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Abstract

This study exemined various aspects of the methodology of the
cloze procedure to determine their effect on the nature of cloze tests,
It was hypothesised that changes in the frequency of word deletion, in
the difficulty of the original text and in the procedure used to judge
acceptable restorations of the deleted word would produce significantly

different cloze tests and would result in varying correlations with

measures of English proficiency.

Three texts were selected and each was subjected to the de-

letion of every sixth, eighth, tenth and twelfth word, to give twelve

cloze tests, Five procedures were developed to score the responses to

these tests for the degree of similarity they showed to the deleted words.
The tests were administered to 360 adolescent native speakers

of English and 360 adult non-native speakers of English who were pur-

suing further studies in Britain,

It was found that significant differences existed among cloze

tests when deletion frequency was changed, but that scme scoring proce-

dures redusced this effect. The change in deletion frequency had no

effect on the measurement of text difficulty, but significant inter=
actions were observed among the three experimental variables, Different
cloze tests gave unpredictably different measures of English proficiency,

A study of identical deletions showed that no increase in the predicta=

bility of deleted wordd was gained by increasing context from five words

to eleven words.

Since the quantity of context had no effect on predictability,

it was suggested that cloze is essentizlly sentence-bound, The nature
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of the correlations of cloze with measures of English proficiency and
the results of factor analyses suggested that cloze is a better test of
syntax and lexis than of higher-order reading sbilities. Implications
for future use of the cloze procedure are presented end suggestions

made for further research.
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CHAPTER 0

Introduction

Oo1 Uses of the cloze procedure
It is a quarter of a century since Wilson Tgylor published

an article in Journalism Quarterly in 1953 on a procedure for mea=-
suring the readability _of text by randomly removing words from that
text, replacing them with a standard=length blank, and requesting sub- '
jects to attempt to restore the deleted word. This procedure, which he
called the "cloze procedure", subsequently aroused great interest, and
there has been a remarkable flourishing of proposed uses of the proce-
duree In the United States, the mumber of doctoral dissertations
written either on the cloze procedure or its use as a tool, has risen
from two in 1967 to twelve in 1973, and fourteen in both 1974 and 1975.
The uses to which the <':loze procedure has been put are
varied. It was initially used to measure the readability of texts,
comparsble with traditional readability formulae such as the Flesch or
the Dale=Chall formuilae, although it was soon claimed to be superior
to them in many respectss It has been used to measure the readadbility
of elementary algebra textbooks, mathematical English, electronics
texbooks, social studies materials, business letters, poems, head-
lines and telegraphic prose. It was quickly assumed that the procedurs,
in gddition to measuring texts, could also measure the characteristics
of the reader, and by 1957 it was being claimed that cloze measured the
reader's degree of comprehension of texts As a measure of such compre-
hension it has been used with normal readers at almost ell educational

levels, from primary through to postgraduate university students. It
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has also been employed to compare the comprehension abilities of deaf
and hearing children (e.g., Odom et al., 1967) and the educable
mentally retarded (e.g., Semmel et al., 1967).

As a supposed measure of linguistic predictability the cloze
procedure has been applied to transcripts of the speech of alcoholics,
of schizophrenics and of aphasics; It has been used to examine the
language of psychiatric inter#iews, and to establish the high pre-
dictability of working-class "restricted code" speech as compared with
the low predictability of middle~class “elaborated code™ speech
(Poole, 1972)s It has even been clzimed that a cloze test on a trane-
cript of recorded speech can show that marihusna may interfere with
the retrieval of information from the brain's immediate memory store
(Weil and Zinberg, 1969).

Apart from written text, the cloze procedure has also been
used with tapes of spoken discourse as a measure, among other things,
of listening comprehension, and one investigator (zynch, 1972) used
the technique on visual images to;measure andience response to cinema
films.

The last decade in particular has seen a growing use of the
cloze procedure with non-native speakers of English to measure, not
only their reading comprehension abilities, but also their general
linguistic proficiency in English as a Foreign lLanguage. The technique
is now widespread throughout the English teaching world, particularly
in the Third World, and is used by classroom teachers to construct
tests of their students' linguistic abilities which they assume to be

velid measures of such gbilities.
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Nevertheless, some researchers and teachers have wondered
whether the cloze procedure really is a valid measure of all that is
claimed for it, and whether, perbaps, the technique needs closer in-
vestigation, especially in view of its current popularity, to attempt
to establish its nature and value. Indeed, it was largely the in-
creasing popularity of the cloze technique thnt occasioned the
present study. The views of some researchers as to the usefulness of
the technique will be presented in Chapters 1 and 2, after a fairly
comprehensive survey of the literature, and the main body of this work
will present a series of investigations inte the nature of the cloze

technique, both with native and non-native speakers of Englishe

0.2 ¥hat is the cloze procedure?

By cloze technique is meant the use of random or selective
deletions of words from continuous text to measure reading or listen-
ing comprehension. This is not the same as the ®Sentence Completion
Technique”, where half of a sentence (beginning or end) is removed and
the subject expected to replace what he thinks hss been removed. The
literature on cloze sometimes includes reference to the sentence com-
pletion technique,whose applications are many and variede It has been
used in psychiatry to identify neurotics and psychotics, in psychology
to differentiate sggressive types from non-aggressive types, to mea-
sure parents' attitudes to teachers, as a means of studying inter-
personal development, as an exercise in verbal operant conditioning
and, in linguistics, as an elicitation technique.

The essential difference seems to be that the sentence

completion technique is intended to elicit data in a controlled wey,
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but does not overly concern itself with comprehension of the given
text, or with its nature. The sentences used are written by the
experimenter for their ability to suggest ideas to the subject.
Completion of the sentences is said not to involve closure, but
creation. The researcher is not interested in the relation between
the responses and what was deleted, nor in the degree of uncertainty
about the deleted word (its “entropy"). Cloze technique is said to
involve closure based on the predictability of the text and the
expectancies of the reader, and, therefore, to depend heavily on
comprehension of the preceding text. It is said to be a measure of
that text and its contextual interrelations, and the researcher is
interested in the relationship between the méponse and what was
deleted, as well as the entropy of the blank., The sentence completion
technique is interested in independent points of informationm, not
contextudlf interrelated ones.

However, the random or selective deletion of words can be
undertaken in various ways, and for this reason the term ®"cloze
procedure®™ can be used to refer to at least three hierarchically
different procedures. At the most general level, the term simply
refers to the systematic removal of words from a text, to be replaced
by subjects and scored in some non-specified manner. This definition
covers any use vhatever of the procedure.

At a less general level, it is possible %o interpret
"gystematic® in different ways. One interpretation is *random® or
"pseudo-random™, and in this procedure words are removed from text

either by reference to a table of random numbers, or by an ?.\re:r,;r-n‘th
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word procedure, where deletion begins with, say, the first word, and
then every eighth word thereafter, regardless of its nature, is re-
moved to construct a cloze test.

Another interpretation of "systematic® is that the vor@s to
be deleted are selected according to some rational principle, based on
the nature of the words themselves. Thus it is possible to delete
only those words thought hard to replace, or those words which are
felt to be highly redundant. More usual is the deletion of words from
certain linguistic categories. For example, only nouns are deleted
from text, or only function words, or verbs and adjectives., This pro=-
cedure is usually referred to as a "rational® cloze procedure, as
contrasted with a random or pseudo-random procedure. (Other terms
exist in the literature, for example, Rankin (1957) refers to rational
cloze as “lexical deletion® and random cloze as "structural deletion".)

Thus, at the second level of generality, the term cloze
procedure would refer to either rational or random deletion of words
from text.

An even more specific use of the term "cloze procedure" is
sometimes encountered in the literature, and this use refers to tﬁe
random deletion of every fifth word from text, tlms excluding any
other deletion frequency.

'The three possible definitions of the term "“cloze procedure®
are thus: at the most general level, systematic deletion; at a less
general level, either random or rational systematic deletion; and at
the least general le;el, pseudo-random systematic deletion of every

fifth word.
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When writers talk of cloze scores, then, it may be to any of
these three definitions that they refer. Unless otherwise stated, this
work will refer to the cloze procedure as defined at the most general
level, thet is, including rational and random deletion selection
procedures.

There is another dimension to be regarded when talking of
c¢loze scores, and this is the dimension of scoring for correctmess.
Traditionally, there are two types of cloze scores., The first one
accepts as correct only the actual word deleted from the passage. Any
deviation from this word (other than minor spelling errors) — such as
morphological, syntactic or semantic change - is regarded as incorrect.
This score is known as the “exact word" (or "verbatim™) cloze score,
and is the most commonly used. However, another score is aiso used by
researchers, in which any word is accepted as correct which is either
a synonym of the deleted word, or which "fits into the context®.
(CIeariy, criteria for acceptability may va:y.) These procedures are
known as the“synonym" or “any acceptable word" scoring methods
respectively.

Other scorsé are occasionally reporteds One is to accept as
correct any word which comes from the same linguistic form class (noun,
preposition, etc.) as the word deleted - this is known as a “form class
score", Anofher score is the "communality of response score®™, some-
times also referred to as the “clozentropy method™ if calculated in &
specific mathematical way, where the subjects' responses are checked
for their agreement, not with the word deleted, but with the responses

provided by some criterion group of subjects.
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It can thus be seen that when a writer refers to the "cloze
procedure®, he may have in mind the random deletion of every fifth woxd
from text, and the exact replacement of the word deleted (admittedly
the most usual meaning of the term, especially in the United States).
Or he may have in mind the deletion of every second verb and adverdb
from text, where replacements are given credit for the amount of
egreement they have to responses provided by superior adult readers.
It seems clear that the reader of reports of the cloze procedure should
ensure that he knows which procedure is being referred to, and it is
also clear that caution must be applied when trying to treat all these
different techniques as one "cloze procedure®, since it is pessible
that what holds for one cloze procedure does not necessarily hold for

another.

0.3 ¥What the close procedure is said to test
When Teylor introduced the cloze procedure in 1953, he pre-

sented & series of semi—theoreticgl justifications for its validity.
The word "cloze"™ itself was created from the Gestalt concept of closure,
that is, a tendency for humans to form a complete whole by filling in
gaps in a structure. Just as there is a tendency to see a not-quite-
complete circle as a complete circle by closing the gap, making the
image conform to a familiar shape, so the subject in a cloze test is
said to "close" or "cloze" by linguistically completing an incomplete
structure.

In order to be able to "cloze" the gap, Taylor postulates,
the subject must know the meanings and the forms of most or all the
words involved, and the meanings of the combinations of both in a given

sentence structure. In other words, one mmst “understand™ the muti-~
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lated sentence as a whole, and then complete its pattern. If reader
and writer share the same or similar language habits, the reader should
be able to make accurate restorations of deleted words and tkms the
cloze procedure becomes a measure of the similarity between the patterms
that the decoder is anticipating and those that the encoder has used.
ks Wilson and Carroll (1954) put it:
"If the encoder producing a message and the decoder receiving it
happen to have highly similar semantic and grammatical habit
systems, the decoder ought to be able to predict or anticipate
what the encoder will produce at each moment with considerable
accuracy. In other words, if both members of the communication
act share common associations and common comstructive tendencies,
they should be able to anticipate each other's verbalisations."

Thas the cloze procedure is justified not only as a measure
of closure, but also as an objective measure of the langunage corres-~
pondence between reader and writer.

Since cloze scores are apparently affected by at least the
variables of reader, writer and text, it follows that the procedure
can also be used to measure characteristics of messages. Becsuse sub-
jects are able to restore mutilated text, it is claimed that cloge is
a measure of the redundancy of that text. Iinguistic redundancy is
seen as the extent to which the information presented by morphemes is
recoverable from other parts of the utterance containing those mor-
phemes. Tims some morphemes can be absent and the information they
carry can be recovered from the remaining text. For example, ™man

coming" means the same as the sentence ™A man is coming this way now",
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The latter contains redundant elements: it indicates the singular

mmber of the subject three times = indefinite article "a", singular

noun "man® and singular verb concord “is"; the present time reference

twice - present tense "is™ and adverbial "now"; and the direction of

action twice = "coming" and the phrase “this way“. Such repetitions
presumably make for ease of restoration if one of the redundant elements
is deleteds The ease with which words from a cloze test can be restoréd
can thus be taken to be a measure of its redundancy.

Redundancy is enhanced in text by transitional probabilities
in langusge, which have the effect of increasing predictability. Some
transitions from one word to the next are more probable than others:
thus "A HAPPY NEW" is more likely to be followed by "YEAR" than
“CHRISTMAS™ or "CAR". It can thus be claimed that to the extent that

cloze measures the predictability of text, it is also a measure of

transitional probabilities. To the extent that transitional probebilities

reflect languasge habits and are higher in familiar sequences, a measure-
ment of transitional probagbilities also rgflects the comprehensibility of
text, or the ability of the reader to understand text.
Such are the traditional rationales offered in explanation of
vhat it is that a cloze test tests.
Tgaylor (1953) has this to ssy about the cloze procedures:
"A cloze score appears to be a measure of the aggregaté'influences
of &1l factors which interact to affect the degree of correspondence
between the language patterns of transmitter and receiver. As such,

its potential usefulness is by no means confined either to reada-

. bility or the reading abilities of individuals.™
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The rationale of the random clloze procedure is simply that
if enough words are randomly deleted, the blanks will represent pro- -
portionately all kinds of words occurring in that text, and will thus
represent an adequate sample of the linguistic difficulties contained
in the text,

The following three chapters present a survey of the re-
search into and with the cloze procedure to date, with native speakers
of English (Chapter 1) and non-native speak'ers, mainly of English
(Chapter 2)e Chapter 3 presents a more detailed survey of some aspects
of the cloze procedure which might affect its nature. Chapter 4 des-
cribes an experimental pilot study of some of these aspects, while
Chapters 5 to 8 contain the description of the main study. Finally, in

Chapters 9 and 10 the results are discussed, and their implications are

considered,
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CHAPTER 1

The Use of the Cloze Procedure with Native Speakers

(& Survey of the Literature)

1e1 Pre-Taylor

Although the idea of a gap-filling exercise was known long
before Taylor, its use was quité different from that proposed by him.
Ebbinghsus (1897) was interested in such a technique (which he called
the "Kombinationsmethode") for the measurement of intelligence, and
hie studies were further developed by people like Brown (1910),
Ballard (1920) and Hamilton (1929). None of these people were inter-
ested in the technique as a measure of either the rea.dability of text
or of the reading comprehension of subjects, but rather as a géneral
measure of verbal intelligence, Their methodology differed from that
of the cloze technique in that they selected words to be deleted from
sentences and paragraphs according to their notions of the substituta-
bility of those deletions; the substitutions provided by the res—
pondent were then examined for the light they could throw on thet
person's intelligence. For this reason, the Kombinationsmethode could
xore appropriately be termed a “sentence completion technique" (see

Chapter Q).

102 ZTgylor

Teylor (1953) was interested in the value of a technique of
mechanical deletion of words from text as a measure of the readability
of that text. The assumption he made was that words removed from

difficult passages are harder to replace than words deleted from
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easier texts. He hypothesised that cloze scores would rank the three
passages he had chosen in the same order as the two readability formu-
lae - Flesch and Dale-Chall; that the difference among the three
passages would be significant; and that the relationship between the
cloze scores would remein the same despite the use of different word
deletion systems, different presentation orders, and different scoring
procedures.

Trying several deletion systems in his first experiment -
removing every fifth word, removing every tenth word, and removing ten
per cent of the words randomly = he found that they all discriminated
significantly among the passages, and in the same order as that pre-
dicted 'by readability formulae. Although both the every-fifth deletion
system (which removed 35 words) and the random-10% procedure (which re-
moved 16 words) discriminated better among the six subjects than did
the every-‘loth-vord procedure, Taylor claimed the# random and every-
n‘l"h deletion systems would give equivalent results if more than 16
words were deleted from the text. Moreover, since his concern was not
subject discrimination but passage discrimination, he concluded that
any deletion system would give the same results.

He also compared a scoring procedure which allowed only re-
pPlacements of the exact word deleted as correct with a procedure which
also gave partiel credit (half a point) for "good enough® synonyms of
the deleted words and found that although slightly higher mean scores
were achieved for the passages with the second procedure, the degree
of differentiation among passages was identical uth either procedure.

Taylor's first experiment also estsblished that the order in
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wvhich the three passages were presented to subjects had virtually no
effect on scores,.

To validate the results of the first experiment, Taylor
selected five more passages which were to be examined along with the
original three. The new passages were taken from texts which Taylor
considered to be extremely difficult, but which readability formulae
would classify as being relatively easy (from Gertrude Stein and James
Joyce), and, conversely, from texts which the formulae would classify
as difficult, but which he considered to be easy. He tlms hypothe-
sised that the cloze procedure would be able to predict the “true"
readability of the passages (as judged by Taylor) more accurately than
the readability formulae. This time he deleted every 7°2 word from
each of the eight passages. His hypothesis was confirmed that cloze
rankings of passages correspond closer to the intuitive rankings of
difficulty than do the formulae rankings. In fact, no significant
correlation was found between cloze and either of the formulge. He
also found, by examining consecutive groups of five items, that the
same ranking of passages would have been achieved if only half as many
words had been deleted from each passageo (Moreover, he discovered
that high and low scoring subjects were separated from each other with~-
in the first five items of the cloze tests.) Interestingly, he also
found that & pilot study group of six subjects predicted the relative
cloze difficulty of the eight passages in exactly the same order as
did a subsequent independent sample of 18 subjects.

Taylor concludes his paper by saying that, although the

cloze procedure seems to be a valid and reliable measure of readabi-
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lity, and possibly even of reading ability, more research is required
to make the procedure as efficient as possible, and to validate it ex-
tensively. The effect of manipulable factors should be examined in
properiy’controlled experiments. One example of these manipulable
factors is the deletion system employed, and Taylor suggests further
experimentation to determine whether an every—Sth deletion rate is more
or less efficient than an every-10thb or every-15th-word deletion, and
aleo to determine how many deletions would be required for dependable
resultse

Taylor himself followed up some of his suggestions in a sub-
sequent study (Taylor, 1957), which not only investigated the methodo-
logical considerations of different deletion systems, but also examined
the validity of cloze indices of readability by determining the degree
to which the close scores of individual subjects correspond to measures
of specific knowledge, comprehension and general aptitude; The notion
was tested that a person's cloze score on a passage would be a measure
of his mental ability, how much he knew of the article's content before
studying it, and how much he knew after readings The criterion of
mental sbility was the Armed Porces Qualification Test (AFQT) which had
subtests on, inter alis, word knowledge and arithmetical reasoning.
The criterion for knowledge of subject matter before and after studying
an article was a homemade mmltiple~choice test given before and after
study. Scores on these three criteria were compared with individuals!'
scores on one of three types of cloze test given before reading the
article on which the test was based (the "before" cloes), and again

after reading the unmtilated text, seven days later (the “after"
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cloze). One version of the cloze was the (subsequently usual) every-
Sth-uord deletion procedure, and the other two versions deleted "easy"™
and "hard" words respectively - where "easy” and "hard" were deter—
mired both by linguistic analysis, and'from'previous cloze datao
Scoring of respomnses was by the exact word procedure only.

Taylor found that the cloze procedure correlated signifi-
cantly with his measures of comprehension, with coefficients ranging
from .51 to .92, However, not only did the "before®™ cloze tests
correlate substantially with the "before" comprehension test (from .58
t0 92), and the “after" cloze with the "after" comprehension (from
064 to »80), but also the "before" cloze tests“predicted the "after™
cloze tests (from .80 to .88).

The cloze tests also correlated positively with the AFQT
(from «46 to .74) at approximately the same level as the comprehension
teats, Further, Taylor found that the differences between "before"
and “after" test scores, for both cloze and multiple-choice tests,
were always significant, so that the cloze could be said to be mea—
suring not only comprehension, but also learning.

Although correlation coefficients and score gains were
significant for all three deletion systems, the “easy" word deletion
generally differed from the "any" and "hard® deletion systems, such
that it correlated considerably lower with the three criterion tests,
and gain scores were also lower,

Differences between "any" and "hard" deletion patterns
appeared only in the correlation coefficients: in general, the "any"

deletion procedure correlated as high as or higher than the "hard"
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system with the criterion measures, with the sole exception of the
pre-test of knowledge, which correlated higher with the "Yhard" woré
deletion..

Taylor concluded both that the cloze is a reliable and valid
neasure of comprehension, specific subject knowledge and general apti-
tude or ability to understand, and that, of the three deletion systems,
the "any" form, which is the simplest to construct, yielded more
stable, reliable and discriminating results than did the “easy"® and
*hard" foras.

Thus the two most important initial studies of the cloze
concluded that it was a reliable and valid measure, both of text
readability, and of subjects' reading sbilities, and drew certain

methodological conclusionse

163 Cloze as g Measure of Text Readsbility

Tsylor's use of the cloze procedure to measure the readabi-~
lity of text for native speakers of English has been followed up many
times in the last twenty years. One of the more important early stu-
dies of cloge in this respect was by Bornuth (1963). Bormuth hypo-
thesised that there was a correlation between the cloze test diffi-
culty rankings of a set of passages, and their readability levels as
measured by multiple-choice tests. He produced nine passages, three
in each of the subject areas of literature, social studies and science,
to the Dale~-Chall readability levels of 4.5, 5.5 and 6.,5; subjected
the passages to a deletion of every fifth word; and administered the
tests to groups of children from school grades 4, 5 and 6. He found

that each of the grade level groups agreed om the relative difficulty
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of the passages (rho: .99, .98 and .98); in other words, that the
cloze was a relisble measure of readability for all three levels, and,
further, that the difficulty levels as established by the cloze tests
agreed with the difficulty level established by the multiple-choice
tests (rhos 092, which was as high as the reliability of the tests
would allow). BHe concluded, therefore, that cloze is a valid and
highly reliasble predictor of the comprehension difficulty of the
passages.

Mosberg, Potter and Cornmell (1968) carried out a similar

hbgrade levels. They selected

study, with subjects at the 5°'- and 8°
passages from the SRL laboratory materials, at difficulty levels
either two years above, two years below, or at the subjects' grade
level, Every fifth word was deleted from these passages, and the
cloze procedure was compared with multiple-choice tests on the same
texts. They found that whereas the cloze tests showed no differences
among easier passages, the multiple-~choice tests were sensitive to the
differences, showing a linear decrease in performance over difficulty
levels., They suggest that the cloze lacks "sensitivity at the lower
end of the difficulty dimension™.

Nevertheless, their findings went relatively umnoticed and
research proliferated with the cloze procedure as a criterion measure
of ?eadahility, for a great variety of supjects and texts. With
subjects at grades 9 and 15, Froelich (1970) investigated the reada-
bility of electronics textbooks, and found that the cloze procedure
identified the readability levels of the texts "in a manner more

consistent with the abilities of college students" (as measured by an
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achievement test) than did the Flesch Reading Ease Formula. In fact,
the Flesch formula did not predict the observed difference in cloze
scores on the texts, and thus it was concluded that cloze was the su-
perior measure of readabilitye. . |

Hater and Kene (1972) examined the reading difficulty of
passages written in mathematical English, taken from instructional
material intended for grades 7 to 12, by comparing cloze tests on the
passages with multiple-choice comprehension tests, and discovered that
the two methods were in close agreement on the relative difficulties
of the texts. It was, therefore, concluded that cloze tests can be
used as predictors of reading difficulty for mathematical English
content. '

Froese (1971) compared cloze with the Dale-Chall readability
formula as measures of the readability of Gthhgrade science textbooks,
and obtained a correlation between the two of --.29. He therefore
concluded that the Dale-Chall formuls is not a valid measure of such
materials when the cloze is used as a criterion, and, by implication,
that the cloze is a valid measure. )

In Britain, Moyle (1970) looked at the cloze as a readabi-
lity measure for young children (age 6 to 10), and concluded that it
was a better measure than the Fry readability graph, but that, on the
whole, the difficulty ranking established by cloze agreed with that
of the publishers.

Moyle points out, however, that there are a number of
aspects of the cloze on which further information is required, and

these include the equation of a cloze score to so-called independent
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and frustration reading levels, the effect of deletions of particular
parts of speech, and the appropriate number of deletions for each age
group. As will be seen later, the first two questions were already
in the process of being investigated, but the third question had
barely been considered, and indeed remains uninvestigated.

Jefferson (1969) examined the effect of three deletion
types on cloze as a measure of readability. He used the random every-
5th~word procedure and compared it with deleting every fifth noun
versus every fifth adjective, and deleting every fifth structure word.
He found a significant interaction between readability and deletion
type, and suggested that readability as measured by the close is rela-
ted to the type of deletion such that: passage difficulty rankings are
not the same when using nth deletion scores, and when using scores
where the deletions are certain categoriged language variables.

Two recent studies of readability have tried to find the
most appropriate deletion rate for measuring readsbility. McNinch,
Kazelski and Cox (1974) asked whether a single deletion pattern is
" appropriate for all subject matter areas, and attempted to investigate
the relationship between deletion patterns, passages and reading abi-
litiess They used four texts from the subject areas of English,
science, social science and mathematics, and subjected them to three
deletion patterns -~ the deletion of every Sth, 7th and 91;}'1 words. ﬁ-
though their results revesled a significant effect of deletion patternm,
they found no consistent best pattern for a subject matter. However,
they conclude that science materials need a low frequency deletion, and

that social science and English materials should have a deletion rate
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of every 7th word. Unfortunately, their evidence does not back up
this finding, which will be discussed at greater lemngth in Chapter 3,
but the consequence for studies of readability is that a cloze test
will not necessarily give an appropriate measure of the readability of
a particular text, since estimates of the readability vary according
to the deletion pattern used.

A similar conclusion was reached by Miller and French (1974).
who examined deletion rates 5, 7 and 10 as measures of the readability
of science and social science material. They used passages at four
different grade levels, as determined by readability formmlae, and
appear to have found that whilst the subjects were able to read the
social science materisls equally well, regardless of deletion patternm,
the science material was only read "adequately® at the 7 ‘-word dele-
tion frequency., However, they suggest that the best deletion pattern
for measuring readability might be the every—10thﬁvord rate.

It can be seen that the trend in the use of cloze as a
measure 0f readability has been from an initial validation of the
technique against existing readability formulae and multiple—choice
comprehension questions, to a point where the cloge, now regarded as a
valid measure of readability, has been used as a criterion with which
to compare other readability measures, usually to find them lackinge
In its heyday, the cloze was used to measure the readability of almost
any written matter, from telegrams to captions, from headlines to ace-
demic textbooks., However, there has recently been a gradual realisa=-
tion that perhaps the cloze technique is not necessarily a relisble

measure of readability, since the use of different deletion patterms
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nay well affect the estimate of text difficulty.

164 Cloze used to measure linsuistic variables

Closely linked with these readability studies has been the use
of the cloze technique to investigate the linguistic variasbles that
affect the readability of text. Bormth has been concerned with the
investigation of such linguistic variables, and their incorporation into
new readsbility formulae for some time. In 1964, he reported on a study
(Bormuth, 1964a) using the cloze technique as a criterion of readsbilitye.
Cloze tests on nine texts from the areas of literature, science and
social science were used to establish the readability of the passages.
Be then calculated the Mean Word Depth score for each passage. (Word
depth is based on Yngve's h&potheis (Yngve, 1960) that sentences whose
immediate constituent structure is right-branching will be easier to
understand than left-branching structuies. He developed a system of
counting such left-branching structures to give an index éf sentence
difficulty.) He found that although there was a correlation between
mean word depth and the Daie-Chall readability rating of 1.00 when
holding subject matter constant, the mean ;ord depth correlated 78 with
the cloze criterion of readability when the Dale-Chall effect was re-
duced to zero. He claimed, therefore, that mean word depth can predict
differences in comprehension difficulty (assumed to exist becamse of the
cloze acores) among passages that differ in subject matter, but whose
sentence length and proportion of hard words are almost identical, and
concluded that sentence length ie not an adequate parameter of
readability.

In a series of articles (Bormuth 1964b, 1966, 1968a),
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Bormuth reported on an extensive investigation into readability and
linguistic variables, using cloze to determine the comprehension
difficulties of twenty passages, and of each word, independent clause
and sentence within each passage. Subjecting %he passages to differ-
ent linguistic analyses he produced new linguistic variables which
can be used tc develop new readability formulae which will be better
predictors of passage difficulty. Some of these variables are word
depth, the mumber of letters in a text and the ratio of different
parts of speech, especially, unaccountably, the ratio of pronouns to
conjunctions. He claimed that improved formulae are now possible be-
cause, whereas previous formulae had been validated against multiple-
choice comprehension scores on the passages under investigation, it
is now possible to use the cloze technique as a criterion. This
technique, moreover, according to Bormuth, gives an estimate of the
readability, not only of text as a whole, but even of individusl words
in that text. |

Coleman (1971) also reports on an investigation into the re-
lationship between various linguistic variables and the cloze scores of
texts. Interestingly, he comes to a conclusion similar to Bormuth's, in
that he finds the highest correlations with the cloze ranks of text
difficulty are achieved by counts of letters, syllables and morphemes in
the texts, such that "passages become harder to understand as they con-
tain more letters, syllables or morphemes.® Nevertheless, he alsé
observes a considerable increase in the predictive power of linguistic
variables "as one progresses from relatively gross syntactic units (for

example, sentences) to more refined onmes (for example, kernel sentences),
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Hany studies have been made of the relationship between
cloze and specific linguistic variables, in an ati{empt to uncover not
only what constitutes difficulty in text, but also in order to inves-
tigate the cloze itself, and to investigate the linguistic variables.
Taylor (1953) recog:;ised that cloze items could be classified as easy
and hard, and that this division corresponded with a rough division
into function and content words respectively., Aborn, Eubinstein and
Sterling (1959), in a study that used sentence completion rather than
cloze, systematically deleted words from sentences and examined the
effect of form class on the difficulty of restoration. They concluded
that the predictability of a word is inversely related to the size of
its class. This, of course, is essentially the same fincﬁ.ng as
Tayloxr's, since there are few mém'bers of the function word clasaes;
and large mumbers of words in the content word classes. In particular
they found that adjectives and adverbs had = low predictability, and
that when responses to deleted adjectives and adverbs were mzde, they
were rarely in the same form class.

A similar finding was made by Fillenbsum, Jones and Rapo-
port (1963) to the extent that they found adverbs to be hardest to re-
place by a word from the same form class. Nevertheless, in general
they found relatively few differences in the predictability of the
form class for the different form classes, even when comparing
function words with content words. Of course, content words were
harder to replace exactly, and so they hypothesised that form class
predictability might be more dependent on the relatively close gramme-

tical environment, whereas verbatim predictability might depernd more
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on both close and remote semantic features of the discourse. Thus,
different deletion rates might be expected to have different effects
on form class and verbatim cloze scores. However, they also point out
that the form class of some members of a particular form class is much
more predictable than that of other mémbers. To some extent this de-
pends on the form classes (and 't;herefore, presumably, on the gramma-
ticel environment) of the words preceding end following the deletion.
Thus in the enviromment *“adjective = blank - verb"™ a noun might be
easily predicted.

Iuke (1964), in a study of form class and cloze procedure,
investigated 10-percent deletion of four types: nouns only, verbs
only, adjectives only, and combinations (five each of nouns, verbs and
adjectives), The highest mean scores - i.e., the easiest class to re-
place = were achieved by verbs, followed by combinations, nouns, and
adjectives. (Here the scoring was by the exact word only.)

Louthan (1965) carried out a somewhat different study. He
subjected text to seven different types of deletion: 10% of nouns,
verbs, modifiers (adjectives and adverbs) » prepositions and conjunc-
tions, noun determiners, pronouns, and every tenth word regardless of
class. He then tested comprehension by means of questions rather than
by requiring subjects to restore the deleted worde He found no differ—
ence in' comprehension when deleting every ‘lOth word, nouns only, verbs
only or adjectives only, but it was more difficult to answer questions
on text with these deletions than on undeleted text. Curiously, how-
ever, he also found that when only prepositions and conjunctions were

deleted, or when only pronouns or determiners were removed, superior
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comprehension scores were achieved over the control groups reading
undeleted texte Although the researcher does not conclude that re—
moving function words from text makes it easier to understand, he does
claim that his results show that content word deletion requires

different skills from those required when function words have been
deleted.

& similar study, deleting selected word types and testing
comprehension by means of questions, was carried out by Bradley (1969),
who found that the deletion of nouns had a significant effect for all
his groups, and that the deletion of adjectives had an effect for ome
group, but that deleting verbs and function words had no effect. Un-
fortunately, the results were vitiated by the finding that when no
text was present, subjects could answer the multiple-choice test at a
level greater than chanceo

Like other researchers, Rentel (1969) discovered that ad-
Jectives were hard to predict, but he also found that as the words to
be deleted increased in length, the difficulty of predicting them
increased significantly across all form class categories. He concludes
that for all words over seven letters long, length is the most im-
portant determiner of difficulty, not form class, This,. of course, is
related to measures of readability used by the most common formulae,
and to the well=-known fact that long words tend to be more difficult
than short ones. \

' Tannenbaum, Williams and Clark (1969) found that if they told

people doing a clozs test what the form class of each deletion was, not

only did their ability to restore with a word of the correct form class
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increase, but also their verbatim score for function words increased.
However, thgir verbatim score for content words did not change. Reason-
ably, they suggest that this is probably because of the small number of
items per class for function words compared with the large number of
words in each content word class. However, it should be noted that if
the information leading to the correct form class identification of
function words is already available in the context of the deletion; then
the additional information supplied by the tester should be entirely re-
dundant, and therefore have no effect on either form class or verbatim
scoreso That this is not so indicates that the context does not contain
information sufficient unambiguously to assign the form class even to a
function word.

At this point it is useful to recall Coleman's paper (1971),
already referred to, in which he examined the effect of various word
clesses, but pointed out that

*The most important general conclusion seems to be that traditional
definitions of word classes are too imprecise and too gross to yield
profound insights into verbal behaviour. Some definitions of a word
class correlate positively with comprehensibility; others correlate
negatively. The mgjor word classes contain subclasses that correlate
positively and other subclasses that correlate negatively.®

Not all investigators of the cloze and linguistic wvariables
have confined themselves to looking at form classes. Coleman and
Bormuth, &8s has been seen, looked at the effects of various varisbles
on comprehensibility. Ruddell (1965, a and b) investigated the effect

of writing pessages using the linguistic patterns that occurred
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frequently in the oral language of the target population, compared with
texts written using low frequency patterns. (An exzample of the lstter
might be: "The leader gave the men short breaks becguse they needed
rest®, whereas the former might be:z "A spaceman could.fix the small
hole.") Vocabulary and sentence leng%h were held constant, He dis-
covered that cloge scores on high frequency pattern material were
significantly higher than scores en low frequency pattern material, and
this he attributes to the greater structural redundancy of the easier
passages. Thus readability is a function of the redundancy of the syn-
tactical elements of the materials or, put another way, "of the simi-
larity of patterns of language structure in the reading material to
oral patterns of language structure used by children.®

Coleman and Blumenfeld (1963) compared the cloze scores of
nominalizations and their grammatical transformations using active
verbs, and discovered that the word patterns of the passages written
in active verbs were considerasbly more predictable, Fagan (1971) found
that cloze scores were generally lower for grade fhree.children when
embedding and deletion transformations were present than when con-
joining or position shift transformations were present. Peltz (1974)
found that cloze tests showed passages repatterned according to the
linguistic patterns used by subjects in their own writing to be easier
than the originai passages, and many of these linguistic patterns in-
volved simple, expansion and conjoining transformations.

In a different type of study, Darnell ($963) examined the
effect of rearranging sentences in text to create seven varying

degrees of disorder. He found that disorder can adversely affect com~
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prehension as measured by cloze, and that the amount of loss of clarity
becomes greater as the degree of disorganisation increases.

Finglly in this survey of the use of the cloze procedure to
megsure readability and investigate linguistic variables, Ohnmacht and
Fleming (1974), using sentences rather than texts, investigated three
different verb types: 1) a transitive verb, 2) a complement verb with
direct object (“decide®, "believe"), and 3) a complement verb with no
direct object, but a clemse ("He believed in doing his best"). Although
their analysis revealed a significant effect of verb type, the hypothesis
that type 1) would be easier than type 2) would be easier than type 3)
was not confirmed. Interestingly, the main finding was that bilateral
constraint - i.e., words of context both sides of the deletion = had a

great effect on ease of restoration.

