obtained in

Study One (see Figure 1). Had Bormuth’s test writing

I procedures used in Study One been as tightly controlled

as those used in Studies Two and Three , and thereby more

fully complied with his instructional conformity and

behavioral consistency assumptions , the shapes of the

- 
regression curves between the two stu4ies would undoubtedly

have been even more similar , if not identical. The fact

that the regression curves between Studies One and Thiee

were very s imilar , and could have been made even more

( similar , is most significant because it confirms that

- 
regression curves computed over many passages vary ing

I widely  w i th  regard to d i f f i c u l t y  are never theless  s imi la r

to those computed over only one or two passages of equal
- d i f f i c u l t y . This , of course , subs t an t i a t e s  Bormuth ’ s

(
~

. regression identity assumption , which says that the regres-

sion curves must  not change r ega rd le s s  of the number 0

- - 

- passages used , and thereb y i n d i c a t e s  that cloze criterion

,• -~~~ - - --L.-~ ’ - - - — - -
~~~~ 
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- COMPLETION TESTS
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Figure 1. Regression of i n f o r m a t i o n  ga in  scores on
- d oze scores a ch i eve d  from R o r m u t h ’ s

- Study Three.
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scores , in fact , can be established. Equally sigruifi-

I cant is the fact that with the regression identity as-

I sumption having been confirmed , subsequent research need

not be conducted over many passages having ’ varied diffi-

culty levels. Instead , such research can focus on only

one or two passages , as was done in Bormuth ’s Study One ,

- and be assured that any findings can be generalized to

all passages at all different levels of difficulty .

Nevertheless , Study Three only substantiated one

I - half of Bormuth ’s regression identity assumption , i.e.,

that regression curves must not change regardless of the I

I passage from which they are made . As Figure 1 shows ,

the shape and slope of the upper end of the regression

curves obtained from Study Three differed for each grade

level. For Bormuth , whose objective was to establish

maximum comprehension d oze criterion scores gathered

I from several grade levels of school children , many of whom

had not fully developed the reading skill , the finding5

- of Study Three suggested that different criterion scores

1 would have to be established for each grade level . The

- 
fact  that the second half of Bormuth’s regression identity

F assumption was not substantiated in Study Three is not

of great signif icance for this project , howev er , wh ich is
- intended to es tab l i sh  at which point s i g n i f i c a n t  compre-

I F hension of German prose reading selections begins for

a d u l t  n o n n a t i v e  readers of Germ an . The reasons for its

i n s ign i f i cance  are two fold :

•~~ ~~~~~ ~ ~~~~~~~~~~~~~~~~~~~~~ 
-
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First , whereas Bormuth’s research dealt with school

I. children , many of whom had not fully developed the skill

I of reading, this research project is limited to adults ,
- 

who although reading Germ an at a number of different skill

levels ranging from beginning to most advanced , are all

nevertheless fully developed and mentally mature readers.

This is significant because in analyzing the regression

I curves of students in grades ten through 12 in Figure 1,

it is clearly evident that the shapes of the regressions

I of these mature young people draw much closer together .

This suggests , of course , that the regression identity

assumption is , in fact , fully met for adults or near

- adults who have developed their reading skills.

Second , whereas Bormuth is directing his attention

to maximum comprehension , which is reflected in the higher

d oze scores , where the variance between grades is at its

I maximum , this study has been designed to examine the

lower scores , where the variance between grades is greatly

- reduced. Therefore , taking into consideration the fact

I that  t h i s  study is using only adult readers and is examining

their scores primarily in the lower hal-f of the spectrum ,

it should be evident tha t only the first hail of Bormuth ’s

[ regression iden t i t y  assumpt ion  need he considered in this

research , and that one d oze criterion score can indeed

~ [ 
be established for all adult nonnLltivc readers of German--

a d oze score that is valid b r  all Germ an prø s~ read i ng

11 sclcc t  ions  regard I ess of t he render ’ s iie rsona I read I ng

L.~~~~juir ~~~~~~~
Jla;

~
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skill or the difficulty of the selection. - 
-

In examining  the findings of Study Three with regard

I to establishing that point at which comprehension begins

- 
to occur , results were slig htly different , but probably

I more accurate , than those obtained from Study One . While

Study One suggested that 25 percent on the d oze test
- 

might be the point at which comprehension began to occur ,

~ I 
Study Three , which was much more comprehensive and opera-

t ionall y repl icable , suggested that students had to score

• 

- - 

I .  at least 35 percent before comprehension began to occur.

Although this author ’s research project focuses on

nonnative adult readers of German and employs a slightly

d i f f e r e n t  design incorporat ing more objec t ive  test w r i t i n g

procedures , it is nevertheless  expected that a criterion

score somewhere near 35 percent will also be established

- for this research if, in fact , the three research questions

stated in Chapter I (see p. 28) can be affirmatively

I- answered . 
-

‘ 
Summary

I The purpose of Chapter II has been to examine th a t

r literature related either directly or indirectly to the

d oze procedure when it is used as a. measuring device

for e s t ab l i sh ing  a meaning ful  and obj ect ive d oze cri-

ten on score tha t  r e f l ec t s  t h a t  po in t  at wh ich  reading

II comprehension begins to occur for nonnat ive  readers of

‘
I 

- 
German prose. In C1 rry  I ng nut  lb Is oh ec t I v ’ , t h e  eXa I tm i —

na t ion  of l i t e r a t u r e  has progressed through three gene ra l

1’ _ _ _ _ _ _ _ _ _
- ~~ ~

-
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stages:

In stage one , the review began with a very general

I investigation of the d oze test as it is used as an all-

purpose measuring device. Because so much research has

been done in recent years involving the d oze procedure

as a device for measuring a variety of skills , several

comprehensive reviews focusing on the entire spectrum

of d oze research were cited (see p. 32).

In stage two of this review of the d oze procedure ,

, I the examination was narrowed to those investigations

involving the d oze test as a measuring device to be

• used with foreign language research. During this phase

of the review , four interesting things were discovered :

First , especially in recent years , most d oze research

carried out with foreign languages has been intended to

- measure general language proficiency rather than specific

- language skills. Nevertheless , limited work in foreign

F language readability and reading comprehension work

was detected and cited. Second , most foreign language

d oze research has been done in English involving 
-

speakers of other languages. Third , hardly any d oze

Ii research has been conducted involving native English

[ speakers us ing  a foreign language . Fourth , although

Anderson (1976) laid some important  groundwork for

fore ign  language d oze research and r e a d i n g  comprehension ,

no research was detected u s i n g  the d oze procedure to

I assess any k ind  of r ead in g  s k i l l s  on n o n n a t i v c  speakers

II
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of German .
I In s tage th ree , the f i n a l  area of d oze research

to be reviewed , attention was focused directly on the

top ic  of this research investigation , i.e., using the

I d oze procedure as a device for establishing objective

and meaningful reading criterion scores. In this third

area of investigation , various early approaches to the

problem were first discussed. Most significant , how-

ever , was the research reported by Bormuth (1971) in

I which a series of five studies was conducted designed

ultimately to establish a rational d oze reading criterion

score for English-speaking school children . Because of

their direct bearing on this author ’s research project ,

only the first three of Bormuth ’s five research projects

were dealt with in this review . However , because these

- three studies form the backbone of this research project ,

they were dealt with in considerable detail.

I-
F
Ii
F
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CHAPTER I I I

I PROCEDURES

Chapter  I I I  is d i v i d e d  in to  f i v e  m a j o r  sections:

I 1) a genera l  d i scuss ion  of the des ign  employed to gather

the data; 2) an in-depth discussion and descript ion of the

I rules developed and applied in order to ensure that both

testing instruments would be operationally replicable;

3) an examination of all the details involved ; 4) an ex-

planation of the criteria established for scoring the

f i n d i n g s ;  and 5) a b r i e f  d i scuss ion  of the  s t a t i s t i c a l

- procedures used to analyze the data.

Design

The purpose o~ this research study is to establish

I an objective and meaningful d oze criterion score that

reflects that d oze level at which college-level , non-

I native readers of German prose begin to glean substantial

- information as a result of reading. The value of estab-

lishing such an objective d oze criterion score , of course ,

[ is that it thereby enables teachers of’ German to rationally

and objectively Identif y reading selections that are of

an appropriate reading difficulty level for their students.

71
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[ The objective is to be accomplished by comparing and

then establishing the relationship of scores carefully

matched , college-level , nonnative speakers of German achieve
- on a d oze t es t  w i t h  t h e  scores other matched , college-

F level , ñonnative speakers of German achieve on a s p e c i a l l y

prepared , ope ra t iona l ly  r ep l i cab le , s h o r t- a n s w e r  comple t ion

test  cons t ruc ted  over the same piece of German prose.

Because neither test was , nor could be , manipulated in

any way by the researcher , this investigation is of neces-

s i ty  descriptive research and according to Kerlinger

(1973) , is necessar i ly  ex post facto in nature .

Design Components

• 

- The spec i f i c  design employed in th i s  i nves t iga t i on

was inspired by Bormuth’s series of research studies

I - conducted in 1971 in E n g l i s h .  - The simplicity of the design

is d i r ec t ly  attributable to Bormuth , who ,as a result of

findings achieved primarily in Study Three (see p. 59),

Ii 
was able to substantiate the regression identity assump-

tion that regression curves computed over many passages

of vary ing difficulty were nevertheless similar to those

computed over only one or two passages of equal diffi-

culty . As a result , the design used in this study could

he simplified to include only two r e a d i n g  pass ages , one

to match the students according to reading ability, and one

to gather the actual data for analysis , and nevertheless

st è ii he assured that f i n d i n g s  could be generalized to

~3) passages at any difficulty level , a requirement

_ _ _ _ _  

-
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[ necessary for establishing meaningful and generalizable

L - 
-

d oze c r i t e r ion  scores.

1 In collecting the data used in this research project ,

- 
the following steps were accompl i shed :  F i r s t , because

researchers  (Bormuth , 1962 and F le t che r , 1955) had demon-

strated the d oze procedure to be both a - v a l i d  and reli-

- able measure of reading comprehension ability , the

students selected to participate in the study were initi-

ally given a d oze test constructed from a reading selection

I of German prose in order to form pairs of readers matched

according to reading a b i l i t y .

Second , a second selection of German prose was prepared

in two different versions for testing : 1) Three different

forms of the d oze test were constructed in which different

combinations of every e igh th  word were deleted. For example ,

on one d oze form , words 2, 10, 18, etc.we re deleted; on

a second form , words 4, 12 , 20 , etc . were deleted; and on

I the final d oze form , words 5, 13 , 21, etc. were deleted.

- 
Multiple forms of the d oze test were ~ised to control for

sampling error and ensure that the actua l difficulty of

- the passage was being sampled and tested. 2) A specially

- prepared , operationally replicable , short-answer comple-

Ii 
tion test was constructed using guidelines outline in this

chapter  (see p. 76) .
!‘ [ I Third , one member from each matched pair was randomly

selected and administered time spec ial ly prepared completion

• test , while the othe r mna tc he tl—pa i r member was zmdmn i n i stered

_ I
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r - one of the three forms (randomly chosen) of the d oze-I,.-
test (see Figure 2). The scores achieved from these two

I test types were then compared in order to determine what

E 
kind of relationship existed , if any . 

-

- Instrument Development

I In order to establish meaningful and -objective d oze
- 

reading criterion scores based on information gain , it is

I necessary to compare the relationship of d oze test scores

and objective test scores. For this comparison to be

valid and thereby generalizable to all German prose reading

I selections , however, it is essential that both Bormuth’ s

instructional conformity and behavioral consistency as-

sumptions be met. To meet these two assumptions , both

the d oze test and the objective test must b-e prepared in

an opera t iona l ly  replicable manner. By their very nature ,

d oze tests are replicable because they are prepared by

systematically deleting words according to a set of p-re-

I determined rules. Objective tests , however , are normally

generated in a very subjective manner , being greatly

I influenced by the individual biases of each test writer.

I An integral and essential part of this research project ,

therefore , was to develop an objective test writing

F algorithm in which a set of rules was generated for con-

- 
structing an operationally replicable , short-answer ,

I. complet ion- type objec t ive  test in German . I~ this chapter

~ 

rules used for generating both the objective test and the

clc ze test will be set forth.

Ii
____ • : 
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I - Reading Selection One
- - (Cloze Test to Form

Matched Pairs of Readers)

I X- - m a t c h e d -  -Y

I Reading Selection Two

(Two Exam Types)

I Three Cloze Forms Completion Test

I Random Select ion -

of One Form

Random Assignment
of

Matched Pairs -

~I
- ( t  -XY—-----~~

A ~ 
.
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F IGUR E 2. Research des ign  used to gather data for analysis.
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I- The Objective Test

In developing the following algorithm for writing

I replicable , completion-type objective tests , initial

inspiration was drawn from Bormuth (1970), who developed

I test writing procedures for English texts based on genera-

tive transformational grammar. The actual test-writing

algorithm used in this study, however , was patterned after

ideas suggested by Finn (1973), who was inspired by research

— 
conducted by Stockwell , Schachter , and Partee (1968), in

which the theories of both generative transformational

grammar and case grammar were integrated to develop a very

detailed grammar of English.

The algorithm used in this study contains 33 test-

writing rules divided into four general sections: 1)

rules for sentence selection , 2) rules for sentence pre-

- paration , 3) rules for sentence analysis , and 4) rules

- for question preparation. In presenting the rules of

• 
this test-writing algorithm , each rule will be stated and

* 

then followed by an explanation and/or example , where

F necessary .

I 
Rules for Sentence Se lec tion

I A key f i r s t  step in genera t ing  an opera t iona l ly  rep-

Ii licable test-writing algorithm is to determine which sen-

- 

tences w i th in  the chosen read ing  selection contain info-r-

m a t i o n  or Ideas of such significance to the passage that

t h e i r  con ten t  should he considered f om ~ Inc I n s  ion  as one
Il of the test  q u e s t i o n s .  To make  such a d e t e r m i n a t i o n , the

w 
— — — - -
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following rules must be applied :
I Rule 1. Determine each word ’s Text Frequency (TF)

J in the reading selection by counting how often it
occurs in the  passage .

E x p l a n a t i o n  and E x a m p l e .  I f  there were an interest

in writing a completion test over a 500-word German sele-

ction about science , Rule 1 dictates that one simply would

first count how often every word in the passage occurred .

The frequently used definite article “der ,” for example ,

- might  occur 25 times in the selection and therefore have

a Text Frequency of 25 , while the noun “Atom” might occur

only five times and therefore have a Text Frequency of

only five .
- Rule 2. Compute an Interim Value (IV) for each word

in the passage by dividing each word ’s Text Frequency
by the total number of words (TW) contained within

I the reading selection .

Explanation.  With “der” occurring 25 times in the

I 500-word reading selection about science , it would be

~~

- given an Interim Value of .05, while “Atom ,” occ’urr ir~g -

i only five times , would be assigned an Interim Value of .01.

— I Example.

IV for “der” • = .05

IV for “Atom ” = 

~~~ 
= .01

Rule 3. Determine the Meier Frequency (MF) of all
11 words , i.e., how -frequently each word occurs in a
II count of near ly  11 milli on (10,910 ,777) running

