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國立政治大學英國語文學系碩士班 

碩士論文提要 

論文名稱：台灣高中英文快速閱讀測驗研究 

指導教授：尤雪瑛博士 

研究生：張捷 

 

論文提要內容： 

    以英文為外語的學習者常仰賴閱讀獲取英文相關的知識跟文化，所以閱讀在

台灣的英文課中得到相當程度地的重視，即便如此，台灣的高中英文閱讀教學多

半只專注在仔細閱讀的教導上，而忽略了包含略讀、搜索閱讀跟掃讀的快速閱讀，

這是因為快速閱讀並沒有納入在大學入學考試的測驗當中。考量到快速閱讀是日

常生活跟學習上不可或缺的技能，本研究旨在檢驗台灣高中學生的英文快速閱讀

能力，他們在進行快速閱讀中所採用的閱讀策略跟遇到的閱讀困難也是本研究的

調查目標。研究者設計了一份快速閱讀測驗跟一份仔細閱讀測驗來比較學生們的

閱讀能力。此外，研究者設計了一份問卷來調查學生們在快速閱讀測驗當中所運

用的閱讀策略跟遭遇的閱讀困難。 

    研究結果顯示台灣高中學生在快速閱讀測驗上的表現略優於他們在仔細閱

讀測驗上的表現。此外，學生們在掃讀上表現得最好，優於在搜索閱讀上的表現，

而略讀上的表現則是最差。關於策略的使用，學生們雖然會運用快速閱讀策略來

完成快速閱讀的任務，但他們仍然在快速閱讀測驗當中普遍地使用仔細閱讀的策

略。至於閱讀的困難，學生們進行快速閱讀時的困難主要來自於文章的用字、主

題熟悉度跟長度。根據研究的發現，本研究對於教導與評量台灣高中學生的快速

閱讀能力提出了實務上的建議。 

 

關鍵字：測驗、快速閱讀、仔細閱讀、閱讀策略、閱讀困難 
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Abstract 

    As a crucial language skill for EFL learns to gain English knowledge and culture 

(Alsamadani, 2009), reading receives considerable pedagogical attention in English 

classes in Taiwan (Wu, 2010). However, the reading instruction at the senior high 

school level focuses on the careful reading (Hsu, 2004). The expeditious reading, 

including skimming, search reading, and scanning (Urquhart & Weir, 1998), is often 

neglected. Considering the usefulness of expeditious reading in daily and academic 

life (Brown, 2007), the present research examined the expeditious reading ability of 

Taiwanese senior high school students, their strategy use and difficulties they had 

experienced in conducting expeditious reading. The researcher composed an 

expeditious reading test and a careful reading test to compare the students’ reading 

performances. Besides, the researcher designed a questionnaire to survey the strategy 

use and difficulties experienced by the students in the expeditious reading test.  

    The result showed that the Taiwanese senior high school students’ performance 

on the expeditious reading test was marginally higher than their performance on the 

careful reading test. In addition, the student’s scanning score was the highest, 

followed by the search reading, and the skimming was the lowest. As for strategy use, 

the students applied expeditious reading strategies to approach expeditious reading 

tasks in the test, but they also appealed to some careful reading strategies in the 

expeditious reading test. Concerning difficulties, the students faced more problems 

with the vocabulary, topics, and length of texts when conducting expeditious reading. 

The findings yielded practical implications for teaching and assessing the expeditious 

reading at the senior high school level in Taiwan.  

 

Keywords: testing, expeditious reading, careful reading, reading strategy, reading 

difficulty 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

1 
 

CHAPTER I 

Introduction 

    This chapter first introduces the current study’s research background and 

motivation. Then it states the research purposes and proposes the research questions 

addressed in the current study. Last, the significance of the study or the fields that the 

findings of the current study may contribute to is suggested.  