165 Cloze as a measure of reading comprehemsion

Taylor's 1957 paper showed that cloze correlated well with
comprehension tests on the same material (from 51 to +92) and, in
particular, his “any-word" deletion (what has come to be known as the
randor or every-nth cloze proeednre) correlated better with other
measures of comprehemsion than did his "rational"™, “easy" or "hard"
word deletions.

In the same year Rankin (1957) reported an extensive in-
vestigation into the cloze, in which he discofered that a pre-cloze
test, rational deletion (a pre—~cloze test is a cloze test given to
subjects without their reading the unmutilated text first) correlated

059 (corrected o86) with a comprehension test on the same passages,
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vwhereas a post-cloze test (after reading the intact passage) corre-
lated .56 (o78 corrected) with the same test.

Jenkinson {1957) compared cloze test scores with scores on
specially written multiple-choice comprehension tests based on the
sane texts and ebtained a correlation of .82.

Bormuth (1962) wrote a 31-item comprehension test, carefully
controlled for vocabulary, and obtained correlations from 73 to .84
with individual cloze tests and a grouped cloze score that correlated
093 with the mmltiple-choice test,

Bormuth (1969) constructed a battery of tests, on the same
passages as his cloze tests, to measure vocabulary, facts, sequences,
relationships, main ideas, inferences and the suthor's purpose. He
achieved a range of correlations, from .35 to .89, with the majority
of coefficients in the region of .80,

Most studies come to the same conclusions about the validity
of cloze as a measure of the comprehension of a texte However, one
study (Mosberg et al., 1968) introduces & note of caution. Their
correlations between cloze and multiple-choice tests ranged from <43
t0 065 for a fifth-grade group of subjects, but only .19 to .37 for
an eighth-grade group, Correlations averaged out over three close
* passages were .54 for the former group, and .34 for the latter. They
conclude that “a large component of comérehension as measured by
multiple-choice tests is not accounted for by the cloze procedure®,
and, further, that

“one should proceed cautiously when using cloze test scores as

measures of comprehension (or predictors of multiple-choice test
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score magnitudes) until a mofe detailed snalysis of what the
cloze procedure is measuring has been established.”

Many studies have sought to determine what it is that the
cloze procedure measures by correlating close test scores with stan-
dardised tests of various sorts., The commonest criterion test is some
test of comprehension or verbal ability. In general, correlations of
the cloze with such tests are lower than correlations with tests based
on the same passage as the cloze test, but nevertheless they are quite
high and positive. Rankin (1957) obtained correlations of .68 and .60
with the Vocabulary and Paragraph Comprehension sections of the Diag-
nostic Reading Test, Survey Section, although with Story Comprehension
the correlation was as low as .29, However, rational clozes, and
cloze tests given after reading the undeleted text once, increased the
correlation for Story Comprehension and reduced it for Vocabulary and
Paragraph Comprehensioxn.

Jenkinson (1957) correlated an every-n'l cloze test with the
Cooperative Reading Test and obtained coefficients of .78 with Vocsabu-
lary and 73 with Level of Comprehension. Using the same criterion
test, Fletcher (1959) got lower correlations with the Vocabulary
section (.63) and Level of Comprehemsion (o55), whilst his cloze test
correlated .57 with the Speed of Comprehension measure and .59 with
the Rate of Comprehension section of the Dvorak-Van Wagenen Diagnostic
Examination of Silent Reading Abilities.

Ruddell (1963), using five cloze tests, obtained a range of
correlations (from .61 to »74) with the Paragraph Meaning subtest of

the Stanford Achievement Test.
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Gallant (1965) used primary grade children as subjects, un-
like most other studies, and achieved correlations ranging from .65 to
«81 for her cloze tests and the Metropolitan Reading Teste.

Greene (1964), like Rankin, correlated cloze tests with the
Total Comprehension score of the Diagnostic Reading Test, Survey
Sections and obtained coefficients of .51 for a random cloze procedure,
and .67 for a modified rational procedure. He also coﬁstmcted his own
tests to measure "words" and "relationships between words"™ and found
significant correlations of between .49 and .59 with his cloze tests.
Unlike many observers, he concluded from these results that a considei~

able amount of variance ;ras not accounted for by cloze scores, and that
the cloze procedure is more complex than previously assumed.

Hafner (1964) looked at the relationship of various measures
to the cloze and ceme to the conclusion that ressoning is important in
doing closze tasks, since he obtained correlations of .73 with the Otis
.Qaick Scoring Mental Ability Test, and .56 with the Information subtest
of the Wechsler-Bellevue Intelligence Scale. The finding that ability
to do cloze is quite closely related to measures of intelligence merely
confirmed previous findings by a variety of researchers. In fact,
Taylor (1957) had found a correlation of .85 with the Word Knowledge
subtest of the AFQT, and .70 with the Aritimetical Reasoning subtest
of the same battery. Rankin (1957) found that a structural cloze test
(every 22 word deleted) resulted in & fairly high correlation with
measures of intelligence (.68 and .60), whereas lexical cloze (nouns
and verbs only deleted) was less closely related to intelligence (.32

and o21) and more to what he calls "pure" comprehension.
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Jenkinson (1957) obtained a correlation of .69 between a
random cloze test and intelligence quotients, whilst Fletcher (19‘59)
found a correlation of .72 with the Linguistic subtest of the American
Council on Education Psychological Examination, again an intelligence
teste Deutsch et al (1964) found that cloze scores were sigﬁificantly
related to IQ, as did Schneyer (1965), who echoed Rankin's (1957)
suggestion that although rationsl cloze was significantly releted to IQ,
it was less related than a random cloze procedure (in his case,
th

deletion of every 10~ word). Greeme (1964) obtained correlations of

52 and .61 between two types of cloze test (random and modified
rational) and Thorndike's test of verbal reasoning. Finally, Froese
(1971) found that cloze scores correlated from .55 to 85 with the
Canadian Lorge - Thorndike IQ test,.

In addition to studies of cloze as a measure of intelligence,
the procedure has also been investigated as a measure of various other
abilitigs, not so closely related to‘specific reading comprehension.
Bormuth and MacDonald (1965) claimed that completing the cloze, that is,
"exactly matching an author's words, requires an acute sensitivity to
literary style, choice of words, sentence patterning, attitudes to=-
wards his subject matter, and sesthetic devices", and in fact found
correlations of between 45 and .66 with a test of ability to detect
literary style. Ratékin (1971) examined the a.dequ;;cy of the close to
measure comprehension of different logical patterns (induction and de-
duction), whilst Byrne, Feldlmsen and Kane (1971) reported a relation—
ship between cloze and three measures of divergent thinking abilities.

Simple correlations have not been the only statistical tool
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used to investigate what the cloze procedure measures. Several investi-
gators have availed themselves of the relatively sophisticated procedure
known as factor analysis to try to isolate the factors ‘underlying the
relationships between cloz'e and other varisbles, One of the first such
analyses was carried out by Weinfeld (1959, reported in Carroll et al,
1959), who invesitigated 28 cognitive tesis, one of which was & normal,
random cloze teste He found that the cloze was related to a mumber of
cognitive factors, and reported the association as: Ideational Fluency
040, Word Fluency .50, Fluency of Expression .54, Theme Writing .59,
Verbal Factor .70, Reasoning Factor .76.

Beaver and Kingston (1963) used eight different cloze tests
in a battery of 18 cognitive tests, which included tests like the Davis
Reading Test, the MLAT Number Learning Test, tests of sensitivity to
grammatical structure, rote memory, sound-symbol association arnd the
like, Their factor analysis revealed three main factors, which they
labelled Verbal Comprehension, Redundancy Utiliszation and Rote Memory,
Unexpectedly, the cloze had only & low loading on the verbal comprehen-
sion factor and on rote memory, whilst having a high loading on re-
dundancy utilization (essentially a cloze factor). They showed that
cloze tests are even more related to each other than to the'other two
main factors revealed, Unlike many investigators since, who have been
disturbed by this lack of correspondence between cloze and verbal com-
prehension, Weaver and Kingston were not discouraged by their findings,
since “unless the cloze procedure can be shown to elicit variance from
some source other than those of more commonly used reading and language
objective tests, its use is likely to remain more of an interesting

curiosity than a valusble research and measurement tool". (They over-
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looked the convenience of the procedure, which has proved so attractive
to subsequent researchers and test makers.)

However, Bormuth (1969) severely criticised the Weaver and
Kingston study, for using college students as subjects, and for using
comprehension tests based on different texts from the cloze tests.
However valid his criticism, his own factor analysis, based on nine
cloge tests and seven testis of reading comprehension on the same texts,
designed to measure vocabulary, facts, sequences, relationships, main
ideas, inferences and the author's purpose, resulted irn only one factor
vith an eigenvalue greater than unity, which accounted for 77% of the
variance. This factor, called reading comprehension ability, was very
closely related to the cloze tests, so he concluded that cloze did in-
deed measure reading comprehension.

The other major factor analytic study was made by Ohnmacht,
Weaver and Kohler (1970), with a replication with older subjects in
1972, Testing the hypothesis that cloze measures closure, they used a
battery of tests of speed and flexibility of closure, as well as tests
of associational fluency and verbal comprehension. They also cons-
tructed four different types of cloze tests: structural (every 5°°
word), lexicgl (every Sth noun, verb and aﬂjective), gbstrgct (every
Bth abstract noun) and concrete (every h concrete noun). The inter—
correlation of these cloge tests was somewhat low, between o4 and 5.
Three factors emerged: &a general close factor, followed by & perceptual
factor, and a verbal ability factor. Close had only low loadings on the
perceptual (closure) factor, whilst closure had virtually no loading on

the cloze factor. The lexical and abstract clozes were the only cloze
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tests to have moderate loadings on the verbal ability factor, thus
supporting a theory that distinguishes between random and rational
(or structural and lexical) cloze procedures. Indeed, the authors
recommend that rational deletion patterns should be investigated more
closely and tied in with linguistic and psycholinguistic theory. The
replication study (Ohnmacht end Fleming, 1972) ceme up with similar
general factors, but found fewer significant correla;lons among tests,
and concluded that whilst cloze may be factorially complex, the rela-
tionship of verbal and perceptual abilities with cloze factors may be
moderated by the grade level of subjects. Nevertheless, both studies
cast some doubt on the theory which relates cloze to closure, and on
the relationship between cloze and verbal comprehension, and also
support other findings (see Chapter 3) that different cloze deletion
types may be related to particular linguistic and psycholinguistic
abilities. "Cloze“, it is suggested,is not a unitary concept, and

the ability to do "cloze® is probably complex,

166 Cloze and multiple-choice test scores

Despite the doubts expressed by some researchers as to
whether cloze really measures verbal comprehemsion, other investigators
have been so encouraged by the correlations often achieved between
cloze tests and more traditional comprehension tests thaf they have
tried to equate cloze scores with multiple-choice scores on the same
text. Bormuth (1967) was the first person to present a table of
correspondence between the two types of scores, where he shows that a
cloze score of 38% is equivalent to a mltiple-choice test score of

75%, and that a cloze score of 50% is equivalent to a multiple-choice.
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score of 90%. The importance of these levels is that they are said to
indicate the limits of the "study" level of comprehension., In other
words, a person scoring between 75% and 90% on a multiple-choice test
on a passage is supposed to be capable of reading that text for study.
A score of above 90% is said to indicate the student's capacity to
read the text on his own, whereas a score below 75% represents & level
of comprehension likely to lead to frustration. Although Bormuth
included caveats on the interpretation of his cloze scores, largely
(and sensibly) related to the cloze methodology, his remarks have been
largely ignored in practice.

Rankin and Culhane (1969) replicated Bormuth's study, using
5P _grade students, and corroborated his finding, equating a miltiple-
choice score of 75% to a cloze score of approximately 41% and a

mltiple-choice test score of 90% to a cloze score of 61%

107 _Read_i_ng gain
The term “"reading gain®, as used by Rankin (1957), refers to

the amount of information acquired by a reader from a text. This
acquired information is not the same as the information available to a
subject after reading, since whereas the latter information depends on

the amount of information the reader had before reading the text,

*reading gain" is independent of this. It is usually measured by
giving the same test before and after reading a text, .and subtracting
the difference to arrive at a gain score.

There is some evidence that close can measure such gain,
Taylor (1957) found significant differences in scores from cloze tests

given before and after reading text. Rankin (1957) also found
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significant increases in post—-cloze test scores over pre-cloze scores.
M¥oreover, he found that unlike the pre~ and post-cloze test scores,
the gain score was not related to intelligence.

However, doubt has been cast on the ability of cloze to
measure such reading gain by a study carried out by Coleman and Hiller
(1968)e Using matched subjects, they gave one group a cloze test on a
text, and had the other group ﬁm the text before taking the cloze
teste A correlation of 93 was found between the two tests, and no
significant gain was achieved. The authors conclude that the cloze
test given before reading a passage is an inadequate measure of how
much a subject knows about a passage before reading it, and that it is
measuring essentially the same information as the cloze test after
reading. The conclusion seems not unreasonable in view of the fact
that the subject has to read the text in order to complete the cloze,
which is the reason for the claim that it is a measure of comprehension.
Therefore the subject is presumably capable of gaining information
whilst doing the close.

Bormuth and Macdonald, in an earlier study (1965), had also
discovered that there was no difference between cloze tests given be~
fore studying an suthor, and tests given after studying the author gnd
the books from which the cloze tests were constructed. EHowever, they
suggested that the reason for the difference between their study and
Rankin's (1957) might be that they had used a normal random cloze,
whereas Rankin bhad used a lexical, rational deletion system.

The validity of a gain score was questioned by Taylor in

Greene (1967), where he reports a study of a cloge test given to sub-
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jects to complete, and then given again two weeks later, with no
intervening reading or information on how they had performed on the
test. He discovered a significant increase in scores and concludes .

that his subjects must have learned during the initial cloze test.

1.8 (Lloze as s teaching device
A great deal of time and effort has also gone into experi-

ments designed to prove that the cloze technique is an effective
teaching technique (for improving reading comprehension skills),

Smith (1969) used cloze exercises for improving reading comprehension
in & Jjunior college reading program, and claimed that it was particu~-
larly effective for demonstrating the process of comprehension = "how
words combine with words into wider units of meaning® -, for demon-
strating the part grammatical knowledge plays in comprehension, for
pointing out to students their own deficiencies in the comprehension
process, and for promoting discussion about particular reading
selections and the process of “reasoning which is reading cemprehen-
sion%, He does not appear to have proved this experimentally, however.
Kor has scientific research borme him out., Phillips (1973) showed that
cloze exercises did not improve the reading ability or content achieve-
xent of junior college students in an Introduction to Business course,
compared with students who had no such training, Ellington (1972)
found no significant difference between cloze exercises, conventionsal
exercises and no exercises to improve reading comprehension, as
megsured by standard tests. Faubion (1971) found no proof that
training in cloze resulted in a growth in comprehension skills (al-

though he recognises that there msy have been certain variables which
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influenced the effectiveness of the cloze training)e Kennedy (1971)
found an increase in comprehension after cloze training as compared
with oral reading practice, when measured by standard tests, but not
when measured by cloze tests. RBynders (1971) failed to find any
significant difference between cloze exercises and traditional compre—
hension exercises as a method of increasing reading comprehension, but
the author admits the possibility that the standard test used may have
failed to detect differences that did exist, Friedman (1964) tried
with foreign students but, again, found no difference between cloze
exercises and close reading, although the subjects reported that they
were more aware of the structures when using cloze exercises, Jongsmé.
(1971) concludes his survey of the use of cloze in teaching by stating
that the research evidence does not suggest that cloze, as it is
presently understood, is an effective teaching technique, and proposes
that research be carried out into the effect of varying the deletion

systen,

109 &mmgn
The general consensus of studies into and with the cloze

procedure for the last twenty years has been that it is a reliable
and valid measure of readability and reading comprehemsion, for native
speaekers of English. Investigation of the reada.bility‘ of text first
justified the use of the cloze procedure by showing that it compared
well with standard readability formmlae. They then showed it to be
superior to such formulae in many cases, and the cloze procedure was
frequently used as a criterion measure of readability against which to

gange new and developing measures of readability. 4s an extemnsion of
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its role in readability studies, the cloze has been used to investigate
the linguistic difficulties of text, in particular the predictability
of particular word classes, and the difficulties caused by various
types of sentence complexitye.

As a measure of the comprehension of text, cloze has been
shown to correlate well with other types of test on the same text, and
elso with standardised tests of reading comprehension. Moreover, it
has also been seen to correlate well with IQ tests, and other tests of
cognitive abilities, It bhas also been suggested that the cloze tech-
nique can be used for measuring the information a reader gains during
the reading process. The procedure has been used in exercises to in-

crease reading comprehension abilities, though with limited success.

110 Doubts gbout the cloze
However, not all studies have shown the cloze ta be capalile

of all that is claimed for it. Some researchers have alweys expressed
doubts about the validity of the use of cloze as a measure of compre-
hension, others have doubted whether the procedure can be used accur-
.ately and consistently to measure the reading difficulty of text, and
yet others have wondered whether what has been claimed for one type of
cloze is necessarily true for all typeso

The original claim by Taylor that the cloze requires the
Gestalt operation of closure was challenged by Weaver (1965). He
claimed that, far from being an easentially perceptual or matching
operation (which is what he claims the reading process is), the cloze
is & cognitive process, similar to a coding operation. To fill in a

cloze test, the subject must mske a search of the distribution of
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Probable elements suitable in that environment., This search procedure

is not a logical exhaustive process, but rather a heuristic procedure,
Tuinmen and Blanton (1971) support this rejection of Taylor's original
rationale for the cloze with experimental evidence showing that the
distribution of cloze responses is related to success probability.
¥hatever the nature of the psychological processes involved
in cloze, it is sometimes claimed that cloze is not & measure of com=
prehension of text. Weaver and Kingston (1963) seemed to show that
cloze was unrelated to comprehension. MacGinitie (1971) claims that
subjects are often capable of restoring words successfully in a cloze
test with only a recognition of "familiar patterns of expression", and
no true understanding of the text, Cloze, he cléins. is less a measure

of comprehension and more a measure of redundancy.

However, Bowers and Nacke (1971) show the inadequacy of
information theory to account for linguistic facts (for example,
creativity, or infinite recursiveness) and so claim that a procedure
like cloze, which, they say, is based on information theory, is also
"of dubious worth in testing the linguistic behaviour of a language
user”. Since linguistic redundancy does not operate in the way that
information theory predicts, a cloze procedure which randomly deletes
every n word is incapable of measuring the redundancy of text. Lin-
guistic redundancy is determined on syntactic and semantic grounds, and
to tap such redundancy .a cloze procedure would need to make selective
deletions based upon a linguistic analysis of the redundancy of that
text,

Brown, in Greene (1967), suggests that there are various
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hierarchically ordered levels of comprehension, which he calls
“gampling, matching, accepting, interpreting, understanding and
believing®, He further suggests that the exact word method of
scoring cloze only taps up to the fourth level of comprehension, that
scoring for synonyms will enable the fifth level to be measured, but
that there are levels of comprehemsion which are not tapped by the
cloze,

Rankin (1974), in an article reviewing the use of the cloze
procedure over the previous twenty years, echoes a growing feeling of
concern over the nature a'nd validity of the cloze procedure, He
suggests that perhaps the cloze is a better measure of readability
than of reading comprehension. He criticises mch work on the proce-
dure for using the random procedure rather than the rationgl deletion
of words from text. (In this, he echoes & remark in MacGinitie (1971)
to the effect that rational deletions are more likely to measure com=-
prehension than linguistic redundancy.) This concentration on random
clogze, he claims, has strengthened the influence of general verbal
abilities and intelligence upon the cloze measurement of reading com-
prehension, After listing many limitations of the cloze procedure,
including the facts that many cloze iteps are not determined by context
and s0 do not discriminate in testing terms, that many items are not
*"reading related" but "reflect background information or general lan~
guage ability", that many items depend on short-range linguistie
constraint, that perhaps the deletion of every Eth word is not the most
suitable deletion pattern for every use, and that perhaps ratiomnsal

deletion of words from text is no longer a cloze procedure, Rankin
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comments on the mushrooming use of cloze in recent years and adds a
word of caution:

"Performance on a cloze test o « o is influenced by the
reading ability of the reader and the difficulty of the materisls,
(and) « « o the type and mumber of items deleted. Until we know
more about the possible interrelationships of these variables o o »

we should be cautious in interpreting cloze tests."
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CEAPTER 2

The Cloze Procedure with Second and Foreign Language Speakers

201 Cloze with foreign lansuages other than English

Taylor (1954a) reported a study of the cloze procedure in
Korean, in which he'found the random cloze to be a good predictor of
the judged difficulty of three texts in Koreasn. However, the subjects
were native speakers of that language, and so the study does not count
as an investigation of the use of the cloze procedure to measure either
the readability of text for non-native speakers of a language, or their
comprehension abilities.
2.101 Carroll et sl

The first such study, and one of the most important investi=-
gations was carried out by Carroll, Carton and Wilds in 1959, Their
task was to investigate the feasibility of using the cloze procedure
for the College Board written foreign language achievement tests. They
looked at procedures which deleted both words and létters from text,
and used three groups of subjects: bilingual adults (French-English and
German-English), native speakers of English with English texts, and
secondary school native speakers of English learning French or German.,
They also investigated cloze in the auditory mode, buf neither this nor
the letter cloze is of co#cern here, and the experiment with adult
native speskers of English will be reported in Chapter 3.

The investigators had hoped that cloge would prove to be
simpler and chegper than traditional test construction, that it would

draw upon a broad and representative sample of language habits rather
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than on "specific knowledges", that it would provide a rational scale
of competence from zero up to native speaker, and that it would mea-
sure accurately at the upper levels of foreign language proficiency.

Passages were taken from the Reader's Digest, and their
equivalent translations in French and German. anh of the passages
contained 205 words and every tenth word was deleted, to give cloze
tests of 20 items eache When these tests were given to adult
bilinguals of English and one other language, it was found that there
was no difference in mean scores between native speakers and non-
native speskers (non-native in the sense of "second language"), and
tms it was concluded that the subjects must be equally bilingual, or
that the cloze was not sensitive to differences in command of one
language over another. Looking at the readability of the texts, how-
ever, it was found that there was a very low correlation between the
rank order of passage difficulty for, say, passages in English com-
pleted by native English speskers, and the rank order of difficulty of
the same passages translated into, say, Prench'and completed by native
French speakers. They conclude that during translation the relative
difficulty of text changes., Despite the finding that mean scores of
the two languages for bilinguals show no difference, in fact there is
only a low correlation of the bilinguals' performagce in their two
languages (English-French .50, English-German .06)e The investigators
thus suspect that the cloze procedure is not an entirely appropriate
measure of foreign language proficiency, and state that "If we wish to
propose cloze technique tests for measuring proficiency in a second

language, it will be necessary to adjust for the individuel's ability
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to perform cloze tests in his native language ", since, as they
suggest, "The ability to restore texts is somewhat independent of
competence in a language as it is ordinarily defined."

In a subsequent section of the study, the texts used in the
bilingual experiment were given to high school learners of French and
German, along with the Carroll-Sapon Aptitude Test, and the College
Entrance Examination Board tests. The correlations achieved with the
CEEB varied greatly depending on the text used in the cloze test, and
the grade level of the subjects. For example, the French cloze corre-
lations varied from .10 to .74, 4 similar pattern of correlations was
found for the apti%:ude test. The French cloze correlated at only .40
and .57 with teachers! grades for foreign language achievement in two
different schools, and the German cloze correlated with similar grades
at +65 and «79. The writers suggest that cloze tests are inferior as
foreign lenguage tests-because they involve too much extraneous vari-
ance, and that they measure the central core of language achievement
rather than some special variety of foreign language competence., This
conclusion, they say, "is not inconsistent with the observation that
cloze tests may not measure foreign languasge achievement very well."

They attempted to gain a rational measure of the amount of
learning of the foreign language achieved by the school groups by ex-
pressi;xg the mean scores for each grade level as a proportion of the
mean of the adult bilinguals (resulting in, for example, the statement
that fourth-year school learners have a score which is 60% of adult
native speakers' performance), but unfortunately they found that this

score did not show any difference in the amount of learning between
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different year groups in the samé school.

On an item analysis they found that there were high and low
validities for both content and function word deletions, and thus con-
cluded that little advantage is to be gained from selecting particular
kinds of words only for deletion (rational c¢loze)s They also calcu-
lated a community-of-response score, in which one point was given to an
answer also supplied by at least 25% of the bilingual edults, or by
25% of the experimental group. However, these scores were just as re-
liable (or unrelisble) as the exact word scores, correlated with them
at .92, .93, and resulted in lower correlations with the aptitude test
(e26 v 046)e Therefore, they conclude that the extra effort involved
in the calculation of such a score is not worthwhile.

Concluding their study, they do not recommend the cloze for
use by the CEEB because 1) a good measure of foreign langusge profi-
ciency should have native speskers performing in a relatively uniform
manner, whilst learners progressively improve. This did not happen on
the cloze testsy 2) the cloze seemed to be better at testing £roup
differences rather than individual differences — that is, it discrimi-
nates between bilinguals and learners, but this is too crude a dis-
tinction; and 3) "An individual who has good mastery of a foreign
language may not be able to demonstrate this mastery on a cloze proce=
dure test if he lacks certain other intellectual qualities such as
reasoning ability and ideational fluency."

2012 QOther studies
Apart from Carroll et al, very little has been produced to

date on the use of the cloze technique with non-native speskers of
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languages other than English.

Greenwald (1974) used the cloze technique to train American
students of French to utilize context in their reading both of English
and French, and found significant improvement in their ability to per-
form on a cloze test for English,.but not French., She also found
cloze exercises to be superior to specially comstructed "contextual
clue exercises" in improving cloze t'est performance.s It does not, how-
ever, follow that cloze can be used for improving sensitivity to con- -
text clues, since exposure to cloze exercises did not result in increased
scores on a specially constructed “contrived context™ subtesto

Whitmer (1975) also used the cloze technique as ome of a
series of procedures aimed at improving American students' proficiency
in reading French by exposure to specisl training in the strategies
needed to deduce the meaning of unfamiliar vocabulary. The clozZe was,
however, only one part of one of four training phases (others of which
were: 1) cognates and faux amis; 2) affixes, roots and word families;
3) locating mein elements: subject, verb, compiement, central ideas
and key words; and 4) inferential techniques and cloze)s The experi-
mental group gained significantly higher scores on the Modern Language
Association (MLA) Cooperative French Test (Reading) and so the amthor
concluded that his techniques worked. He also suggested that the use
of cloze as a teaching technique needs further investigation, and that
cloze shows promise as a device for testing proficiency in a second
language.

The only recent study validating the cloze as such a test for

foreign languages other than English known to the author, however, is
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Binkley (1974), which assessed cloze both as a teaching technique and
as a measure of German reading comprehension., She gave a total of six
cloze tests based on German passages at two~-week intervals. Each
cloze pre-test was followed by study of the intact text and by dis-
cussions of cloze, used to teach structure and vocabulary. The cloze
post-test was given ten days later. Thus twelve cloze scores, as well
as a total cloze score, were available for correlation with the Mli
Cooperative German tests, coefficients for which ranged from .59 to
«890 Higher correlations were achieved by combining pre-~ and post-
test scores. Since the highest coefficients were obtained between
cloze and whichever MLA test was appropriate for the students®
achievement level, the author concluded that cloze is more flexible
than the MLA test, which must be adjusted to student level., Interest=-
ingly, no significant correlations were obtained between the cloze and
a test of English reading ability - a finding on which the author
makes no comment, but which suggests that the ability to do cloze in
German at least is not related to one's reading abilities in one's
native language. Binkley advocated the use of cloze as Va classroor
measure, especially for ongoing, cummlative evaluation, but pointed
out that further research is necessary to determine the extemt to

which German cloze reflects students' full linguistic capacity.

202 XNon-native speskers of English

With non-native speakers of English, however, somewhat more
work has been done. One of the first studies was carried out by
Friedman (1964), whose subjects were foreign students at the Univer-

sity of Florida. She used the cloze procedure not as a testing device,
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but as a teaching technique for improving her students' reading com-
prehension. She found, however, that doing cloze exercises did not
improve comprehension as measured by a traditionsl multiple=choice
test more than did a course in close reading. She did note that her
students reported they were more aware of the grammatical structures
in text when doing the cloze.

Levine (1971) also used cloze in a teaching situation with
students of English as a Second Language, but this time the cloze was
the testing'deviee used to measure learning hypothesised to have taken
place during an amdio-visual, conversationsl course. She found that
there was no significant increase in cloze scores after instruction.
She naintained’however, that the close was an effective neamz'i.ig
device of the progress by students in courses for foreign langusage
learning, and thus concluded that the andio-visual course in English
caused students to neglect their grammar and to concentrate on promun—-
ciation. The other possible conclusion, which Levine did not consider,
is that learning did take place but that the cloze tests were not sen-
sitive to it. |

Two studies have been made on the use of cloge tests as
tests of listening comprehension for foreign students of English,
Gregory-Panopoulos (1966) deleted every fifth word from an sural text
and found that the ability of students to restore words correlated
closely with a standard listening comprehension test. Hoi'eover, he
found that the reliability of the cloze test was higher., Templeton
(1973) a136 used the cloze procedure to test the aural proficiency of

foreign students, found that it correlated well with eriterion English
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proficiency tests, and suggested that it could be used to identify
weak students amongst those foreign students coming to study in
Britain. Interestingly, in his pilot study, Templeton found that the

frequency of the test items significantly affected the subjects' per—

formance.

2:201 Readability
Several studies have been concerned with the use of the

cloze procedure to measure the readability of text for students of
English as a second or foreign language. Anderson (1972) used non-
native speaker primary school subjects in Papua, New Guinea, and ad-
ministered cloze tests where every 8th word had been deleted from
three separate passages. Four experienced teachers, involved with
children's reading, ranked the passages in order of difficulty. The
cloge ranked the passages in exsctly the same order as the judges,
regardless of how the closge tests were scored. He concluded that
cloze was a valid measure of readability for non-native speakers of
English,

Oller (1972) also examined the clogze as a measure of resda-
bility, this time with foreign students at the i!niversity of Californie
at Los Angeles. He took three texts, which varied in difficulty
according to both the Flesch and the Dale-Chall readability formmlae,
and deleted every 7°2 word from the passages. He found that although
the cloze test scored for exact word only agreed with the formlae's
prediction of difficulty, the “any acceptable word" scoring procedure
resulted in g different order of difficulty of texts from that pre-

dicted. Apart from speculating that the difference in rank orders
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might have been due to a difference in linguistic redundancy in the
texts not detected by the formmlae, Oller does not discuss this find~
ing, nor does he question the suitability of the readability formmlae
for use with EFL students (unlike Anderson (1972) who, regarding the
formulae as inappropriate for such students, used judges to establish
text difficulty).

Haskell (1973) used six texts, three of which were easy and
three of which were difficult, as determined by reference to the
Thorndike Word list (texta with words at the 500 word level were re-
garded as easy, those with words at the 1,500 = 3,500 word level were
called difficult)s He found that a discrimination between easy and
difficult passages was achieved regardless of whether the texts were
fiction or non-fiction, whether every Sth or every 10th woxrd was
deleted, whether 50 words were deleted or only 35, and whether the
blanks replacing the deleted words were of uniform size or whether they
varied according to the size of the deleted word. Unlike the Oiler
study, he found that the scoring procedure used had no effect on the
rank order of difficulty = the discrimination between easy and diffi-
cult was maintained when only the exact word was scored, when synonyms
were allowed, and even when “any appropriate uord‘.vas counted as
correct.

202,2 (Cloze as a measure of linguistic proficiency

¥ith non-native speakers of English, the cloze has been com=-
pared not so much with tests of reading comprehension as with tests of
Proficiency in English as a second language. For example, Johnson

(1974), using Air Force officers as subjects, concluded that cloze was



53

an effective measure of ESL, because it was significantly related to
other English proficiency tests. (He also found, as had been found
previously with native spesker subjects, that deleting only ‘stmctural
words resulted in a significantly easier test than an every-nth-vord
deletion, and deleting only "lexical" words resulted in .a more diffi-
cult test.)

The first study of this nature was carried cut by Darmell
(1968)s His scoring procedure was somewhat idiosyncratic, in that it
involved comparing the responses of non-native speaskers with those
given by native speaker subjects, rather than with some external arbi-
trary criterion of correctness. In his pilot study, Darmell found that
his clozentropy scores (based on cloze tests where every Sth word had
been deleted) correlated .63 with a dictation test, .61 with the Gates
Reading Survey, but not at all with an oral interview. He viewed these
results as encouraging for further research with the clozentropy, and
g0 he carried out a validation study of the procedure based on four
passages, two on engineering and two on a liberal arts subject, two easy
and two difficult. He turned these texrts into cloze tests by deleting
every 1()1:h word and compared them with the Test of English as a Foreign
Language (TOEFL). The total cloze score, based on all four passages,
correlated .84 with the TOEFL total, and it also correlated highly with
the Listening Comprehension (.74), English Structure (.67), Vocabulary
(.73) end Vriting Ability (.70) subtests. Interestingly, the lowest
part-score correlation was achieved with the B.eadmg Comprehension sub-—

test (.60).
Since, in addition, the relisbilities of the TOEFL and the
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total cloze scores (based on 200 items) were virtually identical. (.86),
Darnell concluded that the two tests were l;easuring, for all practical
purposes, the same thing, and that, to the extent that the TOEFL is an
acceptable measure of English proficiency, the clozentropy battery must
elso be acceptable. It should be noted, however, that different cloze
tests in the battery correlated differently with the TOEFL, with co-
efficients ranging from 49 to .70 with the subtests for different
cloze tests, and from .63 to 77 with the total TOEFL score.

Unlike most other researchers, Anderson (1970) compared his
cloze tests with tests of reading comprehension, specifically the
¥ati's Reading Comprehension Test (intended for native speakers) and a
specially made mmltiple-choice test on the same passages as the cloze
tests, constructed to test six comprehension skills (lcnowledge of the
vocabulary used in the passages, knowledge of stated facts, ability to
perceive sequences of events, to see relationships, to identify the
main theme, and to make inferences) in an item ratio of 36 to 18 to 9,
9,9 and 9.

He used nine passages containing a to:tal of 50 items, where
the items were selected (from cloze tests administered t§ competent
foreign readers) for the unanimity with which subﬁects had provided
responses, JIn other words, his cloze tests were not random, but
rationals His subjects were primary school learners of English as a
foreign language in Papua, New Guinea., His cloze tests proved to have
individual reliasbilities of .8 and above, and a total reliability of
‘695, He found a correlation between total cloze score and genersl

reading comprehension (the Watts test) of .78, and between cloze and
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specific comprehension - the homemade test - of .85, All intercor-
relations were significant: the different cloze passages correlated
with each other around the .85 level, and with the Watts test and the
vocabulary section of the homemade tests, at between ,71 and 780
However, the correlation of the cloze with the subsections on organi-
sation, main theme and inference were noticeably lower, ranging from
«46 to 55,

Anderson also carried out a factor analysis of his results
(the only such study to be done with non-native speakers) and found
that only one factor, which accounted for 65% of the variance,
emerged. The cloge tests had the highest loadings on this factor,
which can only be described as “reading comprehemsion®. He therefore
concln;led that the cloze test is a highly reliable measuring instru-
ment and a valid measure of both specific and general reading compre~
hension,

Most of the work on cloze with non-native speakers has been
carried out by John QOller and his associates, and has concerned itself
with cloze as a measure of proficiency in ESL. fhe first such study
vas done with Christine Conrad (Oller and Conrad, 1971), where it was
found that the cloze correlated with the total score on the UCLA
English proficiency test at .88 (by mmltiple regression). The highest
correlation of cloze test with subtests of the UCLA test was with the
dictation test, at .82, and the next highest was with reading at 80.
¥uch lower correlations were achieved with tests of vocabulary («59),
grammar (.58) and the article (o33)e Foreign students studying at UCLA

were the subjects, and they were divided into five groups: beginners,
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intermediates, advanced, a composition group, and graduates. Their
performance on a cloze test where every 7th word had been deleted was
compared with that of two groups of native English speakers: college
freshmen and college graduates, When the exact word method was used
to score the cloze tests, it was found that mean scores for the first
two non—-native groups were significantly different from each other,
and from the seventh group (graduate native speskers). However, the
cloze test failed to discriminate smong the advanced, composition and
graduate non-native speakers, or any of these with the fresheen nstive
speakers. If it is assumed that the native speakers, whether freshmen
or graduates, are homogeneous, and different from non-rative speakers
= & normal, pragmetic assumption - them it appears that the close is
not only discriminating falsely among native speskers, but also failing
to discriminate where it should ~ between native and non-nstive
speskers. The authors seek to explain their finding in two ways: either
the native speakers are in fact heterogeneous and advanced non-natives |
are indeed similar to freshmen native speakers, or the scoring procedure
used is insppropriate and an “any acceptsble word"™ method might produce
-ore‘ intuitively satisfying results. Clearly more research on this
matter is needed.