Germ an words , by c on su l t  in g  Me ier ’s l)eutsche Sprach-
statist ik (1967).

~~~~~~- 

-

~~ 
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- Explanation. Utilizin g the definitive work Iluufigkeits-

wtirterbuch der deutschen Sp:ache compiled at the end of the

1 19th Century by P. IV. Kaeding, Meier has alphabetically

listed every form of every German word that appears ten or

I more times in Kaeding ’s work . Meier ’s work consists of

1 41 ,083 separate word forms and lists how frequently each

occurs in Kaeding ’s count . Meier ’s list constitutes 96.3

percent of all words found in running German texts.

Example. “Der” has a Meier Frequency of 341 ,522.

• “Atom ,” on the other had , has a Meier Frequency of only 14.

Rule 4. In order to determine each individual word ’s -

importance to passage understanding, compute the
Significance Coefficient (SC) of all words in the passage
by dividing each word ’s Interim Value by its Meier

• Frequency . If a word is not listed by Meier , auto-
matically assign that word a Meier Frequency value
of nine (9).

Explanat ion.  The intent of Rule 4 is to identify

I’ 
those words truly important to passage understanding and

to prevent word s such as articles and prepositions , which

I.~ always occur frequently, from being selected as signifi-

- cant to passage understanding just because they occur

- frequently. -

F Example.

SC for “der” = 341,522 .14 (.00000014)

SC for “Atom” — -4~
. = 714.28 (.00071428)

11 Rule 5. Select and list alphabetically by Signifi-
cance Coefficient the 50 most significant words in
the passage. -

— 

w 
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Explanation. That word with the highest Significan ce

C o e f f i c i e n t  w i l l  be listed as word one; the word with the

I next highest Significance Coefficient will be listed as

word two , e t c . ,  u n t i l  the  SO mos t  s i g n i  I i c a n t  words have

11 been identified . In those cases where there are two or

F 
more words with the same Significance Coefficient , they

will be arranged alphabetically and numbered consecutively.

Example. See Appendix C, p. 173.

Rule 6. Locate and list numerically those sentences
- in the reading selection in which each of the SO

— most significant words occurs. These are the sentences
that will be used in generating questions.

Explanation and Examp le. If “Atom” had the highest

Significance Coefficient in a 500-word passage on science

and occurred five times in the passage , question one would

be derived from the first sentence in the selection in

which “Atom” occurred . Question two would be derived from

the second sentence in the passage in which “Atom” occurred ,

etc., until all five sentences containing the word “Atom ”

had been utilized in generating questions .

I 
Rules for Sentence Preparation

- 

After identifying those sentences within a reading

selection that contain words key to passage understanding ,

1 
steps must be taken to modify these sentences into their

I basic semantic components in preparation for structurally

~ F analyzing them . To modify selected sentences into their

has i c semant i c components , the fol low i ng i-u I es mims t ho

fl appl ied :

I I I  
- ~~~~~~~~~~~ ~— — — — , ~~~~~~~ 
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Rule 7. Replace all pronouns with the appropriate

I 
- noun .

I 
Example. “Dort lebte er auf einer Oase ganz wie in

England .” becomes “Dort lebte der EnglUnder au f  einer Oase

ganz  wie in England .”
- 

Rule 8. Replace adverbs such as “dann ,” “sp~ter ,”r “dort ,” etc. with the appropriate phrase or clause.

Example. “Dort lebte der EnglUnder auf einer Oase

I ganz wie in England.” becomes ’~[n der WUste lebte der

EnglUnder auf einer Oase ganz wie in Engi-and. ”

I: Rule 9. Treat all compound sentences joined by “und”
- as separate sentences ignoring the conjunction .

I Example. “Der EnglUnder ~adete fleissig und t rank

- viel Tee.” becomes “Der EnglUnder badete fleissig .” “Der

EngUinder trankviel Tee.”

Rule 10. If an adverb/adverbial (ADV) is present in
• a sentence analyzed as more than one sentence , repeat

the ADV in all sentences.

I Example. “Jeden Tag badete der Engilinder fleissig

und trank viel Tee.” becomes “Jeden Tag badete der EngUinder

fleissig.” and “Jeden Tag trank der EnglUnder viel Tee.”
- 

Rule 11. Rewrite sentences with elliptical constructions
- restoring the word or words that complete the con-

struction .

I Example. “Guten Tag.” becomes “Ich wflnsche Ibnen

- 

- einen guten Tag.”

Rules for Sentence Analysis

Having selected and modified into their basic semantic
- 

components those sentences that contain words and infor-

mation key to passage understanding , sentences arc now

~II
w ~ iL..* 
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I -~i~ [ ready for structural analysis. In structurally analyzing

L sentences , the following rules must be followed:~-

I Rule 12. Divide each prepared sentence (5) into
modality (14) and proposition (P).

f 
Example.

Rule 13. Under modality, place negative elements
(nicht); adverbs (sofort, ganz , schnell , etc.); de-
pendent clauses functioning as sentence adverbials
(weil der Mann sehr krank ist ,... .etc.); and other
elements understood as modalities on the sentences
as a whole ( tense;  voice , other than active; use of

F - modal verbs).

Example. Following Rule 13, in the sentence “Jeden

Tag badete der EnglUnder fleissig. ”, modality would be

constructed in the following manner:

Ii
~~~~

- 

- T
PAST fleissig

I Rule 14. Under proposition , place the verb (V) plus
- phrases having case relationships (C) to the verb .

Ii  ___________________________________

t flx an mp le s provided w i t h  the following rules are , of
neces sity , very el ementary . For more detailed constructions

Ii and an.s I >‘scs sce AI)I)cnd i x I), P. I 78.

II •
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Example. Following Rule 14 , in the sentence “Jeden
- 

Tag badete der EnglUnder fleissig. ”, the following ele-

1. ments would be placed under proposi t ion :

F S

F
I 11 - 12
I 

- 

baden der EnglU nder jeden Tag

Rule 15. Do not treat “sein” as a verb . If one of
- its conjugated forms is followed by a predicate ad-

jective , enter the predicate adjective as the verb .
Otherwise , assign any form of “sein” the value of
zero (0) .

Example. Following Rule 15 , in the sentence “Der

- I EngUinder war in En-gland.”, the verb form “war” would be

- 

given the value of zero : 
-

- I i

I- 

Past 0 der En~1Under in England

Rule 16. Analyze all case relationships (C) as Prep-
ositions (K), which indicate the relationship of the
phra se to the verb , and noun phr ases (NP) . K may
be , and often is , zero (0).

Ix amp ic .  Fol low i ng R u l e  16 , in  the sentence  “Der
I

.
;

- I Engllfndcr wohnt in England. ”, the case relationships (C)

- V .

” 

_ _  _ _ _  _ _
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- under the proposition (P) would be further broken down as

1. follows :

I
I

V C 1 C

f T T
P1 ES wohnen 0 EnglUnd er in England

ti I Rule 17. Construe all relative clauses (regular and
reduced) as sentence (S)--right sister to the noun

- phrase (NP) and under  the noun -Phrase (NP) .

- 
- Example. Fol lowing Rule 17 , in the sentence “Der

grosse EngUinder wohnt in England. ”, the reduced relative

clause “Der grosse EnglUnder would be treated as follows :

S

2

NP

V C

K NP

I II0 EnglLlndcr PRES gross 0 EngI nder

I F
El

- 1L~1,,4~ II - -
~~~~~ 
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Rule 18. When a phrase appears to be -iflalyzable either
as a reduced re la t ive  clause under NP or as an adver-
bial under C, as in “Der EngUinder studierte das

L 
Kamel in der WUste. ”, analyze the phrase as C.

Example .  Fo l l owing  Rule  18 , in the  sen tence  “Der

Eng lUn d e r  s t u d i e r t e  das Ka inel in der W E i s t e . ” , the phrase

“in der WUste”would be treated as follows:

I-

I. J

- . 1 I
in WEis t e

- Rule 19. Do not analyze ordinals (der erste , der
n~chste , der letztc , etc.) or quantifiers (cinige ,
viele mehrere , etc.) as S under NP. I n s t e a d , the
head noun and these inodi fiers arc to be treated as
an inseparable unit under C.

Example. Following Rule 19, the sentence “Der l~ tzte

Mann wohnte  in England . ” would be analyzed as follows :

I
II

f f 1
~~ ~~~ 

1”.PA .iT wohnon 0 lc tz tc  M.inn in England

- 
-w - — ~~ - — — 
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Rule  20. Treat  a l l  p rob lem m o d i f i e r s  not  d e al t  w i t h
in Rules  17 , 18 , and 19 as par t  of the head word .

Ru le 21. Al low only S to be the  daugh te r  of NP.

E x p l a n a t i o n .  R u l e  21 compliments and supports Rule

1 17 by a l lowing  only for  an S to be d i r e c t l y  a t t a c h e d  to an NP.

Example.  Fo l lowing  Rule  21 , in the  sentence  “Der

I grosse Eng 1~ nder wohnt  in Eng land . ” , the  reduced r e l a t i v e

clause “der grosse Eng lUnder ” must  be r ep resen ted  as an S
I 

under NP as fo l lows :

F 
1 I

- :  1
~ M P

I 7
- PRIiS gross 0 l3ngltlnder

- Rule 22. Analyze conjoined constituen ts as compound

I const I tucnts tinder C.

E x a m p l e .  P01 lowing Ru Ic 22 , in the sentence “Der

- EngUinder  spiclte Tennis und Cricket. ”, the conjoined

-

~~
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constituents “Tennis und Cricket” must be represented as

follows :

F
1 ~~~~~~~~~~

~~~~~~~~~~~~~~~~~~~~~ 
~~~~~~~~~~~~~~~~~~~~~

i f  I I I I. .1I I 0 und Tennis Cricket

Rule 23. Analyze genitive constituents as extensions
of the C to which they refer.

Example. Following Rule 23 , in the sentence “Der

Engltfnder steilte eine Beschreibung des Kamcls zusammen. ”,

Ii 
the genitive “des Kamels” must be represented as follows :

I 
K P C 2

H V0 Bc~wI~rciIiiing von Kumol

Rules  for Question P r e p ar a t i o n

ii h a T I n g  sd ected , m dii i t’d , and st r u e t l i r a  I I y. analyzed

tho~o senten ces cont a in  i ng w ords  and in  forma t ion key to

n

- ~ 
j~ I: ~
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passage understanding, steps now may be taken to generate

actual test questions . In transposing sentences into

I questions , the following rules must be applied:

Rule 24. In selecting t h a t  sentence constituent
to he replaced with an interr ogative fo rm , consider

- only case constituents labeled C1.. .C and sentence
constituents labeled S1... S~ .

Example. Following Rule 24, in the sentence “Der

grosse Eng1~nder wohnt in England.”, only constituents

C1, C2, and S1 may be considered for replacement with an

I interrogative form :

H

Ii NP

PRI~S wohncn 0 Engilinder PRI~S gross 0 E iigLllnder in  England

Ru le 25. Determine thc constituent to he deleted
Ii by meani of random selection .

Ru le 26. Ii ci tI)er a C or S tohiS t i t i ie im t , w h i c h  ha s
sub~~~H n a t c  S~ constitut~nts ,’~is selected for replacement ,

El
‘
~~‘~~~~ 
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“ T~i~ 
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delete the subordinate s~ constituents as well. 
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E Explanation. Using the example presented under Rule

24, Rule 26 directs that should constituent C1 be randomly

[ selected for replacement with an interrogative form ,

constituent S1 would be deleted as well because it is

F subordinate to C1. If should be randomly chosen , however ,

constituent C1 would remain because it is superordinate

toS 1
Rule 27. In each analyzed sentence , replace the
randoñilY deleted constituent with one of the fol-
lowing interrogative forms: “wann ,” “warum ,” “was ,”
“was fUr , ” “was + tun , ” “welcher ,” “wer ,” “wie ,”
“wie  lang e ,” “wo ,” “woher ,” “wohin , ” “wo(r )  + Prep-
osition.”

Example. Using the sentence presented under Rule

24, had C2 (in England) been randomly selected for inter-

rogative replacement , semantic meaning would require that

the interrogative “wo ” be selected from among the choices

listed in Rule 27 to generate the question.

Rule 28. If in generating a question a C is randomly
selected for interrogative replacement , p~ace theappropriate interrogative to the front of the sent-
ence and follow German inverted word-order rules.

Example. Using the sentence presented under Rule

24 , had C2 (in England) been randomly selected for inter-

rogative replacement , the question would read as follows:

“Wo wohnt der grosse Engl~nder?”

Rule 29. If in generating a question an S is randomly
selected for interrogative replacement , fo’Ilow Rule
28 unless the Sn to he deleted is subordinate to a
C~ containing a K with a value other than zero (0).

‘ I’ In such ins tances , begin the question with the K
fol lowed by the semantically appropriate interrogative .

~~~ 
— (

~~~~ - g 1, ~~~~~~~~~~ -. . .
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I Example. Following Rule 29, if S1 were randomly

selected for interrogative replacement in the sentence

I “Der Engl~ nder wohnt in einem alten Haus .” , represented

E below , the  r e s u l t a n t  (west ion  w o u l d  read as f o l l o w s :  ‘‘In

was fUr cinem Haus wohnt der EnglUnder?”