Background and Motivation 

Reading is considered the most important language skill in an EFL context 

through which L2 learners get the access to English knowledge and culture 

(Alsamadani, 2009). EFL teachers commonly teach English with English textbooks, 

magazines, or news. From the content of these written materials, EFL students gain 

knowledge about American or British cultures. Therefore, reading receives the most 

attention and time in EFL English classes, compared with listening, speaking, and 

writing, (Wu, 2010).  

The EFL reading instruction puts much focus on developing learners’ linguistic 

abilities, including the abilities of decoding lexis and parsing syntactic structures 

(Alderson & Bachman, 2000). In most cases, students are taught to memorize 

meanings of words and analyze sentence patterns. It is fearful that EFL leaners are 

seldom instructed to practice reading strategies, which are believed to facilitate the 

completion of reading tasks (Chiu, 1998; Lee, 2003). Some researchers assume that 

students can employ the strategies they use in L1 reading to address an L2 reading 

task. However, other researchers found that the transfer of strategic knowledge 

between L1 and L2 is unlikely to happen automatically without training (Chang, 

2005). Besides, there is a linguistic threshold theory saying that learners’ language 

proficiency must reach a certain level before they are able to transfer their L1 reading 

ability to L2 reading (Alderson & Bachman, 2000). Thus EFL learners indeed need to 
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receive the instruction of reading strategies in their L2 use. 

Even if EFL learners are instructed to practice reading strategies, the types are 

often restricted to careful reading strategies, such as to guess unknown words from the 

context, to analyze sentence structures, to get the relationships between main ideas 

and supporting details, or to recognize the author’s hidden attitudes (Urquhart & Weir, 

1998). These careful reading strategies are used when readers want to reach a 

comprehensive understanding of a text. Their manner of text processing is primary 

intensive reading. Readers sample each word and may go back and forth to ensure 

they understand all the ideas and details in the text (Hoover & Tunmer, 1993). 

However, there are times when readers do not need to know everything within a text. 

For instance, in browsing through newspapers or magazines, they only want to find 

out what an article is about or some messages relevant to their interests. The strategies 

related to this kind of purpose to quickly extract certain information from a text are 

called expeditious reading strategies (Weir et al., 2000). 

Expeditious reading strategies include skimming, search reading, and scanning 

(Anderson, 2006). According to Hughes (2003) and Weir et al. (2006), the purpose of 

skimming is to quickly grasp the gist of a text. To meet the purpose, readers may use 

skills like reading titles and subtitles, introductory and/or concluding paragraphs, or 

the topic sentence of each body paragraph. Search reading aims at finding information 

about text structure, such as cause-effect or problem-solution. Readers may keep eyes 

on synonymous words of the key words and read carefully once the relevant parts are 

located. Scanning is adopted to look for specific words or numbers. Readers bear the 

target information or questions in mind, and match it with the words in a text. These 

three expeditious reading strategies are essential for English users in academic, 

vocational, and general contexts (Brown, 2007). Students skim to preview, review, or 

summarize learning materials. Employees scan to check schedule or data in a table. 
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People perform search reading to find information on a current issue (Nuttall, 198; 

Weir, 1993). Regardless of the usefulness, expeditious reading strategies are often 

neglected in reading classes. Thus students were found to have difficulty employing 

them (Weir et al., 2000).  

The reason for the negligence of expeditious reading is the partiality of language 

testing (Urquhart & Weir, 1998). Most reading tests at all proficiency levels only 

assess test takers’ careful reading competence in their reading comprehension sections. 

The competence to employ expeditious reading strategies is often left unmeasured. 

Since teachers tend to ignore constructs not included in the test (Alderson & Bachman, 

2000), learners suffer from the negative washback of lacking the training of 

expeditious reading. Students do not know how to quickly extract the information of 

their immediate interests. They may, thus, always conduct non-selective reading, 

processing each word and irrelevant details carefully in a text, regardless of their 

reading purposes (Hughes, 2003; Spache & Berg, 1984). Ideally, students should be 

equipped with various reading strategies, so they can select an appropriate one for a 

particular reading purpose.  