Oller and Inal (1971) constructed a rational cloze test which
deleted only prepositions, and which was scored by the "any acceptshle
word® methed, Significant differences were obtained between mean scoresa
for native speakers and for non-native speskers. Moreover, the corre-
lation of item difficulty for native speakers and non-native speskers

was merely .23, Somewhat contradicting the assumptions of Oller and
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Conrad (1971), the suthors suggest that, assuming that all normsl lite-
rate adult native speakers have roughly comparable skill in the use of
prepositions, and since native speakers were not discriminated by this
test, "this cloze test of prepositions is actually a test of English
language proficiency, rather than of some other language-related skill
on which native speakers might be expected to differ sign:ificantly."
In other words, a language proficiency test should not discriminate
among native speakers, should separate them from non-native speakers
and should discriminate among non-native speekers. If one relates this
to the 0Oller and Conrad study, one is forced to ask whether their cloze
test (every-nth—vord) is a language proficiency test.

In the Oller and Inal study, the results of one group with
different linguistic backgrounds were correlated with their performance
on the UCLA English proficiency test and reasonably high coefficients
were achieved with all the test subsections (.63 = .69). The corre-
lation with the total test score was .75. Interestingly, when partial
correlations were carried out, the highest coefficient was with
grammare. Vocabulary, dictation and reading were all non-significant.
The authors tms conclude that their rational test is a valid test of
grammatical competence.

oller (1972), as is reported in more detail in Chapter 3,
found the "any acceptable word® scoring procedure to be éapable of
better discrimination among subjects than the exact word procedure, and
of higher validity correlation coefficients with one version of the
UCLk proficiency test. Correlation with the total test was 83 and the

highest part correlation was, again, with dictation (.80), followed by
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reading (o76), grammar (o72) and vocabulary (.64)e This order of
relation was obtained even when subtests were partialled out in the
equations. Oller explained his findings by reference to the relative
iﬁtegration of the tasks on the subtests, such that, as the tasks be-
came more integrative, their correlation with' the cloze increased.,
The vocabulary test, which merely requires synonym matching, is not at
all integrative, according to Oller, and so correlated the lowest,
Grammar requires what Oller termed syntactic integration, and tms
correlated higher than the vocabulary test with the cloze., The dicta=-
tion, being a more complex task than the reading test - it "demands
more active hypothesis testing and analysis by synthesis than does the
reading test" - correlates highest of alle Thms, Oiler concludes that
cloze also requires high-level integrative skills.

Oller, Bowen, Dien and Mason (1972) deleted every 6°° word
from seven texts, some in English, some in Thai and Vietnamese, where
the texts in differing languages were translation equivalents of one
anothers They intended to compare native and non-native performance on
cloze tests, in particular, to determine whether native and non-native
responses differ. Scoring was done by the “any acceptable response™
method, When examining the mean scores of the original passages and
their translation equivalents clozed by native speakers, an approximate
equivalence was discovered. The authors conclude that translating a
cloze test into another language, if done ecarefully, yields a closge
test with a level of difficulty comparable to the original. (This is
contrary to the findings of Carroll et al, 1959.) Moreover, however,

the authors suggest a pedagogic epplication of this finding:
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"Suppose you are a teacher of a couple of advanced Eussian
classes of about equal proficiency in Russian, where the students
are native speakers of English., You want to know how your stu=-
dents compare in ability with native speskers of BRussian of simi-
lar socio—economic status and educational background. Here is a
fairly simple way to make an approximate judgement. Carefully
translate a Pussian passage into English maintaining comp_arable
style level, etc. Make a cloze test of it by deleting, say, every

th worde Give the test to one of your BRussian classes. The mean

6
score will tell you approximately what native speskers of Russian
would score on the original passage in BRussian. Give the original
cloze passage in Russian to your other class. Their mean score
subtracted from the mean score of the first class on the English
passage should provide a global but useful indication of their
competence in Russian relative to native speskers of Russisan.™

The aunthors thus suggest the equivalence of the cloge task
across languages, and propose that this knowledge can be used to con-
struct objectively criterion-referenced language proficiency tests.

They also found that whilst non-nétive speakers frequently
made responses to the cloze task which violated some contextual con-
straint, native speakers rarely made this kind of response. In pa:;t:i.-
cular, non-native speakers made considerably more responses which
violated obligatory selectional constraints in the immediate phrase
structure, and which made no sense at alle The anthors thus hypothesise
that non-native speaker responses tend to be different in type as well

as gquantity from native speasker responses.
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Oller, Atai and Irvine (1974) presented a more traditional
study of the cloze test as a measuring tool for second language profi-
ciency, by correlating a test on a passage where every 7th word had
been deleted, with scores on two dictation tests and the TOEFL test.
The latter test correlated .78 with the cloze, but the highest part-
TOEFL - cloze correlation was with the Listening Comprehension test
(+76)s This replicates Darnell's (1968) and Oller and Conrad's (1971)
findings. Correlations with dictation were only slightly lower, at .69,
and were higher than with any other part-test of the TOEFL (reading com=
prehension, .67; strmcture and writing ability .66; vocabulary, «49).
The authors tlms conclude that test modality has little effect on the
results when what is being measured taps a source common to the written
and spoken modes, namely, what they call the learner's "internalized
expectancy grammar", or his underlying language competence, The reason
that cloze, dictation and the listening comprehemnsion test tap this
competence, they claim, is that they are all integrative rather than
discrete-point tests, they are task-oriented and require the pragmatic
use of language for commnicative purposes. ‘Since these three tests
were more highly correlated with one another and with the other part
tests of the TOEFL, than the latter were with each other, the anthors
conclude that integrative testing proéedures are more valid than other
procedures. . A

They also compared clogze scored by the exact word method with
the same test scored by allowing responses to be correct if they fit all
of the surrounding context. Since no mean scores nor standard devia-

tions were given, it is difficult to evaluate the second scoring
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procedure in terms of how much additional information was provided, but
the intercorrelation of the procedures was .94, and the correlations
with TOEFL total and part-tests were virtually identical. The only
difference between the two was that the acceptable-~word method corre-
lated higher with dictation (+75 v 069). Given the thesis that inte-
grative tests will intercorrelate more with each other than with other
procedures, one would have expected the authors to have coz'lcluded that
the acceptable word procedure provided a more integrative test, but 1n
fact they conclude by recommending the exact word procedure for use by
non-native speakers, teachers of ESL, whose judgment of “acceptsbility™
is assumed to be less valid and reliable than that of native speakers.
This issue has not been put to the test.

Pinally, Stubbs and Tucker (1974) also investigated the rela-
tionship between the two most common cloze test scoring procedures and,
finding that there was a correlation of .97 between the exact word and
the any-acceptable-word procedures, recommended use of the former as
the simplest and most relisble. The cloze test, constructed by aeleting
every Sth word from text, was correlated with the American University of
Beirut Entrance Test of proficiency in English, and since moderately
high coefficients were achieved, the authors conclude that the cloze is
a valid test of English proficiency. However, the “acceptable word"
scores consistently correlated higher with the AUB test and its sections
than the exact word scores (coefficients with the total were .76 and 70
respectively; with structure, .70 and .66; vocabulary, .65 and .60;
and with reading, .70 and .67). It would thus seem, yet again, that

one might just as easily have concluded that the acceptable word
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procedure is in fact the most valid, and hence the procedure to be

recommended.

2,3 Summary

Since there have been far fewer studies of the cloze procedure
with non=-native spea]kera of a language, and very few comparisons of the
performance of native and non-native speakers on the same test, there is
little evidence for thé validity of the procedure used with non-native
speakers, or for the similarity or difference between native and non-
native performances, Some of the evidence produced is inconclusive; in
particular, as with native speakers, the use of the cloze as a teaching
technique seems to offer no advantage over other teaching techniques,
and there is some doubt as to the ability of the cloze to measure
learning in a foreign language.

The evidence available suggests that cloze might be a
suitable measure of text readability at least to the extemt that
experienced teachers and readability formulae provide suitable estimates
of text difficulty.

Some evidence is also available to suggest that the cloze is
a valid measure of foreign language proficiency, since it correlates
vell with more traditional, and presumably valid, measures of such pro-
ficiencyo A strange and fairly consistent finding is that the cloze
tends to correlaste higher with tests of listening comprehension
including dictation, than it does with tests of grammar or reading com-
prehension. Whereas high correlations are obtained with reading tests

intended for native speakers, lower correlations are apparent with those
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subtests of such reading tests which require higher-order reading
skills, Notwithstanding the correlations with linguistic proficiency
tests, there is some doubt about the ability of cloze to test specifi~
oslly foreign language achievement. Carroll et gl claim that a good test
of such achievement should result in native speakers performing uniformly
well, and non-native speakers being discriminated, There is some evi-
dence that the cloze test does not do this, which leads to a suspicion
that ability to do cloze msay be different from competence in a langusge,

The validity coefficients for the cloze seem to vary according
to the difficulty of the test used, and also according to the scoring
procedure employed. There is as yet no comnsistent use of one procedure
over another, despite high intercorrelations between procedures, be-
cause of this variability of validating correlations,

Little work has been done with the rational cloze procedure,
but with the random procedure there seems to be an assumption that
deletion frequency has no effect, since different investigators use
different frequencies.

In summary, then, it does seem that the cloze procedure is a
potentially interesting measure of language proficiency for non-native
speakers and of text readability for the same subjects, but that the
influence of different variables in the cloze technique needs to be in-
vestigated more closely, in an attempt to reveal what it is that the

cloze test might be testing,
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CHAPTER 3
Some Agpects of the Cloze Procedure

As we have seen in previous chapters, the cloze procedure is
a complex phenomenon, about which it is misleading to make global state-
ments. Although not a great deal of attention has been given to the
effect of different variebles in the past, some evidence has been pre-
sented to suggest that changing the value of some of these varisbles may
well have an effect on the validity 'of the cloze by changing its nature.

This chapter looks in more detail at previous research into the effect
of these variables.

3¢9 Pre—-cloze tests and post-cloze tests

4 pre-cloze test is a cloze test taken by a subject without
reading the unmitilated text. A post-cloze test is g clozé ‘test teken
after first reading the unmitilated passsge. The latter form is some-
what more time-consuming and awkward to administer, and so the usual
cloze procedure has been the pre-cloze..

Taylor (1957) found slightly higher correlations between his
post=cloze test and his comprehension test than he did between the same
comprehension test and the pre-cloze test. His correlations with cloze
tests and the Air Force Qualification Test also tended to be somewhat
higher for post-cloze than for pre-cloze. However, the differences
were almost certainly not significante

Rankin (1957) found similarly higher correlations between

cloze tests and the Diagnostic Reading Test (Survey Section) for the
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post=cloze, _but only one difference in coefficients was statistically
significant. However, he also found that the pre-cloze validity and
reliability both vary as a function of the subject's personality, where-
a8 those of the post-cloze do not. He therefore coﬁcludes that whilst
pre—-cloze is suitable for the measurement of groups of subjects, the
post=cloze would be more appropriate for the study of individuals,.
Bormuth and MacDonald (1965), however, found mo difference in validity
coefficients be;hreen pre-~ and post:cloze tests when investigating cloze
as a measure of sensitivity to style.

Although Rankin (1957) found a significant increase in post-
cloze scores over pre-cloze when looking at reading gain, his deletion
system was rational, rather than random. Coleman and Miller (see
Chapter 1) concluded that pre- and post- cloze tests were measuring the
same thing. Interestingly, Greeme(1964) found no significant difference
in mean scores between subjects taking a cloze test and subjects who
read the intact passage before taking the cloze test. This finding
suggests either that no learning takes place when reading a passage be-
fore taking a random cloze test - which seems unlikely = or that reading
a random cloze test gives one the same information, and is the same sort
of task, as reading unmtilated text - a conclusion vhich‘ also seems
counter-intuitive. Perhaps more likely is the assumption that the
random close test does not test the sort of comprehension one acquires
from reading unmutilated text. This theme will be taken up again in
section 3.7 on the sentence-bound nature of closge.

No investigation of pre-— and post—- cloze differences has been

carried out using non-native speskers as subjects.
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302 Rational cloze and random cloze

As mentioned in Chapter 0, pseudo-random cloze is the type of
deletion most frequently used, rather than pure random deletion.
Taylor (1953) compared an every-10‘"-word deletion with a random 10%
deletion and came to the conclusion that, provided more than 16 items
were used in the cloze test, there was no difference between the pro=-
cedures, and that an every-nth deletion was to be preferred for con-
venience, In the comparison of rational and random cloze, therefore,
the random cloze used is in fact a pseudo-random procedure.

Taylor (1957) compared a pseudo-random cloze with two
rational deletions: 1) the deletion of easy words only (conjnnctions.
pronouns, articles, auxiliaries), and 2) the deletion of hard words
only (nouns, verbs, adverbs). With only one exception, the random
cloge correlated best with criterion tests of pre-reading knowledge,
immediate recall and aptitude, and so he concluded that for purposes of
testing comprehension, aptitude and readability, the random procedure
was beste.

As alresdy mentioned in section 1.5 of Chapter 1, Rankin
(1957) found the rational cloze to be less related to intelligence
measures, &nd more to "pure®™ comprehension of the text, than was random
cloze.

Greene (1964) found increased validity coefficients for a
podified cloze procedure on some criteria, but not on others, and con-
cluded, despite better item discrimination and reliability for his
modified cloze, that there was no significant difference between the

two deletion types as measures of reading comprehension.
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Jefferson (1969) investigated two rational procedures - de—~
leting every Sth lexical unit (noun, verb, adjective) and deleting every

"B tructural unit (function words) - and compared them with a random

5
every-sth-word cloze. He found significant differences in mean scores,
such that lexical cloze was hardest, followed by random cloze, and a
significant interaction was found between deletion type and readability
assessment, He claimed, therefore, that using rational rather thén
random cloze seriously affects the resulting measures of readability.
This is the same conclusion reached by Taylor in 1953, who saw that if
the texts whose readability one is measuring are to be sampled ade-
quately, then random cloze is the only possible procedure, since the
rational cloze would result in a biased view of text difficulty.

Doyle (1973) compared a rational lexical deletion (deleting
every 10%2 noun, verb, adjective or adverb) with a random everyb10th-
word deletion. He discovered that his subjects performed more success~
fully on rational cloze for expository text, but more successfully on
random cloge for narrative text. He claimed that rational cloze re-
quires teleological processes, measures reading achievement, and samples
linguistic deep structures, whereas random cloze measures the ability to
comprehend interrelationships among ideas, and samples linguistic sur-
face structures, He did not find IQ to be more associated with one pro-
cedure than the other.

Prange (1973) found no significant difference between random
(every 5th word) and rational (every 57 noun, verb and adverb) proce~
dures and correlations with critical reading, general reading and

intelligence measures.
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Rankin (1974), reviewing cloze research over the previous
twenty years, claims that the concentration on random cloze procedure
has "streng’cheﬁed the influence of general verbal abilities and intelli=-
gence upon the cloze measurement of reading comprehension.® He advo-
cates further investigation of rational deletion procedures, but wonders
whether such rational procedures can then be considered to be cloze pro-
cedures, whose essence, in Taylor's days, was the random sampling of
linguistic items in text,

Despite some counter-evidence, the consensus of apinion on
rational cloze tests with native speakers seems to be that they are
different from random procedures, and, of course, that they are capable
of greate;- manipulation and variation. They may, therefore, be more
suitable for investigating the effect of linguistic variasbles on com=
prehension than are random procedures.

To date, the only investigation known to this smthor into
rational cloze procedures with non-native speskers of English, or in-
deed of any other languags, is the Oller and Inal study (1971), reported
in Chapter 2, where only prepositions were deleted from text. The test
was administered to non-native speakers of English, and the results
were compared with the UCLA English proficiency test. Although, as
reported, the authors claimed theirs was a test of grammatical conpe-‘
tence, no comparison was made with a random deletion procedure on the
same text in order to establish whether the rational test was testing

anything different.
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3¢3 Cloze as a test

Not many investigators have looked at the efficiency of cloze
tests, but of those that have, opinions have generally been favourable.

Greene (1965) reports that his modified cloze procedure,
deleting only those words he considered to be restorable, resulted in a
better relisbility coefficient (ER21 o76 Vv o9, split half o5 v 76)
and superior item performance. The mean item difficulty for modified
cloze was .58; for random cloze the content word difficulty was .38.
More effective items were present in the modified cloze, for the random
cloze had many items that did not discriminate and 13% of the items were
extremely difficult.

Bormuth (1965a) reported that the frequency distribution of
item difficulties tends to be U~-shaped, which echoes Greeme's finding.
Homever, Cranney in Greene (1967) claims that rejecting items-after item
analysis does not improve the correlation with validating criteria, and
that, in fact, it lowers reliability. This lower reliability, of course,
is due to the smaller mumber of items in the test. BReliabilities of
cloze tests, when reported, have tended to be moderately high (of the
order of .7 and over), but only when sufficient items have been included.
Taylor (1953) felt that acceptable reliability would be achieved if more
than 16 items (and preferably at least 35 items) were included in the
test, and Bormuth (1962, 1963) recommends that 50 items should be in-
cluded for optimum reliability. This, of course, depends also on the
mmber of subjects, and in fact Bérmuth (1965a) presents a table of
varying standard errors of the mean for various combinations of test

length and mumbers of subjects, for the guidance of researchers.
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However, both Taylor (1954b) and Bormuth (1964c) found that, if, using
the evez'y-sth-word delotion rate, five versions of the cloze test on a
particular passage were constructed so as to delete every word in the
passage, even if 50 words Iwere deleted, more than half of the deletion
versions were significantly different. Also with native speakers,
Carroll et al (1959) found that when holding sbility to do cloze con-
stant, there was a significant difference between & cloze test with a
deletion rate of: every 101;h word, starting at the tenth word, and one
of the same deletion frequency, but starting at the eleventh woxd.

In summary, it seems that, altheugh reliabilities may be high
if sufficient items are included, many of the items in a random cloze
are in fact contributing very little to the test as a whole, and so the
test can be considered to be fairly inefficient. Yet item analysis does
not improve validity, and may affect relisbility.

The only investigation of cloze efficiency with non-native
speakers known to the author was carried out by Oller (1972), using non-
native speskers of English as subjects. Comparing the exact word
scoring procedure with the any-contextually-acceptable word procedure,
on texts of varying difficulty, Oller found that although reliagbilities
measured by KR 20 were high (from .93 to .99), the reliabilities for
items improved slightly when the acceptable-word pmceduré was usedo
He found that item discrimingtion was worse when the exact word method
was used, regardless of text difficulty. On the difficult text, 16% of
the items failed to discriminate using the exact word method, and 18%
were extremely difficult. On the medium text, 38% of items were very

easy (above 80% facility) and 36% on the easy text. Moreover, 34% of
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the easy text items failed to discriminste between "good" and "bad"
pupils. In other words, there was a very uneven distribution of item
difficulties and discriminations with the exact word scoring method.
¥hilst using an any-acceptable-word procedure improved discrimination
somewhat, it also resulted ir a much more unbalanced distribution of
item difficulty (the easy text proportion of items with an item facil-
ity of over 80% increased from 36% to 80%, and the difficult text in-
creased from 4% to 25%) There are grounds for doubting the efficiency
of the cloze test with non-native speakers, at least when viewed from
the point of view of traditional item analysis - a technique intended
for use with discrete-point tests, but also used to analyse so-called

integrative tests.

3.4 The effect of passage difficulty on cloze scores

&8s has slready been seen, the cloze procedure is generally
considered to be sensitive to differences in the difficulty of texts,
although Mosberg et al (1968) expressed doubis as to the sensitivity
of cloze to passage differences at low levels of difficulty.' The pro-
blem that presents itself is whether ‘the text used for a cloze test
affects the measurement of the subject's comprehension of the text or
of his general reading comprehension sbilities. Clearly, different
raw scores will result for each individual on different texts, which
is, of course, the justification for clgiming that clozZe measures
readability. But perhaps individuals will differ as to the difficulty
they find on different texts, and, therefore, the correlations with

other comprehension tests will change.
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No such study known to the author bas systematically compared
the way in which cloze tests on texts of differing difficulty measure
comprehension abilities differently, for native speakers., HOwWever, one
or two studies have revealed information about the effect of text diffi-
culty on the measurement of comprehension for non-native speakers.
Carroll et al (1959) found that the correlation of their cloze tests
with the CEEB varied as the text used for the test changed in difficulty.

Darnell (1968) compared four cloze tests, two difficult and
two easy, two on engineering and two on the humsnities, with the TOEFL
test. The scores he used were clozentropy scores (a type of
communglity-of-response score, using the frequency of different re-
sponses of a criterion group of native speakers as the scoring key for
non-native speakers) and so direct comparison with normal exact word
scoring is no simple matter., Differences in the correlations with the
TOEFL were found between easy and difficult texts (difficulty as mee-
sured by Flesch), but they were minimal (Easy 069, Difficult .63 for
engineering texts; Basy 73, Difficult oT7 for non-engineering texts).
The greater differences were found between texts of different content,
such that non-engineering texts always correlated higher with the TOEFL
than did engineering texts (the subjects were engineering students).

To the extent that difference in content reflecis a difference. in text
difficulty for these subjects, even if the difference is not measured
by Flesch, it can be shown that text difficulty does affect the measure-
ment of language proficiency.

Oller (1972) used three passages (all much easier than

Dernell's passages) which he called “very easy", “fairly easy" and
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"standard" (Flesch 100, T7, 69 respectively). Interestingly, his “any
acceptable word™ scoring method resulted in a reversal of order of
difficulty of Texts I and II, but even using the exact word, the diff-
erence between fairly and very easy texts was not so great (mean scores
64% and 68%). Nevertheless, the very easy text, Cloze I, consistently
correlated considerably lower with the criterion UCLA ESLPE English
proficiency test than either of the other two texts. (The correlation
with the total UCLA test was 73, compared with .87 for Cloze II and
.85 for Cloze III). Between the fairly easy and the standard texts
there was very little difference. This finding tends to confirm the
finding of Darnell, that text difficulty might have an effect on the
validity of cloze. Since, however, Oller's texts were only subjected
to one deletion each (every seventh word), it is possible that the
choice of words for deletion had an effecte Further investigation is
needed with several deletion patterns per text, and with texts which

are more obviously different in difficulty.

305 The effect of the scoring method on cloze scores
Whilst emphasising the need for further research, Taylor's

original paper (1953) claimed that scoring correct only the exact re-
placement of the word deleted yielded the same degree of differentiation
between scores and passages as a scoring method which allowed as correct
any synonym (also defined as & “good encugh® answer), although the
second method gave a slightly higher score. He concluded that exact
replacement was to be preferred on practical grounds,.

Rankin (1957), Ruddell (1964) and Bormuth (1965b) confirmed

this finding, Rankin found a correlation of .92 between exact and
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synonym scores on & pre-cloze test, and found that there was no signi-
ficant difference in reliability between the two scores. Buddell's
synonym score judged responses correct when they 1) completed the
original idea expressed in the context of the sentence, 2) fitted the
original syntactic pattern of the sentence, 3) were grammatically
correct in terms of number agreement, and 4) corresponded in diffi-
culty level (judged by absence from the Dale 3,000-word list) with the
deleted worde (It should be noted that this is a different synonym
score from that used by others, who simply used & dictionary of syno-
nyms to decide on the acceptability of responses.) Ruddell found mo
significant difference in reliability between the exsct and the syno-
nym scores, although there was a tendency for the synonym reliability
to be higher, Nor did he find any significant difference between exact
and synonym scores when correlating them with the Paragraph Meaning
section of the Stanford Achievement Test (although, egain, there was a
s8light tendency for higher validity coefficients for the synonym -
scores)e

Bormuth (1965b) classified responses to 20<cloze tests into
seven different categoiies: 1) exact word, grammatically correct (EGC);
2) exact word,grammatically incorrect (EGI); 3) synonym, grammatically
correct (SGC); 4) synonym, grammatically incorrect (SGI); 5) unrelated
semantically, grammatically correct (USC); .6) unrelated semantically,
grammatically incorrect (USI); and 7) unclassifiable responses (UCR).
(Bormuth's definition of symonym is unclear; but seems to be opposed
to unrelated semantically; otherwise, there is a great difference

between scores 3 and 5.) He found that while scores based on gramma-
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tically correct responses correlated positively with his criterion of
comprehension (the Stanford Achievement Test), the scores based on
grammatically incorrect responses did not. Moreover, the correlatioms
of grammatically correct responses with comprehension increased as a
function of the similarity of the meaning of the responses to the
deleted word (correlations of the Stanford test with UGC, «55; with
SGC, o64; with EGC, 82) This he took to mean that comprehension
could not be said to be complete unless the exact word had been re-
placed, and so he concluded that the exact word score was the best,
both for measuring individual differences in reading ability and for
discriminating among passages.

Bormuth (1968b), reviewing studies of different scoring pro—
cedures,.clains that when higher validity coefficients are achieved
with the synonym scoring method, this is simply because the variability
of the scores has increased, Thus, one can compensate for this by
adding a few items to the test, and then using the exact word procedure.

Coleman and Miller (1967) compared the exact word score with
a weighted score which gave a value of 3 to the exact word, 2 to a
synonym of the deleted word, and 1 to a word of the same form class as
the deletion, Possibly because of this weighting, the intercorrelation
of the two procedures was .99

Although many studies report high intercorrelations between
the exact word score and other scoring procedures, therefore concluding
that the different procedures either all measuré the same thing or at
least that there is no need to calculate other scores, Hafner (1964)

found a relatively low correlation (.61) between the exact word score
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and a "grammatically correct" score, as he called it (in fact, a sort
of form class score, since correctness was determined by reference to
the form class of the deleted vord), which he assumed to measure sen-
sitivity to immediately adjacent context. He also found that his
grammatical score correlated less with intelligence than did the exact
word score (Otis IQ Test .68 versus .73, Hafner Intelligence Test 42
versus .46) and less with a measure of vocabulary (non-significent
versus .56). He did not reach any conclusions as to the usefulness of
his grammaticel score. Nevertheless, his results show that some scoring
procedures may well measure different aspects of reading comprehension.
Indeed, it would be surprising if it were not so.

Fillenbaum, Jones and Rapoport (1963) also employed a form
class scoring procedure — i.e., giving credit for any restoration from
the same form class as the delete.d word - but they did not compare it
with the exact scoring procedure, nor with external criteria, since
they were concerned solely with the predictability of form classes.
Nonetheless, they make the interesting suggestion that possibly a form
class scoring procedure measures sensitivity to the relatively close
grammatical enviromment, whereas the exact word score might depend more
on remote semantic features of the discourse. They did not, however,
pat this bhypothesis to the test.

Moreover, despite the apparent evidence that the exact word
procedure is perfectly valid and i'eliable, some investigators have used
other procedures because they felt the exact word method was too harsh
on subjects. For example, Schoelles (1971) decided that with children

in grades {1 = 5, it would be more appropriate to allow synonyms of the
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deletion as well as the exact replacement.

Nevertheless'the usual practice remains, with native speakers,
to score only the exact word. With non-native speakers, however, there
has been a feeling that an exact word scoring criterion may simply be
too difficult, and that a better measure of proficiency might be to
allow words which are contextually acceptable. Take the sentence "The
esscescscs Walked down the street™. If a subject responds with “horse®,
bear® or "bird" instead of "woman", the error would seem to be of a
different order from filling the gap with "table" or “with",

One procedure which has been examined several times is the
comminality-of-response score, where native speakers fill in the cCloze
test, and non-native speakers' performances are judged by the words
supplied by the (supposedly proficient) native speaskers. Carroll et al
(1959) gave non-native speakers a credit point for any answer also given
by either 25% of the native speaker subjects, or by 25% of the non-
natives themselves, However, they found that the reliability of this
score was just the same as for the exact score, and that its validity
was less = the exact word correlated .46 with an aptitude test, whereas
the communality score correlated only .26. (The intercorrelation of the
two Bcores was .92.) They tms concluded that the exact word score was
a better measure of language achievement.

Darnell (1968) used a clozentropy score, based on logarithms
of the frequency with which criterion groups of native speakers had
responded to the same cloze tests, and achieved encouragingly high
validity correlations with the TOEFL (for example, total clozentropy

with total TOEFL was o84). He therefore concluded that the clozentropy
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procedure was a valid measure of proficiency in English as a foreign
language. Unfortunately, however, he did not compare the clozentropy
with the exact word score, and was thus unaeble to comment on the rela-
tive merits of the two procedures.

Levine (1971), like Hafner and Fillenbaum et al, supposed
that scoring cloze passages for cor:;-ect form class replacement would
result in a score expressing the subject’s demonstration of his English
grammatical competency, but did not supply any proof of the assertion.
She did, however, find that whereas the cloze exact score did not
change after a course of instruction in English (test given before and
after the course), the form class scores did. Unfortunately the “after®
scores were lower than the "before" scoz;es.

inderson (1972) examined four scoring procedures: 1) the
exact word, 2) synonyms (those words appearing in the Collins Gem
Dictionary of Synonyms and Antonyms as synonymous with the deleted
word), 3) alternative responses (defined as those words which “"made
sense within the context, which were correct in number agreement, and
which fitted into the grammatical structure®.), and 4) same grammatical
class as the deletion., Unfortunately, scores 2, 3, and 4 were weighted
in favour of the exact word by giving at least twice as much credit for
verbatim restoration as for any of the others. Therefore, the inter-
correlations of the four methods were high (none was below «99) and the
reliabilities were virtually identical, Since, although the mean scores
were higher on methods 3 and 4, the texts were ranked in the same way by
all four methods, and since virtually maximum intercorrelations of the

procedures were achieved, Anderson decided that the exact word method
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wvas the most appropriate for testing purposes.

oller (1972) examined five scoring procedures with 398 stu-
dents of English as a foreign language. His procedures involved
different weights for different categories of responses: Mi: exact
word only; M2: exact words and any other contextually acceptable
responses = i.e., restorations that vioclated no contextual constraints.
M3, M4 and M5 involved different weightings for exact words, acceptable
responses, responses which violated long~range comstraints, and res-
ponses that violated short-range constraints, in the following propor-
tions: M3: 4 +3 +2+1; Mé:s 24+ 2+2+1; M5 24+ 2+1 41,
Since he found that M3, 4 and 5 were not significantly different from
¥2 (not altogether surprisingly, in view of the weighting systems) and
were much more complex, he rejected them and concentrated his analysis
on M1 and M2, He discovered that validating correlations with an
English proficiency test were consistently (regardless of the diffi-
culty of text used for the cloze test) higher for the acceptable-word
scoring method, with the sole exception of cox—'relations with the voce~
bulary subtest. (Overall correlations of cloze with the UCLA profi-
ciency test were exact word, .75; acceptable word, .83.) A4s reported
in section 3.3 above, item analysis revealed greater discrimination for
M2, but an incresse in item facilitye Oller therefore concluded that
with non-nativ;a speakers, the best scoring procedure is that which
allows any contextually acceptable word as well as the exa;ct worde

The following year Haskell (1973) reported a study of the
cloze for measuring readability of text rather than ;:omprehension abi-

lities, =mong non-native speaker subjects, in which, inter glia, he
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compared three scoring procedures: exact word, synonyms, or any-
appropriate-worde He found that all three methods ranked his "easy"
and "difficult" texts in exactly the same way, and that the increase
in mean scores for each procedure was quite smell (7% increase of
synonyms over exact word, 5.5% increase of any-appropriate-word over
synonyms)e Thus he decided that the exact word method was the most
suitable measure of readability for EFL studentse.

Oller, Atei and Irvine (1974) re-examined the ezact and
acceptable scoring procedures for use as measures of EFL proficiency,
and found that they intercorrelated at .94, Moreover, although the
acceptable procedure correlated higher with dictation (.75) than did
the exact word procedure (69), all other correlations with external
criteria - in this case, the TOEFL - were virtually identical. The
conclusion reached (contrary to Oller, 1972), was that the exact word
scoring procedure measures the same attributes as the acceptable pro-
cedure, and is to be preferred on grounds of convenience.

This finding was confirmed by Stubbs and Tucker (1974), who
recommended use of the exact word procedure because it correlated at
97 with the acceptable-word procedure. However, as we have already
seen in Chapter 2, they overlooked the fact that the acceptable-word
procedure had consistently higher validity coefficients. The differ-
ence between the correlations of the two procedures with the criterion
entrance test of the AUB was approximately of the same order as that
found by Oller (1972), which led him to the opposite conclusion, |
namely, that the acceptable word procedure was the more IValid.

In summary, then, for native spegkers it seems to be
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generally agreed that the exact word scoring procedure is the most
appropriate, but with non-native speakers the position is not so clear.
Further ::anestigation of this point seems necessary, and, in particular,
& comparison of the different proéedures with native and non-native
speakers, to see if they have a similar effect.

As none of the investigators mentioned attempt to account for
the superiority of one or the other scoring procedure in theoretical
terms, it will also be necessary to attempt to account for any differ-

ence or similarity between procedures that might be found.

306 The effect of varying the rate of deletion in a cloze test
Since Taylor (1953) found that deleting every 5°° word from
text discriminated just as well among subjects as deleting every 10°0
word, it has been customary to use an every-Sth-vord deletion rate in
cloze studies, for reasons of economy. Nevertheleés, there have been
many exceptions to this generalisation. Taylor himself, for his 1957
paper, deleted not every Sth word, but -every 7th word from text. 4&l-
though Bormuth consistently deleted every Sth word, Moyle (1970)
suggests, without evidence, that a deletion rate more frequent than
every 10°2 word would prove too difficult for young children, Benning
(1973) removed every 1‘51;h word from her passages, whereas Doyle (1973)

o‘th

deleted every 1 word, Similarly with non-native speakers, Carroll

et al (1959), feeling that every -Sth word deletion would be too diffi-
cult, removed every 10 word instead. Oller (1972) removed every 7tk
word without justifying his choice of frequency, Anderson (1970)

th

deleted every 8" word, but Stubbs and Tucker (1974) stuck to the more
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traditional (for native'speakers) deletion of every Sth worde The un-
spoken assumption in all these cases, however, is that results on one
text at one deletion rate are directly comparable with results on
other texts at other deletion frequencies; in other words, that the
deletion rate used has no effect on the results obtained, However,
since both Bormuth (1964c) and Taylor (1954b) found that the five
possible different versions of a cloze test at deletion rate 5 pro-
duced significantly different results (see section 3.3, this chapter),
it might be expected that a different frequency might also result in
significantly different results.

A few investigators have, in fact, looked at some aspects of
deletion frequency with native speakers, In particular, some have
exgamined the effect of amount of context 6n the restorsbility of words,
The information theorists were interested in estimates of redundancy of
English, which they calculated usiﬁg the Shannon guessing game
(Shannon, 1951), in which subjects guess which letter comes next in a
series of letters (and, therefore, words). In.particular, Burton and
Licklider (1955) attempted to discover the extent to which estimates of
the redundancy of English texts are dependent upon the mumber of pre-
ceding letters known to the subject. They gave their subjects varying
amounts of preceding context = where Shannon had given 15 and 100
letters of context, they gave subjects the following amounts: 0, 1, 2,
4, 8, 16, 32, 64, 128 and approximately 10,000 letters of cqntext,
since they hypothesised that English might be 95% redundant (rather
than the 50% redundancy calculated by Shannon) if all possibie

constraints, including subject matter, style, level of presentation,
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etc., were taken into account. However, they found that the con-
straint imposed by 32 letters was little less than that imposed by
10,000 letters; they concluded that therefore written English does mnot
become more and more redundant as longer and longer sequences of text
are taken into account, and suggested that in principle their conclu-
sions also apply when words and even sentences are used as the base
units instead of letters. Be that as it may, the main finding is that
context of more than 32 letters - i.e., between, say, 4 and 8 words -
does not increase the constraint.