F
H
H _

I 
~~~~~~P ~~~~~~~~~~ P

I I
I

.

A
K N P

in Haus PRES alt 0 Haus

Rule 30. Although the indefinite pronoun “man ”
and its dec lined forms “einen” and “einem” may serve[ in a C~ capac ity, do not consider them for deletion .

Rule 31. Should selection procedures involving two
adjacent questions result in the same answer for

Ii both questions , randomly select another constituent
for deletion from the latter question .

11 Rule 32. Should any constituent chosen for deletion
prove to be stylistically unacceptable , eliminate
t h a t  constituent from consideration and randomly
select from the remain ing c o n s t i t u e n t s .

I;

1

~ 
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I Rule 33. After a question has been generated from
a sentence , do not reuse the sentence a second time
even though it may contain one or more additional
significant words .

The Cloze Test

J Unlike the objective test , w h i c h is most difficult

to make operationally replicable , the d oze test generally

I presents no difficulties. In fact , according to Rankin

(1965), “one of the most characteristic features of the

d oze procedure is the use of a completely mechanical

I system for choosing words to be deleted” (p. 144). Being

“completely mechanical ,” of course , implies operational

replicability. Therefore , in constructing a d oze test ,

the primary task is not in ensuring the d oze test will be

operationally replicable , but rather in determining what

form of replicability the test will take , i.e., what rules

will be followed in mechanically deleting words.

I Two Types of Cloze

In constructing c~oze tests , the two most commonly

I! used systems for choosing words to be deleted are random

deletion and an every nth deletion. Because the every

nth deletion is easier to construct , most researchers have

F pre ferred this method. In selecting an every nth deletion ,

howeve r, the question is Immedi ately raised concerning

what deletion rate to use. b r  example , in addition to

experimen ting with random deletion , Taylor (1953) also

explored deleting every fi ftI ~, seventh , and t e n t h  word .

Accord ing to Anderson (1976), Anderson (1965) deleted

~~ ll
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every eighth word , Weaver (1961) every tenth word , and

I Greene (1965) every twelfth word. The best controlled

I research was that of MacGinitie (1961) who compared the
- 

effect of deleting every third , sixth , twelfth , and twenty-

I fourth word and concluded that “additional uninterrupted

context beyond five words did not help in the restoration

I of the missing words” (p. 127). Based on MacGinitie ’s

work , then , suggesting that five-word deletions resulted

in statistical independence , most research involving the

I d oze procedure , including the work of Bormuth , has em-

ployed the every fifth-word deletion pattern . As Rankin

I (1965) points out , however:

It does not follow , however , that this pattern
(every fifth-word deletions) is suitable for all
materials , age groups, and purposes for which the
d oze procedure may be used. More work is needed
on this question (p. 145),

As has already been pointed out in Chapter II , almost

all d oze research has been conducted in English using

native speakers of that language. However , according to

- Oller (1973), “there is little if any reason to assume

I that conclusion s from research with native speakers can

validly be generalized to the case of non-native speakers”[ (p. 107). Therefore , although it has been determined with

F native speakers that deleting more than one out of every

L five words in a d oze test creates a test so difficult

I that discriminatory power is lost , and to delete less

frequently than one in 12 does not subst antia lly change

I the quality of the test , such findIngs (10 not suggest how

JW~~ ~~~~~~~ ~~~
. ~•111~~~~iT~~~~~! i~~
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I many words should be between deletions when testing non-

native speakers of German. All that is suggested is that

I both for native and nonnative speakers , five-word deletions

I 
will he more (ii 111 cii i t than ten-word Ie I etjons . To

be any more specific would result in subjectivity because

F according to Oiler (1973), “the parameter of distance

between blanks has not been investigated systematically

I with non-native speakers” (p. 107).

Justification for an Eight-Word Deletion

Based on a lack of specific research providing dele-

I tion guidance for nonnative speakers of German , an eight-

word d oze deletion system was selected in this research

for two reasons: 1) Because students who possessed varying

degrees of German language reading proficiency, rang ing

from very elementary to near native, were needed in order

to determine at which point on the d oze test signifi-

can t comp rehension began to occur , it was felt that the

I difficulty index of five-word deletions ultimately might

be so high as to invalidate inordinately large proportions

of the sample and therefore adversely affect the findings.

i Using eight-word deletions , on the other hand , would probab ly

significantly reduce the difficulty index and likely

resul t in more usable da ta spre ad over a broader range

of readers . 2) A pilot study involving near-native readers

I revealed that a five-word deletion system applied to the

passages selected for this research was very time con-

suming for the students and required approx imately

. ~~~~~~~~~~~~~~~~
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30 minutes to complete. Because all data had to he col-

lected in a 50-minute class period , and all readers at all

I levels needed ample time to complete the selections , it

I- was decided that eight-word deletions would allow less-

skilled readers additional time to complete the d oze

I test. Therefore , the d oze tests used in this research

followed every eighth-word deletion patterns.

I St udy De t a i l s

I In discussing the details of this project , three

areas will be examined: the subjects utilized , the pas-

I sages employed , and the testing sequence followed.

The Subjects

I The sample used in this research was drawn from a

target population of college-aged , nonnative students of

German who had completed a min i mum of two co l lege  quar te rs

of formal German instruction at one of two central Ohio

institutions (The Ohio State University and Otterbein

• College). Because the goal was to establish a d oze

criterion score by determining at which percentage point

on the d oze test nonnative readers of German began to

glean substantial information , it was essential that the

sample be relatively large and contain proportionate numbers

F of students whose German reading ability ranged from very

r elementary through to near native. Therefore , 315 students

I enrolled in 27 classes differing in difficulty from third

1 
- quarter first year through to the graduate level were

selected. Due to absences , students enrolled in two or

- 
____ —~~—----~~~ - -.
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I more c lasses , and s t u d e n t s  d e s i r i n g  not  to p a r t i c i p a t e

in the  p ro jec t , 210 s t u d e n t s  (108 m a l e s  and 102 f e m a l e s )

I were u l t i m a t e l y  u t i l i z e d .  A c o m p l e t e l y  random se l ec t ion

I 
of the  sample  f r o m  t h e  p o p u l a t i o n  was  no t  a c c o m p l i s h e d  for

two reasons :  1) o n l y  a l i m i t e d  n u m b e r  of nonnative stu-

f dents was available , and 2) a relatively large sample of

at least 200 students was desired. Nevertheless , random

assignment of students to treatment was accomplished.

Because only partial randomization was accomplished , the

findings of this study can only be generalized to the

I larger population of all college-aged , nonnative stuilents

of German by that degree to which the sample used in this

study is representative of that population . There is no

apparen t  reason to bel ieve , however , tha t  the  s tudents

involved in this study were significantly unlike those

I college-aged , nonnative students enrolled at other insti-

tutions throughout the country , which suggests that the

I findings obtained in this project are meaningfu l and

- generally can be applied to the larger population .

The Passages

A great deal of forethought was carried out in select-

ing the two passages used in this research. At least three

[ fac tors needed carefu l cons idera ti on: I~irst , in order to

ensure that the difficulty level of the reading selections

I would be accura te ly assessed , it was necessary to select

-t passages of such a length that d oze tests contain ing at

least 50 blanks could ho constructed . This determination

‘it’ 

_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _
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was made based on two inputs: 1) a comment by Taylor

I 
(1956), who indicates that “a series of about 50 blanks

is roughly sufficient to allow the chances of mechanically

I selecting easy or hard words to cancel out and yield a

stable score of the difficulty of a passage” (p. 48);

I and 2) research conducted by Bormuth (1964), who investi-

I gated the variability of passage difficulty at different

test lengths , found that differences in difficulty dimini-

I shed as test length increased , and recommended that d oze

tests contain at least 50 blanks.

Second , in addition to having reading selections

from which d oze tests of at least 50 blanks could be

constructed , finding passages of an appropriate difficulty

I level was critical. Because it was essential for the sample

to contain students possessing reading skills ranging

L from very elementary to near native in order to determine
= 

at which d oze point readers began to gain substantial

informa tion , it was also necessary to choose reading sele-

I ctions that were neither too easy nor too difficult. For
- 

examp le , were the passages to prove to be either too easy

I. or too hard, all readers in the sample would achieve either

very high or very low scores. However , without a wide

I- range of score s, it would be most difficult to determine

I a d oze criterion score reflecting that d oze point where

information began to be gleaned.

e; 1[ 
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Third , i t  was decided to use passages  based on

f i c t i o n  r a the r  than f ac t  in order  to e l i m i n a t e  the  need

I for administering the objective test twice during two sep-

arate testing sessions , once as a prereading test and

I once as a postreading test to determine how much prior

knowledge each student taking the objective test had of the

I material in the reading passage . Using a passage of un-

I familiar fiction guaranteed that no one would possess any

prior knowledge of the information in the reading selec-

tions and thereby would also eliminate the need for a

pretest administered during an extra testing session.

I Taking the above three factors into consideration

( l e n g t h  of passage , d i f f i c u l t y  level , and s u b j e c t  matter) ,

two reading passages were selected , one from which a d oze

~ ( 
test was made to match students according to reading abil-

ity , and one front which both a d oze test (three different

I. forms) and an operationally replicable , short-answer ,

I completion-type objective test were constructed for use
- in the data analysis. Because of the extreme importance

[ of difficulty leve l , prior to final passage selection

all potential passages were reviewed by an experienced ,

I widely published native-German writer of graded German

[ reading selections. Based on author evaluation of the

difficulty level of the work and subsequent agreement

( and approval by the experienced German writer , “Die

Riesen und die Zwerg e,” a 493-word fairy tale was so-

I lected as a basis for constructing a d oze test to match

_i• :i 
_________ _ _ _ _ _ _  _ _
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i students according to reading ability, and “Das K~mel ,”

I a 572-word  f i c t i t i o u s  s tory  was chosen from w h i c h  to generate

I the d oze and objective tests for use in the actua l data

a n a l y s i s .  Both s to r i e s  came f rom a German g raded  reader

I e n t i t l e d  Gllick Auf by M U l l e r  and W e n c k e b a c h  (1901) .  From

“Die Riesen und die Zwerge” was constructed a 58-blank

d oze test. From “Das Kamel” were constructed three dif-

I ferent forms of a 69-blank d oze test and a 38-question ,

completion-type objective test that was operationally

I generated (see Appendix B).

Testing

In order to gather t he  necessary  data  for  a n al y s i s ,

two testing sessions with all partic ipants were required ,

one for matching students according to reading ability,

and one for collecting the data to be analyzed. In prep-

aration , permission was received from 18 university teachers

(three teaching assistants, three instructors , and 12

I professors) to visit their 27 respective German classes

during two separate class periods.

In the first testing session , approximately 40 minutes

I of class time were required . In order to motivate all

1 participants , the importance of reading appropriately

I difficult reading selections was first emphasized . Brief
- 

written instructions for taking the d oze test were then

~: ~ 
rev iewed , and the test was administered (see ‘lest I in

Appendix B~. In matching pairs of students according to

reading ability , all scores were first converted to a

I 
___________ _ _ _ _ _ _ _ _ _ _  
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percentage , ranked according to size , and then matched

in order , a pair at a time . In only seven of 105 matched

I pairs did the d oze scores differ by more than .9 percentage

points . In no instance was the difference greater than

3.5 percentage points. As a general indication that a

r broad range of reading skills was contained within the

i sample , and that the passage “Die Riesen und die Zwerge”

I had been of an appropriate difficulty level , the high

score achieved was 97.4 percent , the low score was 12.1

percent , and the mean for all 27 classes was 54.9 percent.

To visit all classes , score the results , and arrange

students into matched pairs according to reading ability

I ‘ required approximately ten days to complete.

In preparation for the second and final testing

session , the two members of each matched pair were randomly

designated pair member X or pair member Y. For member

X, one of the three forms of the d oze test was prepared ,

1 the three forms being assigned in such a manner thc’t they

were equally distributed throughout the sample. For member

F Y, a copy of the completion-type objective test was

I. prepared.

During the testing session , students in each class

I were told initially that they would he taking one of two
I 

types of tests that were being administered , either a test

I; similar to the one they had taken in testing session one

(a d oze test), or a short-answer compl et ion test to be

II taken after carofully r e a d i n g  a German short story . The

~~~~~~~~~~~~~~~~ ;_
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I tests were then disseminated and students were admonished

to read a l l  instructions carciul ly (see Tests HA and IIB

in Appendix B). To administer the tests required approxi-

mately 40 m i n u t e s  of c l a ss  t i m e .

I Scoring Criteria

The Impor tance  of Scor ing
- . 

A key factor effecting the establishment of an objec-

I tive and generalizable d oze criterion score based on

information gain is the manner in which the data are scored.

By varying the scoring procedures , of course , the d oze

criterion score is also varied . Therefore , it is impera-

tive to select the most reliable scoring method possible

and then ensure that it is consistently administered .

In establishing scoring criteria , several factors merit

consideration: On the one hand , because German teachers

using the d oze procedure to determine the appropriateness

of reading selections will have to apply the same scoring

I procedures used in this research in order to achieve valid

findings , it is extremely desirable to employ a very simple

set of rules. On the other hand , howev er , if reliability

is sacr ificed for the sake of scor ing ease , the primary
I purpose for having established an objective d oze criterion

[ score will have been eliminated . flow , then , does one

establish the most appropriate method of scoring?

II Some Background Info rma tion

In reviewing the literature , it is i tiimc di atcly ap-

parent that most d oze researchers of English have

~~1 
-

- 
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utilized the exact scoring method , a procedure that gives

credit only when the reader fills the blank with precisely

that word that was originally deleted. Such decisions

have been based on the findings of investigators such as

Taylor (1953), Rankin (1957 and 1959), Ruddell (1963),

and Bormuth (1965), all of whom compared the d oze scores

achieved by using the exact scoring method with those

established by:countthg~ both synonyms and exact matches

and , according to Rankin (1965), found that “for measure-

ment purposes , the more tedious and subjec t ive  procedure

of giving credit for synonyms is not worthwhile ” (p. 147).

Despite such findings , however , subsequent researchers

such as Darnell (1968), Bowen (1969), and Oller and Inal

(1971), who have experimented with nonnatives taking English

d oze tests , have preferred to accept scoring procedures

in which at least partial credit was given for contextu-

ally acceptable responses. To lend support to such actions

when administering the d oze test to nonnative speak rs

of English , Oller (1972b) gave three d oze tests of

vary ing difficulty to 398 foreign students that had also

taken the UCLA ESL Placement Examination (2A Revised).

F After evaluating each of the d oze tests with five ~~f-

ferent scoring methods and then correlating the findings

with the ESL Placement Examination , Oller (1973) stated

that “the data supported the conclusion that with non-

native speakers the method of allowing any contextually

acceptable response is signific antly superior to the exact

,
_
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word scoring technique ” (p. 109).

With nonnative speakers , then , there exists doubt

I as to the  supe r io r i t y  of the  exact method for  scoring

Eng l i sh  d oze t es t s .  Fur ther  c o m p l i c a t i n g  the  issue in

[ this research , however , is the fac t  tha t  German , not Engl ish ,

I is the language under i nves t i ga t i on .  U n l i k e  Eng l i sh , whi ch

is only lightly inflec ted , German is a h i g h l y  inflected

I language. Therefore , in scoring a d oze tes t , how is one to

score a b lank  that  is f i l l e d  w i t h  the correct but improp-

erly inflected word , a problem that seldom occurs for

either native or nonnative speakers of English? In order

to resolve such problems and determine the most reliable

scoring criteria for this research , it was necessary to

conduct a pilot study .

The Pilot Study

The specific purpose for conducting a pilot study

L was to determine the answers to two general questions:

1) Which scoring method is more reliable , the exact or
- 

accepting any response that is contextually acceptable

and demonstrates comprehension? 2) In dealing with a

r highly inflected language such as German , should the

ability to inflect correctly also be a scoring consid-

[ eration? Before scoring all the 58-blank d oze matching- tests that had been administered in testing session one ,

[ the results achieved by two of the 27 classes first were

experimented with in order to answer the above two ques-

11 tions and thereby establish the most appropriate scoring

: 1
- 
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criteria.

In answering question one and determining whether

I the exact scoring method was better than the acceptable-

word method , d oze tests takcu by a class consisting of

I the most advanced German students were chosen for eval-

I 
uation . The selection of this class , which contained

16 students , was made because it was anticipated that

advanced students with large vocabularies would be in-

clined to fill the d oze blanks with a variety of acceptable

words and at the same time make only minima l inflectional

errors . Therefore , the d oze results achieved by this

I class were scored twice using two separate scoring pro-

cedures. In order to focus on the effects of the exact

scoring method as compared with the acceptable-word method ,

inflectional considerations were treated as a constant ,

and during both sdorings only half credit was awarded when

I inflectional mistakes were made . During the first scoring ,

I only the exact word that had been deleted was accepted
- 

as correct. I f  the exact word was selected but improperly

inflected , however , only one-half credit was awarded.

During the second scoring , any contextually correct word

F was accepted. Again , however , if an incorrect inflection

was used , only one-half credit was awarded . The relia-
- bilitie s of these two scoring methods were then determined

L by first correlating odd - and even-numbered test items

and then correcting the resultant correlations by ap p l y i n g

I.! the Spearman-Brown prophecy formula. By u sing the exact

I
.
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, — - .  -~~~~~~~~~~~~T~~~~~~~~~~~~~~~~~ v, - . -
‘ ~~~~~~~~~~~~~~~~~~~ -



. 1
1 103

scoring method , a reliability of .66 was a c h i e v e d .

Accepting any contextually correct word boosted reliability

I to .88, howeve r, and suggested that this was a better

scor ing procedure for  t h i s  research p r o j e c t .

I In answer ing  quc~ t io n two an d determinin g whether

at least  some i n f l e c t i o n a l  c o n s i d e r a t i o n s  sf ~ould be in-

cluded as part  of the scoring c r i t e r i a , a c lass  of 15

f i r s t - y e a r  German s tudents  was selected.  In t h i s  instance

a beg inning class was chosen because it was anticipated

- 

~ I that unlike the advanced class , most students would have

very limited vocabularies and make considerable inflectional

errors . Again , the d oze results were scored twice using

two separate scoring procedures. Because of extreme

vocabulary limitations , it was anticipated that most students

would know no more than one possible word for each blank.

This time , therefore , the exact scoring method was treated

as the constant during both scorings , and only the exact

word was accepted as correct. To get at inflectional con-

siderations , during the first scoring everything had to

[ be exact , including all inflections , in order to receive

credit. During the second scoring, however , one-half

credit was awarded if an improperly inflected exact word

I was supplied. By determining the correlations in the

same manner as had been done with the class of advanced

I students , it was found that requiring correct inflections

- in order to receive any credit resulted in a reliability

~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ ::
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I exact word incorrectly inflected , a reliability of .91

was achieved. Therefore , in this project the decision

I was made to award partial (one-half) credit in certain

predetermined cases despite incorrect inflections.