In the EFL context of Taiwan, two college entrance examinations, General 

Scholastic Ability Test (GSAT) and Advanced Subjects Test (AST), also only measure 

senior high school students’ careful reading competence. Because these two tests are 

high-stake achievement tests, it is not surprising that they affect the English teaching 

and learning in senior high schools. As a result, Taiwan’s reading instruction at senior 

high school level focuses primarily on careful reading strategies. Students spare much 

time and effort on memorizing vocabulary and analyzing sentence patterns, hoping 

that the completing understanding of texts can lead to higher test scores in the college 

entrance exams (Hsu, 2004). Not much time is left for practicing expeditious reading 

strategies. However, as expeditious reading is a common skill in daily and academic 
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reading, it is worthwhile to explore if Taiwanese senior high school students possess 

the competence to employ expeditious reading despite the lack of training. Besides, 

most research on expeditious reading is carried out in ESL context or at the tertiary 

level (Urquhart & Weir, 1998). Little investigation has been done to explore the 

competence of EFL learners at the senior high school level. The present study is to 

attract the attention from from both researchers and educators.  

Research Purposes and Research Questions 

The primary purpose of the study is to examine Taiwanese high school students’ 

expeditious reading competence. The researcher aims especially at how well they can 

perform expeditious reading in comparison with careful reading. Moreover, from the 

expeditious reading performance, the current study intends to find out the students’ 

competence in employing skimming, search reading, and scanning, because these 

three constructs of expeditious reading differ greatly in their purposes, operations, 

reading process, and reading scope (see chapter 2).  

In addition to expeditious reading competence, the present research would also 

study how the students would approach expeditious reading, or what strategies they 

would use during the process if they are required to skim, search read, or scan. It is 

worthwhile to investigate if the students would perform expeditious reading tasks in 

the ways different from those for careful reading. Furthermore, the study would 

analyze what strategies are more frequently adopted and what are less or seldom 

adopted.  

Last, since the students are not familiar with the expeditious reading, the current 

study intends to discover what the difficulties they may experience while carrying out 

expeditious reading tasks. In particular, the research would identify problems the 

subjects face when they read texts of loner length and are required to process texts at a 

faster speed.  
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In conclusion of the above purposes, the present research aims to investigate 

Taiwanese senior high school student’s competence, strategy use, and difficulties of 

expeditious reading. It is the purpose of the study to find out if competence, strategy 

use, and difficulties will vary among students of different proficiency levels. 

In order to achieve the purposes of the current study, the following four research 

questions are proposed:  

1. How do the Taiwanese senior high school students of different proficiency level 

perform in the expeditious reading and the careful reading test? 

2. How do the students perform in skimming, search reading, and scanning? 

3. What reading strategies are employed by the students when they conduct 

expeditious reading?  

4. What are the difficulties the students experience while conducting expeditious 

reading? 

Significance of the Study 

The present research offers the first-hand information about the expeditious 

reading competence, strategy use, and difficulties of EFL learners at the senior high 

school level in Taiwan. The study can be used as groundwork for further replication 

research in similar contexts to confirm the findings. Besides, the findings may be used 

by researchers who wish to compare the expeditious reading competence, strategy use, 

or difficulties of students in different language learning environments or at different 

education levels.  

In addition, the results of the current study can prepare senior high school 

English teachers for teaching expeditious reading in their reading classes. The test 

results indicate the students’ current expeditious reading competence which is useful 

information for the teachers to help their students. The survey of strategy use shows 

the expeditious reading strategies the students may already know or are not familiar 
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with, which can help teachers decide what strategies worth more instruction or 

practice. The survey of reading difficulties offers insights into the problems the 

students need to overcome while conducting expeditious reading. These findings as a 

whole may arouse senior high school English teachers’ awareness and offer better 

understanding of expeditious reading.  