Shepard (1963) extended the guessing technique to words, and
recorded the mumber of words that subjects could supply in a given
amount of time, to fill a gap with varying amounts of bilateral con-
straint (vords either side of the gay)o He found that although sﬁb—
jects were able to find more than one possible word for contexts of up
to 40 words (20 words unilaterally), in fact the nature of the curve
of words supplied was such that there was only a negligible amount of
increase in constraint over spans exceeding 10 words unilaterally -
the amounts of context used were 0, 1, 2, 4, 6, 10, 40, These findings
would imply that even if there is a difference between cloze tests of
deletion rate 12 and deletion rate 14, the difference ought to de mi~
nimal, and represent the asymptote of a negatively accelerated curve.

Nicol and Miller (1959) also investigated the redundency of
English, using words as their base units. They took sentences from
newspaper articles and deleted words at frequencies of every 5th, 6th,
8th, 10th and 12th word. Subjects were asked to restore the original

word (although acceptable synonyms were also allowed)s No differemce
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was found between deleting every 5 word and deleting every 6 = word,

but differences were found between deletion rates 10 and 12. However,

for one text, deletion rate 12 was harder than deletion rate 10. Their
design was such that it is impossible to compare deletion rates properly:
they compared, for instance,deletion rate 6 on one text with deletion
rate 8 on a different text, and then concluded that the deletioﬁ rates
were different. Moreover, they summed the scores on two different texts
to arrive at a mean deletion rate score for deletion rates 5 and 6. The
validity of such a procedure is in some doubt. Nevertheless, the authors
claim to bave established that if a subject has eleven words of context,
it is easier for him to supply the 12'® word, than it is for him to supply
the fifth word after having read only four wordse.

X somewhat better study was carried out by Aborn, BRubenstein
and Sterliné (1959), who came to the conclusion that context of less than
four words between deletions substantially reduces contextual constraint,
and that increasing context between deletions beyond ten words does not
increase subjects' abilities to restore the deletion. They used sentences
6, 11 and 25 words in length, and investigated both the effect of position
of the deletion within the sentences on predictability (the result was
that all positions except the final were equally predictable) and also the
effect of bilateral rather than unilateral constraint (here they concluded
that bilateral constraint is greater than unilateral constraint). They
.related their finding of maximum constraint operating with between 5 and
10 words of context to Burton and Licklider's finding that 32 letters
represent the maximum amount of contextual constraint. However, their

findings are somewhat difficult to relate to cloze because they only used
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isolated sentences, rather than continuous text.

Salzinger, Portney and Feldman (1962) used a series of
passages representing different orders of statistical approximation to
English and deleted words from these passages with a frequency of every
Sth and every 71"h worde There were no significant differences, at any
order of approximation to English, between the two deletion rates, and
so the authors concluded that "apparently subjects either do not or

cannot make use of a context of more than five words on either side of

each blank."

Fillenbaum et al (1963) compared deletion frequencies of
every an. 3rd. 4th, Sth and Gth words on a transcript of speech. They
found a steady increase in both exact word and form class scores at
each deletion rate, but interestingly, the largest increase in scores
came between deletion rates 2 and 3. Nevertheless, there was glso a
difference for both scores between deleting every Sth word and deleting
every 61:h word.

The most complete investigation of the effect of varying
deletion rates in cloze tests, however, was made by MacGinitie (1960).
He took two passages and subjected them to deletion frequencies of

, 6%8, 12*® ang 24® yword., He then compared only those words

every Srd
which were deleted in all four versions, and discovered a significant
difference between deletion rate 3 and the rest, but found no signi-

th

ficant differences among the 62, 122 and 24°F word deletion rates.

Llthough only half the contrasts between deletion rate 3 and the rest

were gignificantly different, he concluded that while context of less
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than four words between deletions substantially reduces contextual
constraint, a distance between blanks of five words or more seems to
have little effect on the restorability of the blank, He suggests that
the effect of context may be different for different form classes, but
nonetheless concludes that the redundancy of English for restorative
purposes acts mainly with small segments of speech, and, indeed, that
perhaps "the units in which thoughts are composed mey seldom be greater

than five or six words."

Odom et al (1967) conpared deaf and hearing readers on texts

th and Bth words respectively deleted, and maintained

vith every 3rd, 4
that there was no general effect of the span between deleted words for
either group.

Klare et al (1971) experimented with deletion rates 5, 8, 11
and 14 and found that their subjects attempted every blank, except for
the test in which every 5°° word had been deleted. They found that
their attitude to this deletion frequency was mmch leass favourable than
to any of the other deletion rates; <they therefore recommend use of a
deletion frequency of every gth or 10th woxrd.

Miller and French (1974) used deletion rates 5, 7 and 10 on
science and social science materials, and found that deletion rate 7
was easier than the other two deletion rates for science materialse
Although they did not present the statistics, they claimed to find no
difference between the three rates on social science materials. How=
ever, only one deletion rate - every 10th word — had consistently high
correlations with an achievement test criterion. They thus conclude

that "an every-10f-word count be used for textusl materials that are
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fact-laden."

McNinch et al (1974) investigated deletion rates 5, 7 and 9
with science, social science and English materials, and found that
varying deletion patterns significantly affects the measurement of
readabilitye They conclude that science materials need a low frequency
deletion pattern - e.g., every 9th word - whereas social sciences and
English should have every ‘71:h word deleted. Despite their conclusions,
they in fact discovered no consistently best deletion patterns for any
one subject matter, and although they conclude that different deletion
patterns do. have an effect on the measurement of readability, it un-
fortunately does not follow from their findings that the differences
between deletion rates that they, found are necessarily generalisable to
other texts from the subject areas concernmed.

Nevertheless, their results are interesting in that they con-
tradict previous research conclusions that the deletion frequency has
no effect on cloze scores provided that words are not deleted more
frequently than every Sth word, and they encourage speculation not only
that different deletion patterms might produce different results but
also that there may be an interaction between text difficulty and de-~
letion frequency which may also affect cloze scores.,

With non-native speakers of English, only one study of the
effect of deletion frequency has been carried out. Haskell (1973)
found that his six texts were ranked in the same way whether every Sth

word Oor every 101:h

word was deleted, and he found no significant
differences between passage mean scores for deletion rates 5, 7 or 10.

No studies have been made of the effect of changing deletion frequency
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on validating correlations of comérehension or language proficiency, nor
has any direct comparison been made between the differential perfor-
mances of native and non-native speakers in this dimension. No attempt
has been made to account for those research findings that show no
differences among deletion rates and those that do show some differ-
ences, or to relate such facts as there are to a theory of what the

cloze measures.

3.7 Is cloze sentence~bound?

The results of such research as has been carried out on the
_effect of changing deletion frequency, in so far as they indicate that,
providing at least five words of context are available between gaps,
the amount of context does not matter, suggest that cloze tests essen-
tially measure the local redundancy of texts and, more specifically,
that cloze scores are not sensitive to contextual clues contained in
the more remote contexts This suggests that cloze is not capable of
testing comprehension of a whole passage, at least when that compre-
hension is dependent on the interrelationships of ideas and sentences.
Similarly, the apparent lack of difference between scoring procedures
vhich allow only the exact word, and those which also allow any con-
textually acceptable word, suggests that if both procedures are
measuring essentially the same thing, and the any-acceptable-word pro-
cedure basically ignores long-range contextual constraint, or at least,
if one can claim that the exact word procedure would normally be
expected to measure greater sensifivity to remote constraint, as well

as factors like style, register, background knowledge snd so on, then
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perheps the cloze really is not sensitive to such considerations.
These two apparent findings - which, of course, need experimental veri-
fication - suggest the hypothesis that cloze is essentially sentence-
bound. The findings reported in Chapter 1, section 1.7 (Reading Gain),
that although the rational cloze mgy be a useful measure of information
gained from reading a text, the random cloze does not seem to be suit-
able for such a purpose, lend themselves to an interpretation that
cloze is essentially a measure of the immediate constraints in text,
and not of overall comprehension. Thus subjects who read unmtilated
text, and then do a cloze test have in fact gained information from the
text, and may well have ™understood" it, but the random cloze is simply
insensitive to such events, and therefore an unsuitsble measure of them,

Jo Be Carroll, who has always been sceptical about the value
of the cloze procedure as a measure of reading comprehension or foreign
language ability, claiming that cloze probably involves an ability
specific to the procedure itself, rather than one closely related to
other verbal sbilities (Carroll et al, 1959), suggests, in Carroll and
Freedle (1972), that clogze scores are largely dependent on "local Tre-
dundancy", which he explains as meaning “the extent to which linguistic
clues in the immediate environment of a missing word tend to supply it."
If this is true, then cloze can hardly be taken as a measure of general
reading comprehension, since there is much more to the understanding of
a text than the understanding of the immediate environment of words.:
It is important, for instance, to make connections between sentences
even if those relationships are not made explicit by the writer. It is

important to relate ideas in one part of the text to ideas expressed in
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another part. Equally, it is important to be able to evaluate the
relative importance of the different ideas/‘topics mentioned in text, in
order to gain an overall and balanced view of what the author is saying.
Clearly there is far more to reading than the comprehension of isolated
sentences, However, Carroll concludes that "there is no clear evidence
that cloze scores can measure the ability to comprehend or learn the
major idea or concepts that run through a discourse."

Several experimental studies throw some light on the question
of whether cloze can measure this ability, and in particular, they help
to inform any discussion as to whether cloze is largely a measure of
local redundancy - i.e., constrained by the immediate environment - or
vwhether it is sensitive to constraints from remoter parts of the text.
If the latter should prove to be the case, then it is more likely that
cloze is, at least in principle, capable of measuring "overall compre-
hension®s If the former is the case, vizZ., that cloze is a measure of
local redundancy, then it is probably in principle incapable of mesa-
suring “the ability to comprehend or learn the major idea or concepts
that run through discourse®.

Coleman end Miller (1967) used three variations of the cloze
procedure in order to estimate the readability of 36 passages. Cloze
procedure type 1 was the ordinary procedure, deleting every Sth word
from the texts. This deletion system was carried out five times on
each text; once deleting the first word, and then every fifth word
thereafter; once deleting the second word, and then e';very-fifth word;
once deleting the third word and then every fifth word; the fourth word

and every fifth; and the fifth word and every fifth worde In this way
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a cloze score was obtained for every word in the passage.

The second deletion system, type 2, involved the deletion of
one and only one word from the texte The texts were 150 words long, so
'150 different versions of this procedure had to be prepared to gain a
type 2 cloze score for every word.

The third deletion system, type 3, was intended to restrict
the context available to what precedes the item. In this procedure,
the subject is given the first word, and told to guess the next word.
After his guess, correct or incorrect, the correct word is revealed,
and the subject must then try to guess the next wofd. This he does
until he has attempted every word in the text.

The three cloze scores for each word were averaged for each
word, and then for each text. It was also possible to examine the
difference between words depending on the position the word held in a
sentence.

Teking sentences of eight or more words, Colemsn.and Miller
compared the average cloze score of the first, second, third and fourth
words in a sentence, and the last, next-to-last, third-from-the-end,
and fourth-from-theend words in the same sentence, and found that there
was @ steady increase in the cloze score as the position of the cloze
item neared the end of the sentence. They concluded that there is a
high sequential constraint on words within sentences,

To investigate the constraint on words operating from outside
the sentence,they compared the average cloge scores from the twentieth
vord in a text (i.e. almost certainly in the second semntence) to the

last word in the text. If there is constraint beyond the sentence,
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then the cloze scores should increase over this range. As no such in-

crease was found -~ socres being approximately steady from 20th to

140

position - the authors conclude that "very little constraint
comes from words in other sentences". The general conclusion is that
cloze scores are very largely influenced by within-sentence constraints,
and hardly by between-sentence constraintse

‘ Interestingly, the mean word scores for the type 1 deletion
were 54.6%, whilst the mean score for type 2 deletion was 63.8%. In
other words, there is not a very great increase in ease if the subject
has the remaining 149 words of text rather than the text left after
every fifth word has been deleted. This, again, adds weight to the
claim that cloze is not greatly influenced by relatively remote context.

Several studies looked at the effect of context on cloze

scores. Musgrave (1963) tested the supposition that text may be
"correctly understood more often" if presented in context, by giving
subjects a cloze test and presenting three of the four groups with an
unmitilated lead paragraph. In one case, this paragraph contained
information about the person in the mutilated text and the subject
matter (the "who" and "what"). Another group received a lead para-
graph containing only "who" information, and a third group received
only "what" information. Ko significant difference was observed between .
any of the four conditions, and Musgrave concluded that, since other
testing techniques are able to show the effect of adding'™who" and
"what® information to texts, the cloze technique is simply not sensitive
enough to such additional context, possibly, she suggests, because cloze

does not take into account "the kind of meaning and cognitive content
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carried by 'who' and 'vwhat' context.™

Erickson and Hansen (1974) took two texts, selected five 60 -
70 word passages from each text, and deleted every Sth word from these
selections. In one condition they simply presented these passages, in
the order in which they had occurred, to subjects. In the other con-
dition they surrounded each paragraph by the approximately 75 words of -
original text that had originally enclosed it. This, the "in context
condition”, thus gave 50 cloze items in the form of 10 deletions
followed by an intact section followed by 10 deletions, and so on. They
found no significant difference between the two conditions - in fact,
there was a non-significant tendency for the "out of context" condition
to be easier. They thus concluded that cloze was not sensitive to non-
immediate context, They also investigated a suggestion by Ramanauskas
(1971) that cloze responses at the beginning and end of a cloze test
should be compared to see whether there is a cumulative effect of con-
text clues ~ if context has an effect, the text should become more
predictable, and thus cloze item facility should rise towards the end,
They were unable to demonstrate such an effect, however, since there
was no significant difference between the mean score for the first 10-
item pessage of their tests and the last {0-item passage. It is, of
course, possible to conclude, not that contextual constraint does not
increase as one goes through text, but that cloze is not sensitive to
such increasing constraint.

Suhorsky {1975) took a passage which he subjected to deletions
of every fifth word. He prepared three different versions of his test

by adding to the beginning of the test, in the first case six T-units
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(a T-unit is & main clause, and any related subordinate clauses), in the
second case one T-unit, and in the third case, nothing. This corresponds
roughly to 1) an ordinary cloze test of 50 items 2) the same test with
one sentence of preceding context, and 3) the same text with a paragraph
of preceding contexts When he compared the three tests, he failed to
find significant differences, and thus concluded that "isolating a text
from context™ has no effecte.
A somewhat more ambitious study was undertaken by Bartoo
(1975)s Three of his cloze test were as follows:
1) 300 words from the end of a passage, subject to a deletion of every
fifth word;
2) as in type 1 but preceded by the immediately previous 300 words from
the passage, unmutilated; and
3) as in type 1, but preceded by the immediately previous 600 words,
Having administered these tests to tenth-grade students, he discovered
that there was no significant difference among conditions, and so con-
cluded that adding even six hundred words of relevant context to a cloze .
passage had no effect on the cloze scores. However, if the cloze pro-
Eedure is a measure of reading comprehension, one would expect scores on
a passage to be influence& by the amount of information relevant to the
passage that was available. That this is not the case appears to indi-
cate that cloze is not greatly influenced by context beyond the
immediate sentence,
To investigate Carroll's contention that cloze scores are
largely dependent on local redundancy, Tuinman, Blanton and Gray (1975)
took & text, which they called UA, and reduced its "structural redun-

dancy" by varying amounts. In the Text M1, 30% of the text was
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removed by deleting all function words defined in a narrow sense
(Coleman 1971)s Text M2 was a 50% reduction, obtained by deleting all
function words defined in a broad sense (Coleman 1971). These three
texts, UE, M1 and M2 were given to seventh-grade children, either
accompanied by 32 multiple-choice questions, or subjected to an every-
Sth;word deletion. The reduction of redundancy as represented by
Texts M1 and M2 had relatively little effect on comprehension as mea-
sured by the multiple-choice questions (Text M1 had a mean which was
87% of UL, Text M2 had a mean which was 77% of U&), whereas the cloze
scores were drastically lower than the scores on the original text (M1
mean was 22% of UA, M2 mean was 25% of UA). The amthors conclude, not
only that the reduction of redundancy has a great effect on cloze
scores, but also that, since the cloze scores were very low, the lack
" of structural redundancy means that subjects cannot cope with cloze.
Their general conclusion is that "performance on cloze tests on intact
passages depends to a considerable extent on a subject's ability to
utilize « « o structural redundancy, rather than on a conceptualization
of the message content of the passage, such as is the case for compre-
hension measures utilizing questions.®

Carroll et al (1959) used native speakers of English to test
whether context clues from thé whole passage affect restoration on a
cloze test. They took 20 ten-word fragments from three texts, and
deleted the fifth word from each fragment. These fragments they
arranged randomly, and compared subjects' ability to restore these
deletions with performance on the items in their original order in

texte They found a significant difference between the two conditions,
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when the ability to do cloze was held constant, They did not, however,
find a cumlative effect of clues, since the mean of the first eight
items was no lower than the mean of the last eight items, both on
scrambled and unscrambled text.

Moreover, they found that only 26 out of the 60 items showed
a significant difference between scrambled and unscrambled text, and
three of these were in the wrong direction (eassier when scrambled).
The relative difficulty of items did not change on scrambling, and
there was no absolute change in the difficulty of deleted prepositions
and adverbs. Only some (6 out of 13) nouns and some (6/8) verbs were
harder to restore when in a scrambled text. They conclude that para-
graph clues do affect cloze scofes, and that cloze is therefore sensi-
tive to more than the immediate environment, However, their study can
be criticized because the scrambled tests used fragments of language -
four words, & gap, then five words ~ regardless of syntactic boundaries.
In view of the considerable evidence that text processing occurs in
syntactic units, probably the clause (see Foder, Bever and Garrett,
1974), it is possible that this procedure disturbed the processing
process, and that if, for example, complete sentences had been used, the
results might have been different. In any case, their results do not
negate the thesis that cloze is sentence-bound. In fact, their evidence
shows that most cloze items (34 out of 60) are not affected by more than ‘
five words of immediate context.

In order to look at the effect of context beyond the sentence
in which the cloze item is to be found, Ramanauskas (1971, 1972)

applied the cloze procedure to a text (deletion rate every fifth word),
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and then took the mutilated text, and rgndomly rearranged the sentences,
retaining the same deletions, of course. She found significant differ-
ences between her conditions, and concluded that constraints beyond the
sentence do operate on cloze items.

However, there are two drawbacks to her study. The first is
that her subjects were educationally subnormal children with a reading
grade of 2.5, which makes it extremely difficult to generalise her
claims to normal native spesker readers, not to mention non-native
speaker readers. The secad drawback is that she used two texts, and in
her modified tests (MOD), with randomly rearrsnged sentences, she
intermingled half the rearranged sentences from one text with half the
rearranged sentences from the other text to create her test. The sen-
tences were not presented as separate sentences, divorced from context,
but were placed together, in one paragraph, as if forming one coherent
text, This might well have had confounding effects.

The other study using randomly rearranged sentences was by
Marshall (1970), using as subjects deaf and hearing children with a
normal IQ. His tests involved three levels of contextual constraint,
which he called 1) discourse level (i.e., the original text); 2) dis-
crete sentence level'(i.e., the text with its sentences randomly re-
arranged); and 3) fragment level, where only a minimal number of
contextual clues were retained "so as not to destroy the earmarks of
any given grammatical construction* (this can perhaps be thought of as
“phrase level"). Although his cloze tests based on these differing
levels of contextual constraint gave him overall differences in condi-

tions, & closer inspection revealed that the only differences were
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between "the higher scores of the cpnnected discourse level, and the
lower scores at the fragment level". Therefore, no difference was
found between levels 1 (discourse) and 2 (discrete sentences). It
seems also fair to conclude that although the cloze scores may not have
been entirely determined by the minimal context of the fragment level,
it does not follow that the determinant is beyond the sentence. It is
important to nete that these results were true, not only for the cloze
form class score - i.e., a noun is identifiable as a noun within the
sentence - but also for the cloze exact word score. Thus, on the
question of the range of cloze comnstraints, the evidence as to whether
they range beyond the sentence is contradictory, and the area would
benefit from further investigation.

Finally, Ferry (1975) used the cloze procedure to investigate
the readability of text with and without coherence markers (words
signalling "relationships between sentences"). He took a passage which
he assumed to have medium coherence marker density, and created two
other texts: a high density cohsrence marker text, by adding coherence
markers, and a low density coherence marker text, by deleting coherence
markers. The three texts were subjected to deletion of every fifth
word, giving 80 items per test, and the tests given to tenthk-grade
students. No significant difference between texts was found. It is
therefore possible to conclude that cloze is not sensitive to enriched
or impoverished coherence, and from this, té doubt whether cloze is at
all sensitive to cohersnce. If it is not sensitive to coherence, it is -
unlikely to be a suitable measure of reading sbilities,

To summarise, then, studies have shown that cloze tends to
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measure structural redun@ancy and its utilization, rather than compre-
hension of the discourse. They have shown that cloze is insensitive to
discourse enrichment, in terms of coherence markers, and it is insensi-
tive to increases in (relevant) context. Despite the doubt which still
exists as to whether constraint operates on cloze beyond the sentence
as measured by the rearrangement of sentences, there is strong evidence
that the major constraints operating on a cloze item are within the
sentence, rather than outside or beyond the sentence.

The evidence tends to support Carroll's claim that cloze
depends largely on local redundancy. Whether that redundancy operates
solely within the confines of the sentence, or whether it is simply a
question of amount of context regardless of sentence boundaries, remains
Yo be investigated, Of course, these results are not entirely sur-
prising, since the cloze procedure, as currently used, involves the de-
letion of words, rather than phrases or ideas. One would probably
expect thﬁt beyond-sentence constraints could only operate on cloze in
80 far as they can operate on individual words, or in so far as dis-
course coherence can be carried by individual words such as coherence
markers, anaphoric items, or identical lexical items. It is difficult
to imagine the deletion of a word which would tax one's ability to make
inferences, which would require an ;nference on the part of the reader
to restore,or which would measure other higher-order comprehension
skills like evaluation or identification of the main idea.

No studies of the sentence-bound nature of cloze are kmown to
this suthor using non-native speakers of English as subjects.

If, as was suggested at the beginning of this section, it is
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found that there are no siénificant differences between cloze deletion
rates, this can be taken as evidence that cloze is essentially a measure
of local redundancy, of the constraints of the immediate enviromment,
possibly at a level lower than the sentence, This study hopes to throw
some light on the nature of what cloze tests by examining different
deletion frequencies, although it will not investigate other aspects of
the same problem by, for example, comparing scrambled and unscrambled
cloze items. It is hoped that the study will also indicate whether what

is true for native speakers also holds for non-native speakers,
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CHAPTER 4
Pilot Study — Algexria

4.1 Aim

In view of the previous research reviewed in Chaptersi - 3,
it was felt that attempts to treat the cloze procedure as unitary were
misleading, and that research was needed, especially with non-native
speakers, into the effects of varying some of the variables seen to be
of importance in Chapter 3, to see.if different versions of the clozs
procedure were comparable.

It was decided to car:'ry out a pilot study of the effect of
changing the cloze deletion rate on the measurement of text readsbility
and the measurement of proficiency in English as g foreign language,
with non-native speaker subjects. If results proved interesting, then
a closer, in-depth study would be undertaken to follow up such avemues
of research as might prove to be of value, Since this was a frankly
exploratory study, no formal hypotheses were set up, but tﬁere were
several expectations: 1) that changing the deletion rate would affect
the measurement of the difficulty, for non-native speakers, of reading
passages; 2) that varying the deletion rate would also affect the
estimates of proficiemcy in English as a foreign language for any non-
native speakers; 3) that texts of differing difficulty would measure
English proficiency differentlys; and 4) that readability formmlae
are of little value in determining the difficulty of text for non-

native speakers of English.
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4,2 Subjects

The subjects of this study were students of English studying
in the English Department of the University of Algiers, where the author
was a lecturer. The students, some T5% of whom were female, were aged
between 18 and 50, with the majority in their late teens and early
twenties, They were native speakers of one of three languages:
Algerian Arabic, French, or Ksbyle (a Berber language)s For all the
students, either French or Arabic was their second language, and vir-
tually all were at least bilinguals (many Kabyle speakers were effect-
ively trilingual.) English was being learned as a foreign language in
the English Department, and most of the students intended to teach
English at secondary or tertiary level thereafter. Many of the students
had studied English in school for up to six years, but there were also
several virtusl beginners in the sample. The University course lasted
for three years, and the tests were administered to each of the three

year—-groupse

403 Materiels
Twelve texts were selected to give a range of apparent

difficulty as measured by the Fog index of readability (Gunning, 1952),
from easy to very difficult. The texts were chosen from various
sources - newspapers, literary essays, acedemic essays, prose fiction =
and corresponded in general to what the English students of ALlgiers
University were expected to read during their courses, both in subject
matter and difficulty. (For the intact texts, see Appendix A.)

Each text was approximately 300 words in length, partly in

order to accommodate it onto one sheet of paper in the test booklet,
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end also in order not to have an overwhelming number of deletions at the
more frequent deletion frequenciese.
Each text was paired off with another of approximastely equal
difficulty, and given a letter from A to Fo To distinguish the two in

the pair, the subscript 1 or 2 was given.

Every nth vord was then systemically deleted from the texts,

at six different deletion rates - every 14th, 12th, 10th, Bth, 6th, and

4th

word ~ giving 72 tests in alls
At any given level of difficulty there were therefore twelve
testsz A1 (14), a1 (12), A1 (10), 41 (8), 41 (6), a1 (4),
22 (14), a2 (12), A2 (10), &2 (8), &2 (6), 42 (4).

Each student would be given a booklet containing six tests,
covering all six levels of difficulty, and with one example of each
deletion rate.

To control for order of difficulty affecting the performance
of the students the order of the six levels was permutated in the
following manners:

ABCDEF, ADBECF, ACEDBF, AFDCBE, ADECFB, etc.

Next, to ensure that text A1 was not always contained in the
seme booklet as B! or F1 (etc.) the subscripts 4 and 2 were ordered in
all possible combinations, eogess 111111 (end its mirror image 222222),
121212 (212121), 111222 (222111), 122211 (211122), etc.

Then, to avoid text A always appearing at the 14th rate of
deletion gnd text F at the 4th in the same boaklet, the deletion rates

were centrolled through rotation, thus:s

Booklet 1: 41 (14), D2 (12), B1 (10), E2 (8), ¢1 (6), F2 (4)
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Booklet 2: 41 (12), D2 (10), B1 (8), E2 (6), C1 (4), F2 (14)
Booklet 3= 41 (10), D2 (8), B1 (6), E2 (4), c1 (14), F2 (12)
Booklet 4z k1 (8), D2 (6), B1 (4), E2 (14), ¢1 (12), F2 (10)
Booklet 5: &1 (6), D2 (4), Bt (14), E2 (12), €1 (10), F2 (8)
Booklet 6: A1 (4), D2 (14), B1 (12), E2 (10), C1 (8), F2 (6) etc.

Because, during the test, it might have been possible for
student .1 o receive 41 (14), and his neighbour &1 (4), thereby allowing
student 2 to copy from student 1 even if the latter wrote nothing, the
booklets were arranged and distributed, as far as possible, in mirror
imgge pairs. So student 1 might receive the following booklet:

A1 (4), 2 (14), B1 (12), E2 (10), c1 (8), F2 (6)
and his neighbour the following:z o

x2 (4), o1 (14), B2 (12), E1 (10), c2 (8), F1 (6).

Finally, the test booklets having been compiled to ensure
that, for example, deletion rate 14 was not always followed by deletion
rate 12, a random selection of possible permutations was made (14. 12,
10, 8, 6, 4; 4, 6, 8, 10, 12, 14; 8, 4, 12, 6, 14, 10; etc.), and
these permmtations were then rotated in order (14, 12, 10, 8, 6, 45 4,
14, 12, 10, 8, 6; 6, 4, 14, 12, 10, 8; 8, 6, 4, 14, 12, 10; etc.) to
control for order effect of the rate of deletion.

The result was that no two booklets were the same.

In order to compare the cloze tests with a known and trusted
measure of proficiency in English as a foreign language, the English
_Proficiency Test Battery (EPTB, or Davies Test), Short Version, Form B,
1965, Part One, was also administered to the students. The battery is

used by the British Council abroad for screening foreign students
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intending to study in Britain, and it is possible to determine whether
students are too weak in English to benefit from study, whether after a
short remedial course their English would be adequate, or whether they
have a level in English which suggests that they are not at risk lin-
guistically. Part One of this battery consis?s of 4 subtests. Test 1
is a phoneme discrimination test, in which students have to say whether
the words in the triplets they hear are the same or different. Test 2
is said to be an intonation test, but it aspproaches a test of general
listening comprehemsion, in which students have to interpret a dialogue
correctly, usually involving understanding of some crucial stress or
intonation pattern. Test 3 is a modified rational cloze test - only
function words are deleted from two short passages and the initial
letter of each deleted word is retained as a guide for students. Test 4
is a traditional multiple-choice test of selected grammatical points

which are felt desirable for foreign students to master.

4,4 Administration

When giving its permission to carry out the investigation,
the English Department insisted on two things: 1) that it be made clear
to students that participation was entirely voluntary, and 2) that mno
special accommodation or timetabling could be contemplated. Even if the
second condition had not been insisted upon, the existence of the first
would have resulted in a bias of (presumably good) volunteers, or re-
sulted in no students at all participating. This led to two problems.
Pirstly, it was necessary to hold the tests during normal class hours,
vhich meant that the only people tested were the students who attended

class on that day. (No warning was given, or students might have stayed
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away from class.) There was therefore greater participation on the
part of first-year students than on the part of second- or third-year
students. Secondly, because students cculd not be compelled to take
the tests, many who started became bored and left before the two hours
allotted had expired. This resulted in some tests being incomplete and
some being left biank (although all students claimed they had done'their
best, end it may perhaps be assumed that those tests left blank were
felt to be especislly difficult).

The first series of cloze tests were given to all three
groups the week of Mgy 20 - 24, 1974, during the Compréhension Ecrite
class (two hours), under supervision, usually, but not always, by the
authore The English Proficiency Test Battery (EPTB), was given
separately, during the same week, to all students who attended the
language laboratory class of Compréhension Orsle (one hour). This was
administered in the language laboratory by the author.

Later, an attempt was made to induce those who had taken
cloze but not EPTB to take EPTB, and those who had taken EPTB but not
cloze to take cloze, during the week of June 17 - 21, but because by
now students were forewarned and the operation was clearly voluntary,

this resulted in only 36 extra cloze testees, and 40 extra EPTB testees.

40,5 Resﬁlts - General

Ignoring snonymous booklets, joint efforts and duplicated
copies (where students took the cloze test twice), 242 students took
the cloze tests, and 243 took the EPTB. Of the latter, some 104 did
not take the cloze, end so were discounted for the study. Thus, 139

students took both cloze and EPTB, and 103 took cloze only. These 242
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students were divided amongst the three year-groups as follows:
First Year Second Year Third Year Unknown Total

76 78 85 3 242

Between 14 and 26 copies of each test were retained (the

number varied because of the way the booklets were made and distributed,
but the average was 20). The details are given in Table 4.1, where it
will be seen that approximately 120 copieé of each text were obtained
and, since every subject took one copy of each deletion rate, 242 copies

of each deletion rate were completed.

TABLE 4 . 1

Number of students taking each cloze test

Text

DR A1 A2 B1 B2 O C2 D1 D2 E1 E2 FM F2 Total

4 17 19 23 14 29 20 21 19 23 21 21 23 242
6 29 20 21 29 19 20 20 25 20 18 21 18 242
8 21 24 19 23 19 16 19. 2 19 29 20 19 242
10 18 17 19 19 26 19 219 16 25 23 22 17 242
12 29 19 19 24 20 20 20 20 17 18 22 22 242
14 25 20 2¢ 19 29 29 23 18 18 19 18 19 242
Totel 123 119 122 120 126 116 124 118 122 120 124 118 1452

Table 4.2 below presents brief details of each text, and its
Fog readability index.
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TABLE 4 . 2

The nature of the texts

prose fiction = short story - Shadbolt

hewspaper column - lumorous essay - J. Cooper
prose fiction - short story - Rhys Davies

essay - socio-political (literary) -~ Orwell

essay - socio-political (literary) - Orwell
newspaper report - political speech - Sunday Times
newspaper editorial - political comment - Guardian
prose fiction - short story - Rhys Davies
newspaper article = educational/psychological =
Sunday Times

prose fiction - short story -~ Gordimer

esaay - socio-political (academic) - Krauss

newspaper essay -— television critic - Sunday Times

In view of the large mumber (72) of different tests, the

cloze tests were only scored by the exact word method - i.e., only

87

1

14.2
13.9
13.5
14.3

17.5
16
21.5

173

responses which exactly restored the word deleted (vith minor spelling

errors ignored) were judged to be correct. Because the same length of

text was used for each deletion system, different deletion rates re-

sulted in a different mumber of deletions per teste To enable different

test scores to be compared, therefore, all raw scores were expressed as

a percentage of the total number of deletibns in any given test, and

these results are set out in Table 4.3, which gives the mean cloze

exact score for each text, at each deletion rateo
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TABLE 4 o 3

Text means by deletion rates:

14 12 10 8 6 4 Total
A 28,0 25,2 2606 2501 2204 1608 24.0
A2 4105 18,7 3506 28.7 26,9 271 29,7
B1 22.6 18.9 1905 15.6 14.6 10.0 16.9
B2 31 41.3 2601 3640 3002 2242 3102
C1 24.8 20.0 2401 2702 23.8 17.5 22,9
c2 19.0 382 3302 28,0 26.0 25,2 2803
D1 27.9 20,2 2003 20,6 13.2 1806 2001
D2 29.4 21.9 17.0 1907 19.6 1403 2003
E1 20,7 20.4 27.8 20,2 17.5 11.9 19.8
E2 20.8 22,0 27.7 308 29.9 17.7 24.8
by | 23.7 24,7 31.8 20.4 20.9 19.2 23.5
F2 24,0 27.5 19.5 19.5 17.2 12,6 2001
Total 26013 24,92 25.TT 24.32 21,85 17076‘ 23,46

A clear range of scores was achieved, from 41,5% mean correct
restorations on Text A2 with every 148 yord deleted, to a mere 10% mean
correct restorations on Text B! with every 4th word deleted,

The results of those 139 students who also took the EPIB
tests are presented in Table 4.4, It should be noted that the standard
score mean and the standard deviation for the whole test, reported by
its designers, are 40,00 and 6,00 respectively. Thus the mesn of 40
achieved by the Algerian students suggésts that their average ability is

typical of the population of foreign learners of English who take EPTB.
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A somewhat lower standard deviation - 4,12 -~ suggests that this sample
of students is less heterogeneous than the population. This would appear
to be.reasonable, in view of the fact that they all study at the same
university, and are from similar linguistic, educational and cultural

backgrounds.

TABLE 4.4

Performance of 139 students on EPTB, Form B, Part One

n= 139
Mean Standard deviation Range Maximum possible
Total 40,02 4,12 26 = 51,6 557
Test 1 9096 1.55 305 - 1204 1301
Test 2 10007 1040 606 = 1305 1501
Test 3 10.10 1.57 603 = 13.6 14.4
Test 4 9090 1,01‘ Tel = 1207 1301

The somewhat lower than normal spread is reflected in the
standard deviations for the individual tests. The standard standard de-
viation is reported as 2,00, with a mean of 10.00. These subjects*
standard deviations vary from 1.57 to 1.11. Interestingly, whereas
performance on the two listening tests (Tests 1 and 2) was almost
exactly normal, performance on the modified cloze (Test 3) was marginglly
above average whilst performance on the grammar test (Test 4) was
marginally below average.

In general, however, it appears that the subjects show no

abnormglities in their English language asbilities, that they can be taken
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to be representative of those learners of intermediate to' advenced level
who teke the EPTB test, but that they are more homogeneous than the
population. In fact, a standard score of 40 (the mean achieved by the
subjects) is interpreted as indicating that a student has sufficient

English to enable him to study in the United Kingdom without the need

for remedial tuition of any nature.

The following two sections examine the cloze results to

determine the influence of the experimental variables of deletion rate

and text.

4,6 The effect of changing the deletion rate

Several analyses were carried out on the data in order to
determine the effect of varying the deletion rate.