I Rules for Scoring the Cloze Test

I- Based on the f ind ings  presented above , a set of ten

1 rules was established for scoring all d oze tests used in

conjunc t ion  w i th  th i s  research .  A l t h o u g h  even h i g h e r

reliabilities undoubtedly could have been achieved had

I even more detailed scoring procedures beaiuscd , it was

felt essential to keep the rules relatively general and

uncomplicated in order not to overwhelm and thereby di s-

I courage German teachers from using the findings of this

research as a tool for assess ing reading d i f f i cu l ty .

I Rules established for scoring all d oze tests used in

conjunction with this research include:

1. Ass ign  two points  to every d oze b l a n k .

F 2. Accept as s e m a n t i c a l l y  correct  the  exact  word
I. deleted , a synonym of the exact word , or any con-

textually acceptable substitute that demonstrates
I- comprehension. -
1 3. Subtract one point for an incorrect noun-modifier

or noun ending .

4. Subtract one point for an incorrect tense or tense
form.

Ii 5. Subtract one point for an incorrect plural form.

I 6. Subtract one point for an article (definite or
indefinite) that does not agree in gender , number ,
and case with the article that was deleted .

7. Unless contextually acceptable , award no credit
if either an indefinite article is used to replace

I
- .- —w .
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a definite article or a definite article is used to

I replace an in definite article.

8. Where a preposition is called for , accept as cor-

I redt only the preposition that was deleted except in
cases where two or more prepositions can be considered
semantically correct. For hxamp lc , “hr sitzt an or

I hinter dem Tisch.”

9. In all inflectional instances not described above ,

I 
accept only an exact replacement.

- 10. Convert each raw d oze score into a percentage
- 

by dividing the total number of correct points
by the total number of available points.

Rules for Scoring the Completion Test

Because the objective of establishing a d oze criterion

score for reading based on information gain involves a

comparison between d oze scores and completion-type ob-

jective test scores obtained from the same reading passage

by matched students of German , it is essential that the

rules for scoring the completion test also be as objective

as possible. In developing rules for scoring the comple-

tion test in this research , guidelines laid down by Bormuth

t (1971) in his Study Two were heavily drawn from. ~im-

plistically stated , the scoring procedure involved classi-

fying responses as being either derivable or not derivable

I 
from the reading passage. Those responses that were de-

I- rivable were scored correct; those that were not , were

[ - 
marked incorrect.

- 

In determining which responses were derivable from

the reading selection and thereby correct , all answers

were examined for their relationship to the generic response ,

I which was defined as either the word(s), phrase , or clause

-
- 
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replaced b y the wh- words to form the q u e s t i o n s .  In answering

the questions , it was possible for a correct answer to

I have either a formal or a semantic relationship to the

generic response. If an answer was formally identical

I to the generic response , naturally it was scored correct.

For example , if the generic response that had been deleted

I was “ the man ,” the answer “the man ” would be considered

correct. If the answer was formally identical to only

part of the generic response , only the word that was the

I grammatical head of the generic response was required in

order for the answer to be scored correct. For example ,

with the generic response “the tall man ,” either “the tall

man” or “the man” would be correct. If the generic response

was a coordinated structure , only one of the coordinated

structures was required. For example , with the generic

- 
response “golf and tennis ,” either “tennis and golf ,”

“golf ,” or “tennis” would be correct.
- 

- I In addition to formal considerations , semantic
- 

relationships between the generic response and the answer

I were also considered . Any answer with a correct semantic

relationship to the generic response was counted correct.

I For examp le , if the correct generic response was “in-

r struments ,” “tools” was also accepted as correct.
I 

Finally , because the objective of the completion test

~ I 
was to determine how much the reader actually understood

in order to make a valid po int of comparison for the d oze

~ I .
~::t
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to answer in e i ther  German or E n g l i s h .  J u s t i f i c a t i o n  for
I. this decision was based on the realization that if a reader

1 knew the correct answer but could not think of the German

word and therefore left the answer blank , m a x i m u m  comprc-

hens ion  would not have becii r e f l e c t e d  and the ultimate

v a l i d i t y  of the f i n d i n g s  would have been reduced.  There-

fore , Eng lish answers were accepted on the completion test

although German responses were encouraged.

Statistical Analysis

In order to establish an objective and rational d oze

criterion score based on information gain , it is necessary

to determine some meaningful relationships by comparing

the d oze test with an instrument that effectively measures

information gain. When conventional completion tests are

objectively constructed according to a set of predetermined ,

replicable rules , such tests can be used as the . measure of

information gain. To determine the exact relationship

between the two test types , however, it is necessary to
- 

subject the data to a rigorous statistical analysis.

f Therefore , after having administered and scored both the

- 
d oze test and the completion test according to standards

I . already outlined , all results obtained from the 105 matched

pairs of readers were analyzed by means of rcgrossion

analysis in order to predict information gain from the

I d oze scores and thereby ostal,lish an objective d oze

criterion score. In the analys is , d oze scores were treated

I as the independent variable , while the objective test

1
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I scores were treated as the dependent variable. All analyses

were performed. either on an IBM 370 computer located at

I The Ohio State University (OSIJ ) or on a Burroughs 6700

computer located at the United States Air Force Academy

I (USAFA). All analyses were accomplished using either the

[ s t a t i s t i c a l  program des ignated  “ S t a t i s t i c a l  Ana lys i s

System” (SAS) by Barr et al (1976) or the program designated

“Sta t i s t ica l  Package for the Social Sciences ”(SPSS) by

Ni e et al (1975) . All  p l o t t i n g  presented in t h i s  research

I was done using the Calcomp Plotting System at USAFA .

I

- 11
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I CHAPTER IV

RESULTS AND DISCUSSION

1~ The in tent  of Chapter [V is to ana lyze  and discuss

the f ind ings  of this research. To assure clarity and

continuity, the chapter is divided into five sections:

1) a brief discussion of regression analysis , the primary

I statistical tool used to ana lyze  the f i n d i n g s ;  2) a look

at the reliabilities the two test types ; 3) an exam-

ination of why and how the data were modified in pre-

paration for analysis; 4) the actua l analysis of the data

— 
- 

with a discussion of the findings ; and 5) answers to the

three research questions.

Regression Analysis

1 When two separate measurements , say X and Y , have

- 
been made on a group of individuals , it is frequently

I. desirable to study these measurements simultaneously in

F order to determine their relationship. To do so, several
- different procedures can 1)0 employed. For example , one

[ can construct a simple scattcrgrani , which employs two

perpendicular axe s, and plot each individual’ s scores.

I By examining the pattern of the plots , one can sometimes

I determine if and how the two measurements , general ly

- 109
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referred to as variables , are related. If more sop histi-

cation and precision are desired , the degree of relation-

I ship between the two measurements can be determined mathe-

matically by computing a statistic referred to as the

I correlation coefficient (r). Should one be interested in

us ing  one of the measurements  ( the  independent  X va r i ab le )

to explain or predict the other measurement (the dependent

I Y variable), a statistical procedure referred to as re-

gression analysis is employed. The notion of regression

I ana lys i s  is closely re la ted  to t h a t  of co r r e l a t i on . In

fact , the “r” used to indicate the correlation coefficient

means “regression .” Depending on the number of independent

I variables involved, regression analysis is traditionally

divided into two broad categories , simple and multiple

regression . In both instances the relationship between

the independent variable(s) and the dependent variable

can be either linear or nonlinear. Because the objective

1 of this research is to examine only one independent

variable , the d oze test, the topic of multiple regres-

sion will not be dealt with.

Simp le Linear Regress ion

F In simple regression a single independent variable

I X is used to explain or predict some dependent variable

Y. To make this prediction , one must compute the best

[ fitting regression curve of Y on X , i.e., that curve or

line that accounts for the m a x i m u m  amoun t of dependent

I variable variance. Of t h e  various types of curves t h a t

~~
-

. I
— —
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I can be f i t t e d  to the data , the  one most f r e q u e n t l y  used

is the l inear  or s t r a i g h t  l ine , p robab ly  because it is

I the simp lest to compute.  The basic  e q u a t i o n  used to

express and compute simp le linear regression is:

Y ’ = a + b X

In this  equation X represents  the var ious values of the

independent var iable , Y’ is the p red ic t ed  dependent  vari-

able , “a” is the intercept constant (that point at which

the regression line intercepts the Y axis) , and “b” i~.

I the regression coefficient (that number which identifies

the slope of the regression line).

Curvilinear Regression

If for some reason a researcher is led to believe

- 

that the relationship between X and Y is something other

than linear , possibly because of some underlying theory

or simply by examining the data plots on a scattergram ,

it then becomes expedient to try and fit the data to some

type of nonlinear mathematical model , such as a trigono-

metric or logarithmic function. For example , if a scatter-

gram of the data revealed plots somewhat resembling those

found in Figure~~~
’ there would be a strong indication that

1- the relationshi p between the variables resembled a logarithmic

[ function . Logically, therefore , one would abandon fitting

the data to a straight line and employ the following equation :

I Y ’  = a + b

c

~

Lr,

ransforrned into t rio :arit m1 c
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Figure 3. Simulated scattergram of nonlinear data points.

~ I -

multiplied by the regression coefficient “b.”

I In addition to fitting data by using some type of

trigonometric or logarithmic function , a different type

of nonlinear regression referred to as polynomial regression

analysis is often employed if some type of nonlinear trend

in the data points is suspected. In performing polynomial

regression , the independent variable is raised to some

power , with the highest power representing the degree of

- the polynomial equation . As an example , the equation

F - V a + b 1X + b2X
2

- 

is a second-degree polynomial , often referred to as a

I quadratic equation , because the independent variable X has

been raised to the second power. The order of the poly-

I - nomial equation indicates the maximum number of bends that

[ can occur in  the regression curve . - For example , because

the above equation is a second-degree polynomial containing

an: x 2 ) 

i
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- regression curve and would provide an excellent fit for

data similar to that found in Figure ,.~~
’
~ Similarly, a

I third-degree polynomial equation containing three terms

-(X , X 2 , and X 3) provides for  two bends in the regression

I curve , and so on. According to Kerlinger and Pedhazur

(1973) , “ the h ighes t  order tha t  any g iven  (po lynomia l )
I equation may take is equal to K — 1, where K is the number

of distinct values in the independent variable ” (p. 209).

Y
( - * *I * * *I **  *I- * * ** * * * ** * *  * ** *  *I * * *  * ** *- *t ( * 

* 
** *

* * * ** * * * *
* *  * * * ** * *** *  * ** - * * ** * ** * * * * * *

Figure 4. Simulated scattergram of nonlinear data points.

I 
Although the highest order polynomial equation would

I- provide for K — 1 bends in the regression curve it generated ,

[ it would nevertheless have little predictive value and be

of little use to the researcher. In this regard , Dunn and

I Clark (1974) indicate:

It is possible to approximate a n y  r eg re s s ion

~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ Ilowc~ c r i ~~~fi ~~t i~ g a
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polynomial to a set of data , we are not just inter-
ested in obtaining a curve tha t lies very close to
the sample data points. Rather , we are attempting

I 
to obtain a curve that approximates the population
regression curve (line of population means). If our
prima ry interest were in  f i t t i n g  the  curve  to the
data points , we could actually fit a polynomial of

I such high degree that it would pass exactly through
every data point. A straight line (polynomial of
degree 1) can be passed through any two point s~ ar quadratic (degree 2) can be passed through any three

I points; a cubic (degree 3) can be passed through any
four points; an so on. Usually K , the degree of the
fitted polynomial , is chosen to be 2 or 3; certainly
K should be quite small compared with n , the sample
size (p. 295).

I Test Reliabilities

Prior to submitting the data to the computer for re-

gression analysis , the reliabilities foi both the d oze

test and the completion test were computed to ensure that

both test types were stable , consistent , and accurate.

The reliability of each of the two test types was determined

by first correlating all of the odd-numbered items in each

test with all of the even-numbered items and then correcting

(boosting) the resultant correlations by using the Spear-

- man—-Brown prophecy formula.

- Although great pains had been taken in developing

the completion-type test , as was expected , because of

I the d oze test’s simplicity of construction , a higher

reliability was realized on the d oze test. For the corn-

I plet ion test a r e l i ab i l i t y  of .84 was achieved , whi l e  on

the d oze test a reliability of .95 was obtained . Because
- 

on the d oze exam three different test forms had been

~~~~~

-

~~~

- II constructed and administered in order to counterbalance

Ii
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any effects that might arise should the items in one form

diffe r in difficulty from the other two forms , both the

I mean and reliability were computed for each of the three

d oze forms . As shown in Table 6, there were indeed

I measurable differences in the three different forms of

the d oze test- -differences that could have affected the
I findings had only one form been used instead of three.

TABLE 6

- CLOZE-TEST CORRELATIONS AND MEANS

- n (
Form Correlation Mean (%)

1 .96 50.6
2 .93 58.5

3 .96 50.8

All 3 .95 53.2

Data Modification

In preparing the data for analysis , all d oze scores

were first adjusted in order to correct them for a statis-

I tical bias that had been pointed out by Bormuth. In dis-

cus s i ng the re gress ion mode ls he had used in his Study

One , Bormuth (1971) says the following :

Ii
I 
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The regression models used in these s tudies  do
not take into account the error of measurement in the
independent variable , the d oze scores. This error
of measurement causes a s tudent’ s observed d oze score

I to lie farther from the mean than its true value ,
the mean of the values that would be observe d if he
could be adminis te red  the test  an infinite number

I of t - imes.  The e f f e c t  of t h i s  b i a s  would genera l ly
be to associate a gain score with an observed score
that lay farther from the d oze mean than the true
d oze score wi th  which i t  is associated , thu s stretch-

I ing the curves at the extremes . Since this bias would
- influence the leve l at which a performance criterion

was placed , i t  was removed by correcting the d oze

I scores to the i r  true scores (p. 37) .

In order to remove the above - ment ioned bias , al l  d oze

I scores were transformed into what Borniuth refers to as

I their “true” scores by using the formula:

I X
~~~~

r X + (1 — r )X

F where X~ represents the student’ s true score , “r” the

reliability of the test , X the s tuden t ’ s observed score ,

and X the test mean . - -

To obtain the transforme d score X~ for analysis ,

each of the 105 observed d oze test scores X were entered

into the following equation :

— .94999X + (1 — .94999)53.2104

I. - 
- Data Analysis -

Simple Linear Regression Analysis

I Having computed the reliabilities for both types of

[ tests and further modified tile independent variable , d oze

test values in order to control for an error-of-measure-

I ment bias, the data were ready to be fitted to a regression

mode l. First , howeve r , to aid in determining exactly what

I type or types of regression models might be host to employ ,

- :~ 
~~~~~~
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a scattergram of the data plots was obtained in order to
~ 4

- 1I ~ make a preliminary visual analysis. As Figure A”shows ,

I at least the middle po r t i on of t he  d a t a  p l o t s app ea re d t o

be ge nera l ly  l i n e a r .  As a b e g i n n i n g ,  t h e r e f o r e , i t  was

I decided to fit the data with a simple linear regression

r model.

I Using the regression procedure contained in SAS , the

following linear regression equation was derived:

= 36.05553314 + . 569 59232X

which yielded the regression line found in Figure ~5-r

That the linear regression model fit the data reasonably

I- well and that there was a statistically significant re-

lationship between the two test types was substantiated

both by an analysis of variance (ANOVA).,- . the findings of

which are contained within Table 7, and by the fact that

- the correlation between the two variables was computed

- to be .73. This statistic squared (r2 .53139) yielded

- the coefficient of determination , which indicated that

just over 53 percent of the variance detected in the

1. completion-test scores could be accounted for by the

d oze scores .