Finally, the procedure of constructing expeditious reading test reported in the 

study offers detailed specifications about the constructs, items, texts, readability, and 

processing speed of the expeditious reading test. The procedure can be reference for 

test designers who desire to construct expeditious reading tests for EFL learners at the 

senior high school level. Additionally, the specifications offer details information 

about the constructs or subskills involved in expeditious reading.  
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CHAPTER 2 

Literature Review 

    This chapter reviews three aspects of literature relevant to the current study: 

reading, expeditious reading, and testing of expeditious reading. The first section 

introduces the nature of reading, reading in EFL context, and reading strategies. The 

second section focuses on the constructs and the use of expeditious reading. The third 

section centers on four standardized tests that include the expeditious reading 

assessment. Their format, strengths, and weaknesses of measuring expeditious reading 

competence are discussed. Last, the fact that expeditious reading is neglected in 

testing is proposed, so is the need to investigate EFL senior high school learners’ 

expeditious reading competence. 

Reading 

In this section, an introduction is first given to the nature of reading. Then the 

importance of reading in EFL context is heighted, so is its problem of EFL reading 

instruction. Last, reading strategies as the remedy is proposed and discussed. 

The Nature of Reading 

Reading is a cognitive process of comprehending language in written form, 

which involves the interaction between a reader and the text (Grabe, 1991; Urquhart 

& Weir, 1998). During the process, readers relate the messages decoded from written 

language to the background information stored in their mind (Bernhardt, 1991; Dole 

et al., 1991). The information ranges from the sound of letters, the meaning of words, 

and the structure of sentences, to the background knowledge about the structure and 

the topic of a text (Segalowitz, Poulsen, & Komoda, 1991). With emphasis on 

different levels of information, the processing of reading comprehension can be 

categorized into three approaches: bottom-up approach, top-down approach, and 

interactive approach.  
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In the bottom-up approach, readers begin with printed texts. Their primary tasks 

are decoding words and parsing sentences. Decoding is also called word recognition. 

It includes a serial process of identifying letters and sounds of words, and retrieving 

their meanings from the metal lexicon (Perfetti, 1985). Parsing is a cognitive action 

that readers break down a sentence into grammatical parts like the subject and the 

predicate (Gough, 1972). Identification of these grammatical parts helps to understand 

the meaning of a sentence. Relying mainly on words and sentences presented in the 

text, readers focus more on linguistic forms in the bottom-up approach (Alderson & 

Bachman, 2000).  

In contrast, the top-down approach stresses on non-visual information 

contributed from readers’ brain over the printed text (Smith, 1971). Readers begin 

with predicting the meaning of a text based on their background knowledge about its 

topic and the knowledge about the rhetoric structure of that text type (Goodman, 

1982). The former kind of the knowledge is known as content schema and the latter 

one as formal schema (Brown, 2007; Carrell & Eisterhold, 1988). When the 

predictions made from these two schemata are wrong or useless, readers often resort 

to bottom-up processing (Schank, 1978). Activating schemata to foster 

comprehension, readers play a more active role in the top-down approach (Adams & 

Collins, 1979; Cooper & Petrosky, 1976).  

The interactive approach proposes that reading processing is not composed of 

serial steps (either bottom-up or top-down) but parallel (Barr et al., 1990; Grabe 1991). 

Readers analyze the text and predict meanings simultaneously. As they read on, their 

hypotheses are continuously confirmed or modified based on the new incoming 

messages from the decoded text and readers’ schemata (Goodman, 1982; Nunan, 

1999). In addition, these components of information source compensate for each 

other’s deficits (Stanovich, 1980). For instance, a reader with poor word recognition 
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ability will utilize the background knowledge about the topic to comprehend a text. 

Encompassing the bottom-up and top-down approaches, the interactive approach is 

widely considered the most comprehensive framework of the reading process 

(Anderson, 1999).  