1) Subjects having taken one test at each deletion rate,
the scores were ranked for each individual, and the total rank values
for each deletion rate were calculated. The Friedman Two-Way Analysis
of Variance, and the Selected Pairs Comparison Test (Langley, 1970)
vere applied to test for significance of the difference between ranks
for each treatment. The different texts were assumed to be equivalent.
(Tables 4.5 and 4.6)

The subjects were divided into groups according to
different criteria (by year, .by score on EPTB, and by whether or not
they had taken EPTB) and the rank totals for deletion rates were com-

pared (Ta'bles 4,5 and 406)0

2) & t-test for significance of the difference between
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means of deletion rate scores (for correlated samples) was applied to
the data for all subjects. The different texts were assumed to be
equivalent (Table 4.7).

3) Graphs were plotted from the mean scores on deletion
rates for all subjects (Figure 4.1), for scores on deletion rates on
easy texts coml;ared vith difficult texts compared with intermediate
texts (Figure 4.2), for the easiest six texts compared with the most
difficult six texts (Figure 4,3), and for each text individually
(Figure 4.4, a and b).

4) t-tests for independent samples were applied to the data
by text in order to test for significant differences between means of

deletion rates on each text. (Table 4.9)

4,601 Results

Since each subject had taken one example of each deletion
rate (deletion rate = 14, 12, 10, 8, 6, 4), 242 sets of matched measure-
ments had been obtained. Friedman's Test was used to test for signifi-
cant differences among deletion rates - i.e., would tests with less
frequent deletion of words prove significantly easier to complete than
tests with a more frequent deletion? (One, would, of course, expect
that the less contextual constraint surrounding each blank, the more
difficult it would become to restore the deletion.)

Highly signi;icant differences (p<(2001) were found among
deletion rates for all subjects (Table 4.5a), and for 1%, 2% ana 3™
years individually (Table 4.5 b, ¢ and d). Similarly, the difference
between rank totals was highly significant for those students who had

taken EPTB, and for those who had not (Table 4.5 e and f). However,
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those students who scored highly on EPTB showed a less significant
difference among their cloze deletion rates (p<f.05), whilst no signifi-
cant difference between their cloze scores was found for those who
scored badly (one standard deviation or more below the mean) on EPTB
(Table 4.5 g and h). This latter result is somewhat surprising, since
one would expect weak students to need more contextual constraint thanm
average students, and thus to perform significantly better on less-
frequently-deleted texts.- It is possible that these tests were simply
too difficult for the weak students, even at deletion rate 14, Con-
versely, one would expect the better students to need less textual
information, and therefore their performance on varying deletion rates
to vary less than that of average students. This proved to be the case.
(HEowever, ceution must be applied when interpreting the results of
Table 4.5 g and h, since the mumber of students is low, owing to the
relative homogeneity of the students regarding their English proficiency
as measured by EPTB.)

When one looks at the relative ranking of the total rank
values, one sees that the only consistent pattern is that the deletion
of every fourth word is always more difficult than the deletion of
fewer words, whether one looks at the data for all students, or for any
of the sub-groups mentioned sbove, Although there is a general tendency
for the difficulty of the test to increase as the frequency of deletions
increases, it is by no means consistently true that a deletion rate of
14 is easier than 12 is easier than 10 is easier then 8 is easier than
6; it is especially difficult to discern a pattern when the mumber of

subjects is lowo On the assumption that the most reliable data is that
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which includes most information, one should take Table 4.5a (all
students) to be the best guide to the effect of deletion variastions on
comprehension. And here it appears that it is easier to complete cloze
tests where every 10th word has been deleted than ones where every 14th
or every 12th word has been removed.

Where the Friedman analysis revealed significant differences
overall, a further analysis fas undertaken to attempt to discover the
source of this significant difference. This was done by taking pairs
of scores and testing for significant difference (Table 4.6). From
this tabulation it is immediately apparent that the difference mentioned
above between deletion rate 10 and deletion rates 12 ard 14 is, in fact,
not significant, and so could be attributed to the vagaries of chance,
More striking is the fact that, with non-patterned exceptions, the only
significant differences to emerge are between the faﬁrth deletion rate
and all the rest. There is no significant difference between deletion
rates of 14, 12, 10 and 8. Thus the asmount of contextusl constraint
exerted on a word would appear from this first analysis to be irrelevant
provided that it is not less than five words between blanks. This
appears to confirm previocus findings by MacGinitie with native speakers,
and Haskell with ESL students.

2) The findings from tﬁe initial analysis are not entirely
supported by a t-test for correlated samples applied to the deletion
rate data for all subjects. Whereas the Selected Pairs Comparison Test
had found virtually no significant differences between deletion rate 6
and less frequent rates, the t-test reveals highly significant

differences (p<<.01, Table 4.7)e
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TABLE 4 .7

t-test for correlated samples on deletion rates, all subjects

Deletion rates 14 12 10 8 6 4
14 NS RS~ NS ++ ++
12 NS NS ++ ++
10 ES ++ ++
8 ++ ++
6 ++

NS Not significent at 5% level (p>.05)

++ Significant at 1% level (p<.01)

This suggests that one should have at least seven words of context

between blanks, and not five as suggested by the initial analysis. This,
of course, is not as easy to explain in terms of MacGinitie's or Haskell's
findings. Nevertheless, it still appears to be true from the results of

th th

this t—-test that it does not matter whether one deletes every 8, 10 ,

12th or 14th word.

3) If one plots the cloze scores onto a graph as a function
of the change in deletion rate, one can get an idea of the tendency of
comprehension to increase or decrease with varying amounts of contextual
constraint, regardless of significant differences. If there is no
difference between deletion rates, one would expect a more or less hori-

zontal line; if there is a constant increase in difference amongst
rates, one would expect to find some kind of diagonal line. Figure 4.1
shows that the increase in percentage of text restored, regardless of
text, is a negatively accelerated curve which levels out at deletion

rate 10,
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FIGURE 4 o1

Overall cloze score, exact word procedure, regardless of text (Algeria)
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It would appear from this that although differences between deletion
rates may not be significant, there is a distinct tendency 1) for
scores to increase up to deletion rate 10, and 2) for there to be no
difference between deletion rates 10, 12, and 14. In other words, per-
haps there should be at least nine words of context between blanks for
the amount of contextual constraint to become irrelevant,

However, like Tables 4.5 to 4.7, Figure 4.1 is based on the
assuﬁption that there is no important effect contributed by the differ-
ence in texts. Figure 4.2 attempts to take account of some of the
difference in texts by grouping texts according to difficulty as
measured by the cloze score, not the Fog Index, and showing the increase
in cloze scores for the easiest three texts against those of the most

difficult three texts, and those of the three intermediate texts.
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FIGURE 4 . 2

Cloze scores (easy texts vs. difficult texts vs. intermediate texts)

by deletion rate (Algeria)
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There is still a constant increase in comprehénsion up to
deletion rate 10, but theresafter the pattern is less consistent. The
easiest and intermediate texts show considerable differences between
deletion rates 10, 12 and 14, but there is no agreement as to how they

differ. Figure 4.3 compares the increase in restoration for the six
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. most difficult texts (grouped) with that of the six easiest texts
(grouped). As before, there is a consistent gain in comprehension
scores as the deletions increase in frequency, until deletion rate 10.

Thereafter the curves go in opposite directions.

FIGURE 4 .3

Cloze scores: six most diffi&ult texts vs. six easiest texts by deletion

rate (Algeria)
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If one draws the corresponding graphs for each text (Figure
’
4042 and b), one produces a mumber of different patterns which have

little in common apart from the fact that, with one exception (Text D1),

all scores increase up to deletion rate 8, What happens is difficult to

describes It looks very mich as if the less frequent deletion rates are

giving unreliable results.

Previous studies have suggested that at least 30 deletionms,
end prefergbly 50, are required for a cloze test to give religble
results, In this study, deletion rates 12 and 14 have fewer than 30
deletions, and deletion rate 10 only occasionally achieves 30 deletionse
To have achieved 50 deletions for rate 14 would have necessitated a text
of at least 700 words, which would have meant that deletion rate 14 was,
in effect, a different text from deletion rate 4 on the same passage
(unless one deleted every fourth word for 700 words, which would have
resulted in a somewhat tedious cloze test), since the content would be

mich greateres For this study it was decided to take texts of about 250-

300 words in length, and keep the same length for each deletion rate,
since it was felt important to have comparsble texts. If two excerpts
are made from one passage, one twice as long as the other, then.two
different texts have been produced. This assumes that the larger the
content of one (i.e., the greater amount of refereqce Yo the same
universe of discourse), the more different the two excerpts are, so that
a point is reached when they cannot be said to be the same text. A4And if
one were to have the same number of deletions per test, then the length

of the text would have to vary, so that comparability of texts would,

presumably, have been lost. It was felt worthwhile to run the risk of
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having too few items for the less frequent deletion rates if omne could
gain the advantage of having the same amount of content for each deletion
rate, since it seemed desirable to be able to claim that each test for
any one text had the same overall reference.

With hindsight, it appears impossible to reconcile the desire
to achieve a reliable result with the desire to have tests which are
comparable in that they both refer to the same universe of discourse,
Inevitably, a more frequent deletion system creates a different text
from that created by a less frequent deletion system, even if the lengths
are the same, simply because more words have been removed. And since, as
& result of this pilot study, the deletion rates 10 = 14 now look like an
interesting area for research it will be important to get reliable
results, regardless of the length of the text.

Since no item analysis was carried out, normal intermal
consistency reliability estimates were not possible, so the only formula
that might be useable here for the determination of reliability is the
Kuder-Richardson 21, This formula assumes that all items are of equal
difficultye If they are not, then it will give a lower estimate of
reliability than K-R 20, for example. However, it also assumes that all
persons have attempted =2ll items, which is clearly not the case here,
due to the high mumber of items unanswered. It is, therefore, somewhat
difficult to epply it to these data. Kotwithstanding, galculations based
on the K=R 21 formula, however inappropriate, were made, and they indicate
that only deletion rates 4, 6 and 8, in general, achieve coefficients
gbove o6, whereas 14, 12 and 10 are well below this. (See Table 4.8)

4) Tinally, further tests (Table 4.9) were made for signifi~
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cance of difference between means using'the t-test for independent
samples (since, if a subject had completed, say, Text A1, deletion rate
14, he obviously did not do Text A1, deletion rate 4). These results
are consistent only in that deletion rate 4 is always significantly
different from at least one other deletion rate (not necessarily, btut
usually, deletion rate 14). Apart from this there is a bewildering lack
of agreement as to the effect that varying deletion rates has on “com-
prehension™ or "restorability® of different texts., Thus for Texts Ft
and E1, deletion rate 10 is significantly different from the rest, but
the same is true for deletion rate 12 for Text F2. Worse, whereas on
Text A2 virtually all deletion rates are significantly different from
one another except for the relationship between deletion rates 8, 6 and
4, on Texts A1, C1 and D1 virtually all deletion rates give similar
cloze scores.
Admittedly, in each case the number of subjects is low
(between 14 and 26, average about 20), and one would expect occasionslly
to get significant results by chance somewhere among the 180 t-tests
computed. Nevertheless, it looks as if the simple state of affairs
indicated when one ignores all text differences is, in fact, not so
simple when one looks at each text individually. In other words, from
the data gained so far, one cannot make any generalisations about the
effect of varying the rate of deletion from a texte.
The only conclusion draéable at present is that the nature of

the text used for the study - its style, readability, or some other
variable - alters the effect of changing the deletion rate. The indi-

cations are that a person (non-native speaker) can expect to score
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better on a cloze test made at deletion rate 6 than at deletion rate 4,
and probably better on a test made at deletion rate 8 than at deletion
rate 6o Where the levelling-off occurs, if at all, is uncertain, but
probably around deletion rate 10, 4And, of course, whether this is true
for a scoring method which accepts not only the exact word deleted, but
also any contextually acceptable word, or even a word in the same form

class as the deleted word, is not known.

4,7 Textual difficulty and cloze scores -

Since cloze is expected to differentiate between texts of
differing difficulty (hence its use as a measure of reaedability), it is
not surprising that the cloze scores of the texts used in this study
vary from text to text. Clearly cloze is a measure of some‘kind of
text difficulty for nor-native speakers of English. One problem is to
gee ho; this relates to other indices of text difficulty.

Readability formulae have been developed for use with native
speakers of English, but little research has been carried out into
their spplicability to foreign learmers. Thus, attempts at correlating
text rankings based on cloze scores with rankings from a readability
formula are, at best, questionable. However, for what it is worth, the
Gunning Fog Index was applied to the texts used in the study, and the
rankings compared with the cloze rankings, regardless of deletion rate
(Table 4.10). The resulting Spearman correlation of .27 (Table 4.10b)
was not significantly_different from zero - i.e., no association was
found between cloze rankings and a readability formula's rankings of the
same texts. If one assumes that cloze, not Fog, is the better measure

of readability for EFL students, then it appears that Fog is entirely
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inappropriate as such a measure., This, moreover, is true regardless of
the deletion rate used in the cloze test, since no deletion rate
correlates significantly differently from zero with the Fog rankings.

Interestingly, the agreement among deletion rates as to the
relative difficulty of these texts is low, Deletion rates 14 and 12 do
not agree with any other deletion rate in the rankings, and deletion
rate 10 only agrees with deletion rate 4. Closer agreement is achieved

between deletion frequencies of every Bth, Gth

and 4th word, but even
here it is far from perfect (the highest agreement reached is between
deletion rates 8 and 6 at 89).

t-tests were calculated for differences between psirs of
texts for those subjects who had taken one of each pair (Table 4.11&).
Since one subject might have taken Texts At and C1 but not A1 and C2,
the groups of subjects are different in each case. Since any subject
who took, say, Text A1 did not take Text A2, t-tests for independent
samples were also calculated to compare means for the two tests at any
specific difficulty level (Table 4.11b). In this latter calculationm,
it was evident that those texts which were thought to be of approximately
equal difficulty (at least as measured by Fbg) were gignificantly
different from each other, with only one exception (at level D). Thus
the cloze test seems to be capable of distinguishing gpparently similar
texts (when differences in deletion: rates are ignored). However,
Table 4.11a shows that the cloze does not distinguish between texts
which are apparently (according to Fog) very different in difficulty -

for example, Texts A1 and Fi{, or A1 and D2.

Since, from Table 4.11a, it is clear that some texts were
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not significantly different from others, it might be thought that a
comparison of only those texts achieving significant differences from
the ones agbove and below on the rank scale would yield a more meaning-
ful relationship. This is because texts not significantly different
from others could be ranked differently in relation to those texts by
chance alone. However, when such texts (B2, Cé, £, F2, B1) were
compared, no significant association was found between their cloze
ranks and their Fog ranks,

Why should this be? Why should Fog (chosen mainly because
of the simplicity of its application, but also because of its obvious
similarity to other, perhaps better known, measures like Flesch that do
not involve word frequency counts, which have less face validity for
foreigners) be such a poor predictor of text difficulty for these
students? Two reasons are suggested: one, that it is not linguistic
enough - that is, that the length of sentence is not an adequate
measure of syntactic complexity for an EFL student (however asdequate it
mey be for native speakers); and two, that the word difficulty measure
of words comprising three or more syllables is inasppropriate in general
for mature foreign learners of English who are, presumably, already
fluent readers in their native language, and inappropriate in particular
for speakers of French, for whom the ease caused by the familiarity of
English polysyllsbic words of Romance origin may well be greater than
the difficulty occasioned by their polysyllsbicity, and who may, in
fact, find mono- and disyllabic words, which tend to be of Germanic
origin, more difficult than tri- or polysyllabic words. Indeed, it

seems doubtful that a syllable count, however valid for native



126

speakers, is an adequate measure of the lexical difficulty of a passage

for EFL students,

Possibly, different measures of readability might be more

appropriate to the estimation of difficulties for foreigners, although

none are known to the author, Perhaps experienced teachers' ratings of

the difficulty of these texts should be compared with obtained cloze
scores to see if cloze is ranking these passages in an intuitively

satisfying manner,

If one looks at the type of text found easiest and most
difficult, it appears that the students found newspaper articles and
prose fiction harder than other types of text, and non-academic essays
easier than the rest. TYet, interestingly, these students were exposed

far more frequently in class to newspaper articles and extracts from

literary texts than essay-type texts. Presumably, degree of familiarity

with a style does not help in the comprehension of any particular
example of that style. The lack of familiarity with the content of the
passage may have an effect, though it is not possible to substantiate

this here, since no attempt was made to assess familiarity with

content. Curiously, the text one might expect these students to be

least familiar with - Orwell on mining - seems to have presented no out-

standing difficulty. The more original use of words in prose fiction,

combined with the presumed lower redundancy of literary text in genersl,

may have been one of the causes of difficulty. Since such speculation

cannot be confirmed, however, there seems little point in contimuing
-along this avenue of enquiry, other than to point out that whereas two

texts of Orwell, from the same set of essays, obtained widely different
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cloze scores (C1, 32), two texts from the same short story by Rhys Davies
were not significantly different (B, D2, Table 4.11a), and that passages
were no more closely related to other extracts from the same style than

to passages from another style.

As has already been suggested, some texts are more alike than
others, according to their cloze score, whatever Fog indices may indicate
(Table 4.11). Ko one text is entirely different frﬁm the rest, although
B2 (the easiest, according to cloze) is significantly different from ten
of the other eleven texts. Similarly, no one text is more closely re-
lated to the rest than any other although both Ci and E1 are simi;ar to
six other texts (not the same texts in both cases). There is a tendency
for the more difficult texts to be more similar than the intermediate and
easy texts. (It is interesting to note here that if a text only achieves
a cloze score of about 20%, it is less likely to be distinguishable from
other, difficult, texts than if it had scored higher - in other words,
there seems to be a base, or minimum, of about 20% comprehension/
restoration for EFL students, below which texts do not go, and around
which difficult texts tend to group.) This suggests that whilst it is
important to consider text difficulty when conmstructing cloze tests, it
is not the case that any two texts will give different cloze scores,

However, since cloze does not correlate with Fog, it is useless to use
the Fog Index as a predictor of the similari%y of two texts. One cannot
know whether two texts will give similar or different results until they

have been tried oute.

How does 21l this relate to the difference, or lack of difference,

between deletion rates? Table 4.10b shows that differing deletion rates.
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do not always agree on the difficulty of texts. In particular, there is
no agreement between deletion rates 14 and 12, and the cloze total
ranking, or other deletion rates, and only slightly more agreement
between deletion rate 10 and the rest. If this is not due to the un=-
reliability of these particulaf deletion rates mentioned elsewhere, then
it means that it is most important to take into account the deletion
rates used for readability studies for foreign learmers. That it is
likely to be due to test unreliabilify is indicated by the results for
deletion rates 8, 6 and 4 (all of which had an adequate number of items),
These three deletion rates intercorrelate highly, and slso agree with the
ranking achieved by the cloze totalo In other words, it does not matter
vhether one uses deletion rate 8, 6 or 4 as far as text ranking is con-
cerned, but there is a possibility that a less frequent deletion rate
than 10 changes the difference between texts. However, this may be due
to the inherent unreliability caused by fewer items having been deleted.

As expected, cloze scores vary from text to text., Texts
which seem t0 be more difficult to read get lower cloze scores than
apparently easy texts. However, texts that appear to be easy for native
speakers may be quite difficult for learners of English, and apparently
more difficult texts may be relatively easier for them. The results of
this study show that if the Fog Index is taken to be a useful measure of
the difficulty of texts for native speakers, and the cloze scores to be
a measure of difficulty for these foreign learners of English, then the
nature of text difficu}ty is quite different for natives and foreigners.

One problem in this part of the study is that although an

aprarent range O0f text difficulty was achieved, as measured by a native-
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speaker-intended formula, no one text obtained cloze scores,4from these
EFL students, sbove the "“"frustration"™ reading level identified by
Bormuth and others for native speakers. However, even if this "frus-
tration" level is applicable to non-natives, it is clear that texts can
be differentiated at a low level of comprehension.

As far as this study is concerned, the main conclusion seens
to be that texts are ranked in more or less the same order by frequent
deletion rates, but that with less frequent deletion more research is
needed to determine whether the increase in contextual constraint changes
the relationship between texts., If the effect of text is the same re-
gardless of deletion rate (i.e., if there is no interaction between
deletion rate and text), then future studies into the nature of contex-
tual constraint or the effect of changing the deletion systems need not
expect widely different results from different texts.

If it is true that all deletion rates rank texts in the same
order, then one can ignore text differences in deletion rate research.
Ify, however, some deletion rates rank texts differently, then the type of
text used, its difficulty level, and whether it is used with native or

non-native speakers of English will probably all be relevant variables.

4.8 The relationship between cloze snd a measure of English proficiency

Pearson Product Moment Correlations were computed to try to
throw light on the following relationships:
a) Cloze total score & EPTB total & subtests (Table 4.12) (Table 4.15)
b) Intercorrelation of deletion rates (Table 4,13; Tablse 4.16)
¢) Cloze deletion rates & EPTB totel and subtests (Table 4.14; Table 4.17)

d) Each test (i.e., every text, every deletion rate) with EPTB Test 3
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(Table 4.18)
e) Each test with EPTB Test 4 (Table 4.19) and total (Table 4.20)
f) 1Intercorrelation of texts (Table 4.21)

g) Cloze texts and EPTB total and subtests (Table 4.22)

44801 Results
The results of the comparison between cloze total scores and

EPTB are seen in Table 4,120

TABLE 4 12

Relationship between total cloze score and EPTB (all students)

EPTB Totsal Test 1 Test 2 Test 3 Test 4

Cloze total
score + o66 + o34 + 43 + o55 + o064
P < .01 n =139

A moderately high correlation (4+0.66) is shown with the
total measure of English proficiency, which is taken to mean that cloze
is measuring a degree of language ability, but that either it measures
an area of EFL proficiency not tapped by EPTE, or that cloze is not a
lenguage proficiency test by the stendards of traditional tests (on the
assumption that EPTB is a reliable and valid measure Qf that proficiency).
The latter conclusion would appear to confirm Carroll's finding (Carroll
et al, 1959) that cloze is not a measure of individual ebility.
Comparison with the subtests reveals the fact that cloze is

relatively unconnected with whatever is tested in the phoneme dis—
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crimination test, Test 1, and the intonation test, Test 2 (.34 and 43
respectively)° This is nét surprising in view of Oller's claim that
cloze is an integrative test, testing integrated skills, instead of dis-
crete items or sub-gkills. Since no dictation test was administered, it
is impossible to confirm Oller's finding that cloze is most highly corre-
lated vith this "integrative" test. However, Test 2 is felt to test much
more than just "intonation and stress", and would seem to approach a
general listening test, in which case one might have expected a much
closer relationship with cloze. Test 3 is itself a sort of cloze test,
and so higher correlations were to be expected than were in fact achieved
(o55)e However, it is not a random deletion cloze, the deletions having
been selected on syntactic criteria. Although there is clearly a reading
component in this subtest, it is assumed by the author to be a test of
gremmatical relations. The cloze tests presumably tested more than the
ability to predict grammatical relations, since the deletions included
all possible form classes; yet the highest correlation between cloze
and the subtests is found with Test 4 (.64), which explicitly tests
grammar., One can only conclude that the cloze tests are testing to a
considerasble degree something called "grammar" which is more closely
connected with the "grammar" tested by the discrete sentence items of
Test 4 than that tested by the text of Test 3, This would appear to be
an argument against Oller, since Test 3 is to be presumed more integra-
tive than Test 4.

It was hypothesised that if cloze tested aspects of English
language proficiency, a more_frequent deletion from the text would relate

more closely to EPTB than would a less frequent one, Also, the absence
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of context (as achieved in deletion rate 4) would cause students to rely
more on their grammatical abilities than their semantic sbilities, whereas
the presence of more context (as achieved by deleting only every 14th word)
would enable students to use their semantic and discourse-rhetoric-lunting
abilities. Therefore, deletion rate 14 would be much less closely related
to Test 4 than would deletion rate 4, and the levels in between would show
an increasing relationship as they neared deletion rate 4. It was further
expected that the correlation between deletion rate and subtest would de-
crease as the subtest became less a test of integrative skills, and more
a test of discrete skills. Table 4,14 shows that whilst the latter hy-
pothesis was confirmed, since low or zero correlations were achieved with

Test 1, the former hypothesis was not confirmed.

TABLE 4 .14

Relationship between cloze deletion rates and EPTB, total & sub-tests

(al1 students)

Deletion rate 14 12 10 8 6 4
EPTB total 043 44 «50 41 043 52
Test 4 033 050 049 045 040 048

Test 3 031 031 034 041 039 051

Test 2 37 025 38 «20 028 29

Test 1 024 026 29 o 17++ 0204+ 025

P<.01 Except ++ n =139

++ = Dp>.01< .05
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There is no consistent change in the relationship between
cloze and EPTB as the deletion rate changes although deletion rate 4
correlates markedly higher with EPTB Test 3 than do the other deletion
rates, and deletion rate 14 correlates markedly less with EPTB Test 4
than do the other deletion rates. It does seem from this evidence, how-
ever, that whatever cloze measures, it is measured more or less equally
by any deletion rate. It is noticeable that individual deletion rates
correlate less with EPTB than does a total gained from a series of
measures,

Just as the correlation of the total cloze score with EPTB
increased from Test 1 to Test 4, s0 too the correlation of individual
deletion rates and EPTB increases from Test 1 to Test 4. Usually the
highest correlations (although still at a fairly low level - from 31
to o51) are achieved with Tests 3 and 4.

Further, it appears from Ta}le 4,13 that the individual cloze
tests are not measuring the same thing, since they have low intercorrel-
ations, although the correlation with the total cloze score is spproxi-
mately the same for each deletion rate (from .62 to .68). In view of
the above, this is remarkable. Perhaps the answer is that the only thing
each deletion rate has in common with the others is the measurement of
EFL ability, and that this is only a small part of whatever these tests
&re measuringe.

However, two factors may have invalidated the statistical
analysis. Firstly, the assumption was made that the variation in textual
difficulty was negligible, or at least could be ignored because a range

of texts had been given, and that for any deletion rate, approximately
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equal numbers of students had taken each text. It could be that the
difficulty of text had not been cancelled ocut, and so further correl-
ations were computed to investigate the effect of changes in textual
difficulty on the relationship with EFL proficiency.
Secondly, blank tests were counted on the assumption that

the student had found that particular deletion rate too difficult, and
that zero was therefore a reflection of test difficulty. Some students
left two or three tests blank, while scoring moderately or even very
well on the remaining tests. This could have reduced the correlation,
However, on correlating EPTB and cloze results only for those students
who attempted every cloze test in their booklets, the deletion rate
correlations remained about the same as for all students (Tables 4,15,
4.16 and 4.17)o The differences were unpatterned, and there were as
many cases of higher correlations as of lower correlations (5)« For the
correlation of deletion rate with EPTB, the coefficient was in general
lower, with only three out of 36 substantially higher than data including
blank tests, and with six correlations failing to achieve the 5% signifi-
cance level. In all cases, however, the relationships remained the
same = i.e., the correlation with deletion rate increases from Test 1 to
the Total, the intercorrelations of deletion rates remained low, and the
correlation with the cloze total remained moderately high at .61 to .74,
Thus it seems reasonable to conclude that the effect of zero scores is
about the same for each deletion rate, and that the difference between
rates has been preserved. Further analyses will therefore ignore the
effect of those students who only completed two or three of the cloze

battery of six tests, whilst it must be conceded that the fact that this
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heppened is a weakmness of the studye.

In general, the mumber of subjects that had taken any ome
cloze test and EPTB was so low (around 10 per test) that few correlations .
of EPTB with individual cloze tests had a coefficient significantly
different from zero (Tables 4.18, 4.19, 4.20), Fewer significant
correlations were noted between cloze tests and Tests 1 and 2 of EPTB
(11 and 14 out of 72) than between cloze and Tests 3, 4 and the Total
(22, 23 and 27 respectively). This, of course, corresponds to what was
discovered about the relationship between EPTB and the deletion rates in
generale.

¥Why should some tests show significant correlations, and
others not? No one text achieves a consistently high correlation (Teble

4,20),
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TABLE 4 .20

Relationship between individual cloze scores and EPTB Total

Deletion

rate/text 14 12 10 8 6 4
A1 ¥S NS +061 XS NS XS
A2 NS NS +080 NS . +065 NS
B1 NS +.64 NS NS +.86 4076
B2 NS . NS NS +.T4 NS +.79
c1 NS +081 NS NS ES KS
c2 +063 NS NS NS NS +.70
D1 +.80 NS NS NS NS NS
D2 -.67 +.65 -T2 +.63 +oT1 +oT1
E1 RS ] +061 +oT3 +.69 NS
E2 NS NS +089 NS NS +o67
F1 NS NS . +.67 +.84 NS +e53
F2 +060 NS NS NS  +.78 NS

NS Not significantly different from zero

Although Text D2 correlates five out of six times significantly (p<.05) '
with the EPTB total score, one of these correlations, Text D2 at deletion
rate 10, is high negative, whilst the rest are high positive. One can
hardly be expected to place much trust in these figures, since it is
intuitively unlikely <that deletion rate 10 measures something entirely
opposite from that measure by deletion rate 12 on the same text. It is

presumably due to chance that those students taking Test D2 gt deletion
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rate 10 were poor in their English ability and good on cloze, Similarly,
no one text achieves a consistent zero correlation with EPTB., Although
Text B2 does not correlate with Test 3 of EPTB (Table 4.18), it does
correlate significantly at deletion rates 12, 6 and 4 with Test 4 (Table
4.19), and at deletion rates 8 and 4 with the EPTB Total (Table 4.20).
No one deletion rate has consistently high or low correlations with any
part of EPTEH.

In short, the results of the correlations are inconclusive in
that they do not provide definitive proof of the thesis that deletion
rates on some texts will have a greater relationship with English pro-
ficiency than deletion rates on other texts. If it is true that cor-
relations between deletion rate and proficiency measuresdo not vary from
text to text, it is perfectly valid to ignore textual differences for the
purpose of examining the relationships between EFL proficiency and wvarious
cloze deletions.

The question that now arises is whether any text, because of
its language, is a better predictor of EFL proficiency than any other.

It might be expected that the comprehension of a difficult text (e.go, F1)
involves greater EFL proficiency than the comprehension of an easy text.
Since the relationship between deletion rates and EPTB is approximately
the same for all deletion rates, it seems valid to ignore the deletion
rate a student took on any given text, and so to regard, say, Text B2 at
deletion rate 10 as equivalent to Text B2 at deletion rate 12 or deletion
rate 4, for the purpose of this analysis.

In general, the intercorrelations between texts are fairly low

(Table 4.21) with 25% not significantly different from zerc. Text F2
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seems to have the least relationship with the others (60% not significant)
and Text F1 seems to have the most relationship. The most difficult texts
tend to have & lower correlation with the other texts, and the easiest
texts tend to have a higher correlation. The fact that the texts have low
intercorrelations indicates that they have little in common and that
therefore the type of text used in a cloze test has a great influence on

the results obtained.

TABLE 4 o 22

Relationship of text to EPTB, Total and subtests

EPTB/Test Test 1 Test 2 Test 3 Test 4 Total
X1 NS 045 37 o 37 247
k2 §S RS 38 «49 039
B1 039 045 ’ XS 037 045
B2 NS 27 . 43 «66 055
C1 038 NS -46 046 50
c2 024 RS °31 34 39
D1 026 29 o41 +50 47
D2 KS 25 038 036 «45
E1 33 «47 049 «59 059
E2 NS 024 37 033 039
b g 28 41 038 #51 o51
F2 NS NS 43 0?4 045

NS DRot significantly different from zero
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As expected, the correlation between text scores and EPTB
scores (Table 4.22) increases as the subtest changes from aural to
reading, and from involving discrete sub-skills to involving more
generel and global skills. However, again, the grammar test (Test 4)
correlates more highly for virtually every text than does the modified
cloze test (Test 3), and the correlation with the Total is more or less
the same as the correlation with Test 4 for every text,

No one text has an obviously closer relationship with.EFL
proficiency than any other, although Texts B2, E1 and Fi do get some-
vwhat higher correlations than the rest. Although there are no obvious
differences between texts in their ability to predict scores on EPTB,
the lower correlations tend to be with those texts that had a high cloze
average score = i.e., the easier texts - and there is also a tendéﬁcy
for the more difficult texts to have a higher correlstion with EPTB,
especially with the total EPTB score. Thus, one might tentatively con-
clude that the ability to read apparently difficult text is more related
to English proficiency than the ability to read an spparently easy text.
It must, of course, be remembered that the texts provided here do not
represent the extremes of ease and difficélty for texts, at least for
foreign students, agd it is conceivable that had much more difficult and
mich easier texts been used, clearer results might have been achieved.

That both the comprehension of difficult and easy texts, and
successful completion of EPTB may (indeed, probably do) involve factors
other than EFL proficiency, such as general IQ, verbal fluency, associa-
tional fluency, test~taking abilities, etc., is not denied. These

factors simply cannot be isolated using the data presently available, -
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The object of this study has been twofold. TFirstly, to see
if any deletion rate or text or a combination of the two could be seen
as the "best buy" in the prediction of EFL proficiency. The answer to
this question has not been found. No deletion rate correlates consist~
ently more highly with EPTB than any other, nor does the comprehension
of any one text show a meaningfully closer relationship to EFL profi-
ciency than any other. Only 9 out of 72 tests consistently showed
significant correlations with EPTB, and of these nine no one is mnotice-
ably much better at prediction than any other.

The second aspect of the study, which, in a sense, is the
first aspect from a different angle, was to see whether different texts
or different deletion rates measured different aspects of EFL proficiency,
or the same aspect in different amounts. No evidence was found for the
notion that either texts or deletion rates measure different aspects of
EFL proficiency as measured by EPTB, but some slight evidence was found
to suggest that perhaps the more difficult texts are somewhat more
closely associated with EFL proficiency than the easier texts. Very
little evidence was found to indicate that more frequent deletion has a
closer relationship with EFL proficiency than less frequent deletion.
The evidence was by no means conclusive, and further studies would be

necessary before even tentative conclusions could be made.

4,9 Summary and conclusions
The major results of this exploratory study into the effect

of changing certain variables on cloze scores, with norn-native speakers,

are as follows:
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1o There seem to be significant differences among cloze tests con-
structed by deleting words at different frequencies. However, these
differences are not in any consistent direction.
20 Deleting every fourth word results in a cloze test which is always
significantly harder than any less frequent deletion. In other words,
to eliminate the effect of deletion frequency, there should always be
at least five words of contert either side of a blank.
30 A different analysis showed no significant differences between
deletion rates 14, 12, 10 and 8. This suggests that there ought always
to be at least seven words of context around each blank.
4, The graphs of cloze scores show a tendency for cloze scores to
increase steadily from deletion rate 4 to deletion 10, after which the
graph line levels out. This suggests that at least nine words of con=-
text are necessary either side of a blank before the effect of deletion
frequency can be considered to have been eliminsted.
50 There is an interaction between text difficulty and deletion fre-
quency. When texts are not aggregated, there is no consistency whatso-
ever in the significant differences. On some texts all the deletion
rates are the same, on others they are all different, on some texts only
one deletion rate is different, whilst on others only one deletion rate
is different from the rest althoughhit is a different deletion rate
from that on other texts.
6o There seems to be no relationship between cloze and Fog. Cloze dis-
criminates among texts that Fog indicates are similar, and fails to dis-
criminate among texts that Fog indicates are different. If Fog is a

valid measure of readability for non-native speakers, then cloze is not.
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If cloze is a valid measure of readability for non-natives, then Fog is
not, However, it is possible that Fog is valid for native speskers, and
cloze valid for non-native speakers, in which case one would conclude
that the nature of readasbility for the two populations is differente.

Te Cloze did not distinguish all the texts from all the others. It is
difficult to say whether this is because cloze is insensitive to subtle
differences, or whether the texts really were similar in difficultye.

8o There is little difference between deletion rates 8, 6 and 4 on the

ranking of texts according to their difficultye The less frequent

deletion rates do not agree, however, and it is not clear whether this is

because words were deleted infrequently or because the tests were less

reliable.

9o &Although there were variations in the correlation of different

deletion rates with a measure of proficiency in English as s foreign
language, the differences were small, and no consistent change in the
coefficient with change in deletion frequency was observed. However,

the intercorrelation of the different deletion rates was very low.