I Polynomial Regression Analysis

Despite the fact that a simple linear regression model

fit the data points rather well and accounted for a con-

side rable amount of the var iance , a plot of the rogres-

sion line through the data points (see iigurc M strongly

fl suggested that using a more complex , curvilinear mode l

11
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-

~~~ I would most likely account for additional variance and

provide for a better fit.

I Suspecting that the line of best fit would likely

I 
contain several bends , the decision was made to fit the

data using a polynomial regression model. In choosing a

I statistical package for polynomial regression analysis ,

SAS was again chosen , primaril y for two reasons: 1) The

- SAS package provides for two different types of F-tests

of statistical significance : a) a sequential F-test

(referred to by SAS as the Type I Sum of Squares), which

adds the various powers (terms of the equation) of the

independent variable sequentially one by one into the

polynomial regression equation , and b) a partial F-test

(referred to by SAS as the Type IV Sum of Squares), wh ich

treats each of the powers of the independent variable as

though it were added to the equation last. According

to Draper and Smith (1966), the partial F-test is im-

I por ta~nt because it allows the researcher “to see the rela-

r tive effects of each variable in excess of the others”

I_ 
- (p. 72).

1 2) The SAS packa ge , rather than simply supplying the

- 
. p statistic , the significance of which generally must be

determined by comparing it with a tabled value , also

provides the computed confidence level corrected to the

fourth decimal place. 4

I In using the polynomia l regression model , tile m dc-

pcndcnt variab le , d oze- test scores were successively

-
~~~~~~~~
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I raised in power (b1X + b2X
2, then b 1X 

+ b 2 X 2 + b 3X
3, etc.)

- 
- - from the second- up to the sixth-degree polynomial. At

I each of the separate powers , a regression analysis was

run in order to determine which of the different polynomial

regression equations would best fit the data. In analyzing

J the resultant sequential F-tests computed at each of the

different powers (X2 through X6), totally insignificant

I F-values were obtained in every instance except when a

fifth-degree polynomial was derived. At that level the

computed F-value proved to be much more meaningful , resulting

I in a conficence level of just over .08 (see Table 8). As

a confirmation of the significance of the fifth-degree

polynomial , findings from the partial F-test (see Table 9)

did , in fact, indicate that each of the five separate b-

coefficient terms of the independent variable in the equation

I had a significant effect when added to the equation last.

As Table 10 indicates , an analysis of the variance of the

I overall regression of the fifth-degree polynomial reflected

an extremely significant F-value . Table 11 , a summary

of all the correlational relationships , reflects a high

I multiple correlation of more than .74 between all the

components of the fifth-degree polynomial and the depend-

I ent variable , the completion-type comprehension test , and

~~~

- further indicates that such a regression model accounts

I for over 55 percent of the variance detected in the depend-

I ent variable.
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As a resul t  of the s t a t i s t i c a l  s i g n i f i c a n c e  of the
-

~ 4 . .fifth-degree polynomial , the decision was made to use the

I following equation to fit the data:

— a + b 1X + b 2 X 2 + b 3X 3 + b 4 X 4 + b 5X
5

I Substituting the coefficients derived from the fifth-degree

[ polynomial regression analysis yielded the following

equation:

::. I Y ’  = — 4 3 . 3 8 9 2  + ll.59486X — . 52 0 828X 2

+ .OlO9lllX 3 — .000 10399X 4 + .000 000368X 5

F which when lotted resulted in the regression curve found

in Figure7’ In addition to accounting for more of the
- variance , Figure ...~

’shows that the fifth-degree polynomial

I curve, when compared with the l ine r e su l t i ng  from the

linear equation (see Figure~~~~, appears to f i t  the data

I - considerably better. -

Stepwise Regression Analysis

Although the above findings indicated that the data

- points could be fitted well with a fifth-degree polynomial

regression model , it was nevertheless decided to construct

F a second , different curvilinear model for purposes of

comparison and confirmation . Instead of forcing all of the

- b-coefficient terms of the polynomial equation into the

I regress ion , however , as had been done in constructing the

above fifth-degree polynomial model , it was decided to

use a stepwise regression procedure. In stepwise regres-

A I 
sion the independent varlal,lc and its various nonlinear

transformations that are selected for examination are

-II I 
_ _ _ _  

_ _ _4” 
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only entered into the equat ion if they meet certain

statistical criteria. In ad d i t i on , the order of t he i r

I inc lus ion  is determined not by the researcher , but by the

respective contribution that each one makes in explaining

I - 
variance. According to Nie et al (1975):

The variable that explains the greatest amount
of variance in the dependent variable will enter
first; the variable that explains the greatest -
amount of variance in conjunction with the first will

- enter second , and so on. In other words , the variable
- that explains the greatest amount of variance un-

explained by the variables already in the equation
enters the equation at each step. And one or more
of the variables may never be entered into the re-
gression equation if the statistical criteria are

- not met (p. 345).

- In deciding which nonlinear transformations of the

independent-variable data to use in carrying out stepwise

regression analysis , it seemed appropriate that the various
I . 

- 
power functions of the independent variable (X2, X3, etc.)

should again be employed , at least up to the fifth power

- where high-confidence l evels had been derived with the

first curvilinear regression model. In addition , however ,

it was decided to use two other types of nonlinear trans-
— IT / 0

h 
formations , the logarithmic (LOG) function (see ~~~~~~~~

II
and the arc tangent (ARC) function (see Figure -~1, both

Ii of which appeared might provide a good fit for the data

and thereby account for additiona l variance.

Therefor e, using the regression procedure contained

[ in SPSS , the independent-variable scores CX) and six non-

linear transforma tions of those scores (X 2 , X3, X3, X5,

- II LOGX , and ARCX) were submitted to a stepwise regression

~~~~~~~~~~~~~~~ ~~~~~~~~~~~~~~~~~~~~~~~~~~~ 
-4- --- -- — 

- ~~~~~~~~~~~~~~ -.
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Figure 10. Simulated line produced by the logarithmic function .
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Figure i- i. S imulated li ne produced by the arc tangent function.

I
,

,~
_;

I 

~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ 

~~~~~~~~~~~~~~~~~ ~~~~~~~~~~



F 133

- - -~~~ analysis. As was expected , the first va lue to be selected

was the nontransfo rmed value X because , as had been dis-

I covered when employing the simple linear model , it alone

could account for just over 53 percent of the variance

I in the dependent variable , completion-test scores. In

I order of their selection into the regression , those trans-
- formations of X that were able to account for statistically

I significant additional amounts of variance included:

x 5 , x4 , and ARCX . 
. .As Table 12 indicates , an analysis of the variance

I 
of the overall regression containing the above four van -

- ables again reflects an extremely significant F-value .

I Table 13 summarizes the correlational relationships.

Although the total amount of var iance  ( r - squa re )  tha t

this model accounts for is also very high , a comparison

with findings resulting from the fifth-degree polynomial
- 

model (see Table 11 , p. 127) indicates that tha t  model is

I slightly better , accounting for over one percent more of

- 
the- variance detected in the dependent variable.

1 Despite the fact that the st-epwise regression model

was slightly less efficient than the fifth-degree polynomial

I mode l , the findings were nevertheless plotted as a means

E of comparison. Using the coefficients derived from the

stepwise regress ion yielded the fo llowing equat ion : 
-[ • .08866 — .37775X — .00033X5 + .00365X4 + 5.O1913ARCX

/
which whon lotted resulted in the curve found in Figure

I As Fi gurc~.~~’shows , both t~pes of regression models

- ; I
p. ~~~~~~~~~~~~~~~~~~~~~~~~~ 
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I generate curves that are quite similar except at the ex-

treme upper end where the arc tangent transformation of X

I apparently forces the~jegrcssion curve of the stepwise

model down. Figure )k’indic atcs that both curves fit the

I data points well , although , as might be expected , the

1 fifth-degree polynomial curve appears to fit slightly

better. Finally, Figure ,~(
’depicts the regression lines

I of all three models (simple linear , fifth-degree poly-

nomial , and four-term stepwise) plotted through the data

I points. In the central region all three models fit well.

Again , however , overall , the f i f t h - d e g r e e  po lynomia l  model ,

which accounts for the largest amount of the variance ,

appears to provide the best fit. It is therefore this

model that will be used in drawing the various conclusions

of this research. -

The Research Quest ions
I Having analyzed the findings and iden ified the re-

gression model that best fits the data to a regression

- 

curve for analys is , it is now appropriate to address the

f three research questions initially stated in Chapter I.

Question One -

1 1. Is there a relationship between the d oze test
and information gain , as measured by a specially constructed ,

F short-answer completion test , when both test types are
I. prepared from a single German prose reading selection ,

selectively administered to a carefully chosen group of
- college-level nonnative speakers of German , and then

statistically analyzed?

Based on the findings of this research , th ere is a

significant , measurable rcl.itlonship between the d oze 

T ’
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test and information gain , as measured by the specially

constructed , short-answer completion test. The simple

I correlation between the two tests is .73, with over 53

percent of the completion-test variance being accounted

for by the d oze test. Additionally, by transforming

the d oze-test values to their fifth power (X5), a multiple

1 correlation of .75 is achieved. Such a transformation

results in nearly 56 percent of the comp letion-test vari-

ance being accounted for.

1.~ Question Two 
-

- 2. If there is a relationship between the two test

I types , will it be nonlinear , as Bormuth ’s work in English
- suggests , when applied to nonnative speakers of German?

In conf i rmat ion  of Bormuth ’ s (1962 and 1971) d oze

research in Engl i sh , these f ind ings  also ind ica te  tha t

the relationship between the d oze test and the comple-

tion-type objective test is nonlinear when applied to

nonnative speakers of German , a statement supported by

the fact that a nonlinear (fifth-degree polynomial) re-
- 

gression model generated the regression curve that best

fit the data. Of equal significance , however , is the fact

- 
that t}~ plot of the fifth-degree polynomial curve (see

I FigureX p. 129) generally confirms Bormuth ’s con-

I 
tention that a d oze test discriminates over a broader

- 

range of reading abilities than does an objective test.

1~ 
Such a phenomenon is especially evident in the lower

ranges (20 percent to 40 percent) of the d oze test where
i~ 11I! the slope of the regression curve is very close to zero.

_ _ _ _ _ _ _ _ _ _ _ _..-
~ - 

- - 

~~~~~~~~~~
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I 
The fact that the predicted completion test scores in

this d oze range stand at slightly over 50 percent is not

I nedessarily indicative that large amounts of significant

information have been gained at this level as a result

II of reading . On the contrary , such a score on the corn-

pletion test used in this study probably represents only

I spotty understanding of isolated information spread through-

I out the reading selection . This , because the test  w r i t i n g
- - a l gor i thm used to construc t the complet ion tes t  generated

1 38 questions , an extremely large amoun t for such a short

passage. As a result , many of the questions are very

1 easy, some probably as easy as some of the easiest d oze

I blanks , and as with the d oze test , can be answered with-

out real understanding of the overall passage . As the

regression curve shows , the d oze test does better dis-

criminate , especially in the lower ranges , a fact strongly

sugges t ing  that  an o b j e c t i v e  German d oze c r i t e r i o n  score

can he e s t a b l i s h e d  t h a t  does indeed r e f l e c t  t h a t  cIoz~

per centage score where  s i g n i f i c a n t  i n f o r m a t i o n  h e g i n s  to he

I won as a resul t  of reading.

Ques t ion Three -
3. If the relationship between the two test types

is nonlinear , can a rational , objective d oze criterion
1 score that is valid for any German prose reading selection
I be identified , wh ich reflects that point on the d oze

test at which  nonnative readers of German begin gaining
r subs tan tia l informa ti on as a resul t of read i ng Germ an

prose?

h a v i n g  shown t h a t  the  d oze test and the  comp ’et ion-

j ~ typo objective test are high ly related i-n a manner best

i 
- -  _ _ _ _ _ _ _
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described by a fifth-degree polynomial regression curve ,

steps can now be taken to identif y an objective d oze

I criterion score. Because of Bormuth’ s (1971) preliminary

d oze research , w h i c h  s u b s t a n t i a t e d  the  p s y c h o m e t r i c  as-

I sumption of regression identity that regression curves

1~ 
will not significantly change regardless of the number

I of reading passages used , the d oze criterion score to be

I established in this research can , in fact , be considered
- 

~
- va l id  for any German prose reading selection .

As a f i r s t  step in e s t ab l i sh ing  the d oze criterion

I score , a visual analysis of the regression curve (see

I Figure~~1~ indicated that the score might be placed at about

1 35 percent , a point where the slope of the regression

- curve appears to begin to rise. In order to be more precise ,

howev er , the exact mathematical point of inflection was

computed , i.e., that point along the lower end of the

regression curve where the curvature reverses concavity.

I 
To make this computation , the fifth-degree polynomi al

regression equation was subjected to computer analysis.

I By taking the second derivative of the equation , sett ing

it equal to zero , and solving for the appropriate d oze

score , it was mathematically determined that the regression

I curve reverses concavity at exactly 30.1 percent on the

d oze test. Technically, therefore , this d oze score

[ (30 percent) can be considered to be the absolutely lowest

poin t at wh ich sign ificant info rmation may begin to he

gained as measured by the d oze test.

~
‘ 1 1
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I 
In add i t ion  to e s t a b l i s h i n g  the m a t h e m a t i c a l  po in t

of i n f l ec t ion , which  i d e n t i f i e s  the lowest point  at which

I a d oze criterion score mig ht be set , it was also felt that

an upper point also would  he o value by t h u s  allowing the

I researcher to choose w i t h i n  the  range of the  two scores.

I 
Because the slope of the regression curve appears to ap-

proach linearity in its middle ranges , it was decided

I to calculate that point along the regression curve where

its slope becomes equal to the slope of a straight line

plotted through the data points. Using the b-coefficient - •

- (.5659232) that had been derived from the simple linear

- regression to determine that model ’s slope through the

data , the fifth- degree polynomial equation was again entered

into the computer. By taking the first derivative of

the equation , setting it equal , to .57, the b-coefficient

- 
of a straight line , and again solving for the appropriate

d oze score , it was mathematically determined that the

I slope of the polynomial regression curve is equal to the

curve of a straight line at 42.8 percent on the d oze

test. Technically again , ther efore , this score (43 per-

cent) can be considered to be the absolute maximum at which

significant information may begin to be gained as measured

F by the d oze test. Reader ’s scoring at or above this
- 

poin t definitely are gaining substantial amounts of in-
p [ formation as a result of their reading .

I 
Hav ing established a rango (30 percent th rough  43

~~~~~~~~ 

- 

percent) on the d oze test w i t h i n  whi ch significant

I 

-* ~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~
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informat ion begins to be gained , the f i n a l  step was s imply

to establish which specific score within that range should

t be selected as the d oze criterion score. This was ac-

comp lished by considering the standard er ror  of estimate

I along the regression curve. Because the standard error

I 
was 10.3, it was decided to establish the d oze criterion

score at 40 percent , approximately one standard error

I above the absolute low point of 30 percent. By setting

- the d oze criterion score at this point , one could be

I sure of being dorrect at least 68 percent  of the t ime ,

especially if the d oze results were based on a class

mean rather than an individual score.

I As a result of the above reasons , 40 percent is the

d oze score that has been chosen to identify that point

at which significant information gain begins to occur

- when any German d oze test is scored in compliance with

the ten rules presented in Chapter III (see p. 104).
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I CHAPTER V

SUMMARY , LIMITATIONS , -

I IMP L ICA T IONS , AND RECOMMENDATIONS

I’ Chapter V is divided into four parts : 1) a general

summary of the object ives , procedures , and f ind ings  of
I this  research ; 2) an examina t ion  of the l i m i t a t i o n s ; 3)

F 
the implications of this research for German teachers ;

and 4) suggestions for futher research.