Reading in EFL Context 

   In an EFL learning environment, reading is considered a very important language 

skill for second language (L2) acquisition and usually receives more pedagogical 

attention and time than speaking, listening, or writing does (Carrell et at., 1998; Day 

& Bamford, 1998; Grabe, 1991; Wu, 2010). The reason why reading is emphasized 

over the other skills is that reading is any easy and convenient access to English 

knowledge (Alsamadani, 2009; Anderson, 2006). Without native speakers around to 

be engaged in communication, EFL leaners often learn English with written texts such 

as textbooks, magazines, and webpages. It is through reading materials that they 

acquire inputs of English and its culture.  

Although EFL learners spare much time and efforts on English reading, little 

progress of their reading ability had been observed (Zhang & Wu, 2009; Shang, 2008). 

According to Chiu (1998) and Lee (2003), it was because EFL students received less 

instruction of reading strategies, which were found to foster reading comprehension or 

completing a reading task (Alderson, 1984). Most of the time, their attention was 

drawn to lexical meanings and syntactic structures. This resulted in the situation that 

EFL learners conducted reading as an activity of recalling vocabulary and analyzing 

grammatical rules (Spache & Berg, 1984). However, the improvement of linguistic 

ability is unlikely to enhance learners’ ability to use strategies (Alderson & Bachman, 

2000). Previous research has shown that reading in a foreign language is a language 

problem as well as a reading problem (Alderson, 1984). English teachers should not 

ignore the importance of strategy use in reading comprehension and assume that EFL 
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students would naturally transfer the strategies used with the first language (L1) to the 

second language (L2). Even though they were proficient readers in L1, EFL learners 

were found to seldom adopt the L1 strategies to read in L2 (Chang, 2005). It seems 

that the explicit instruction of reading strategies is strongly advocated in EFL reading 

classes (Chamot, 2005; Zhang & Wu, 2009). 

Reading Strategies 

A reading strategy is commonly defined as a deliberate action selected by readers 

to achieve a reading purpose (Carrell, 1998; Paris et al., 1991; Rowe & Rayford, 1987; 

Van Dijk & Kintsch, 1983). Strategies are conscious efforts with a purpose to solve 

problems in reading (William & Moran, 1989). The problems can be at various levels. 

If readers have problems with comprehending words or sentences, they may use 

strategies such as rereading or guessing meanings from context (Barnett, 1988). If the 

problem is with structure, strategies like separating main ideas from supporting details, 

and analyzing text organization may be adopted (Carrell, 1989). If the problem is at 

the content, readers may employ prediction strategy (Block, 1986).  

Enright et al. (2000) outlined at least four common purposes of reading tasks: 

read to search, read to get basic comprehension, read to learn, and read to integrate 

information of different texts. Different purposes engage quite different strategies 

(Weir et al., 2006). For instance, scanning is employed in a task of reading to search 

for particular information while skimming is utilized to quickly get basic 

comprehension. That is why Cohen (1990) and Grabe (2004) contended that there are 

no good strategies, but only good selection of strategies. Readers are supposedly 

equipped with an array of strategies (Brown, 2007; Nunan, 1999). What distinguishes 

good readers from poor readers is if they can use strategies flexibly and appropriately 

(Hus, 2004; Spache & Berg, 1984).  

To be able to employ a strategy appropriate for a given purpose, readers need to 
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develop the metacognitive awareness, which was defined as the ability to understand 

and control one’s cognitive processes (Brown, 1987; Flavell 1979). The outcome of 

cognitive processes is said to be affected by three metacognitive variables. The first 

one is the personal variable (McNeil, 1987), which means readers’ awareness of what 

they intend to achieve with a text. The second variable is the task variable, which 

refers to the understanding of task demands, such as the available time or tools for a 

given reading task (Carrell, 1989). The last variable is the strategy variable. It is the 

knowledge about what strategy to use and how to use it (Flavell, 1987). For instance, 

skimming is a suitable strategy for grasping gist under the condition of limited time, 

and it can be achieved through reading the topic sentence of each paragraph. In a 

nutshell, metacognitive awareness explains how readers can select and employ a 

particular reading strategy to accomplish a reading task (Wenden, 1998). This is why 

readers with higher degree of metacognitive awareness were found to use reading 

strategies more effectively (Sheorey & Mokhtari, 2001).  