100 Text and deletion rate seem to interact on the correlation with

proficiency but, again, no consistent pattern emerged. No "best buy™

of combinations of text and deletion rate could be recommended.

11o Difficult texts tend to correlate higher with proficiency than do

easj texts.

120 Cloze relates more to a test of grammar than to a listening test,

or a phoneme discrimination test, This is contrary to previous re-

search. The correlation with grammar was higher than that with a modi-

fied rational cloze procedure., No evidence was found that cloze is
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more integrative than discrete point.

13 Even the overall correlation with proficiency was only moderate.

The variables studied do seem to have had an effect on cloze
scores, but the picture is far from clear. To some extent, tﬁis is due
to the design of the pilot study, where students took a large mumber of
cloze tests in order for many different texts and deletion frequencies
to be sampled. What is needed now is a closer study using more reliable
cloze tests, where the subjects are gble to complete their cloze tasks,
This would involve giving them fewer cloze tests = probably only one -
to complete, in order to ensure maximum performance on each test.

The extremes of deletion frequency have been shown to be, in
the case of deletion rate 4, consistently different from and harder
than less frequent deletion, and, in the case of deletion rate 14, con-
sistently the same &8 more frequent deletion rates. Therefore, further
study should concentrate on the intermediate rates: 6, 8, 10 and 12.

A reduced number of texts is also indicated, which should be
different from one another according to a series of criteria, not only
the Fog Index. Obvious differences in difficulty would enable clearer
results to emerge, both for the measurement of proficiency and also for
the interaction of difficulty and deletion rate.

A fuller study should also investigate the effect of the
scoring procedure on cloze scores, and its interaction with the other
variables.

Finally, the effect of these variables on the performance

of non-native speakers needs to be compared with their effect on native
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speakers, to see if there are qualitative differences which could

throw light on the nature of the cloze task.
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CHAPTER 5
The Design of the Main Study

Following on from the pilot study, it was decided to investi-
gate three variables in the cloze procedure: text, deletion frequency
and scoring procedure. It was hypothesised that these variables and
their interactions would have a; effect on cloze scores, both for native
speakers of English, and for non-native speakers. It was hoped that by
using the same tests and procedures with both populations, it would be
possible to compare their performances. At the same time, it was hoped
to be able to examine cloze as a measure of proficiency in English ;s a
foreign language, and to explore the relationships between cloze, a tra-

ditional discrete-point test, and a more integrative test.

5.1 Hypotheses
The following are the null forms of the hypotheses the study

was intended to test:

la. There is no significant difference between cloze scores when
deletion frequency changes.

1be There is no significant interaction between deletion rate and text

| for easy, medium and difficult texts.

2, ‘There is no difference in ranking of texts by different deletion
rates.
Subhypothesiss There is no difference in ranking of texts by
different delekion rates when scored by different methods.

3ae There is no significant difference between exact and other scoring
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methods.

%be There is no significant difference between deletion rates when
scored by exact word, and when scored by other methods.

4a. There is no difference between deletion rates as measures of pro-
Ticiency in English as a foreign language (EFL).

4bo There is no difference between texts as measures of proficiency in
EFL. |

4c. There is no difference between scoring methods as measures of pro-
ficiency in EFL.

4d, There is no interaction between deletion rate, text and scoring
method as predictors of proficiency in EFL.

Hypotheses 1, 2 and 3 would be tested with native and non-
native speakers of English; Hypothesis 4 with non-native speakers only.
The native speakers would be aged 14 to 15; <the non-native speakers
would be adult learners of English as a foreign language, and post-

graduate foreign students of subjects other than English.

562 Design outline

The Algerian experiment had confirmed previous findings by
other investigators that a deletion rate of less thaﬁ five is always
more difficult than deletion rates of five and above, The pilot study
had also suggested that deletion rate 14 did not add any information
not already provi&ed by deletion rates 10 and 12, It was thus decided
to abandon the fourth-word deletion rate, and the fourteenth, and to
concentrate investigation on deletion rates 6, 8, 10 and 12, where
results had indicated the asymptote of a negatively accelerated curve

was to be found.
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It was further proposed to limit the number of texts used,
but to have a greater range of difficulty. The pilot study showed that,
on the whole, the texts chosen, although similar in difficulty to texts
used by the subjects in class, were probably too difficult, and in many
cases the cloze was incapable of discriminating among them. .It was
decided to use three texts only - at the “easy", "medium® and "difficult"
levels of readability. Since readability formulae, or at least the Fog
Index, seemed incapable of predicting cloze difficulty for non-natives,
it was decided to determine the difficulty levels of texts by a variety
of techniques, including the judgments of experienced teachers of English
as a foreign language (Section 5.3).

Five scoring methods were elaborated for use on the cloze
tests. (Section 5.4)

There were thus three independent variables - deletion rate,
text difficulty and scoring method; one dependent variable ~ the cloze
score; and, for non-native speakers, one external criterion - a measure
of proficiency in English as a foreign language. The design was 8 4 x
3 x 5 factorial, and, since each subject would take only one cloze test,
it was a straight full factorial with replication, orthogonality being
assured by equal mumbers of subjects in each cell. Random distribution
of tests would ensure equivalence of cells, and, in the case of the non-
native speakers, equivalent EFL proficiency, which would in any case be

checked by analysis of variance.

5063 BSelection of texts
5.301 Texts

Eight texts were chasen to represent an apparent range of
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difficulty for EFL students. The style common to all was "imaginative
writing", since it was felt to be the only style one could assume all
students, of whatever background, to be familiar with, and since exposi~
tory material would seem to present problems of content and especially
vocabulary difficulty. The texts were taken from readers and textbooks
commonly used with foreign learners of English. The authors'/
publishers! iptentions as to recipients were noted, as was the approxi-
mate level of difficulty intended, as indicated by the blurb. In
addition, one apparently very easy text was chosen to help the graders
establish the low point of difficulty. The easy text was at the 500-
word level (as defined by Oxford University Press and L.f. Hill)e The
other eight texts ranged from L.A. Hill's 750-word level, through
stories simplified to the 2,000-word level of the General Service list,
to a short story intended for native speakers and occasionally used by
the author of this study with university level students of English as a
Foreign Language (for details, see Table 5.1; for samples of the texts
and the instructions given to raters, see Appendix B)o
5¢3.2 Measures

These texts were then assembled in azpooklet in random
order and given to 19 experienced teachers of EFL to rank in order of
difficulty. These 19 raters were also asked to assess how difficult
each text might be for a notional ™upper intermediate" foreign student,
The results are presented in Tsble 5.2, Raters were remarkably con-
sistent in their judgments of the three easiest passages, and fairly
consistent in their identification of the most difficult passages but

there was less agreement on the order of texts of medium difficulty,
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Nevertheless, the coefficient of concordance (Kendall's W) was .88
(p<.001) which indicates high, although not perfect rater agreement,
and a high religbility level for these ratings. It was tlus considered
appropriate to rank the texts in terms of the sum of the judges' rankings,

Several measures of, text readability traditionally used on
texts intended for native speakers of English were also applied to the
passages to attempt t0 gain further information on the relative diffi-
culties of the texts, despite the fact that the previous study had shown
Fog to be a totally inadequate predictor of cloze difficulty. The re-

sults of the calculations, and the intercorrelations of &ll ten measures,

are shown in Table 5.3.
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TABLE 53

Ten different methods of estimating text difficulty:

Renks:
Criterion 1 2 3 4 5 6 7
Text & 1 1 1 1 2 1 1
8 7 7T 6 17 7 6
C 45 4 5 4 1 4 4
D 2 2 3 2 6 5.5 2
E 3 3 2 3 4 2 3
F 9 9 8 8 9 9 9
G 45 5 4 5 3 3 5
H T 8 9 9 8 8 8
J 6 6 6 T 5 5.5 17T

Kendall's Coefficient of Concordance W = .88

1 = Publishers' intention
2 = Teachers' rankings
3 = FOG
4 = SMOG
- 5 = Coleman 1
6 = Coleman 2
7 = Dale~Chall
8 = Word frequency
9 = Flesch

10 = Teacher judgment of difficulty

8 9
1.5 1
6 T
5 4
1.5 5
5 2
9 8
4 3
7 9
8 6
x% = 70.4

10

OO N U W NN P~

Total
11.5
69
375

- 001

Tank

O ® WM W N W =
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The Fog, Smog, Flesch and Dale-Chall measures are well knowne.
Fog, Smog and Flesch are essentially measures of word length (on the
assumption that length is related to familiarity and difficulty of words)
end sentence length (supposedly a meesure of sentence complexity) whilst
Dale-Chall, which includes a sentence length measure, measures presumed
word difficulty by counting the number of infrequent words (frequency
defined as appearance on the Dale-Chall word list of 3,000). The Coleman
1 2nd 2 measures (Fumbers 5 and 6 in Table 5.3) comprise two formulae
based, umsually, on cloze scores for the Miller-Coleman passagess. For-
mla 1, basically a count of monosyllabic words, is said to predict 4%
of the variance of the mean cloze score that would be gained by subjects
similar to those used in the original investigation. Formula 2 is an
extension of this, including a sentence length measure, and is said to
predict 80.5% of the variance. The two formulae proved to be the worst
predictors of teachers' ratings of difficulty of text for non-natives,
but their validity as predictors of cloze'scores of non-native spesgkers
remains unknown..

Measure 8, word frequency, is simply the percentage of words
not on the Dale-Chall list of 3,000 words. It is, as noted above, part
of the Dgle-~Chall formula, but was used separately to see if the
omission of "sentence length" would result in more or less valid pre-
diction, The results.seem to show that better prediction of teachers!
gradings is gained when sentence length is also taken into account,

Measure 10 is distinct from teachers' rankings in that raters
were asked to judge how difficult or easy a text was for upper inter—

mediate students. The gradings were summed, and texts ranked accordingly.
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In general, this measure correlates slightly less well than teachers'
rankings with the other measures, except, interestingly, for the
correlation with the publishers' intentions. In other words, the best
way to find out how difficult publishers think texts are is to ask
teachers how difficult they think the texts are..

The coefficient of concordance (Kendall's W) for all ten ‘
neasures is .88 (p<,001), indicating that these measures have a great
deal in common, and are ranking in substantially <the same way, with
reasonable reliability. The best measure. appears to be FKumber 2
(teachers' rankings) which has the highest mean correlation (.91).

5063¢3 Decision

Text A had been introduced merely as a marker of the base-
line of difficulty, but it was not intended to use it in the main study
because it seemed to be idiosyncratic in style, with an abnormally high
redundancy, obviously written for beginning learners of English. The
next easiest text was Text D, and so this ﬁas chosen to be the "easy"
texte The most difficult text was clearly Text F, and thus became the
*difficult" text. The medi;n text was somewhat more problematic, but
since Text G, ranked 5, was most commonly considered of medium diffi-
culty, it was selected as the “medium" text. Therefore, Texts D, F and
G were used in the main study as the basis for "easy", "difficult" and

"medium" cloze tests respectivelye

504 Scoring Procedures

50401 Review of procedures

As reported in Chapter 2, several investigators have found
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that the any-acceptable scoring procedure is better for non-native
speakers than the exact word method, although it appears to make no
difference to the estimates of readability and the correlations with
validating criteria with native speakers,

Other scoring procedures have been less frequently investi-
gated, especially procedures giving credit for grammatical correspondence
between the deletion anq its restoration by subjects.

The original studies of cloze investigated only scoring pro-
cedures which gave credit to responses which were semantically related
to the deletion, and did not consider procedures giving credit for
grammatically related responses. In fact, despite the claim by Anderson
(1972) that a “commonly investigated scoring procedure . . . is giving
partial credit for responses of the same grammatical cless as the deleted
word", little evidence to substantiate this remark has been found.
Marshall (1970), Moores (1967) and Odom, Blanton and Funnally (1967) all
used a form class score in their investigation of the language abilities
of deaf children, but none of them investigate the procedure as suche.

The earliest reference to a vaguely grammatical cloze score
was found in Hafner (1964), who used a "GCIA" score, - i.e., allowing
credit for responses which, although semantically incorrect, were
grammatically correcte Unfortunately, no details of this procedure are
given, He found that this GCIA score was a worse predictor of marks on
a reading methods course (presumahly, reading achievement) than the exact
cloze procedure (correlations were .47 and .65 respectively), and that it
was less closely related to measures of intelligence than the exact word

score. More surprisingly, the GCIA score only correlated at .61 with the
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exact cloze score.

Bormuth (1965b) classified his cloze responses as follows:
EGC: exact word, grammatically correct; EGI: exact word, grammatic-—
ally incorrect; SGC: synonym of deletion, grammatically correct; SGI:
synonym, grammatically incorrect; UGC: unrelated semantically to
deletion, grammatically correct; UGI: unrelated semantically, gramma-
tically incorrect. His findings included the fact that scores based on
grammatically correct responses correlated positively with his criterion
of comprehension (reading achievement scores), but that scores based on.
grammatically incorrect responses correlated negatively or not at a1l
with comprehension. He also found that the correlation with compre-
hension increased with an increase in the similarity of the meaning of
responses to the deletion. (The correlations of comprehension with the
scores were: EGC .82, SGC 64, UGC +55). Bormuth concluded that "a
subject's comprehension of a passage is dependent upon both his ability
to interpret sentence structure correctly, and to understand the content."
He also suggests that the results indicate that the comprehension of a
passage is incomplete when the cloze response is not the exact word.
Further, the discrimination among passages was greatest with the EGC
score = thus, the exact word method is best. Unfortunately, Bormuth did
not sum the EGC, SGC and UGC scores and correlate the result with his
criterion, It is conceivable that a grammatically correct score would
correlate highly with comprehension., His results may not be applicable
to non-native speakers -~ one does not expect native speakers to make
many grammatically incorrect responses - but unfortunately he does not

give details of his procedure, and so it is not clear what exactly



155

“Wgrammatically correct®™ is. It could conceivably have a variety of

-meanings: being from the same form class or having the same grammatical
function as the deletion, or having the same tense, number, etc. as the

deleted word. It could even mean responses which do not violate gramma~

tical constraints of the context, regardless of the grammar of the

deleted item.

Oller (1972) investigated scoring methods with non-native
speakers of English, but he did not use a pure grammatical score. In-~
stead, he had several procedures which weighted differently acceptable

responses, responses violating long-range constraints and responses

violating short-term constraint. He discovered that a score based on

any acceptable response (violating no contextual constraints),
correlated best with his criterion (the UCLA ESLPE), better even than
a score which had the following component weighting: 2 (exact words +
acceptables) + long-range violations + short-range violatioms. In other
words, no increasse in validity was gained by allowing responses that
violated comstraints (although only partial allowance was made). How-
ever, what Oller does not highlight, but what emerges from the results,
is that allowing even ungrammatical responses = "I goes" for "I go" -
in the above scheme resulted in higher validity coefficients than the
pure exact word score (r = .82 and .75 respectively). There is reason
to assume, therefore, that unweighted form class scores « or other
measures of gsengitivity to grammar - may result in higher validity with
non-native speakers than the exact-word-only score.

Anderson (1972) investigated four scoring procedures with

non-native speakers of English (ESL) in Papua, New Guinesa, with partial
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credits for certain types of response: 1) verbatim only; 2) synonym
(verbatim, 1 point; a synonym, 1/2 point); 3) alternative response
(exact, 1 point; each response that "made sense", was grammatically
correct in terms of number sgreement and fitted the syntactic pattern of
the context, 1/2 point); 4) grammatical class score (exact, 1 point;
"each response of the same grammatical class as the deleted woxd,
regardless of number or tense", 1/2 point). He found that the four pro-
cedures were equally effective in discriminating between the three
passages used, and all four procedures ranked subjects similarlye. Be-
cause the reliabilities of most of the procedures were high, Anderson
concluded that the exact word method is best (i.e., since all procedures
seen to be measuring the same thing, the easiest method is to be
preferred). Again, however, because each procedure was weighted in
favour of the exact word method, the conclusions should be interpreted
cautiously. What is needed is a comparison of simple unweighted scoring
procedures, where any response is either correct or incorrect according
to the criteria for that procedure.
5.4.2 Grammetical scoring procedures
It was decided to use the following three grammatical
scoring procedures with both native and non-native speskers, in order
to measure sensitivity to syntax.
1) Ssme form class: If a response is & member of the same form class
as the deleted word, it is counted correct; if mnot, it is incorrect.
Multi-word answers are incorrect; the semantic fit of the response is
ignored.

Broadly speaking, traditional practice, Fries (1952) and Bormuth were
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followed in determining form class membership. The class of function
words was for this purpose subdivided into nine groups. The listing of
classes used follows, together with the number or letter Fries (1952)
attaches to each class:
Proper noun (1); mnoun (1); pronoun (1); verb (2); adjective (3);
adverb (4); verb particle (4); co-ordinating conjunction (E); subor-
dinating conjunction (J); *®not* (C); “there" (H); preposition (¥);
determiner (A); auxiliary (¢ & B); intensifiers (D); question words
(1),

However, inevitably, problems arise with this procedure, and
arguments of the nature "Is this the same form class as that?" abound.
For example, is %as" in the same form class as “like" and -"than®, or is
it a preposition? 1Is "Standard 4" the same form class as "Standard

Class™ Are "He was due to go" and "He was able to go" equivalent?

Further problems were posed by sentences like "The shop window was
broken", where "big" replaces "shop", Clearly the function of the two
items is the seme -~ modifier - and this function just happens to be
realisable by different form classes. However, both seem equally pre-
dictable and valid greammatically thus the production of one rather than
the other does not necessarily reveal differing degrees of sensitivity
to syntax.

There is also the problem of degree of severity of error.
For example, in the contexts 1) "He gazed dreainily at the Baptist
preacher.” and 2) "They fought in order to sit pext to Monroe.", the
replacement of "Baptist® by “yellow" (different form class) is of a

different order from the replacement of "next™ by “yellow" (again,
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different form class). In fact, "yellow" in the first example, although
from a different form class, is a more acceptable error than "beside"
would be as a response to the second, although it is, presumably, from

the same form class.

For these reasons, the following scoring procedure was also

‘used:

2) Acceptable form class, ssme function: If a response was from a form

class which was acceptable in the context of the item, it was scored as
correct, provided that the response had the same grammatical function as
the deleted item. Grammaticality of concord, nmumber, tense, etc., was
ignored. Answers of two or more words were incorrect.

This procedure ruled out replacing the noun in the first
example below with a verb, as in the second:
1) He felt the cool night sir on his back.
2) He felt the cool night blowing on his back.
since the function of gir is head of the noun phrase acting as object
of the verb felt whilst blowing is a predicate relating to night, and
its use necessitates a reinterpretation of night as head noun, sentence
object, rather than noun adjunct modifier of a nominal,

For this purpose, determiners and modifiers were regarded as
performing separate functions. Thus, in the enviromment

He 801ld ¢ « ¢« « « « ¢ « « o o horses.

"some" and "0ld" were not considered equivalent.

As a guide to this scoring procedure, the following examples
are offereds In all four‘cases one glternative would not be regarded as

being an acceptable replacement for the other:
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very
The « o ¢ « o o « o 0ld gentleman was walking down the street.
nice
and .
The m8N o « « o o « o o his dog can be seen in the distance.
with
when
Hecameoo..o.o.shewen't.
and
farmers .
The ©o ®© 6 ®# © o © o sold 8.11 thelr fOOd.
they

Klthough some of the problems of Procedure {1 are solved by
this procedure, some remain. One is the problem of the nature of errors
alluded to earlier, which is only partly solved by Procedure 2, which
would still allow "beside to" as an acceptable response for "mext to" in
the example above. Another is the ignoring of grammaticality. This
procedure allowed as correct responses not only:

A birds was singing happilyes
but also

He had climbed out of bed, dressed, and running;until he was tired.,

and

He had was accustomed.

This is justified by saying that the subject has correctly identified
the need for a verb or a noun, etc., and has merely made a morphological
error. However, this measure of the ability to identify the grammatical
function of the deleted item, as determined by the context, needs to be
supplemented by & third grammatical procedure.

3) Grammatically correct response: Any response which fits the syntax

of the context is correct. It must agree in number, concord, etc., with
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the environment snd be from an acceptable form class, but it need not
have the same function as the deletion, provided that the function it
does have is appropriate grammatically.
This means that in certain circumstances co-ordinating con-
Junctions can be replaced by subordinating conjunctions, in other cases

not, as in the examples below.

1) EHe had enough money o « ?m.i e o o he bought 2 Rolls Royce.
80

2) John . .b?"g“n;e. . o Mary went for & walk.

Semantic relatedness is, of course, ignored, as is semantic
appropriacy. Multi-word answers are incorrect.

This procedure is presumed to be some measure of the sub-
ject's ability to respond grammatically, of his mastery of syntax,
which is especially appropriate for non-native speaskers. For native '
speakers, one would expect high or maximum scores with this procedure.

In addition to these grammatical scoring procedures the
exact word method, and the "any acceptable word™ method were also used:

S5¢403 Any acceptable word:

One of the main objections to the use of an "any acceptable®
scoring method for cloze has been that it. is particularly difficult to
decide what is acceptable and what is not. Is it, for example,
acceptable to replace "Mr Vaughan" (Text D) with "Mr Smith", although '
no "Mr Smith" has been mentioned before in the text, and will not be
mentioned later? What one marker chooses to cazll acceptable may well
be unacceptable to another marker, who may be using narrower criteria.

It is possible that one judge considers stylistic infelicities to be
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unacceptable, whilst another judge will find them acceptable.

A further problem of such a scoring procedure is whether any
one judge is capable of being consistent - will he judge the same res—
ponse from the same person in the same manner on two different occasions?

In order to investigate these two problems of marker inter-
sgreement and reliability, the following study was set up.

S04¢3+1 . The task

Ten native speakers of English, all experienced teachers of
English as a Foreign Language, all studying for the M.Sc. or the Ph.D.
in Applied Linguistics at Edinburgh University, were given a copy of a
cloze test, uncompleted, and a list of responses to that cloze test made
by the native speaker subjects of the main study. For each cloze test
item, the marker was to judge whether the responses provided were
acceptable or unacceptable. No further guidance as to the nature of
acceptability was given, An unacceptable response on the list was to be
underlined, the acceptable responses to be left untouched,

The resulting list of acceptable and unacceptable responses
for each judge was used as the basis of a scoring key for a computer
scoring procedure. Computer scoring ensured 100% objectivity of scoring.
The scores produced -~ hereinafter referred to as the judged scores - were
taken to be the judges' criterion scores.

After at least one month had elapsed, the same Jjudges were
given a set of 30 cloée tests booklets, completed by the native speaker
subjects of the main study, and were asked to mark them for acceptable
responses. If acceptable, a response scored 1; if unacceptable, =a

response scored O. All the investigator required from the judges was
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the total score of acceptable responses for each individual.

It was then possible to compare marked scoresg for different
markers, and judged scores for different judges, thus gaining measures
of inter-marker and inter-judge agreement. It was also possible to
compare the marked score of each marker with his judged score to produce
a measure of marker relisbility.

5040 302 M_
The text used for this study was the medium difficulty text

used in the main study. Preliminary investigations involved giving all
three (difficult, medium and easy) texts to all judges, with the res-
pective lists of responses (provided by the native speaker subjects)

end asking for judgments of acceptability as outlined above. The
different texts were then compared for amount of marker agreement, and
it was discovered that both the easy and the difficult texts had a high
proportion of responses which were judged as either entirely unacceptasble
or entirely acceptable by the judges, whereas the ﬁedium text had the
highest mumber of indeterminately acceptable responses, in that fewer

Judges agreed on the acceptability of responses. So as not to bias the

results by choosing & text on the acceptability of whose responses most
of the judges agreed, the medium text was chosen for the investigation,
5e40303 Follow-ups
A further study resulting from this investigation was carried
oute This study involved seven of the previous native spesker judgef
markers, &and seven non-native speakers of English also as judges., 41l
of the latter were students of Edinburgh University studying for the

.

M.Sc. in Applied Linguistics. The countries of origin of these non-
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native speakers were: India, Pakistan, Hong Kong, Malsysia, Brazil,
Italy and Nigeria.

Using the same cloze test, a set of cloze test booklets, this
time completed by the non-native speakers of the main study, was given
to the judges to mark for acceptability.

It was possible to investigate the amount of marker agreement
on non-native speaker responses, and to compare the agreement of native
and non-native speaker markers. It has been suggested in the literature
that whilst native speakers may well agree on acceptable responses, non-
native speakers will not agree on the acceptability of responses, neither
emong themselves nor with native speakers. |

Overall, including the follow-up study, the following
measures are possible:

1o Native speaker judges/markers

a) reliability of mark-remark (judged score — marked score inter-
correlations) for each judge/marker, based on native spesker
responses

b) agreement, by judge, with all other judges of native spesker
responses (judged score intercorrelations)

e) agreement, by marker, with all other markers, of native spesker
responses gnd non-native spesker responses (marked score inter—
correlations)

d) overall agreement on judged scores (Kendall's ¥), native speaker
responses

e) overall agreement on marked scores (Kendall's W), native and

non—-native speaker responses
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20 Non-native speaker markers

a) agreement, by marker, with all other non-native markers, of non-
native speaker responses (marked score intercorrelations)
b) overall agreement on non-native speeker responses (Kendall's W)
3o Comparison of native — non-native spesker markers
a) native vs. non-native overall agreement on non-native responses

b) native - non-native speeker marker agreement on non-native

responses

5¢4¢3.4 Results and discussion

For convenience, the tables of results are labelled and
numbered in exactly the same way as the above listing of possible mea-

sures, preceded by the mumbers 5.4;

An examination of these tables gives rise to the following

comments and conclusions.
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TABLE 5e¢4. 12

Native speakers: Relisbility of mark-remark (correlation of Judged

score and marked score, for native speaker r93ponses)

Pearson Product Moment

Judge 01 93
Judge 02 095
Judge 03 96
Judge 04 <97
Judge 05 095
Judge 06 296
Judge 07 296
Judge 08 97
Judge 09 298
Judge 10 97

n=30
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TABLE

5¢4. 10

Agreement, by judge, with all other judges, of native

spesker responses (judged score intercorrelations)

Pearson Product Moment

Judge
01
02
03
04
05
06
07
08

09

02

98

03 04
°94 097
095 97

«93

05
.95
096
«96
096

#96
«97
094
+98

«97

296

97

«95
097

«97

098

096
098
298

97

97

«97
097

097

+96

296
097
=97
98
«98
097

10
.97
.97
«93
«99
«96
98
-98
.97
97
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It is quite clear that native speaker judges are capable of judging
and marking cloze tests (filled in by native speakers of English)
for acceptable responses, and this they do with a high degree of
reliability (Table 5.4.1a)s No reliability coefficient was lower
than 93, Not only are the subjects given more or less the same .
score the second time round, but they are also given almost exactly
the same rank relative to the other subjects. It is clear that this
is true for all the native speaker judges, not just some of them.
Native speakers agree with each other to a remarkable degree as to
the acceptability of responses. Despite the fact that the medium
text was chosen since it showed the greatest amount of marker dis-
agreement on the acceptability of individual responses, the actual
scores produced by the acceptable procedure by different markers
intercorrelate highly (from .92 to .98) (Kendall's W = .91). In
other words, what disagreement there is is trivial, and confined to
odd (i.e., deviant) and infrequent answers. What disagreement
there is therefore barely affects the overall score for individuals.
The somewhat higher intercorrelations for judged scores for native
speakers (from .93 to .99) could be due to two things: a) the fact
that the judged scores were computer marked, and are tms 100%
objective, or b) the lower objectivity of the marked scores (i.e.,
markers gave credit for one response for one subject, but not for
another subject). Nevertheless, the difference between the marked
score intercorrelations and the judged score intercorrelations
seems trivial, and hardly invalidates the generasl conclusion that

native speakers can reliably score cloze tests by the "any acceptable
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word" procedure, and that they agree very closely with each other

on the scores they give to native speaker subjects.

4.
TABLE 5.4 e

Overall agreement, native speakers, marked scores
1) marking native speakers

Kendall's W = .91

average Spearman rho = .90
2) marking non-native speakers

Kendall's W = .95

average Spearman rho = .94

There is essentially no difference in the amount of agreement as to the
acceptability of non-nstive speaker responses compared with the agree-
ment on native spesker responses (Table S5e4o1€). K native speaker

marker is just as capable of marking non-native speaker responses as he

is of marking native speaker responses.
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50 TABLE 50402&

Agreement, by non-native speaker/marker, with 21l other non-native

markers of non-native speaker responseses

Pearson Marker 31 32 33 34 35 36 37
31 .95 «89 94 94 «80 .94
32 «88 097 «96 «86 %4
33 «89 91 84 92
34 «96 »88 «92
35 -89 «94 94
36 «87
n= 30

TABLE 54.20

Overall non-native speaker agreement on non-native speaker responses

Kendall's We 093

Average Spearman rho = .92

-Non-native speaker markers have a high amount of agreement amongst them-
selves as to the acceptability of cloze responses. . Intercorrelations

range from 80 to .97. (Table 5.4.2)
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6o TABLE 5¢e4 .30

Agreement of non-native speaker marker scores with native speaker

marker scores, on non-native speaker subjects' responses,

Pearson Product Moment

Native speaker/ 11 12 13 1, 15 16 17
non-native .
speaker 31 093 93 86 90 9k .93 .96

32 O Ok 90 B9 W94 WS4 W95
33 O 92 B W95 W91 W93 W93
34 95 W9 WS4 90 W95 .95 .96
35 96 W96 W91 92 .96 .96 .96
36 90 91 .85 .89 .91 .92 .89
37 95 96 .88 96 .98 .96 .96

n=30

Non-native speakers agree in all essentials with native speakers as to
the acceptability of responses. Or rather, if there is any disagreement,
it has little or no effect - the subjects' scores remain virtually the
same,

The general conclusion, then, must be that contrary to common
opinion and supposition, a high degree of agreement can be gained by
native and non-native speakers of English as to the acceptability of
cloge respcnises provided by both na.ti:ve speakers and non-na.tive-speaker
subjects. The "any acceptable" close scoring procedure is thus perfectly
feesible in non-English speaking countries as well as in English-speaking

countries,
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Moreover, because of the high agreement amongst markers, it is
unnecessary to have a battery of judges deciding on the acceptebility of
responses. One judge should be adequate, since it has been shown that
all judges are capable of scoring for acceptability reliably and in a
menner which agrees with what other judges would have done. |

In view of the large number of cloze tests used in the main
study, and the high number of different responses provided by the sub-
Jeets, it would be highly impractical to engage & panel of judges to
decide on accepteble responses. This short study showed that this is
not only impractical but unnecessary. The judgment of acceptable res-
ponses, in preparation of a computer scoring key - which ensures 100%
internal reliability - was therefore undertaken solely by the author.
As a final check on the validity of this procedure, however, when the
scoring of Test M12 had been completed for non-native speaker subjects,
the results were compared with the scores produced by the 14 native and
non-native speaker judges, end the correlations ere tabulated in Table

5¢5.

TABLE 55
Correlation of author's scoring (SEMAC = Semantically Acceptable Score)
with non-na;:ive and native speaker markers, individually, by.subgroups,
and overall.
2) Pearson Product Moment

1) with native speakers

11 12 13 14 15 16 17 Combined
SEMAC .98 «97 1N .95 .98 298 «98 «99
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2) with non-native speakers
31 32 33 3 3 36 37 Combined
SEMAC .93 .96 .9k .96 .97 .89 .97 .98

3) with overall score, based on 14 markers

r=,99

The intercorrelations were uniformly high (from .89 to .99),
both with individual markers and with the combined mark from 14 markers,
so it can be safely concluded that this asuthor's judgment of acceptebi~
lity of responses corresponds very closely, for all practical purposes,
to the judgments of other educated native (and non-native) speskers of
English, The "semantically acceptable" procedure used in the main study

cen thus be considered a valid procedure.

Sulek Sumary

In addition to the exact word scoring procedure, four other
scoring procedures were investigated: 1) any semantically acceptable
word, 2) any grammatioally acceptable restoration, 3) any restoration
from an acceptable form class with the same grammatical function as the

deletion, and 4) any restoration from the same form class as the

deletion.

5¢5 Administration procedure

Having selected the three cloze texts of differing diffioculty,
it was then necessary to submit them to four deletion procedures. '

The first two or three sentences were left intact as a lead-
in, and then, counting from the 2 word (n = 29 for the easy (E) text,

31 for the medium (M) text and 32 for the difficult (D) text), every
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6th, Bth, 10*® or 12" wora was deleted, leaving a total of fifty de-

letions and giving a total of four tests per text and twelve tests in
all. This figure of 50 is held by Bormuth and others to provide enough
items for a reliable result to be achieved, end it is also thought to
provide en adequate sample of the text for readability estimates. When
fifty words had been deleted from the passage, the test was terminated
at the end of the sentence then in progress. Each word was replaced by
a fifteen-space-long line, preceded by the number of that item in the

text. Thus the first word deleted was replaced by 1 ,

the second by 2 , and so on, This format was chosen be-

cause it was felt to be less disturbing of the reading process for the
subjects to £i11 in deletions in the passage, rather than on a separate
sheet of paper, or even in the margin of the same sheet, however con-
venient these might be for deta processing. Furthermore, subjects would
be able to revise the text and their restitutions as a whole, seeing the
restorations in context.

Each of the resulting twelve tests was prefaced with a one-
page instruction sheet containing the standard Bormuth instructions
(Bormuth, 1964b), which were slightly altered to allow for the fact that
both parts of hyphenated words, whether free or bound forms, were de-
leted, and which included a short four-item example.(Samples of the
instruction sheet and the 12 tests are found in Appendix D.)

The tests were arranged in sets of twelve, in sequence,
beginning with the D text at deletion rate 6, followed by the ¥ text at
the same deletion rate, the E text, and so on through the deletion rates.

This was done to prevent cheating from one's neighbour, so the booklets
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were distributed in this fixed order. It was assumed that subjects had
distributed themselves randomly in class, there being no reason to
assume that subjects of particular linguistic abilities would always
position themselves in regular patterns, thereby countering the random-
ness of the booklet distribution. Each subject took only one of the
poséible 12 tests, in accordance with the experimental design; visz., &
full factorial, with replication, subjects being independent,

Subjects were given as much time as required to complete the
tests; mnevertheless, some subjects either did not complete their test or
restored less than half the items. These tests were removed from the
subsequent analysis, the assumption being that their poor performance
was due to poor reading sbilities,

Obviously the words deleted by the above deletion system were
different for each deletion rate, with maximum overlap between deletion
rates 12 and 6, and some only between all deletion rates. It could
therefore be argued that any difference that shows up between deletion
rates is not due to the rate of deletion -~ i.e., to the number of words
between deletions - but rather to the nature of the deletions. Con-
veivably one deletion rate could remove a greater percentage of content
words than another, and thus gain a lower cloze score.

Bormuth (1964c) reports on an investigation into whether any
one deletion form was equivalent to any other possible form at the same

deletion rate - i.e., whether deletion rate 5 deleting the 5th, 10th

th

e « o words gave the same cloze score &s the same rate starting at
8th

15
the 68 word, or similarly for forms starting st the 7°°, 8 ang 9*®

words. He discovered that even when there were 50 items in the test,
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significant differences still existed between the forms for eight out
of the twenty passages used (p <.05) , and concluded that all possible
patterns should be used when investigating any particular text by means
of the cloze.

In the present case, this would mean six different forms at the
Gth deletion rate, eight at the Bth rate, and so on, giving 36 tests for
four deletion rates on one text alone, This would presumebly solve the
problem if the results for each form were averaged to give a score for
each deletion rate. Whilst adding the scores for matched subjects from
different forms may be valid for readebility studies, it seems less wvalid
for studies of comprehension and languege ability, since, in effect, sub=-
jects on different forms would have been exposed to different texts.

In any case,_36 tests per text would be well‘ beyond the scope
of this study, whose purpose was to investigate the claim that varying
the deletion rate has no great effect on the cloze score. This claim it-
self ignores the fact thet different words are deleted by different
rates, However, some attention could be given to the problem by looking
at those items where overlap occurs - e.g., the l;.Sth word of text is Item
. 4 at deletion rate 12, Item 8 at deletion rete 6 and Item 6 at deletion
rete 8. One would look to see if the scores for different amounts of
context on either side of the deletion are in fact the same (as
MacGinitie claimed) or different.