Summary

Obj ective

Of the four language skills (speaking , listening,
- reading , and writing), many educators consider reading

ultimately to be the most important because so much in

I the foreign language classroom center-s around the student ’s

ability to read. Despite this fact, however , teachers

I often unknowingly select reading materials far too dif-

f icu lt for their s tuden t s ’ capabilities , primarily be-

cause the various measurement procedures presently avail-

F able for determining the difficulty level of a reading

- selec tion are comp lica ted , time con sumin g , and have all

been shown to be generally subjective and unreliable.

I The overall goal of this research , there fore , was to

146 
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develop a simple , objective , valid , and reliable testing

procedure to assist  German teachers in choosing appropri-

I ately difficult reading selections for their students.

Procedure -

I To best accompl ish  the ob j ec t i ve , it wa s dec ided to

establish the relationship between the d oze test , a very

simple device to construct , an d in formati on ga in , as

J measured by a specially prepared , operationally replicable ,

completion-type objective test , and thereby establish a

I d oze criterion score by determining what percentage on

German d oze tests , in general , represents that point at

which nonnative readers begin to gain substantial info r-

mat ion .  To determine the r e l a t i onsh ip  between the two -

- test types , and thereby establish the d oze criterion

score , both a d oze test and an operationally replicable

I 
completion test were constructed from the same German

reading passage. In both instances , specific guide-

F lines were laid out for test construction. 210 college-

- 
aged , nonnative students of German , who previously had

I. been divided into 105 pairs matched according to German

[ reading ability , were then selected and administered either

the d oze test or the completion test so that each matched

I pair w as represen ted by two scores , a d oze score and a

- 
completion-test score. After scoring the two types of

tests according to specific , prede term ined sets of ru les,

I 
all findings were submitted to the computer for a re-

gression analysis. In order to find the regression model

~~~~~~~~~~~~~~~~~~~~~~~~~ ~~~~TTI~~-~~~
’
~~~ 
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that would best fit the data and account for the largest

amount of variance , several different types of linear and

I curv i l inear  regression models were experimented with.

I 
U l t i m a t e l y ,  the  data  were f i t t e d  u s i n g  a cu rve  generated

by a fifth-degree polynomial regression model.

[ Findings

In ana lyz ing  the resul t s  of the re gress ion  ana lys i s ,

[ the two types of tests were found to be highly related .

The multiplecorre lation between the five powers of the

independent variable (d oze test) and the dependent van-

I 
able (completion test) was .75 with the various powers of

the d oze test accounting for nearly 56 percent of the

j - variance found in the completion t e s t .  Because the re-

lat ionship between the two tests  was curv i l i nea r , a

phenomenon that had been expected based on previous d oze

I 
experimentation conducted in English by Bormuth , it was

- 

possible to establish a d oze criterion score that did ,

I in fadt , identify that d oze percentage point at which

- significant information began to be won as measured by

I. the completion test. As a result , it was mathematically

r determined that 40 percent on the d oze test best de- -

L 
scribed that level at which nonnative readers of German

[ wou ld be g in to ga in subs tan ti a l inform a ti on from read ing

German prose. 
-

I Limitations -

i 
In cons ide r i ng  the  f i n d i n g s  of t h i s  re search , the

f o l l o w i n g  two l i m i t a t i o n s  should ho con s ide red :

- 
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I The Sample

Because the sample of German students used in this

I study was l imi t ed  to two central Ohio institutions of higher

learning that had not been randomly selected from the larger

population of all institutions of higher learning , and

I because the sample drawn from th i s  l im i t ed  popula t ion  was

not done so randomly,  there ex i s t s  the p o s s i b i l i ty  tha t

I the reported findings are not- completely generalizable

F to thO larger population of all college-aged , nonnative
I students  of German. No specific indication of such a

J circumstance was detected , however.

The Te s t - W r itin g Algor ithm -

I A basic premise of this research is that in order for

the derived d oze criterion scone to be considered valid

and generalizable , not only the d oze test , but also the

objective test used to measure information gain must be

operat ionally rep l icable .  Otherwise , a variety of uncontrol-

I lable test-writer biases are introduced and something

other than the actual difficulty level of the passage

is measured , -a circumstance that proportionately invali-

dates the findings. Thus , the need for the developmen t of

a test-writing algorithm to ensure objectivity .

I Al though the a l g o r i t h m  used in t h i s  re search does ,

I I n fac t, highly control the test-writing procedure , there

L are nevertheless two possible areas of concern: a)

tuents may he replaced with an i n t e r r o g a t i v e  form toh According to Rule 24 , only case (C)  and sentence(S) consti-

_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  _____ ~ fr .
~~ ~
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I generate a question. Such a rule excludes considering the

I 
verb , a form that is often key to sentence understanding

and ideally should therefore be considered for deletion.

Nevertheless , because of difficulties -in generating se-

mantically meaningful and structurally acceptable questions ,

the verb was purposely excluded from consideration . b)

According to Rule 25 , that constituent to be deleted is

I determined by random selection . This , of course , hinders

I 
complete operational replicability. Although different

test writers using this algorithm would select identical

I sentences from a passage and analyze them in a similar

mann er , Rule 25 prevents having the exact same constituent

I replaced in all sentences.

Implications

In selecting student reading materials , most German

teachers generally pay l i t t l e  attention to assessing care-

fully the difficulty level of the material they are

I~ examining . Primarily concerned with selecting the best

subject matter , teachers generally determine the appropri-

ateness of the difficulty level of the material either by

I following the recommendations of other teachers or seeing

how the textbook writer himself has assessed the difficulty

I level of his work . Using such methods , o cours e, is h ighly
- 

I 
sub jec tive , unre li ab le , and likely inv a lid. No ma tter

how appropriate or interesting reading material may be ,

- 
- 

- 

- 

I 1 I t  is too difficu lt , th e consequences will he dis-

astrous

I
tr’~~~~ ~~~~~~
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I Assuming that  the f indings  of this  research are va l id

I 
and generalizable to all d oze tests constructed and scored

according to guidelines laid out in Chapter III , there

I now exists , for the first time , a very simple procedure

whereby teachers of college-aged , nonnative students of

I German can be assisted objectively in determining whether or

not the reading materials they have selected for their

1 students are, in fact , of the proper difficulty level.

I 
By choosing interesting reading material that has been

- objectively examined for difficulty, a serious source of

I frustration will have begun to be eliminated from the foreign

language classroom .

I - Recommendat ions

- 
The entire area of objectively assessing the appropri-

ateness of foreign language reading materials with the

d oze test is completely virgin territory . Consequently,

there exists a host of varied topics to be investigated .

F Several that seem to be most directly related to this project

include the following :

1) The f indings of this rese arch should be conf irmed

F by replica tion us ing a samp le that has been randomly drawn

- from a larger and therefore more representative population

I. of colleges and universities.

r 2) Because the d oze criterion score established in

L this research can only be applied to college-aged students

4 
- of German , there is a definite need to examine the topic

of read ing difficulty at the FLES , junior , and senior

~~~~~~~~~~~~~~~~~~~~~~~~~ 

~~~~~~~~~~~~~~~~~~~~~~~~~~~ 
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I high school levels where findings may he different because

native-language reading skills often have not yet been

I fully developed.

J 
3) To improve the validity of findings , additional

research is needed in generating unbiased , operationally

f 
replicable objective tests with which to compare the d oze

test.

4) This research needs to be replicated at all levels

in other foreign languages. Of special interest are languages

such as Arabic , Chinese , and Russian that have completely

I different writing systems .

5) Finally, the appropriateness of a reading selection

I is ultimately not solely dependent upon whether or not

I 
information is being gained . Other factors , such as moti-

vation and style , are also important. Research should

I be conducted to identify, assess , and incorporate these

other factors into the d oze criterion score.

I

I

P 1

ii 
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I Die Riesen und die Zwerge

Auf einem Schloss , hoch oben auf einem Berg , wohnte

I vor vielen Jahren em Ritter mit seiner jungen Tochter.
Der Ritter und seine Tochter waren beide Riesen . Deshalb
warea beide , Vater und Kind , na ttir li ch sehr gloss und sehr
stark. Trotz ihrer grossen Gestalt war d i e  Tochter noch

I em gutes Kind . Den ganzen Tag spielte sic gem . -

- Einst , an einem sch~nen Tag im Frllhling , ging die
I Tochter spazieren. Wie immer , hatte sic es im Sinne , einen
I Spaz ie rg ang auf di e nahe Spitze des Berges zu machen.

Aber da war sie schon so oft gewesen . Weil sic eiitmal
etwas Neues sehen woilte , ging sie ins Tal , wo sie noch
nie gewesen war . Mit einigen grossen Riesenschritten war
sie unten am Berge und auf dem Felde im Tal , wo die Bauern
pflUgten. Da stiess sic mit ihrein Fuss gegen etwas. Von
ihrer grossen Htlhe sah sic auf den Boden hinunter. Vor
Freude Uber das , was sie sah , klatschte sic- in die H~nde.“Wie schtin !” rief sie fr~Jhlich . “Das muss ich meinem

[ Vater zeigen!” Schnell kniete sie nieder , und mit der
I. Hand fegte sie alles , was sie vor sich sah , in ihre grosse

blaue SchUrze. FrtShlich lief sie nach Hause. Vor Freude
sprang sie leicht Uber den letzten steilen Felsen var ihrem
Schloss. “Vater , ach Vater , ich habe em wunderschtines
Spielzeug gefunden ,” rief sic und lief an den Tisch , wo ihr
Vater beim Mittagsessen sass. “Ei , das muss etwas Sch~nesscm ,” sagte er. “Deine Augen leuchten ja vor Freude.”
“Sieh in meine SchUrze! Kannst du sehen , was es ist?”
fragte das M~dchen. “Es ist zu dunkel in der Sdhllrze .
Ich kann nichts sehen ,” sagte der Vater und lUchelte.
“Aber ich fUhle-, wie das Ding sich bewegt. ” Die Tochter
t~ffnete nun ihre SchUrze und stellte vorsichtig ailes , was
sie auf dem Felde gefunden hatte , vor dem Vater auf:
einen Pf lug, zwei Pferde und einen Bauern steilte sie auf
den Tisch. Dann klatschte sic in die HUnde und lachte
laut Uber den komischen Zwerg, den Bauern , der voll Angst
auf dem Tische umher l i e f .  Auch der Vat er  lUche l t e  Uber

I. den komischen Anblick. Dann aber sagte er ernst  zu seiner
Toch ter: “Mein Kind , das ist kein Spielzeug ; gehe gleich
wieder hinunter und bringe alles aufs Feld zurtlck. ” “Ab er

I. Vater , warum denn? ” f rag te  das MUdchon ganz u n g l l l c k l i c h
als sic den B auern und die  Pferde  in ih rc  h l f l nde  n ahm .

r “Solch em ~ch~nes lebendiges Spielzcig babe ich noch nie
gchabtl” “Dcr Bauer ist kein Spicizeug ,- sage ich dir ,”
sagte der Vater. “Er muss unten in dem Tal fUr uns arbe~ten .Er mu ss pflugen , sHen und ernten; sonst hahen wir Riesen
ohen auf unscren Schl5sscrn nichts zu essen und mUssen

Ii hungern. Also trage ihn schnoll daMn , wo du ihn  gefunden
- hast.” Die Tochter woin te , aber gehorsa m I) acktc  sic don

F P f l u g , d i e  P fcrd c und den Bni.crn w i o d c r  in  ihr c Schlirzo
und h r acht e  sic auf  das V c ld  z u r U c k .  “ W ic  schadc ,”

11
_ut
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I seufzte sie dann und trocknete ihre TrUnen mit ihrer
blauen SchUrze. “Wie schade , dass mein Vater so streng

Ii i s t . ”

F

I -

~ 
-

1
1
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t ;  I Das Kame l

Einst schrieb eine berllhmte UniversitUt einen
aus fUr die beste schriftlich eArb eit Ilber das Kamel.
Unter den Kandidaten , die den Preis gewinnen woilten , waren
cm Amerikancr , Ciii Engfllnder , cm Franzose und cia Deutscher.
Jeder von ihncn  sch r i e b  e i n c n  A u f s a t :  Uhe r  das Kamel  , und
jeder verfolgte dabei eine andere Methode.

Der praktische Engl~nder , der sem en Augen mehr traute
als seinem Gehirn , packte seine Sachen und ging mit Bade-
wanne und Teetasse in die Wflste Sahara. Dart lebte er auf
einer Oase ganz wie in England. Jeden Tag hadete er fleissig
und trank viel Tee. Daneben spielte er Tennis und Cricket.
W~hrend seiner Freizeit studierte er das Kamcl in der
WUste. Nach fllnf Wochen hatte or gcnug Material fUr den
Aufsatz und ging deshaib wieder nach England zurUck. Dart
schrieb er ohnc grosse Probleme und in klaren kurzen Worten
alles , was er in der Heimat der Kamele gesehen hatte.

In der Zwischenzeit hatte der Franzose seine Arbeit
schon l~ngst beendet. Er war in Paris geblieben und hatte
einige Stunden vor den Kamelen im Zoo verbracht. Die h ere
mit ihrer phantastischen Gestalt hatten ihn sehr amUsiert .
Sofort hatte er eine lustige Plauderei in seinem Kopf
Uber das Kamel skizziert. Schnell war er in em nahes
Cafe gegangen , um die Skizze auszuarbeiten . Diese war voll
lustiger und dramatischer Situationen . Wissenschaftlich
war sie aber nicht. -

Der Amerikaner hatte lange keine Zeit finden k~nnen ,
den Aufsatz zu schreiben. Er ist immer- so furchtbar
besch~ftigt . Er ist Mitglied von zehn Klubs und Var-
sitzender von zehn anderen . Endlich kommt der Tag, den er
fUr die Fabrikation des Aufsatzes reserviert hatte. In
die WUste kann er nicht gut gehen. Den Zoo kann er auch
nicht besuchen , weil er in Boston wohnt. Wo findet er nun
so schnell wie m~glich das n~tige Material fUr sem en
Aufsa tz? Nur in der “Public Library ” bekommt er die
Inform ation , die er braucht. Dort kann er alles , was je
Uber das Kame l geschr ieben worden ist , schnell Uber-
fliegen . Am nUchsten Abend kommt er mit einem vollen
Notizbuch nach Hause. Er setzt sich in den Schaukelstuhl
und arrangiert sein Material. Sehr schnell stcllt er mit
Hilfe seiner Notizen einc Beschreibung des Kamels zusammen.

Der Deu tsche ha t vie l mehr a ls al le and ern zus ammen
geschrieben. Er hat sogar einen ganz dicken Band geschrieben.
An demseihen Tag, an d em or dos Pr eisaus sch rc lbcn der
tinlvorsittl t gclcsen hatte , schloss or sichi in scm Studier-

fi zimmer c m .  Niomand ausscr scincr Frau durftc horcin-
kommen . Dort sass or im langen Schlafrock , mi t elner noch

‘~~~~~~~~‘r’ ~~ 
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l~ ng er en P f c i f e  im Mun d e , und dachtc ‘lag uii d Nu clit Uber das
Kamel . Von Zeit  zu Ze i t  kam seine Frau auf  den Zehen-
spitzen ins Zimmer , um ihm scm Essen zu b r i n g e n .  Diese

I 
strengc Arbeit dauerte v ie le  Wochen.  Der arme Mann ass
immer weniger und rauchte immer mehr. Nach zwei Monaten
sah er wie  cm Ccspenst  au s .  We nn man ihn sali , sass cr
immer in ciner Rauchwolkc var scinem S ch r e i h t i s c h .  M i t
gekrUmmtem RUcken ui-id gcbeugtem Kop fe konntc man ihn wirk-

- lich kaum von einem Kamel unterscheiden . Langsam ging
die Arbeit voran , denn der Gelehrte -hatte es nicht leicht.
Weil em Deutscher alles imme r grUndlich macht , musste

I .  er das Kamel aus den Tiefen seiner cigenen Scele entwicklen .
Und eine deutsche Seele ist sehr tief. Nach drei Monaten
war das grosse Werk f e r t i g ,  und dcr Gclehrtc stiess einen
sehr grossen Seufzer der Erleichtcrung aiis. Mit triumph-
ierender Freude schrich er auf das Titclblatt des dicken
Manuskriptes: “Das ideale Kame l , cine Philosophie des
Unbewussten .”