Expeditious Reading 

Based on the difference of purposes, Urquhart and Weir (1998), Anderson 

(2006), and Hughes (2003) established two major categories for reading strategies: 

careful reading strategies and expeditious reading strategies. The purpose of careful 

reading strategies is to have a complete understanding of a text, including both main 

ideas at the global level and details at the local level (Hoover & Tunmer, 1993; Weir 

et al., 2006). Urquhart and Weir (1998) described the manner of careful reading as 

“decoding all in order to comprehend all (p. 303).” Readers may read an entire article 

slowly to establish the relationship among details or between the main idea of a 

paragraph and its details. In addition, they may go back and forth between lines to 

make inference on the content or to figure out the author’s hidden ideology (Spache & 

Berg, 1984).  
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On the other hand, the purpose of expeditious reading strategies is to quickly 

extract certain information from a text (Hoover & Tunmer, 1993). Its name often 

gives people an illusion that they must read extremely fast to fulfill quickness. In fact, 

a reader’ processing speed does not increase greatly in a short time, but he or she can 

read faster by selective reading (Brown, 1975). The so-called speed readers do not 

read each word in a text. They skip irrelevant parts and process only what is related to 

their immediate interest (De Leeuw & de Leeuw, 1965; Miller, 1977; Rayner & 

Pollatsek, 1989). They may sample only the topic sentence of each paragraph to get 

the gist of a passage or match the form of a jargon to find out its meaning. One can 

still find all the desired information if s/he conducts careful reading and samples a 

passage completely, but selective reading saves much time and effort and thus is more 

efficient (Spache & Berg, 1984). It is selectivity that distinguishes expeditious reading 

from careful reading (Urquhart & Weir, 1998). 

Constructs of Expeditious Reading 

According to Anderson (2006), expeditious reading is composed of three 

constructs: skimming, search reading, and scanning. The following parts will review 

their respective purposes, operations, and the processing and the scope of reading. 

Skimming. Skimming is probably the most important and complicated construct 

of expeditious reading, since a skimming task could involve three sub-constructs or 

goals to achieve. The first goal is to grasp the gist of a text (Hughes, 2003; Weir et al., 

2006). The second one is to determine the relevance of a text to an established need 

(De Leeuw & de Leeuw, 1965; Weir, 1993). For example, based on your interest of 

studying Japan’s economy, you decide to keep an article addressing the same issue for 

later deeper reading. The third goal is to establish the macrostructure of a text (Spache 

& Berg, 1984; Urquhart & Weir, 1998). That is to know how the author organizes a 

passage or the main ideas of each paragraph. It should be reminded that there is a 
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significant difference between the way skimming and careful reading achieve the 

above three goals. In careful reading, readers get the gist or establish macrostructure 

on the basis of the majority of the information in a text, while in expeditious reading, 

readers achieve the same purposes with minimal information (Krishnan, 2011; 

Urquhart & Weir, 1998). In other words, most details are skipped in skimming. Only 

the parts that contain information about the main ideas of a passage will be processed 

(Brown, 1975; Casanave, 1986; Nation, 2005; Rayner & Pollatsek, 1989).  

While skimming for gist, relevance, and structure readers may perform various 

operations, such as reading titles and the abstract. Urquhart and Weir (1998) provided 

a list of operations, as in Table 1. The information collected from employing these 

operations then is integrated to construct the gist and the structure of a text (Palincsar 

& Brown, 1984). Readers’ background knowledge about the topic and rhetoric 

structure of the text can foster accomplishing the skimming task (Dole et al., 1991; 

Nation, 2005; Winograd, 1984;). It should be reminded that proficient readers are 

flexible with using these operations and choose different ones for different text type 

(Urquhart & Weir, 1998). Thus, Brown (1970) recommended learners be instructed to 

employ skimming on various genres to develop their ability to select suitable skills for 

a particular text type.  