Details of the administration of the proficiency measures to
the non-native speaker subjects are given in Chapter 7., Similarly, de-
tails of the subjects used in each part of the study precede the results

of the relevant part - i.e., Chapter 6 for native speakers, and Chapter 7
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for non-native speakers, ZFor ease of comparison of native and non-
native speaker subjects, Chapter 7 duplicates Chapter 6 but with diffe-

rent subjects. Those aspects of the non-native speaker study peculiar

to itself are therefore dealt with separately in Chapter 8.

5.6 Measures of proficiency in English as & foreign lansuage

With non-native speakers, it was decided to use two measures
of EFL proficiency: & standardised test of traditional design, the
English Language Battery, and two "integrative"™ dictation tests. The
English Language Bgttery is described in Section 5.6.1, whilst Seotion
5.6.2 presents, at some length, a review of the literature on dictation,
especially if its relationship with the cloze procedure, and a des-
cription of the tests used in this study.

5.6.1 The English Language Battery
The following description of the English Language Battery
(ELBA) is taken from the test manual:
"The English Language Battery (ELBA) is a proficiency test
English as a foreign or second language. Its primary purpose is
to distinguish students who have sufficient command of English to
pursue their studies in institutlons of higher education where the
language of instruction is English, from those who will experience
varying but serious language difficulties., In difficulty level it
is suitable for good intermediate and advanced learners.”
The test has two parts, Listening and Reading, of multiple-
choice format, Part One (Listening) has four tests: Sound Recognition,

Intonation, Stress, and Listening Comprehension, of the following

nature:
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1. Sound Recognition (100 items). One English word is read out on

tape., This has to be matched to one of three English words printed

on the answer sheet.

e.g., /bit/ is heard on tape, and
on the answer sheet is seen
bit bet bat
() () ()

2. Intonation (10 items). A short sentence is printed on the answer
sheet, together with three alternative interpretations of the
spegker's intention. The sentence is read out on the tape with a
distinctive intonation pattern.

€.8., He spoaks flh?/ \61 This probably

a () is & request for information.
b ( ) expresses greast surprise.
¢ ( ) is a straightforward statement.

3. Stress (10 items). A short sentence is printed spaced into sylla-
bles. The same sentence is read on tape with the tonic located on
& particular syllable, The student has to indicate the syllable on
which he thinks the sentence stress falls,

.8+, There's a 1let - ter for you.

)y () ¢ ) () ()

L. Listening Comprehension (30 items). The items consist of very short

exchanges between two people., The first remark is recorded on tape,
and is not written down. What is written down on the answer sheet
are various alternative continuations or answersto the spoken re-

mark, and the students have to choose the one that is most likely.
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"Will you come with us on & picnic tomorrow?" (on tape)
a ( ) I'd like to if the weather is decent.

b ( ) When do the summer holidays start?

(Printed on
t
o ( ) I'm sorry, I was too busy. answer
L
d ( ) I haven't seen you for ages. sheet)

Pert Two (Reading) hes three tests:; Grammar, Vocsbulery,

and Reading Comprehension, of the following nature:

5e

Te

Grammar (50 items). Most of the items concern the choice of the

most eppropriate grammatical alternative in a given context.

e.go’

eeseescensvesn of rain in Scotland.

a () It'salot
b () This lot
¢ ( ) There's a lot

d () It'slots

Vocebulary (50 items). No context is used for single words, and

only a minimal amount for compound lexical items.

e.g.,

entertaining

a () amusing
b () laughing
¢ () meddling

d () generous

Reading Comprehension (20 items). Four short passages for compre-

hension which are supposed to represent the sort of material stu-

dents might be expected to be able to process are followed by a

series of multiple-choice questions, aimed largely at tapping
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inf'erential skills,
Reliability
The Kuder-Richardson (21) relisbility estimates reported in the
manuel are .97 for the total test, .93 for Part One, and .96 for Part Tgo.
Validity
The internal validity coefficients are reported as follows for
& group of 320 non-native first-year students from Scottish and English
universities and colleges of education.
1 2 3 L 5 6 7 8 9 10
1 Sound
2 Intonation .56
2 Stress 58 49
4 List. Comp. .72 68 .50
5 Part 1 93 T3 69 .89
6 Grammar 68 68 MO 77T W77
7 Vocabulary .63 52 26 .69 .68 .78
8 Read. Comp. <59 58 46 69 .70 .67 .62
9 Part II 71 63 39 W79 79 93 .93 W80
10 ELBA Total 485 71 456 &89 9% 90 .87 .79 .96
The external validity ocorrelations were calculated for two
criterias
1) end of term examination in English language, 3 months
after testing
2) teacher ratings, made at the same time as the testing
The coefficients for 1) are reported as being around .80,

whilst those for 2) range from .61 to .91, depending on the subgroup
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being used. Only one correlation is reported with the other major test
of English as a Foreign Language used in the United Kingdomn - the English
Proficiency Test Battery (EPTB, or Davies Test), for which the coeffi-
cient, based on 59 subjects, was .68,

It would appear from these figures that the ELBA is a reliable
end valid measure of proficiency in English as a foreign or second lan-
guage, and is thus suitable for use in this study.

5.6.2 Dictation tests

In view of certein experimental results obtained by Oller in
his investigations into the cloze procedure and dictation (see Chapter 2
for a brief introduction), it was decided to investigate the dictation

further,

5.6.2,1 Review of the literature

What follows is a comprehensive review of attitudes toward
dictation and experimental results gained in its use. This is intended
as an introduction to the problems presented by dictation, and to the
ectual design of this study.

The following quotation from Lado is typical'of the testing
experts' attitude to dictation for the last fifteen to twenty years:

"On critical inspection it appears to measure very little
of languege. Since the order of words is given by the exsminer as
he reads the material, it does not test word order. Since the words
sre given by the examiner, it does not test vocabulery. It hardly
tests aurel perception of the examiner's pronunciation, because the
words can in many cases be identified by context if the student

does not hear the sounds correctly « « . « Spelling and a few
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matters of inflection and punctuation can be tested through dicta-
tion, but the complicated apparatus of dictation is not required to
test these matters." (Lado, 1961)

David Harris said, "As a testing device . . o dictation must
be regarded as genmerally both uneconomical end imprecise." (Harris,
1969)

Wilga Rivers, whilst pointing out that dictation could be a
useful technique "for verifying whether students have learned to make
certain discriminations among sounds”, and that, at an advanced level,
it can be used as a "test of the student's knowledge of combinations of
letters which traditionally represent specific sounds, and as a test of
his knowledge of structural elements, partiocularly those of a morpholo-
gical nature", concludes that it presents many problems for the tester.
Typically, students do not pay attention to the meaning of what they are
writing, nor to the way the segments being dictated fit into the whole
passage. It elso tests auditory memory, and probably even temperament,
in which case "it cannot be considered a valid test of listening com-
rrehension alone", and is probably best used only as a teaching exercise
(Rivers, 1968).

The general obJjection on the part of the experts to dictation
seems to have been that whatever areas dictation does test are better
(i.e., more relisbly and velidly) tested in other mammers, and that
there is a great deal of wasted data collected by a dictation.

Although dictation has continued to be used as a teaching de-
viceé, there seems to have been & general agreement that it was an un-

respectable testing devioe, so that even those who went into print to
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advocate its use in class never went so far as to suggest that it might
be used in a test. About as far as people dered go was to suggest, as
Rivers did, that
"it can be used as part of a group of tests aimed at determining
all-round skill in handling the language, but it is doubtful
whether it reveels anything which has not already been identified
by other tests in a well-designed battery - in which case its con-
tribution to the result may be considered largely redundant.”

It was only rarely that dictetion wes defended in front of the
experts. H.A., Cartledge (1968) defends dictation for its face validity
and relevance (stenographers need dictation), and maintains that it
glves practice in oral comprehension, since by transferring from spoken
to written language we prove we have understood exactly what has been
8aid (a claim that Lado et al, would disagree with). He also claims
that dictation involves more than spelling abilities, that it "6bliges
students to contextualige and discriminate®; it is "an excellent way of
assessing & student's grasp of current speech". Unfortunately this ful-
some praise of dictation's virtues is based on virtually no evidence
other than the anecdotal:

"If I write from dictation 'I read the letter and underlined the
important perts of it with & red biro', I use my kmowledge of
English to distinguish between the two uses of / red /. If I em
unaware of the need for different spellings, I may not do this
correctly, but if I am aware of it, the context of the words
obliges me to use the appropriate spelling in each case,"

This is, of course, true, but it is also true that one can be "unaware
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of the need for different spellings", and still understand spoken
English. Whatever.it is, dictation is clearly not only a test of
listening comprehension, which is why it lurked in disfavour for many
years. It used to be axiomatic in language testing that each test item
should be unambiguously testing one skill or subskill,

Now that integrative and global tests have become respectable,
a reconsideration of the nature and usefulness of dictation has become
inevitable, and its oausé has been taken up in recent years by Oller and
others, (lerpoints out that he was not the first to see the virtues of
dictation, Most of the advocates of dictation he mentions, however,
were chary of suggesting thet it be used as & language t#st. Sawyer and
Silver (1065) and Finocchiaro (1958) emphasise the usefulness of dio-
tation as & classroom technique only. Rebecca Valette (1964) investi-
gated the use of the "dictée" in French lessons, and discovered that it
was a good predictor of overall language proficiency. She also dis-
covered that practice in dictation, which improved performance on the
dictation test, also reduced the ability of dictation to predict lan-
guage proficiency. Practice appeared to result in "greater awareness
of the written language"” as measured by her writing test, but it did not
produce better scores on the grammar subtest than lack of practice, and
it resulted in significantly lower scores on the oral comprehension
test. She concluded that "proficiency in dictation does not . . . imply
proficiency in other aspects of French languasge learning,"” In her hand-

book, Modern Langusge Testing (1967), she mentions the disagreement

amongst specialists as to dictation's usefulness as a language test, and’

concedes that the "art of taking dictation is a specialized skill"., She
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avoids controversy by saying that "whatever dictation lacks theoreti-

cally, dictation scores in practice correlate very well with overall
achievement," She neither advocates nor condemns its use, she simply
points out that it is used and that further research is necessary.

This is different from the support Oller gives the use of
dictation., His goal is unashamedly no longer discrete items testing
discrete skills, but a global test testing overall competence and pro-
ficiencye In Oller (1971) figures are produced which, it is claimed,
show dictation to be the best single measure of the totality of English
language skills being tested on the UCLA ESLPE Form 1. In this study
dictation correlated highly (.86) with the ESLPE Total score. However,
there are several points to be made about his data, which he does not
mention, 1) All the subsections of the test correlate highly with the
Total, only Phonology achieving a coefficient of less than .77.

2) Composition, not dictation, has the highest correlation with the
Total. 3) The section weightings are not given. l;.) Dictation corre-
lates most highly with Composition and Vocabulary, one of which is pre-
sumably integrative, and the other discrete; and least with Phonologjr
(.57), which is surprising, since both it.and dictation deal with
listening. It is not enough to claim, as Oller does, that dictation is
integrative, and Phonology discrete, because of the oorrelation with
Vocabulary mentioned sbove. 5) No details of how the dictation was ad-
m;"mistered end scored are given, It is imposs:ible to say that spelling
is not the major element in what is tested by dictation if one does not
provide evidence that spelling was ignored in the scoring system.

Nevertheless, Oller claims that previous authorities have been refuted
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by this evidence, that dictation correlates more highly with every other
part of the test than &es any other part, and thus that dictation is the
"best single measure of the totality of English language skills being
tested",

Some of the above criticisms are answered in Oller and Streiff
(1975), where because of similar criticism from Rand (1972), he dis-
covered errors in his figures and reworked them. More importantly, he
recognised that the differential weightings of the part tests would
affect the correlations, (For the record, these were Voczbulary, 20;
Grammar, 25; Composition, 25; Phonology, 15; Dictation, 15.) The re-
worked correlations give increased correlations between dic"t:a’cion and
the other parts. With the Total it goes up from .86 to .94, with Voca-
buléry from .67 to .72, with Grammar from .64 to .65 and with Composition
from .69 to .72. Only with Phonology is there no change. Moreover, the
point made above about the correlation of the Total with Composition is
no longer valid. Dictation now has clearly the highest correlation (.94
versus .85). Also, the correlations of dictation with the othei' sections
are higher (.85) than any other section with the remaining sections. It
looks very much as if Oller's thesis is borne out by the evidence. How-
ever, still unexpleined are the following points: 1) Why does dictation
correlate just as highly with Vocabulary (discrete) as with Composition
(integrative), and least with Phonology? 2) Although Oller gives de-
tails of the administrative and scoring procedures, it is clear from
the latter that spelling errors are considered equivalent to phonolo=-
gicel, grammatical and lexicel errors. From a maximum possible of 15

points for dictation, one quarter-point is deducted (and only one
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quarter-point per word, regardless of how many errors were present in
that word) for clear errors in spelling ("shagrin" for "chagrin"),
phonology ("long hair" for "lawn cere"), grammar ("it became" for "it
becomes") or choice of wording ("humenity" for "mankind"). Since no
details are given of the relative frequency of spelling, phonologicel or
other errors, one still does not know whether the scores were largely
made up of spelling errors, in which case the test was a spelling test,
3) There is no explanation for the fact that Vocsbulery, Grammar and
Composition all hed epproximately equal correletions with the remaining
part-tests (albeit higher than Phonology and lower than dictation). Yet
this is surely worthy of at least a comment, since Vocabulary end Grammar
are to be presumed discrete tests, and Composition an integ'a.t:ive test.

0f the studies investigating the relationship between the cloze
procedure and other measures of EFL proficiency, Darnell's study {(1968)
was the firsf to report on the reletionship between cloze and dictation.
With a sample of 40 college students, he found that the highest corre-
lation for dictation was with the Gates Reading Survey (.78), and that
the next highest was with the clozentropy test (.63). Lower correlations
of .59 and .48 were obtained with the Lado Orel Comprehension Test and an
oral interview respectively. Unfortunately no deteils were given of the
dictation other than that it was marked on a 100-point scale, marks being
deducted for mistakes in grammar, punctuation and spelling. Darnell him-
self makes no comment on the nature of the dictation or its correlations
with the other tests, other than to ssy that the correlation with clozen-
tropy justifies further investigation of clozentropy. It is, however,

interesting that dictation seems to be more closely releted to reading
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tests than to tests of oral ability, regerdless of the "integrative" or
"discrete" nature of either, If, of course, the dictation scores were
heavily biased in favour of spelling and punctuation, this would not be
too surprising, but it is noteworthy that the dictation as used in this
study does not relate closely to any other listening comprehension mea-
sure, (Darnell later found thet clozentropy related most closely with
the Listening Comprehension section of the TOEFL, This was taken by
Oller to be further evidence of the similarity between cloze end
dictation.)

Oller and Conrad (1971) looked at the relationship between
cloze and the UCLA ESLPE Form 2C, and discovered that cloze correlated
most highly with dictation. Their figures are as follows:

Vocabulery Reading Grammar Article Cloze
Dictation 59 .80 .60 17 .82

Cloze .59 080 058 033

The sample size was 35 only. Unfortunately, again no deteils are given
of the nature of the dictation, or of how it was scored. Nor are any
details given of the relative weightings of the parts of the ESLPE, As
we have already seen, and as we will see again, this is most important,
It is nevertheless interesting that cloze and dictation seem to have
approximately the same correletions with the o'!:hex.' subsections of the
bé.ttery, although, of course, they could be measuring different parts
of the variance of these subsections and they are both closely associated
with the reading test.

Oller (1972) is primarily concernmed with the cloze procedure,

and so does not report the intercorrelations of dictation and the rest
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of the UCLA ESLPE Form 2A Revised used in the study. He does, however,
report the correletions between cloze and dictation for three different
difficulties of text, and two scoring methods (exact and acceptable) of
the cloze., No details are given on the nature of the dictation passages
or the scoring procedure. The correlations range (there are eight in
all) from .68 to «85. The higher correlations are for more difficult
texts and the acceptable scoring rpethod. In fact, in every case, using
the acceptable method to score cloze increases the correlations with
dictation. Moreover, the cloze correlations with dictation are higher
than with any other subtest; only the Total, as expected, correlates
more highly with cloze. However, the weighting of the _subtests is known
this time: Vocebulary, Reading and Grammar ell weight 40 points; dic-
tation weighs 90 points, One would thus expect any correlation of dic-
tation end the Total to be fairly high, and similarly, cloze correlations
with dictation and the Total would be expected to be similar, One would
also expect higher correlations with a test which spreads subjects out
over & wide range (i.e., 90 points), than one which has & lower range
end, therefore, spread (i.e., 4O points). This could be the reasson for
the way the thres 4O-item tests correlate with cloze at epproximately the
same level, and that dictation correlates at a higher level., One must
conclude from the evidence reported that dictation and cloze are related,
and perhaps more so than the other subtests, but that we cannot be sure.
To have added more to our kmowledge ebout dictation, this study would
have had to report the correlations with the other subtests, to have
given us more information about the dictation, and to have allowed for

differential weighting of the subtests, Oller also ran partial corre-
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lations of the cloze tests, and the four sections of the ESLPE, and in
every case dictation had the highest correlation with cloze. Conversely,
when dictation was held constant, the other three subsections had lower
correlations with cloze than when other subsections were held constant,
All of which implies a reasonably close relationship between cloze and
dictation, if it were not for the caveat mentioned above. Oller says
that this close relationship is due to the fact that dictation, like
cloze, and unlike the other subsections of ESLPE, is a complex, inte-
gretive task which requires "active hypothesis testing and enalysis by
synthesis . . « Both the cloze tests and the dictation require analysis
by synthesis where the examinee has to generate responses," since the
testee's ability to do dictation is "very much limited by his own capa-
city to rapidly synthesize meaningful sequences in the language.”

Before looking more closely at what Oller claims dictation is
testing, one should finally report on a study carried out by Oller, Atai
and Irvine (1974) which looked at cloze, dictation and TOEFL, This time
there are details of the passages used - one thought easy, one difficult;
the procedure used - the dictations were read three times in all; and
the scoring procedure is given - the number of words appeering in the
original sequence were counted. Misspelled words were not considered
incorrect as long as no phonologicel rule of English was being violated -
€e8es, "commnity" was considered correct, but "proplem" for "problem" was
not. Presumably this dictation camnot be said to be a test of spelling,
The question of weighting mistakes is not raised. Briefly, the results
showed a fairly high intercorrelation of the two dictations (.85)(given

that the two dictation passages had a high intercorrelation, and showed
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little difference in their correlation with the TOEFL subtests, only
the total dictation correlations will be reported) as well as fairly
high correlations for the dictation total with both exact word cloze
(69) and acceptable cloze (.75)s Of the TOEFL subtests, dictation
correleted most highly with the Listening Comprehension subtest, and
lowest with Vocabulary (.69 and .47 respectively). However, it also
correlated moderately highly with English Structure (.63). Reading
Comprehension and Writing Ability were more closely related to cloze
(o67 and .66 respectively) than to dictation (.53 and .52)« For the
cloze, the highest correlation was with the Listening Comprepension
subtest (.76), higher even than the correlation with dictation. The
researchers conclude that TOEFL provides little information other than
that provided by cloze, the dictation and the Listening éubtest, there-
fore one should not separate skills and components of skills in a test
battery; one should use, instead,"task-oriented tests that require the
pragmatic use of language for communicative purposes". Whatever one
thinks of that, it is reasonably clear that dictation is closely related
to various measures of EFL ability, one of which is the cloze, Why this
should be is perhaps less clear.

In the 1971 article Oller maintains that dictation as a valid
testing technique is supported by theory as well as datae He is referring
to theories of listening comprehension which assert that speech perception
is an active process. The listener must extract an intended set of words
from a sequence of sounds during dictation, and in effect he reconstructs
the message. This is why, he claims, students reproduce "scientists from
many nations" as "scientists' examinations", or "they never made" as

"they are never made".
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Clearly the student is not recording information faithfully,

like some automatic mechanism, but is in some fashion prgcessing the
sounds he hears into words, phrases and sentences, and, presumably, in-~
terpreting as he proceeds. Oller suggests that a dynamic process of
analysis by synthesis is involved. In other words, the processes re-
quired for successful performance on dictation are the same as those
required for listening comprehension, and so dictation is justified
theoretically. (Of course, one has no certain knowledge that analysis
by synthesis is required for either dictation or listening comprehen-
sion.) Oller does not consider the next stage, involved in dictation
but not in listening comprehension, namely, the transfer from sound to
marks on the page. He merely claims that "dictation tests a broad
range of integrative skills™, without specifiying what these are. He
goes on to associate analytical objective tests with Bloomfieldian/
Chomskyan linguistics, and maintains that these views treat language as
a self-contained unit, apart from commnication.

"If it is indeed true that language cannot be successfully explained

apart from its use as a medium of commnication, it would follow

that analytical tests of language competence which remove linguis~-

tic units from the meaningful contexts in which they occur are apt

to be less valid than integrative tests which are more relevant to

commnication skills." (i.e., dictation)
Why this should rule out more traditional listening comprehension tests,
such as ELBA Part 1, Test 4, is not clear. "Dictation is apt to provide
a more comprehensive sampling of the integrative skills involved in the

understanding of complex English structures thsn the more isolative and
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analytical objective tests." Yet of the skills Oller says the student
is tested on in dictation, namely, 1) the ability to discriminate
phonological units, 2) make decisions concerning word boundaries in
order to discover sequence of words and phrases that mske sense (i.€oy
that are grammatical and meaningful), and 3) translate this analysis
into a graphemic representation, only the last one is required by
dictatioq elone, since the others are clearly involved in any test of
listening that uses sentences. Yet only the last skill (the ability to
translate this snalysis into a graphemic representation) is unaccounted
for in his theoretical account of what happens in a dictation.
. However, Oller dismisses the criticism that we do not know

what dictation tests by saying,

"If we kmew all the psychophysical details of the process, we

would no doubt soon have a listening machine for the deaf and a

reading machine for the blind . - « Is it necessary to know

exactly what a test is a test of in order to make use of it?"

In a later article (Oller and Streiff, 1975), he develops
his theory of the nature of dictation somewhat, and quotes Neisser
(1967), Cooper (1972), Liberman et al (1967) and Chomsky and Halle
(1968) as proposing and supporting a model of active, analysis-by-
synthesis speech processing. He then goes further, and claims that the
listener's mechanism for comparing the synthesis with the incoming se-
quence of sounds is a grammar of expectancy. "The perceiver formlates
expectancies (or hypotheses) concerning the sound stream based on his
internalised grammar of the language" - i.e., dictation is a measure of

the efficiency of grammar-based expectanciese
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In’this model, the listener/ dictatee forms a crude notion of
what is being talked about, and then analyses "in a deliberate, atten=-
tive, sequential fashion" in order to put on paper what he has heard,
Examples like "scientists from many nations" becoming "scientists'
examinations™ are proof of an active analysis by synthesis.

*Since the dictation activates the learner's internalized
grammar of expectancy, it is not surprising that a dictation test
yields substantial information concerning his overall proficiency in
the language.™

This, of course, leads to the conclusion in Oller, Atai, end
Irvine (1974) that

“the test modality has a negligible effect on the results when

vwhat is being measured taps a source necessarily common to both

writing and speaking skills, namely, the learmer's underlying

language competence, or internalised expectancy grammar."
Hence the high correlation between dictation and cloze.

Have the experts been refuted? 1Is everything said by Lado,
Harris, Rivers and others no longer valid? The question of dictation's
reliability has not been dealt with, and thus we cannot conclude that
dictation is or is not reliable. The primary concern has been with

validity.

Rivers' claim that dictation is redundant is still true,
since dictation appears to correlate highly with other types of tests.
It would appear, therefore, to add nothing to the information already
being provided by various test batteries as to individual language

proficiency. Nor has Oller countered the claim that dictation is un-
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economical, Although he maintains in Oller and Streiff (1975) that
there is no "dead data" in a dictation, he produces no evidence to
prove this, It is likely that, although it is true that a student may
make a misteke anywhere in the text, most students do not, and for any
one student, most of what he writes is correct. Harris' claim that
dictation is imprecise would be claimed as a virtue by Oller if by im-
precise is meant "not discrete™. Similarly, that dictation is not a
valid test of listening comprehension alone, would be regarded by Oller
as an advantage, and as further proof that dictation is an inéggrative
tests Lado's point that dictation does not test amral perception is in
any case doubtful, since part of what is called listening comprehension
is the ability to use context in order to recover misheard words and
one cannot use the context without understanding it Similarly, his
point that the order of words is given by the tester is true for the
speaker, as Oller points out, but not necessarily for the listener, who
must in some sense reconstruct the message. Mistakes made on dictation
by students often involve changes of word order., In general, Lado's
claim that dictation measures very liltle must now be disputed.

Apart from Lado's points referred to above, what was said by
other experts remains substantially valid. What has happened to change
things is twofold., First, there has been a change in testing values
and objectives. It is no longer unambiguously important to isolate a
skill or subskill for testing purposes, especially since it has become
clearer that this is rarely possible. Spolsky (Jones and Spolsky,
1975) assumes the battle between discrete-point and integrative tests

has almost been won: "With most of the big guns now on their side, the
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integraters have not yet squelched some discrete practitioners." Thus

what was said by previous experts, the discrete practitiomners, about

dictation is still true, but its implications are different. ~Secondly,
some empirical data on dictation has at last become available. Pre-
viously, the subject had been dismissed out of hand, largely because of
the prevailing intellectual climate. Even Valette, whose results are
now quoted as proof of the value of dictation, hesitated to recommend
dictation as a testing technique.

And what, in conclusion, does this data tell us about
dictation?

1) It seems clear that dictation is related to overall language profi-
ciency, since correlations of from .78 to .94 have been achieved
with tests of linguistic proficiency.

2) Dictation correlates highly with composition (o72), vocabulary
(-65), a reading survey (.78), cloze (.82, .86, etc.), clozentropy
(.63), reading (.80), other dictations (.85), listening comp:t:'ehen-
sion (.76) and English structure (.63), at least.

3) It correlates less highly, and in some cases poorly, with phonology
(o57)s oral comprehension (.59), oral interview (.48), article
(«17)s vocebulary (.61, .47) and gremmar (.6). |

4) The correlations with cloze range from .68 through 75 to 85

The evidence from 2) and 3) is contradictory and thﬁs incon-
clusive. Dictation appears to correlate both high gnd low with voce-
bulary, structure, and listening comprehension. It correlates both
high and low with discrete tests (vocabulary, grammar, possibly even

listening comprehension) and integrative tests (composition, oral
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interview, probably oral comprehension). The only consistent thing to
be shown is a high correlation with reading tests and with cloze. This
hardly helps us to discover what the dictation is testing. It is not
enough to claim that the dictation is associated with reading ability,
since even phoneme discrimination tests usually require reading ability,
as well as the ability to pronounce correctly what one reads. It is
debatable whether so=called discrete-point tests really test discrete
8kills, in which case to claim that dictation tests integrative skills
is meaningless. In reply to Oller's claim that integrative tests use
language in context, two points must be made. First, Rivers' roint
that students taking dictation do not pay attention to either the mean~
ing of what they are writing or, more importantly, to the way the seg-
ments fit into the whole passage. This merits further study. Secondly,
it is rarely true that analytical tests remove langusge from its con-
texte What, in any case, is context? 1Is it quality or quantity of
surrounding and constraining matter? Is a sentence not adequate? Are
150 words of context really enough? As for Oller's theory of listening
comprehension and the way dictation works, again, two points need to be
made. First, the theory does not explain why some tests of listening
comprehension do not correlate highly with the dictation. It is not
good enough to conclude therefore that they cannot be tests of listening
comprehension. Secondly, do we really need a grammar of expectancy to
explain either dictation, or its relationship with language proficiency
measures or with cloze?

Finally, what this review has shown, if nothing else, is

that further investigation of dictation is needed, and that when
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reporting on dictation one must indicate exactly how the tests were
scored. Moreover, an indication of the relative frequencies of phonolo-
gical, grammatical, lexical and orthographic mistakes might give some
idea of what the test is actusglly testing, i.e., what the scores consist
of.
5¢602,2 The use of dictation in the main study

In view of the foregoing it was decided to investigate the
relationship between cloze and dictation and other measures of language
proficiency. This would involve giving a cloze test, a measure of EFL
proficiency (in this case the ELBA), and a dictation to the same stu-
dents. Certain administrative and procedural problems were encountered.

First, what sort of text should be used for the dictation?
Would any text do, as Oller suggests in the discussion following the
1975 paper? He claims to have taken three passages, one obviously easy,
one obviously difficult, and one medium, and to have found that a.ll.
three correlated similarly with “external validating criteria". Un-
fortunately, he gives no further details. However, in answer to a
suggestion that too easy a text will result in a lot of "dead data®™ be~
cause students will not make any mistakes, Oller replies that even ad-
vanced students make errors in simple dictations. It was thus decided
to have two texts in this study, one easy, the other more difficult.
The easy text was taken from one of the passages used on the Algerian
study, which had e Fog Index ratiixg of 7 (easy), and which had proved
fifth easiest on the cloze (see Lppendix C)e The difficult text was
taken from Fountain (1974), Test C. This text was specially writtem by

Fountain. BEach paragraph was written so that it contained a specific
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number of key words, taken from a specific level of frequency on the
Thorndike and Lorge 30,000-word list. Each paragraph, out of a total
of five, was designed to be more difficult than the preceding one. The
chunks into which the paragraphs were divided for dictation also in-
creased in length through the passage, but were equivalent within each
paragraph. The syntax of each passage was made more difficult by
introducing longer, more complex and less common forms of sentence'
construction in the later paragraphs. Finally, when the dictation was
recorded, an attempt was made to keep reading speed comnstant for each
paragraph, but to increase it for each paragraph level. Thus the
difficulty of the dictation was increased in successive paragraphs by
attempts to control four variables: the frequency level of the key
words, the average length of the dictated chunks, the complexity of the
syntax and the speed of reading. The results Fountain got indicate
that there was indeed an increase in difficulty throughout the passages

Secondly, how should the dictation be administered? The
literature has two opinions, and practice in class varies; therefore,
it was decided to carry out both methods. The first consisted of three
stagess reading the text normally first, then chunked for dictation,
then read as a whole at the end to ellow revision. Pauses were made
long enough to accommodate even the slowest writer. In the second
method the dictation was read once only, chunked into suitable lengths.
It was never heard as a passage, and no opportunity was allowed for
revision. The first method was used with the easy text, and the second
with the hard text. The chunking for the first method was tested with

intermediate students at Stevenson College, and adjustments in length
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were made wﬂere students either complained or appeared to be having
difficulty in remembering becaxise of the length.

Finally, how should the dictation be scored? Enough has
already been said to indicate that the scoring system is crucial to
what dictation is a test of. There are probably an infinite number of
ways of scoring dictation; however, the basic unit of scoring is
usually the word. Valette maintains that "only one error per word
should be counted, for the student who omits a uord.should not be
penalized less than the one who tries to write the word and makes
several mistakes." She herself gives four systems, one simple: "1
point off for each incorrect or omitted word", and several more compli-
cated, with weightings according to the "gravity" of the error. Thus
her fourth method is "1/4 point off for a wrong or omitted accent, 1/2
point off for a misspelled but recogniéable word, 1 point off for each
omitted or unrecognizable word, 1 point off for a word containing a
morphological error, such as an incorrect verb or adjective ending."
Oller's two scoring systems have already been mentioned, namely
counting errors in spelling, phonology, grammar or choice of word, with
equal weighting, and not counting misspelled words unless they violated
some phonological rule of English (otherwise all errors were considered
equivalent). The system used by Fountain was to mark only the key
words in the passage, ignoring therefore all grammatical words and
syntactic errors, &s well as those words which were not on the appro-
priate Thorndike-Lorge level. Each key word was given one mark if
correctly spelt. Mistakes involving omission or addition of final -s,

—es, —d or —ed when these forms were suffixes were ignored. This rule
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was applied regardless of whether the word was possible or not (e.go
"misics"), except for irregular verbs and nouns ("womans" and "bresked"
were counted as errors)o

The problem of weighting errors is a serious one, but the
solution must be a question of judgment. This study will adopt the
following procedure:

Text 1 (Easy): Basically Oller's second system, namely,
spelling errors will not be counted unless they violate some phonologi~
cal rule of English. Otherwise, errors of phonology, grammar, morpho-
logy, semantics and omission will all be counted as one point deducted.,
A maximm of one point deducted per word. Punctuation not markeds

Text 2 (Hard): Two scoring systems. One as above, the
other similar to the Fountain system, but ignoring misspellings that do
not violate some phonological rule of English.

The two dictation passages were recorded on tape, and played
to subjects through an extension loudspesker for maximum clarity. Sub-
Jjects were handed a sheet of paper on which they wrote their nsmes,
They were told to expect a dictation test, and that 211 instructions
were on tape. They then heard the easy dictation, read, as described,
three times in &ll, followed by the hard text, read once only. They

were then given the cloze test to complete. The whole session toak e

maxrimum of one houre
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CHAPTER 6

Results 1) : Native Speakers

6.1 Subjects
The 360 native speakers used as subjects in this first part

of the study were all Scottish school children aged approximately 15,
coming from the fourth grade of five Edinburgh secondary schools,
namely, Liberton High, the Royal High School, St. Thomas of Aquin's
(Roman Catholic)High, Holy Rood (Roman Catholic) High, and Broughton
Highs The schools can be seen as providing a sample of all social
classes, income groups, and gbilities within the city of Ediﬁburgh, al-

though this is not important for the study, whose aim was simply to

test reasonably competent readers. It was emphasized by the schools

that the children tested, whilst possessing & range of academic gbili~-
ties, did not include non- or poor readers. Sixty percent of the
children were girls. Most of the children were tested in the early
afternoon, at some point in the seven days from June 18 to 25, 1975,
As the end of term was approaching and exams had already been taken,
the children were receptive to the tests and did not resent them. The
atmosphere throughout the testing sessions was friendly and co-operative.
The tests were given during a normal school period, under normal testing
conditions, but no time limit was set. Obviously some children finished
before others, but they were discouraged from disturbing or pressuring

those who had not finished. The session was always completed within a

period. No student took longer than 30 minutes to complete his or her

test paper.
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6,2 Scorinz
360 scripts were used in the analysis, 30 subjects taking one

test at one deletion rate (for example, the cloze test on the difficult
text, with every sixth word deleted, was done by 30 subjects). Fifty
enswers on each script were punched onto card, so that from these cards
it was possible to produce summary tables by computer of all the differ~
ent answers to each question for each test. This summary was then used
as the basis for selecting the correct answers for a scoring key. Five
scoring keys were produced in this manner, and computer programs were
written.to score the raw data files using the scoring keys. The
scoring procedures used were 1) the exact word only, 2) any semanticelly
acceptable word (SEMAC), 3) any grammatically correct word (GRCO),

4) any word from the same form class as the deleted word (IDFC), and

5) any word fulfilling the same grammatical function as the deleted word
(ACFC)e When the scoring was complete, it was also possible to produce
an item analysis for each test scored by any or all of the five proce-

durese.

6¢3 Results

Descriptive statistics of the results of the cloze tests are
provided in Table 6.00. Reference to and detailed analysis of the re-
sults will be made in the subsequent sections. Before making a detailed
analysis of the effect of the Vaiiaus variables introduced in this
study, a two-way analysis of variance was carried out on the results to
check that significant effects had been achieved. If no effect was
found, there would be no point in further analysis. The two independent

variables were text and deletion rate, and the results are presented in
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Table 6.1 for each scoring procedure.

For the exact word method, the semantically acceptable method
(SEMAC), and the same grammatical function procedure (ACFC), no signi-
ficant effect of deletion rate was found. The other two procedures both
showed g significant effect of varying the deletion rate. A highly
significant effect of varying textual difficulty was obtained, which
establishes that for these texts, regardless of deletion rate, cloze is
sensitive to changes in text difficulty. If one groups together the
texts and looks at deletion rate, which is what the two-wey analysis
does, then it appears thaf cloze is not sensitive to changes in deletion
rate. However, the validity of this procedure is doubtful because of
the significant differences between texts. Since highly significant
interaction effects were revealed by the two~way analysis, it is clear
that at least the combination of certain texts with certain deletion
rates changes the cloze score significantly. Interestingly, however,
only the exact word method showed this significant interaction effect,
the other scoring procedures producing effects which were either only
just significant, or not significant at all. Nevertheless, regardless
of scoring procedure, the F for text differences was always significant.