Wer , meinen Sic wohl , hekam den Preis?

F

-
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- ~ IS PAQ~E IS BEST QUALITY P &CTIC~L8~4

I 
~~~ ~ Q ~~~~~~

I 
________________Name
_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

I (P leae~ Print)

I Co urse 1~umber____________

I - -  ii:moruc~ io~
Nothing is more fru st r at ing  for  you , as a rtuae nt , than to

be required to read foreign language material w i t h  a difficulty
level far above your own languaCe capabilitee——a phenooenon that
can easily occur ir. the foreign lar,~uage classroom . In order to
solve this prol’lea, you have been selected to p art-ic~ pzit e in an
ed~ cetional research etudy designed to provide German instructors

I with empirical data that will enable them to accurately choose

1 appropriate student reading selections .

You will be administered two •~iort tests. Tcst I is to be
administered today . Test II will ne administered in the very

I near future. Please do your very best. The more conscientiously
L you par tic ipa te , the more meaningful the rindingo will be to

both ~nstruc tore and future students of German .

- IUS TRU CTIONS
The attached test has been made by simply deleting every

eighth word from a short story . Your tack is to first read
through the story to see what it is about and then to try to
fill in each blank with the German word that make s moot sense
to you . You sre to write or.ly one word in each blank . I f  you

I are no t cure of the word , do r.o~ cc afraiO to guess. Try to write
an answer for every blank . Some blanks will be quite easy and
cone will be very difficult. To be most effective , do not sperd
too much time on any one blank . The answers to some items will
be immediately apparent. By completing all of these ~tena f i r s t

- and thereby providing additional cor,text and neaning to the
pasoape , you may increase your chaiices for answerirsg some of the
items you find to be more difficukt. Al) of the blanks can be
answered with ordinary German words . Wrong ope~ iing will not be

- counted incorrect if the test grader can tell what word you
intended. Please write neatly ~nd remem ber , do NOT write aore

- than one word in each blank. You •hould be able to complete this
test in about 20—30 minutes . The test is not timed , however.
When you are finished , raise your hand and your - test material

I will be collected. If you have any questions , -pl.eaue ask then

I - 
at this time .

- (Do not tu 1n the pa~ c-
unt i l  told to dc s o . )

F-
~ I!
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F 1~0~ CO.?! 1UR~1L9li~
) TO D~ Q

TEST I

Auf ein em SchioG , hoch oiien auf einem Bert , wohnt e vor
vielen Jabren sin R i t t e r  n i t  seiner ju ngen Toch te r .  Der R it t e r
und ____________ Tochter waren be ide h ieaen .  bechaib waren beide ,

— und Kind , nattirlich aenr groI~ ux~d aehr -.
Trots ihrer gro1~en Gesta l t  war die  Tochter  _____________ e~ n gutes
Kind . Den ganzen Tag sp iel te  ____________ gem .

Eins t ,  an elnem scnbn en Tag lit 
— , g ing die Tochter

spazieren. W ie  lamer , ha t te  ____________ es is ~ir,ne , elnen
Spaziergang -zuf die ____________ Spitse dee ~iergea zu macncr..
Aber da 

— 
sic action so o f t  gewesen. W e l l  sse _____________

etwas Neues aehen wolite , ging sic inS _____________ , WO a le  noch
L nie gewesen war . - ~ i t  ____________ groGen kieaenschr~ tter~ war sic

un ten am Berge 
___________ 

auf des 1#elde Ia Tal , we die ___________

pflUgten. Da stieG sic nit ihrem PuG ____________ etwa.a. won
ihrer groGen Hbhe ash sic — den Boder . hinunter. Vor
Preude Uber das , _____________ sic cab , klatsckite s~ e In cie
Hdnde. “____________ schbn !” rief sic frbhlict,. “Dan muG lob

____________ 
Va ter zeigen ’” Schnell kniete sic nieder ,

_____________ dor Hand fegte 8ie allea ,. was sic 
_____________ 

eicti
sah , in ibre groGe blaue Sobtirse. 

— - lief sac nach
Heuse. Vor Preude sprang —__________ leictit tibe t den letztezi
steilen Pelaen vor 

_____________ 
SchloB. “Va ter , ach Vater , ich

habe em _____________ Spielzeug gefunden ,’ rief ale und lief an

_____________ 
Tiech , wo ihr Vater beim Nittageessen cab .

_____________ 
das muG etwas &chdnea seth, ” uaCtc er. _____________

Auger1 leuchten ja vet Preu.de.” ‘$ieh in 
___________ 

SenUree~
Kannet du sehen , was cc ict?” 

_____________ 
Qac Mkd ch en .  “Es is’.

zu dun kel in 
____________ 

Scbtirzo . lob kann nichtc ocr~on ,”

eagte der 
- 

und lhchel te. “Aber lob fithie vie das

— sic h bewegt .” Die Tochtor bffnete nun ibre ___________

und steilte vorsicht ig e.lles , wue •ie auf _____________ ~eloe
gefunden ha tte , vor d em Va ter auf s 

— 

- Pf lu~ , r.wea
Pferde und einen Bauern stellte _____________ auf dci.
Dani kietsetite ale it. 

_____________ 
)inr,00 uric lachitc la~.t tibet

I!

- 
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I
den komiechen ____________ , den Bauemn , der yoU Angst auf dem

I 
umberlief. Auch der Vetor lachelte Uber den 

_____________

Anblick. Damn aber sagte er ernst zu ___________  •Tochter:

“11cm Kind , das let kein Epleizeug ; 
_____________ 

gleich wieder
hmnunter und bringe alias aufs 

____________  
zurtick.” “A ber Vater ,

I warum denn? ” fragte das 
____________ 

ganz ungluck l ich ale sic den
Bauerr. und 

____________ 
Pferde in ibre Hande nahiL . “Soich d r .

____________ 
lebendiges Spielzeug babe ich noch nie Cel iabt! ”

____________  
Bauer let keiri Splelzeug , nah’e lob dir ,” ___________

der Vater. “Er nuB unten in den ___________  
liar uris arbelten.

Er muG pflugen, shen 
___________  

ernten; sonat haben wit Riesen
oben auf 

_____________ 
Sobibsiern nichts zu essez-i und mtaaaen

hungern . 
____________  

trage thn schnell dahin, wo du ihn

I bast.” Die Tocbter weinte , aber gehorsam packte ___________  
den

Pfiug , die Pfer de und den bauern - in ihre Schtirze
und brachte sic auf 

___________  
Peid zurtick. “Wie ochade ,”

seufzte sic dann 
____________ 

trocknete Ibre Tranen ml’. ihrer

I blauen Schtirze. “Wie schade , daG acm Vater so streng Iet~ ”

- 

-_ _ _ _ _ _ _ _
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1~I S PAGE IS ØZST QUALITY PRA~CTICAB~!
~~~~~~~ OQ?X I ~~~LSffW TO I7L~Q .. _. .—

rane______________________

II - ourse ____________

I x:~~~uc’ Io~:s
The attached test has been construc ted in a c~arrner athilar- Co the last teat yiju were ad:~l1 lstered , i.e., every e1~ hth  word

- has simply been deleted from ~ short .i ’.ory. i~ ur task is to
first read through the story to see wha t i t  to :~bo~~t and then to

- - t ry to f i l l  in each blank witii the Ge&~ an word that :~‘tkes nostsense to you. You are to write only one -word in each blank . If
you are not sure of the word , ~o not ~Tafraid to ~~ess. Try
to write an answer for every blank . ~o~e ~l~ nks w i l l  b.’ ‘iui’.e
easy arid cone will be very dirxicult. To be nost effective ,
do not spend too much time on any erie blank . The answers to some
items will be immediately apparent. By conpieting all of these
ite ss first and thereby providing uddltion~l cont ext and meaningto the passage , you may increase jour chances Car answering some

- of the itess you find to be more ditft~ult . All of the blanks
can be answered with ordinary Gerrian woris. Wrong spelling will

- 
not be counted incorrect if the teat grader can ~ell what wordI ;ou intended . Plewse write neatlj and rene~ lrer , do ~! 

wr i t e
— f nor, than one word in each blank. If you have uny iuectior1S,

ple’ice raise your hand . Otherwise , you may begin work now .

I 
- 

.
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TI~’ST h A  ( E ~’rIt I

- Ein.t schrieb sine bertihmte Unlversitht elnen Preis sue fUr
di. beste sc}iriftliche Arbeit tibet des Rand . tJnter -

I - Kandidaten , die den Prels gewinnen wolltera, waren . _____________

Amerikaner , em Engi~nder , eirl Pransose und em 
____________

Jed.er von ihr,en schrieb om en Aiafsatz tiber 
___________ 

Kamel ,
uxid 3eder verfolgte dabei eine aridere _____________ 

. - 
-

Der praktlsche Englander , der sem en AuCen eebr
ala sethes Gehlrn , packte seine Sachen und 

___________ 
alt

- t Badewanne und Teetasse in die WUste 
____________ 

. Dort lebte er
auf einer Oase ganz 

____________ 
in England . .Jeden Tag badete er

fleieig 
____________ 

trank viel Tee . Daneben spielte er Tennis

_____________ 
Cricket. W ti.hrend seiner Preizeit atudierte er das

___________ 
in der Wtiete. Nach fUnf Wochen hatte 

____________

genug Material fUr den Aufaatz und ging 
____________ 

w ied er nach
Englan d z~irUck. Dot’. schrieb er ___________ 

groBe Probleme und
in kiaren kurzen Worten 

___________ , was er - in der Helmnt der
- Ka mele 

_____________ 
hatte.

In der Zwischerrzeit hatte der Praneose 
____________ 

Arbeit
action lhngst bee ndet. Er war in 

— 

- geblieben und hatte
ein ige Stunden vor den ____________ 

la Zoc verbra oht. Die Tlere
nit ihrer 

____________ 
Gestalt  flatten itin setir amiasiert. Sofor t

hatte ______________ eine lustige Plauderel in seinet . Kopf tibet
- - _____________ 

Eamel skizzlert. Schnell war er In air 
_____________

Cafe ’gegangen, Ut die S~ izze auszuurbetten . Diece 
____________

- 
yoU lus tiger und dramatischer Situationen. Wiaoenschuftlich

r war — abet rich’..
Der Amerikaner hatte lange keine 

_____________ 
linden kbnnen ,

den Aufea tz zu schreiben . Er ____________ 
lamer so furchtbitr

I - 
b.schaftigt . Er ist Ml tg lIed 

____________ 
ze hn Kiubs und

Vorsit zender von zeh n andere n . 
— 

komat der Tag , den
er fUr die 

____________ 
des Auf ea t ee s  recervier t  ha tt e .  Zr . d ie

E 
WU it e 

____________ 
er nich t gut gehen . Den Zoo ker n ___________

such r ich ’. besuch en , well er in Bootor 
___________ 

. Wo f i n O et  er
nun so schn.ll vie 

— 
das nbtige Mater ial für seiner.

Aufsatz ? Nut _____________ 
der “Public Library” bekoant er die

&

i~~I~
~ Ic

~~ ~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ ~~~~~~~~~~~~~~~~~~~~~~ ~~~~~~ ‘- - ~~~~~~~~~~~ 
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_ _ _Inforeat ior., ____________ 
er brauclit. Dort kann er alien , was

_____________ 
liber uas Rand geschrieben woroei. 1st , ochnell

I _____________ 
. Am n8chuten Abtnd karat er r.it einem 

_____________

Notlzbuch nach Hause. Er setzt sich in 
____________ 

Scheukelstuhl
und errangiert scm Material . Sehr sehriell 

____________ 
er alt

P.ilfe seiner Notizen eine Beschreiburg ____________ 
Kauels zusammen.

Der Deutsche hat viel mehr 
_____________ 

elle a-ndern gusamraen

geschrieben . Er hat sogar 
____________ cana dicker. Band Ceechrieben .

An denseiberi Tag, 
_____________ 

der er dac PreisaueachreiLen der
Vn lver s~ tht gelesen _____________ , aclilod er slob in seth Studier—
simmer ci 

____________ 
auGer coiner Frau durfte hereirkocisen.

Dor t saB _____________ 
in langen Se blafrock , alt ether rock-

lkngeren 
____________ 

in Mun de , und dachte Tag und k4acht 
__________

~~s Rand . Von Zeit zu Zeit  kam 
____________ 

Frau aui den
Zehenepitzen ins Zlmmer , us ____________ 

seth Essen zu brmngen .
Diese etrenge Arbelt ____________ 

viele Wocberr . Der arme kkanr.

r aB lamer 
____________ 

und rauchte lamer oehr. t~ach zwei Mcnaten- 
er vie em Geap ena t airs . Wenn man ____________ 

sob ,
- - saG er inner in ether Eauchwoike _____________ 

sem en ~chreiLt±sch .
Nit gekrUmrntem RUcken und gebeugtem 

____________ 
konn’.e mars ihn

wirkl ich kaus von eines ____________ 
unterachelden . Laxagsau ging

die Arbeit voran , denn 
____________ 

Geletir t e  hatt e es nicht ieicht .
We il sin _____________ 

alles inner grtindllch machi, mut3te er des

_____________ 
aue den Tlefen seiner eigenen Seelo entwickeln .

_____________ 
e ine deu tsche Seele lot  sehr t ie f .  t~ach _____________

Monaten war das gloBe Work fertig, und ____________ 
Gelehrte

st ieB elnen sehr groBen Seufzer der 
___________ 

aus. Nit
triumph ierend er Preude schr leb or auf 

_____________ 
Titelblatt

- 6.. dicker Manuskriptes : “Dos id eale Rand , ____________

Philosop hic des UnbewuBten .”
W er , me lnen Sic wohi, bekam den Preis?

I-
~ Ii

~~~~~~

Ii 
_ _ _ _ _ _ _ _ _ _ _ _ _ _ _
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TEST h A  ( t o rn 2 )

Einst echrieb elne berUhate Univereltk~t einen Preie aus fur
die beste schriftliche Arbeit uber das Karoel. Uniter ocr. Kand i—
dater , die _____________ 

Preis gewinrien woliter , water em
Aner ikener , em ____________, dir - .  Yranizose und em Deutsch er .
Jeder von 

____________ 
achr ieb ether, Aufsatz tibet das mel ,

und 
_____________ 

verfolgte dabei eine anidere Nethode.
Der praktlsche 

_____________, der sem en AuCen nehr traute
ale seines 

_____________ 
, packte seine ~acher4 und ~ irrg ait Badewanne

_____________ 
Teetasse in die Wu ste  i~ahara . Dor t  l et t e  

_____________

out einer Osse ganz wie in Endlard. 
____________ 

Tag bad ete er
fleiBig und trank viel 

_____________ 
. Danr eh er ep ie l te  er Terin le

und Cricket. W8~irend _____________ 
Prelzeit etudierte er dec

Kan rel i n d er 
_____________

. }~ach fttnf ~ochen hatte er genu~
Material 

_____________ 
den Aufeatz und ging deshaib wieder nech

____________ 
zurtick. Port schrieb er ok-ne grot3e Protlec~e

f in )cltu en kurzen Worter. alien , was er ____________

der Heinat der Kasele gesehen ka tte .
In 

____________ 
Zwischenzeit hatte der Franzooe seine i,rbelt

schon 
____________ 

beendet. Er war in Perle ~ebl1eben und

____________ 
einige Stun den vor den Kasel en is Zoo ____________

Die Tiere nit Ibrer phanitastiechen Gestalt hatter. _____________

sehr artisiert . Sofert hatte er eine luetige ____________ 
in

selnes Kopf tibet dos Kame’. ekizzlert . ____________ 
war er in em

nabes Cafe ’ gegangen , ____________ 
die Skizze auzzuarbe i ten .

Piece war yell 1uatl~ er _____________ 
dramatlecher Situationen .

Wlssenscbaftlieh war ale aber r.icht.

_____________ 
Am er ikaner hatte lance keine Zelt finder kbnnen ,

_____________ 
Aufelta zu sclweiben . Er let inner so _____________

besch~ftigt. Er 1st Mitglied von zehn Ilubs __________ 
Vors itaender

von zehr1 anderen . Endlicih koma t den’ ____________ , den er für
die Pabrikatior1 des Aufsat zes ____________ 

hatte . hr. die Wtacte

kann en ’ nicht ____________ 
geher.. Den Zoo kann e: uu cb r.icht

____________ 
veil en’ ir, Boston wohnt. Wo f..r.det __________

nun so schne~.l wie abglich dma nbtij~e _____________ 
für aether.

- - Aufsatz ? J u r  in’. dir “Put~~ic ____________
‘ bekonro t en’ die

U
Ii
~~~~~~~~ T.ià~’ —~~

- —~. ~~~~~ ._. — ,____ — - ____
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information , die er braucht . _____________ 
kanr, er alice , was je

tibet doe 
____________ 

geechrieber worder ist , suhn,eli ubc-rfliecena .
An nacheten 

_____________ 
kornii’t en’ ~~~t eineu vollen Notizbucl,

nac h 
_____________ 

. Er setat sick-i mn den Schaukelstuhl und

_____________ 
scm Material. Zehr ~chnell stelit or sit ____________

seiner lctizen c u e  Besebreitung des Y .anele zuabinmer. .
_____________ 

Deutsche hat v~el mehr ala ella ar.derr. _____________

geectirleben. i~r hat sager elnen ~anz dicker ____________

gescbrieher.. Ar, deoselbeni Tag, en den er 
_____________ 

Preis—
aueech.relben den’ Univer~ itn t geleser, hatte , n-cUcG en’ 

____________

~.n scm Studierzthmer ci Niemeric auGer eeir,er _____________

durfte hereini~ommen . Por t sat~ en’ is langen _____________, nit ether
noch iringeren Pfeife icr Munde , ____________ 

dachte Tag und Xlaci t
fiber dos Kernel , 

____________ 
Zeit zu Zeit kas seine Preu cut

____________ 
Zehenepltzer. ins Zimmer , Un ibm seth Eseer,

brincer.. Piece etrenge Arbeit dauerte viele Wochen. ____________

arne Mann aL ~ lamer weniger und rauck.te _____________ 
r.eIr.

zwel P!onaten cah en’ wie ___________ 
Gesperist ur ~~~ . I.er ,r . car  ~~

esh , saG _____________ 
inset in. einer Hauchwolke var seinec#

Sch.reibtiech. ____________ 
gei~rUmmtem BUcker. und j~ebeugtem

Kopfe konrite man 
_____________ 

wirklich kaum von airier. Rand

ur.terscbei4er.. Langeam 
_____________ 

die krbeit veran., ienr der

Gelatirte hètte 
_____________ 

nicht lelcht . Weil air, Deutecher

miles lamer _____________ 
rnacht , nutete er dan k’i’ttnel cue den

_____________ 
eeinzr elgenan See ie cz twickeln. t’n~ ei,,e ~cutsche
let aehr tief. Mack-, dre’i I~oru.ten war _____________

grofke Werk fertig, und der Gelehrte etief~ _____________ 
r e h r

grobeni Zeufzer der Erle~chterung aur . P:±t ____________ 
Freude

•chriet at auf dee Tlt,lt,latt dcc _____________ 
I-~anuskriptes~

“Des Idem ie Rand , sine Philosophic des _____________

Wer , weinen Sic wok-il, bekem den Preis?

~
I
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TECT h A  ( I o n s  J

Einst schrleb eine berUhsite Universitht eirien Preis aua für
die be ote schriftliche Arbeit fiber dee Kernel. Uniter den Kandi—
dater., ____________ den Preis gewmrm eri woliten , waren em
Amerlkanrer , ____________ Englknder , em Franzoae urd em - i Deutecher.
Jeder 

____________ 
ibren achrieb einer Aufsatz Ub’rr due Kernel ,

____________ 
jeder vertolgte dabe l eine andere ~ethode .

Der 
_____________ En gl~rider , Oct sem en Auper~ raehr traute ale

Gehirn , packte seine 2ucher.  unid ~inig alt 
_____________

und Teetasee in die Wtr~ te Sahara . Dort 
____________ en’ aut cur er

Oase cans wie in _____________ . JeQer . Tag badete er fieifiig und
trank 

___________ 
Tee . De.neben spielte en’ Tennis ur.d Cricket.

_____________ seiner Preizeit studmerte er due Ranrel in _____________

Wtiete. Nach ftinf Wocher. hatte er ger.ug 
____________ 

für Ocr.
Aufsatz and gmnig deshaib wieder 

____________ 
England zurfick. Port

schriet- er oline groBe 
_____________ und in, klan-er. kur:er. Wortena

alice , was 
____________ 

in den’ Ijeirnat den’ Kanele gecekien hatte.

_____________ 
der Zwischenzeit hutte der Pranzose seine

Arbeit 
____________ 

ihngst beendet. Er war in Paris geblieben

____________ hatte einige Stundcn var den Kamelen in ____________

verbracht. Die Tiers nit ihrer phantaatiachen1 Gestalt 
____________

u r n  sehr anU siert .  Sofor t hat te  er emne  
____________ 

Plauder ei
in sem en Ropt il\ er das Kernel 

_____________ 
. Zak -inc h war er in em

nahee Caf e’ 
______ , urn die Skizze auszuarbeiten. Iieee

war vol.1 
____________ 

und dreuctiecher Situa~~ (’rIerh . ~.is~enschaftllch
war cae r.ber 

_____________

Den’ Amerikaner h at t e  ierLt~e keine Zelt tinder . 
_____________

• den Aufoatz zu schreiben. Br j et  inner  
____________ 

fu r ch tb a r
besck-rr~ftigt. Er ist r.itglied von zehi, 

_____________ 
una Van ’—

sitzensder von zehn anicleren. Endlich komn t 
____________ 

Tag, den
en’ für die Pabrikatlon dee ____________ 

reservien t hatte . In die
Wtrste kann er 

_____________ 
gut geher~. Den Zoo kann or auch

bcnn.chen , veil  en’ ix~ ~octon w o h n i t .  We 
_____________

en’ nur a’ echneli wia I,dgllcr h dun ______________ Ma1-e r~ u~ ~ ur

sem en, Aufeat~? Rur ir~ den “ Li t - r an ” bek onsi en ’ d ie
Infernat ion , die or _____________ • Don kanr en’ ulien , wet

I-
- - ‘ Il
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fiber 
____________ 

Kamel geschriebcn worder. let , echnell Ut’crfliegen.
Am 

____________ 
Abend kumrnt er nit elnren vol.1ev. ~otizbuch ____________

I House. Zr se t:t sicli in, den Schaukeistuhi 
____________ 

arrar.giert
scm Material . Sehr schr,ell stoUt er 

____________ H~ ife seine’
}~otizen eine Beschreibung des Kernels ____________

.

I Per Deutsche hat vie. nehr ala alle 
_____________ 

ausannen
1 geschrieben. Er hat sogar einen gan~ ____________ 

ba nd ~esckr.rieber..
An denselben Tag, an den 

_____________ 
doe Preisausschreit,er, Ocr

I Unlvereltut geleser. hatte , schioG — sich in i’eir.
I Studiersimner eizi . Hienand aufler — }‘reu durfie hereir .—

koanren. Dort euG er in 
____________ 

£ è h i a fr o c k , n i t  d rier nOCh
l~nge r en Pfe i f e  irs 

_____________ , und deck-.te lag urid ~.acht flber
- j des — . Von Zeit zu Zeit kac. seine Frau 

____________

Ocr. Zehenspltzer, ins Simmer , urn ihn sem i 
_____________ 

zu uringen .
Diese etrenge Arbemt dauerte viele 

_____________ 
, Per oruc t~anr,

aS lamer weniger unid 
____________ 

inner rnehr . Mack, zwei honaten
cab er 

____________ 
ciii Gecpennt sue. Wcnr, man ihn sah ,

J er inner in einer Raucnzwolke vor -sem en 
____________ • Kit

- gekrUmcitern BUcker. und gebeugten Ropfe konr.te 
____________ 

ibri 3
- wirk].ich kaurn von einem Karnel unterscbeiden. 

_____________

- 
die .trbe±t vorar~, denim Ocr Gelehrte — cc nlcht leicht.

- Weil ciii Dewtscher slice 
_____________ 

ErUndllckI crecht , nru2te en’
das }:anei aus 

_____________ 
Tiefen seiner elgerien ~eele entwickeln.I. Und c u e  - Seele lot sehr tief. Mach drel Pionaten

L -— 
des groBe Werk fertig, und den Gelehrte _____________

einr~ n sebr cro~en Seufr.er dci’ Lrieichterung aus. ________—

r triurnphierender Preude eohrieb en’ auf des Titelblatt
di cker , hanu skr ip te s :  “De s iseale Lame. , e mr ~e Phil osophic’
____________ 

Unbewu 2t en .”
Wer , melnen Sic woirl , bekan den . Preis?

I

_ _ _ _  - 

-
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Mane_______________________

f Instructor________________

I Course Mumber_____________

II {STRTJ CTIOMS

A ttached is a short story ~n German . You are to reed
this story until you feel you understand it as well as you
personally are capable . To achieve this, it is suggentec that
you read the story carefully through at least two or three
times. When you are satisfied that you have achieved your
maximum understanding level of the story , raise your hand .

- The story, will then’. be collected and you will be given a 36—
question completion test tc measure your comprehension of the
passage. The test questions are all short and can be answered
in one sentence or lees. Some questions are rather general and
therefore quite easy , and some require understanding and recoi-

l - lection of rather specific information . Bcmernber , you will
I ~CT have access to the story while you are taking the test. It
L IT’therefore extremely important that you read the story very

carefully . If you have any questions , please raise your hand .
Otherwise , begin reading the attached story now .

L -

1

4 ‘—
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I 
_ _ _ _ _ _ _ _ _ _ _ _ _

Name
_____________________

(P~case Print)

I Instructor_______________

Cou rse Num ber____________

I - 

TEST IIB

This test is intended to measure your understanding of the
r short story you have just reed. It consists of 38 short questions
I that can be answered in one sentence or less. Some questions are
I very easy, and some require an understanding and recolloct~cr, ofrather specific information. Because the test is intenned to

- measure your understanding of the story , you mai ar,swer the
questions in either German or Enirlish. If possible , answer- - ‘ then in German . You will not be penalized for incorrect gram-
matical constructions or spelling . Nevertheless , on any given
question in which you feel you can express yourself more fully

r or clearly in English, please do so. Rernember, the objective
I of the test is to measure your understanding of the story .
l . Please write clearly and neatly. When you have finished the

test, raise your hand and your test booklet will be collected.

‘ 1. Was echrieb elnet c u e  berfiherte Unlversitht ens?____________

-~ 2. Wer sobrieb einen Aufsatz über das Kane.?____________________

3. Wa studierte dci’ Englkncler doe Kamol während seiner Freizeit? -

~~ Ws~s hatte den’ Pranzoee in scinern Kopf eofort skizziert?______

- 5.  Was alles kann den’ Arierikaner in den’ “Publ ic Library” echnell( fibenflieger.?

6. Wer dachte Tag und flacht fiber der Land ?_____________________

- 7. Wovon konnte man den Deutsehen , sit gekrtuemtem BUcker, and
gebeugtem Kopfe , wirkl ich kaurn unterschelden?

I ~~. Wie mu S te der Deu tsc he doe Kern el en tw ickcln , veil en alles
lrnscr grtrndlich macht?

9. Wer echrieb nit triumphierender Preucic cut das Titelblott des
dicker. Planuskniptee: lIsa ideele Kane., etrie Philusophie des
Un bewuSten?

_ _ _ _ _ _ _ _- ~~~~~~ 
-1j•~,

_-,-_ f-Iut,L _,
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L I

I
10. We lebte den Englknder in den’ Wfiste gene wie in England?_____

11. Wohin ging den’ Engl~.nder wieder zurfick, well er genug Material

- 
fUn’ den Aufsatz hatte? -

- 12. Wic lange hattc den’ Franzose vor den Land er. in Zoo verbracht?

- I 
13. Wer kann den Zoo nicht besuchen , weil ci’ in Boston wobnt?_

14. Wer badete jeden ?ag fleiBig ?__________________________________

15. Wohin ging dci’ Englhnder nit Badewarine und Teetasse?_________

16. Wer hatte in Ocr Zwischenzeit seine Arbeit scnon langet

- 
beendet?

- 17. Was spielte dci’ Engl~nder daneben?__________________________

18. Wer aul3er den’ Frau des Deutechen durfte ins Studierzimmer

- hereinl~ommen ?

- 19. Vomit stelite dci’ Anerikaner aohr .schnell eine Bescbreibur.g
dcc Kernels zusanmen?

- 20. Wo war der Franzoee geblicben?

F 21. An welckien Tag schloS Ocr Deutsche sich iii ecu Z-tudierzlmser

I c m ?

- 22. W~ s bekourmt Ocr Amerikener nur in ocr “Public Library”?______

- 

23. Worm setzt sich den’ ~.nerikaner?

24. Warum ken die Frau des Deutecher. cut den Zehennspitzcr~ insZimneer von Zelt zu Zeit?

1 25. Woni t korcir t Ocr Amenikaner az nhchsten ,‘bend niach House?_____

F -

~~11
IL 
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I 26. Was alles eclirlet den’ Englhnder in England ohne grofie
Fnobleme und in, klareni kursen, Worten?

- 27. Wer nauchte inner mehn?______________________________________

- 28. Waa Liii’ em Tag koincit endlich?_______________________________

29. Wovpr baB den’ Deutsche immer in einer kaucbwolae , wenu. man,
ihn cab?

30. In was fUr em Cafe’war Ocr Pransose achnell geganger., urn
die Skizze suezuarbeiten?

31 . Unten’ was fur Kandidaten waren em t~merikaner , cm Engl~nder ,
em Pranzoee und clii Deutseher?

32. Was en tun , hette dci’ Amerikaner lange kelne Zeit linden
kbnnen?

I33. Wen hatter. die Ticre nit ibrer phantaztischen Gestalt sehr
- - amtieicrt?

- 

34. Wer ist Mi tglied von zchn Klu bs?__ -

- 35. Was war voll lustiger nrnd dramatiacher Situationen?__________

36. Wer saS In sem en Studieraia,mer nit einer noch l~ngerera- Pfe ife im Nunde?

37. Was fur ciii Engltthden’ packte seine Sacher.?___________________

36. ken’ hatte mach tint Wochen genug Y.aterial fUr den Autsatz?_,_

I-
F
Ii
F

- -
._,

~~
______
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Explanation

Included along with each sentence analysis in Appendix

I D are the following four items: 1) the prepared (modif ied)

sentence (S) from which the analysis was made , with the

I computed significant word underlined; 2) the question

I (Q) resulting from the sentence analysis; 3) the formally
- correct answer (A) to the question (this answer is based on

the generic response); and 4) four numbers found under

A through 0 in which A indicates the significance rank-

~ I ing of the underlined significant word , B the occurrence

order of each significant word , C the word number of the

significant word within the text , and 0 the constituent

( number that was randomly selected to generate the question.
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