Despite the mixed results from this preliminary investigation,
it was felt that the two-way analysis justified further examination of
the results, so the effect of the three main varisbles - deletion rate,
textual difficulty, and scoring procedures - was looked at separately
for each variableo

60301 Text

The null form of Hypothesis 2 (Chapter 5, section 5.1)
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states that there is no difference in the ranking of texts by the cloze

procedure using different deletion rates, and scoring by different pro-

cedures,

Table 6.2 gives the rankings of the three tests ~ easy, me-

dium and difficult - for each deletion rate, and the five scoring pro-

cedures.

TABLE

6.2

Ranking of texts, by scoring pfocedure and deletion rate.

Deletion rate 6

Exact
Easy 34.3 (1)
Medium 25.5 (2)
Difficult 19.6 (3)
Deletion rate 8

Exact
Easy 34.9 (1)
Medium 24.9 (2)
Difficult 1509 (3)
Deletion rate 10

Exact
Easy 32,6 (1)
Medium 29.8 (2)
Difficult 14,7 (3)

SEMAC
46 (1)
38.5 (2)
33 (3)

SEMAC
45.3 (1)
39.5 (2)
34.5 (3)

SEMAC
43.5 (1)
41.7 (2)
318 (3)

GRCO
48.4 (1)
45.6 (2)
43.9 (3)

GRCO
48.4 (1)
46.6 (2)
44.4 (3)

GRCO
47.2 (1)
46,5 (2)
41.2 (3)

IDFC
45.6 (1)
43.3 (2)
35 (3)

IDFC
45.4 (1)
41.3 (2)
3645 (3)

IDFC
46.5 (1)
44.9 (2)
36.9 (3)

Native speskers.

ACFC
46,7 (1)
44.8 (2)
37.4 (3)

ACFC
47.1 (1)
445 (2)
38,9 (3)

ACFC
46.6 (1)
46,3 (2)
38.8 (3)
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Deletion rate {2

Exact SEMAC GRCO IDFC ACFC
Easy 3001 (1) 43.4 (1)  47.5 (1)  44.6 (1) 46.5 (1)
Medium 29.0 (2)  39.1 (2)  44.1 (2)  43.1 (2) 44.0 (2)
Difficult 20.3 (3) 34,9 (3)  43.3 (3) 38.2 (3) 39.6 (3)

From this, it ie clear that the texts are always ranked in
the same order by the cloze procedure, regardless of any change in the
deletion rate or the scoring procedure. Even scoring procedures which

one would expect to be insensitive to the differences for native speskers

prove to be capable of distinguishing among the three texts consistently.
It is more difficult for native speakers to supply a grammatically
correct word in a cloze gap in a difficult text than it is to supply a
grammatically cqrrect word in a2 medium text. Indeed, it is easier to
supply words fulfilling the grammatical function in an easy text than in
a medium text., This result is tempered by the fact that the three texts
vere deliberately chosen to be as different from each other as possible,
in the expectation that certain versions of the cloze would not prove
sensitive to their differences. Had this been the case, one could have
generalised to conclude that certain versions of the cloze would prove
incapable of distinguishing relative text difficulty for texts ﬁore
closely related in difficulty levels. This has proved not to be the
case; whether, however, cloze would be capable of distinguishing
reliably among less extreme texts remains unanswered.

Although the hypothesis refers only to ranks of texts, it was
decided to see whether the differences between texts were real differ-

ences, or whether they could have occurred by chance alone. For this



206
purpose, any difference between deletion rates was ignored, and the-re-
sults for any one text summed over all deletion rates were then averaged.
A one-way analysis of variance was performed on the means of the three
texts, scored by all five methods, and the results tabulated in Table
603, From this it is clear that the texts are alwaeys significantly
different from each other, regardless of the scoring procedure used.

In summary, then, cloze seems to be sensitive to differences
between texts regardless of the scoring procedure used or of the fre-
quency of deletion of words. This suggests that, at least for native
speakers, cloze is a suitable measure of readability, and that the use
of a different deletion rate should not produce a different rank for a
text. (However, although the differences between texts that cloze pro-
duces are indeed real differences, there is no guarantee that had other,
less different texts been used, the same results would have been achieved).

Regarding cloze as a test of reading comprehension, little
can be concluded from this study as to the suitability of difficult rather
than medium or easy texts. Since no independent measure of the reading
ability of these native speaker subjects was available, it is impossible
to compare the cloze with anything else. It is possible to compare
different cloze versions, using different deletion rates and different
texts, as tests in terms of efficiency and item effectiveness, but this
will be postponed until the section on cloze as a test for native speakers
(section 603.4)e

6.3.2 Scoring procedures
The mull form of Eypothesis 3a is that there is no signifi-

cant difference between exact and other scoring methods. The expectation
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is, of course, that different scoring methods for cloze tests will re-
sult in different mean scores, since one assumes that different scoring
procedures measure different aspects of whatever the cloze procedure is
a test of.

To investigate this hypothesis, paired t-tests were run on
the mean of each test (ioe., each text at four deletion rates) when
scored by the five different procedures. The results are‘summarised in
Table 6.4 a, b and ce

The general result is as expected, namely, that the different
scoring procedures result in significantly different scores. This is
especially true for the difficult text, where sll possible comparisons
show significant differences.

For the easy text, this is not so, since the form class
scores (IDFC and ACFC) tend not to produce scores different from those
produced by the semantically acceptable procedure. At both deletion
rate 6 and deletion rate 8, the semantically acceptable and identical
form class scores are not different from each other; further, at de-
letion rate 6, the same-grammatical-function procedure does not produce
scores significantly different from the semanticelly acceptable scores,
and at deletion rate 10, the same-grammatical-function procedure re-
sults in scores which are essentially the same as the grammatically
correct and identical form class scores. However, this would appear to
be explained by the fact that, for the easy text, virtually maximum
scores were achieved by four of the five scoring procedures. Although
the medium text gave two non-significant comparisons - between the same~

grammatical-function method and the any—grammatically-correct procedure
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on both deletion rate 10 and deletion rate 12'- here again one is
dealing with high scores (means of up to 93%).

It seems that one can safely conclude that in practice
different scoring procedures give different results. These procedures
seem to measure different aspects of the reading processe.

It is interesting to note that even with natife speakers,
different grammatical scoring procedures produce different results, and
this, even on easy texts, over eighty percent of the time., This seems
to imply that no one grammatical scoring procedure adequately taps the
native speaker's ability to respond to the syntax of a text.

However, whilst it may be true that cloze scored by one pro-
cedure is a different test from cloze scored by another procedure, this
presumably only has serious practical consequences if the rank order of
subjects changes. Regardless of whether different procedures result in
different tests, do the subjects retain the same position relative to
each other? If not, then the information provided by a different
scoring procedure is effectively redundant.

The rank order of subjects on different scoring procedures
was checked by the Spearman rho correlation coefficient, and the results
are tabulated in Table 6.5,

The first point to be made is that the rank orders clearly do
differ. Although the correlation coefficients show a great deal of
variety (from .41 to .99), of the 120 coefficients only 28 are of the
order of .90 or higher. This is not quite what findings of people like
Oller would lead one to expect - although his studies were with non-

native speakers. Other suthorities claim to have discovered that
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different cloze scoring procedures are closely interrelated, and that
therefore the exact word procedure is preferable becanse it is easier
to apply.

The highest amount of agreement on the rank order of sub-
jects is achieved by the difficult text, whereas those texts which were
relatively easy for the native spea%ers result in lower coefficients.
This, of course, is partly due to the fact that if scores are closely
bunched together at the top of the distribution, as tends to be the
case for the easy text, than a change of even one point can result in a
major change in rank order. One would thus expect easier texts to pro-
duce lower coefficients.

The lowest agreement, regardless of text, is between the
exact word score and the grammatical scoring procedures., In fact, there
seems to be relatively little agreement between the exact word method
and the procedure scoring any grammatically correct word as correct. If
the exact word method really is a measure of reading comprehension, then
the ability to fill in gaps with grammatically correct words is not re-
lated to comprehension for native speakers. The exact word method is,
however, much more closely related to the ability to restore deletions
with words which are semantically acceptable in a particular context.

The highest amount of agreement, perhaps not surprisingly, is
among the different grammatical scoring procedures. In particular, the
two form class procedures (IDFC and ACFC) are consistently closely
related (.90 to .99). It is fairly obvious that they measure the same
thing, and one is redundant. Tﬁese, however, are the only consistently

close relationships.
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Although, on the whole, the exact word method and the seman-
tically acceptable method are reasonably closely related (overall, re-
gardless of deletiop rate, between .71 and +«83), there are quite wide
variations in the relationships, depending on the text and deletion
rate being used. Thus, although one could conclude, as many have, that
exact and semantically acceptable procedures are closely related to
each other, this close relationship is in many cases more apparent than
real, and in fact, the correlations achieved may vary quite widely de-
pending upon the specific test. This suggests that one cannot regard
the two procedures as equivalent, and that scores on one procedure are
not necessarily adequately predicted by scores on the other. In other
words, cloze exact and cloze semantically acceptable scores are not
interchangeable and mutually substitutable. One procedure clearly
provides different information from that provided by the other.
In summary, then, the following points have emerged from

Table 6.5:
1) different scoring procedures do not measure the same thing;
2) grammatical scoring procedures are closely related, and at least

one is superfluous; .
3) the grammatically correct and exact word procedures show relatively

little relationship;
4) the semanticaliy acceptable and grammatically correct procedures

show a reasonably close relationship; and
5) the exact word and semantically acceptable procedures are related,

but not enough to mske one of the procedures superfluous.

The final point to be considered in this survey of the
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differences and similarities among cloze scoring procedures is the rank
order of the procedures themselves. An examination of Table 6.00 (des-
criptive statistics) reveals that in eleven out -of the twelve tests,
the rank order of scoring procedures is (easiest firs£): grammatically
correct; same grammatical function; identical form class; semanti-
cally acceptsble; exact word (GRCO, ACFC, IDFC, SEMAC, EX). In the
one case, Test E06, where the SEMAC and IDFC procedures changed posi-
tions, the t-tests of Table 6.4 showed no significant differences bet-
ween the means of these procedures, so that the rank order could just
as validly be reversed. Thus, effectively, all twelve tests agree that
the grammatically correct method is the easiest scoring procedure for
native speakers, followed by ACFC and IDFC, whilst the exact word is
always the most difficult, followed by the semantically acceptable pro-
cedures The implication of this for the grammatical scoring procedures
is simjly that although a native speaker may not alwasys provide an
answer from the same form ;lass as the deletion, or one which performs
the same grammatical function, the answer he does provide will tend to
be grammatically correct.

The general conclusion seems to be that as the criteria for
correctness become progressively narrower, the difficulty of achieving
correct replacement increases, or, as the similarity of the replacement
to the deletion increases, it becomes increasingly difficult to supply.
As the discourse constraints on the replacement imposed by the scoring
procedure become tighter, the difficulty of correct replacement in-
creases. This, however, is not necessarily related to the amount of

context constraining the replacement, such that a grammatically
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correct word can be supplied from only two words of context, whereas to
supply the identical form class needs four words of context, and to
supply the exact word requires reference to the whoie paragraph or dis-
course, or to knowledge of the worlde If difficulty were related to
the amount of context constraint, one would expect one scoring procedure
to respond differently to changes in deletion rate from another scoring
procedure. This is the subject of investigation of thenext section,
60303 Deletion rates
The deletion rate had been systematically varied for each '

th and every 12th word

text, removing every 6th, every Bth, every 10
respectively to produce four different deletion rates.

One-wey analyses of variance were performed on the results
of each text scored by the five different procedures, with deletion rate
as the independent variable. The results are set out in Table 6.6a -

e.

Highly significant differences between deletion rates were
found for all three texts scored by the exact word method.

The semantically acceptable procedure and the identical form
class method showed significant (p~<.05) differences between deletion
rates only for one of the three texts - the easy text in the case of
the semantically acceptable procedure, and the medium text in the case
of the IDFC, |

The remaining two scoring procedures (grammatically correct
and same grammatical function) showed no differences between deletion
rates on any text.

Having determined that there are significant differences
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between deletion rates for some scoring procedures and some texts, it was
then necessary to see exactly where the differences lay, since all the
analysis of variance tells one is that differences do exist. The expec-
tation was that difficulty would decrease as the deletion rate decreased,
so that 12 would be easier then 10 would be easier than 8 and so on.
However, an inspection of the means in Table 6.6 shows that this is
rarely the case, Only once in fifteen times do the means increase regu-
larly from deletion rate 6 to deletion rate 12 (IDFC, difficult text).
More often, the means actually decrease, = i.e., the texts become more,
not less, difficult as the length of context surrounding the gaps in-
creases (Figure 6.1). The one-way analyses of variance showed, however,
that ten of these fifteen graphs can be discarded, since no statisti-
cally significant differences were found.

In order to see, from the remaining five tests, which deletion
rates were significantly different from which others, t-tests were run
for all possible pairs. The results are tabulated in Table 6.7.

To take the exaét vord method first, on the difficult text .
all possible pairings were different, except for 8 and 10, and 6 and 12.
Deletion rate 6 was different from 8 and 10, and deletion rate 12 was

different from 8 and 10. This can be graphically represented as:

cloze %
® 12,
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where positions on the same level show no significant differences. The
middle two deletion rates are significantly harder than the two extreme
deletion rates.
On the easy text, however, only deletion rate 12 was signi-

ficantly different from the other three. Graphically, this is shown as:
cloze %

12

Put into words, the test with the longest context for each gap was the

most difficult,contrary to expectations.

The medium text produced yet snother picture,.but one closer

to the expectations, since 6 and 8 formed one group, and 10 and 12 a

second, and the members of each group were significantly different from

both members of the other,

cloze %

Here, at least, as deletion rate increased, the difficulty

of the cloze test decreased.

For the exact word method, then, no consistent pattern has
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emerged other than the already established fact that deletion rates do
differ. Deletion rate 6 is sometimes different from 8, 10 and 12, and
sometimes it is not; sometimes deletion rate 10 is the same as 12 or 6
or 8, and sometimes it is éifferent. The only consistent fact is that
deletion rate 8 is different from deletion rate 12, and on that no
theory should be built, since in one case it is easier than 12, but in
the other two cases it is more difficulte.

Table 6,7b shows the results of the t-tests on pairs for the

semantically acceptable score, easy text, and the medium text scored by

the IDFC procedure.

For the former, deletion rate 6 is different from 10 and 12;
otherwise all pairs show no significant differences. Thus there is
some increase in difficulty as the deletion rates increase, but not
very much, and in any case, the means are so high (87% to 92%) that
this effect is probably negligible.

Por the identical form class scoring procedure, deletion
rate 8 is different from 6 and 10, but otherwise all pairings are the
same — i.e., the only increase in difficulty occurs at deletion rate 8.

Again, the means are high (83% to 90%), so the foregoing caveat also

applies here,

. The conclusion thus far seems to be that significant
differences do exist between deletion rates, but that the differences
are neither consistent nor prediétableol However, u;ing any scoring
procedure other than the strictest (viz., the exact word) drastically

reduces, and indeed usually removes, differences between tests due to

deletion rates.
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However, as was pointed out earlier (Chapter 4, section
4.6.1), the difference between tests at different deletion rates is not
purely a difference of length of context between gaps. Inevitably, to
maintain the same number of items, a deletion rate of 12 has twice as
much text as a deletion rate of 6, so the texts are appreciably differ-
ent, Also, the deletions are not the same throughout, since different
vwords are of necessity deleted by different deletion rates. It is, how-
ever, possible to take only those words deleted in both tests of the
pair one is considering, and then to compare the means based on those
items alone, Thus, since counting for deletions always started at the
same point, item 2 in deletion rate 6 is the same as item 1 at deletion
rate 12, and in the comparison 6:12, 25 items are common to both
testse In the comparison 8:12, there are 16 items in common; in
10:12, 8 items in common; and s0 on.

Computer programs were written to select only those items”
common to both pairs of any comparison, calculate the means and devia-
tions based on those selected items, and make t-tests for differences
between the means, These calculations were done for the exact word
score for all texts; the semantically acceptable score, easy text;
and the identical form class score, medium text - i.e., those tests
where the analysis of variance had shown significant differences be-
tween deletion rates. It was assumed that for the other tests,
differences between deletion rates, even for identical items, did not
exist. The results are presented in Table 6.8,

From these results, it is immediately apparent that if non-

identical items are excluded from the tests, no differences in deletion
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rates are to be found, Moreover, this is true whether one scores by
the exact word method, the semantically acceptable method or the iden-
tical form class method. Admittedly, in the case of the latter, three
of the six comparisons show significance, but the means are so high,
and the deviations so low, that one cannot place complete confidence in
the results. Murthermore, some items were of the nominal modifier type
=.@ogey the green car - where, under this scoring procedure, a noun
used legitimately as a modifier would be counted as incorrect. This
tends to distort the results.

~From these results, it is possible to draﬁ the following
conclusion. Increasing the amount of context on either side of a cloze
gap beyond five words has no effect on the ease with which that gap
will be clozed - for native speaskers. No increase in predictability is
gained by a bilateral context of eleven words rather than five words,
and this is true not only for the subject's ability to respond with a
semantically acceptable word, but even for his ability to respond with
the exact word deleted. If amount of context has any effect, the criti-
cal amount is less than five words. This confirms MacGinitie's finding
that increasing context beyond four words has no effect on the predicta-
bility of a word. Whether this is also true for non-native speakers
remains to be seen.

6.3.4 Efficiency of cloze as a test

One aspect of this study which has not yet received consi-
deration is the efficiency of cloze tests as proficiency tests for
native speakers, and the influence of the three variables of text,

deletion rate and scoring procedure on this efficiency. It might,
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indeed, prove possible to recommend a "best buy" in cloze tests for the
native speaker.

In view of the lack of extermal criteria against which to
evaluate the cloze tests, it is necessary to take internal criteris,
and, specifically, to do this by means of item analysis, religbility
measures, and consideration of the descriptive statistics for each test.

Clearly, the definition of an efficient test depends entirely
upon what sort of test it is, the use to which it will be put, and the
population for -which it is intended. One would expect a criterion-
referenced achievement test to have a high mean and relatively little
dispersion, whereas a norm—-referenced proficiency test would be expected
to have a much lower mean and wide dispersion. Yet again, a norm=-
referenced achievement test might ideally have a bi-moda; distribution,
with the pass/fail mark in the dip between the two pesks. In such a
case, the distribution of either curve would be relatively unimportant,
provided one had a clear distinction between the pass group and the fail
groupe It is thus, in principle, impossible to prefer a test with a
mean of 30% and a narrow distribution to a test with a mean of 70% and a
wider distribution, unless one knows exactly how the test is to be used.

Since it is impossible to say that the cloze tests have per-
formed better or worse as tests than some other test, the remarks on
efficiency that follow are inevitably tentative. This lack of precision
is increased by the lack of guidelines, objective or otherwise, as to
exactly what a good test for a particular purpose should look like, The
assumption underlying the discussion, which may not correspond to the

requirements of many cloze test users, is that the cloze tests are to be
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used as some sort of norm-referenced proficiency test - proficiency in
reading, i.e., a measure of reading comprehension - and the ability to
understand written text is assumed to vary quite widely within the po-
pulations This must be qualified, however, with regard to the differ-
ent scoring procedures, since the grammatical scoring procedures (ACFC,
IDFC and GRCO) are not iﬁtended to provide good megssures of overall
reading comprehension. The interest in these procedures at this point
is rether to see how using them changes the nature of the cloze as a
teste.

Examination of Table 6.00 reveals that for native speskers,
the use of grammatical scoring procedures - GRCO, IDFC, ACFC - results
in high means, although not maximum means with little dispersion. The
only cases where the mean is 1es§ then 80% occur with the form class
procedures on the difficult text. Nevertheless, even here, minimum
scores are above SO%L suggesting relative inefficiency in the test.

The semantically acceptable scoring procedure (SEMAC) appears
to be somewhat more efficient, in that its means are lower than those
for the grammatical procedures, and the standard deviations are consi-
derably larger. It would seem to be better at discriminsting smong
subjects, and indeed the minimum scores gained on this procedure are
markedly lower. Since the maximum scores attained under this procedure
remain more or less the same as those gained under grammatical proce-
dures, regardless of text, what has happened is that the distribution
has actually changed shape, as well as moved lower down the scale.

Mean scores, however, even on the 4ifficﬁlt text, are rather high

(difficult text, 62-70%; medium, 77-84%; easy, 87-92%), indicating the relati
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inappropriacy of such a scoring procedure with native speakers.

The best distribution of scores is consistently gained by
the exact word method. Table 6.00 (B) shows that, expressed as a per
centage of the mean, the standard deviation is virtually always higher
for this procedure than for any other scoring procedure. .The means are
a&lso always considerably lower when the cloze test is scored by the
exact word method. In the case of the difficult text, this results in
somewhat low means (29-40%), but even here the distribution is greater
than that of any other scoring procedure. It is relevant to the dis-
cussion to point out thqt even with an easy text and with native |
speakers, the cloze exact mean does not go above 70%, and the maximum
score does not reach 90%.

&s the discussion of deletion rates in the preceding sections
has shown, there are no genersalisations possible about deletion rates
across texts, since the difference between deletion rates seems to be
entirely due to the fact that different words have been deleted, rather
than to the fact that there is a consistent difference between deletion
rates. There is, therefore, little point in comparing the efficiency
of cloze tests across deletion rates. Since, however, the texts are
consistently different, it is possible to compare the efficiency of
cloze tests across texts, holding deletion rates constante.

Bormuth (1968a) related cloze to conventional reading com-
prehension tests, and identified three levels of reading: the inde-
pendent level - which he claimed corresponded to a reading comprehension
score of 90% - which he fixed at 57% for cloze; the study level -

reading comprehension score 75%, cloze score 44%; and the frustration
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level - presumably below 75% on conventional tests, and below 44% on cloze.
(By cloze, Bormuth means a deletion rate of every Sth word, scored by
the exact word method.)

The validity of his conventional reading comprehension levels
need not be considered here, nor need we consider the validity of his
identification of three levels with certain cloze scores. The only point
to be made is that it seems to be the case that one would expect lower
means on an exact cloze test than on a traditional multiple-choice com-
prehension test. Unfortunately, Bormuth does not give any advice as to
the ideal mean and distribution for cloze tests as reading proficiency
tests, but it is possible to assume that he would identify the study
level as the appropriate area, and thus cloze scores of between 44% and
57% as being the appropriate range for the mean.

If one were to take 50% as being appropriate for a reading
proficiency test, then the medium text, exact score, seems to fit the
bill. The difficult text scored by the exact method results in means
vhich Bormuth would identify with the frustration level, indicating that
it might be inappropriate as a proficiency test; whereas the semanti-
cally acceptable procedure on the same text results in means of between
60% and 70% Interestingly, however, the difficult text results in-a: -
wvider distribution, which might be felt to be more suiteble for a profi-
ciency test, than the medium text, which produces standard deviations
varying from 13% to 19% of the mean,

It is also interesting to note that the standard error of the
mean for the exact word method is greater than that of other scoring

methods for all the texts, and that it increases steadily as a proportion
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of the mean as the difficulty of the passages increases. This is pre-
sumably undesirable. The standard error of measurement for the exact
word method is around 2.5 for all the tests, although as a proportion of
the mean it increases with increasing text difficulty (Table 6.9).

The normal reliability estimate - KR21 -~ was unsuitable for
these tests, as it is only appropriate for tests with items of similar
difficulty levels. A4s will be seen in the next section, this is far
from being the case with cloze tests. As Bormuth (1965b) pointed out,
cloze item difficulty distributions tend to be U-shaped, and the tests
examined here proved no exception to this. Instead, fornula KR20 was
used to estimate the reliability of the cloze tests, although Guilford
says that "it gives an undereétimate where there is wide dispersion of
item difficulties" (Guilford 1965). In view of the high means for four
of the scoring procedures, the coefficients were calculated only for
the exact word methods The results, as displayed in Table 6,00, show a
tendency for religbility to decrease as the text becomes easier. It
can also be seen that different cloze forms - i.e., different deletion
rates on the same text - mgy result in widely differing reliability co-
efficients (e.g., medium text, deletion rate 8: KR20 = «40; same text,
deletion rate 12: KBZO = o73)s In general, the reliability is some-
vhat low, at around .70, even bearing in mind Guilford's caveat. It ;s
probable that higher reliabilities would be gained if the mumber of
items in the tests were increased, but this variable is beyond the scope
of this study.

Table 6,10 presents a summary of the item difficulties for

all twelve tests scored by the five different methods.
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If one tzkes the cutoff points of 20% and 80% as repre-

senting the extremes of item difficulty for efficient items - and, al=-

though these figures are arbitrary, they represent fairly normal testing
practice — then it is clear that the three grammatical scoring proce—

dures produce highly inefficient tests when applied to easy and medium

texts, This, of course, is no surprise in view of the high mean scores

gained by use of these procedures. Their efficiency increases on the

rdifficult text, but rarely, even on this text, do more than 50% of the

items come within these limits. The preponderant tendency is for items

with a facility index exceeding 80%.
The same tendency is seen with the semantically acceptable
score on easy and medium texts, so that for Tests M6 and M12, 50% of the

items scored by SEMAC exceed 80% facility. On the difficult text the

mmber of items falling within the 20% and 80% limits is greaster than
the mumber of extreme items, although there is still a marked trend
towards easy items,

Only once does the exact word score result in more than 50%

of items at one extreme of the difficulty scale (viz., D10). However,

even this procedure gives, at best (E6), 64% of items within the

acceptable limits for difficulty. In‘contrast to the other scoring

procedures, however, the exat;,t word method results in many items of
zero facility - i.e., where no subject had supplied a correct answer.
This is particularly marked on the difficult text, where, for example,
on Test D10, no fewer than 38% of the items had zero facility. Even

the easy text provided some items (one for E8, two for E10) where no

subject was able to supply the exact word. It is apparent that all
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the cloze tests and all the scoring procedures produce many inefficient
items, and frequently show a large range of item difficultye.
It is possible to compare tests by examining the ratio of
acceptable items to extreme items, to get and indication of which test

produces more efficient items.

TABLE 6«11

Performance of scoring procedures, native speskers, in terms of item

difficulty

Best Horst
D6 SEMAC GRCO
8 SEMAC GRCO
D10 SEMAC GRCO
D12 SEMAC GRCO
M6 Exact GRCO
M8 Exact GRCO
M10 Exact ACFC
M12 Exact GRCO
E6 Exact GRCO
E8 Exact GRCO
E10 "Exact GRCO
E12 Exact GRCO

Comparing scoring procedures across all the tests, the
grammatically correct procedure emerges as the procedure which con-

sistently produces the fewest acceptable items and the most extreme
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items. (Table 6.11) From the point of view of item analysis, it
appears that the GRCO is entirely inappropriate for use in a proficiency
test for native spesakers.

In terms of the item analysis, the scoring procedure which
produces the best test is the exact word method for the easy and medium
texts, but pot for the difficult text. For this text, the semanticelly
acceptable procedure gives more items of medium difficulty, and fewer
extreme items, than the exact word method. The most noticeable differ-
ence between the two is that where the exact word has a large number of
items of low facility, the semantically acceptable method results in a
smaller nmumber of items with high facility. The "worst buy" in scoring
procedures, for a proficiency test for native speakers, would appesr to
be the grammatically correct method, whilst the "best buy" is the exact
word method for easy and medjum texts, and the semantically acceptable

method for difficult texts.

TABLE 6,12

Best performance of deletion rate, in terms of item difficulty, native

speakers,

Exact SEMAC GRCO IDFC ACFC
Easy text 6 12 12 12 12
Medium text 12 12 12 6 1 2
Difficult text 8 10 10 6 6

It is also possible to compare all deletion rates for each

text and each scoring procedure (Table 6.12). From this it would
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appear that, at least for the easy an§ medium texts, the most consis-
tently best deletion rate is the 12th. For the difficult text, the
position is less clear, with a weak preference for deletion rate 6.
From the point of view of item difficulty, it appears that the "best
buy" in deletion rates is the least frequent deletion for easy and me-
dium texts, and a more frequent deletion rate for a more difficult

text.

TABLE 613

Best performance of text, in terms of item difficulty, native speekers

Deletion rate Exact SEMAC GRCO IDFC ACFC
6 E D D D D
8 E D D D D
10 E D D D D
12 E D D D D

Finally, it is also possible to see which of the three texts
produces the best distribution of item difficulties (Table 6.13)e This
shows quite unambiguously that for all the scoring procedures except
one, regardless of deletion rate, the difficult text results in the
most favourable distribution of item difficulties. However, the exact
;ord method consistently gives its best item statistics with the easy
text, The worst item distributions are a mirror image of this picture,
so that for the exact word method, the difficult text is alwsys worst,

whereas all other procedures give their worst results with the easy
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text. Thus the "best buy" in texts, for native speakers, is the easy
text if the exact word method is being used; otherwise, regardless of
scoring procedure, the difficult text,

To summarise these recommended "best buys", if the exact
word method is being used, then the text should preferably be an easy
one for use with native speakers. With such a text, the best deletion
rate is probably the every-12th-word systems If, on the other hand,
the aemanfiéally acceptable procedure is being used for scoring, them a
difficult text should be chosen, with a deletion rate less frequent
than every 12th word, and probably every Gth worde

The final stage in this item analysis was £o calculate the
item discrimination indices for the exact word procedure, using E1_3.
The results are set out in Table 6.14. From this it is clear that
there are never more than 50% of the items in a cloze test for native
speakers with a reasonable discrimination index, and there are almost
always items which discriminate in the wrong direction (negative dis—
crimination). In general, the best discrimination is achieved by the
difficult text when comparing texts, and the every-Gthbword deletion
rate when comparing deletion rates.

When item difficulty and item discrimination are considered
together, selecting only those items between 20% and 80% facility and
gbove .2 discrimination, then the number of acceptable items is fairly
small, ranging from 18% to 38% of all items. On the average, from a

cloze test of 50 items scored by the exact word method, only 14 items
prove to be within the conventionally acceptable limits for proficiency

testse



228

CHAPTER 7

Results 2) : Non-native Speakers

T«1s Procedure

The procedure for the compilation of the test booklets was
exactly the same as for the native speakers. Each non-native took one
cloze test, distributed in the same way as for ngtives - iec, in se-
quence, with the different texts following each other at any given de-
letion rate, to minimise the opportunities for cheating. The cloze
test was in most cases preceded by two dictation tests, which took
ebout half an hour. Students were allowed as long as required to com—
plete the cloze, which was about twenty mimutes on the averaée, the
maximum being, as for the native speakers, about thirty mimtes. Be-
cause of the varying times needed to complete the cloze, it was necessary
that the dictation tests always precede the cloze, otherwise students
would have had to wait for the others to finish before the second part of
the test could be carried out. Most students took the cloze/dictation
tests within a week of taking ELBA (English Lenguage Battery), but some
students had to take the tests immediately after the ELBA for adminis-
trative reasons. No complaints were noted, nor any sign of undue fatigue

or discomfort.

7.2. Subjects

All subjects were aged at least 18, and were either students
of English or linguistics in British or European universities, colleges
of education, or colleges of further education, or they were under- or

post-graduates of other subjects (medicine, engineering, anthropology,
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chemistry, etc.), currently studying in the United Kingdom.

No student was coerced into taking the dictation/cloze tests,
but their attendance for the ELBA was usually compulsory, being a condi-
tion of matriculation for study at the institutions concerned (Aberdeen,
Bradfard, Edinburgh and Newcastle universities). An attempt was made to
entice pure volunteers by advertising the experiment in Edinburgh and
Bradford, and by offering free refreshments in the case of Edinburgh, at
the end of the ELBA testing sessions. This method produced only 40
volunteers. (For the advertisement, see Appendix E.) In all other
cases students were contacted either shortly after they had taxen ELBA,
and asked to teke part in an experimental test immediately (few refused),
or during normal class hours, when the test provided welcome variety in
the normal timetable. All subjects were willing to participate, and were
interested in the aims and results of the study. For administrative
reasons, however, some of the students taking ELBA and cloze were unable
to take the dictation tests.

Three groups of students (Horay House; Stevenson/Anniesland
Colleges; summer language school students) were unable to take ELBA,
and thus only took the dictation and cloze tests. For technical reasons,
one small subgroup of one of these groups was unable to take the dicta-
tion test, so that only cloze scores are available for them.

Those subjects who failed to complete 50% of the cloze test
were rejected from the study. This left 360 subjects who had been tested
on cloze, giving 30 subjects for each test. The following table gives

details of the mumber of subjects taking each test (Table 74).



230

TABLE T4
Summary of mﬁber of subjects taking the various tests.

Taldng cloze: 360

Taking cloze + ELBA: 264

Teking cloze + ELBA only: 67

Taking cloze + ELBA + dictationssr 197

Tgking cloze + Dictation I + Dictation II: 275
Teking cloze + Dictation II: 1

Taking cloze + dictation onlys 79

o

Taking cloze only: 17

These 360 subjects come from the followiné institutions: .

Aberdeen University, 31; Bradford University, 9; .Edinburgh University,
153; FNewcastle University, 60; Stevenson College of Further Education,
22; Anniesland College of Further Education, 18; Moray House College
of Education, 37; summer language courses for European university stu-
dents, 30. It can thus be reasonably claimed that this group represents
a fair selection of adult foreign learners of English study;lng in the
United Kingdom. The only group deliberately excluded from the study were
those learners who could be classified as beginners, elementary, or lower
intermediate, since it was felt that all of the tests involved would be
too difficult for them. The subjects tested could be classed, therefore,

as intermediate to advanced, i.eo, from just below Cambridge First
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Certificate of English upwards. The mean ELBA score was 166.8, with &
standard deviation of 38.6 - i.6., mean 62%, standard deviation 14% -
which indicates a reasonably homogeneous, moderately proficient groupe.

For five of the twelve cloze test subgroups (E10, ES, M6,

M8, M10) all 30 subjects have at least one measure of EFL proficiency,
be it dictation, ELBA, or both. For the remaining seven subgroups, the
mubers of those having at least one proficiency measure are as follows:
E6, 28; E12, 28; M12, 29; D6, 26; D8, 27; D10, 28; D12, 27.

Since comparisons will be made between deletion rates for any
text, and statements made regarding their ability to measure EFL profi-
ciency (Hypothesis 4a), it is important to establish the homogeneity of
the twelve groups on the measures of proficiency used. One-way analyses
of variance were performed on the four deletion rate groups for each
text, on the ELBA scores, the first dictation test, and the second dic-
tation, and F ratios calculated fp: each of these nine analyses (Table
7B)e Ko ratio was significent, ic€.,.n0 significant differences between
the various groups on these measures of proficiency were found. It can
thus be assumed that no one group is more proficient in English than
another, as traditionally measured. If differences in éloze scores are
found, these can be presumed to be due to the differing efficiency of
cloze tests as measures of proficiéncy. Similarly, if some cloze tests
rank the subjects in a different order from that obtained on the tradi-
tional measures of proficiency whilst others rank them in a similar
mannex, one can conclude that different cloze tests measure different

things, or that they measure proficiency differentlys
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Summary

As in the native speaker study, 360 non~-native speaker sub-
jects were tested, of intermediate to advanced proficiency. This gave
30 subjects for each text, with no significant differences between

groups for EFL proficiency (at least one measure of which was obtained
from all but 17 subjects).

Te3 Scoring

As in the native speaker study, 360 scripts were used in the
analysis, with 30 subjects taking one text at one deletion rate. The
50 answers for each individual were punched onto cards, which enabled
summaries of the different responses to each item to be made by computer,
From these summaries five scoring keys were produced, and the tests were
scored by computer using these keys. In fact, the keys were identical
in every respect, including actual words, to the keys used for scoring
native spesker tests, and are labelled in the same way; ViZe, 1) exact

word, 2) any semantically acceptable word (SEMAC), 3) any grammati-

cally correct word (GRCO), 4) any word from the same form class as the
deleted word (IDFC), and 5) eny word fulfilling the same grammatical

function as the deleted word (ACFC).

Te4 Results

Table 7.00 gives a summary of the results for each test,
scored by all five scoring procedures. From this table, it is clear
that different texts result in different means, as do different deletion
rates and different scoring procedures. In order to establish that the

apparent differences between texts and deletion rates were real and
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statistically significant, a two-way analysis of variance was made on
the results for each scoring procedure. The results of these five
analyses a