Table 1 

Operations of Skimming 

Operations 

1. Read the titles and subtitles. 

2. Read the abstract. 

3. Read the introductory and concluding paragraph. 

4. Read the first and last sentence of each paragraph.  

5. Glance at words or phrases.  

Concerning the reading process of skimming, Weir et al. (2000) suggested that 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

14 
 

skimming is an interactive process that includes both the bottom-up and top-down 

approaches. When decoding the parts like topic sentences, readers simultaneously 

activating their schemata and form suppositions about the text gist and structure. As 

for the reading scope, skimming could be at either the global or the local level 

(Urquhart & Weir, 1998). The reading is at the global level when readers integrate 

information across several sentences or paragraphs to construct the text gist or 

structure. The reading is at the local level when the gist can be found in a single title 

or topic sentence.  

Search Reading. The purpose of search reading is to find the target information 

through the analysis of text structure (Urquhart & Weir, 1998). The target information 

of search reading can be of a wide range of structure components, such as the 

definition of a phenomenon, the effect of an action, or the sequence of an event 

(Spache & Berg, 1984). The precise language form of the target in search reading is 

not fixed. For instance, the targeted “effect” of an action may be presented as the 

“result” or the “consequence” in a text. Readers need be aware of various possible 

synonyms of the target (Van Dijk, 1977). The more synonymous words or phrases 

they know about the target, the easier they will find the desired information. Therefore, 

the vocabulary size of a reader and the paraphrase degree of a target directly influence 

the difficulty of a search reading task (Cheng & Good, 2009; Spache & Berg, 1984).  

To attain the goal of search reading, as explained above, readers’ primary 

operation is first to locate key words in the same or related semantic field (synonyms). 

Then readers will carefully read the located parts and the surrounding sentences to 

check if they contain the desired information (Urquhart & Weir, 1998; Weir et al., 

2000). In addition to these two main operations, readers may read the topic sentences 

to decide if a paragraph contains the relevant information. If it does, readers then 

employ the two operations. Readers’ formal knowledge about the text structure can 
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accelerate the searching process (De Leeuw & de Leeuw, 1965). The three operations 

of search reading are listed below in Table 2.  

Table 2  

Operations of Search Reading 

Operations 

1. Keep alert for words in the same or relevant semantic field.  

2. Read one or two sentences once the relevant parts are located.  

3. Use formal knowledge as reading the first sentence of a paragraph to decide if 

it contains the desired information.  

Regarding the read process of searching, it is conformed to the interactive 

approach (Urquhart & Weir, 1998). Readers may activate their formal schema, 

sampling the introduction or topic sentences to locate the parts that contain the desired 

information. Then they recognize synonymous words or phrases of the target and 

decode the relevant sentences. As for the scope of reading, search reading can be 

either global or local (Weir et al., 2006). If the target is stated in a single sentence, the 

reading is at the local level. If the desired information is scattered in a text or runs 

across sentences, the reading would then be at the global level.  

Scanning. The purpose of scanning is to find specific symbols (Khalifa & Weir, 

2009; Miller, 1977). Unlike search reading in which readers are not certain about the 

precise form of the target, scanning aims at definite targets such as proper names, 

dates, or figures (Urquhart & Weir, 1998). Since the target of scanning is precise, 

readers only need to focus on the target and can skip any part that does not contain the 

target (Weir et al., 2007). That is why Weir et al. (2000) considered scanning the most 

selective construct in the expeditious reading.  

To achieve the goal of scanning, readers mainly rely on the skill of matching 

words or numbers. They bear the target in mind, and search for it while quickly going 

through a text (Rosenshine, 1980). To accelerate the scanning process, readers may 
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utilize the formal schema, reading subtitles or headlines to narrow down the scope of 

searching in a long text (Brown, 1975; Grant & Davey, 1991). The two operations of 

scanning are listed in the following Table 3. 

Table 3 

Operations of Scanning 

Operations 

1. Bear the target in mind and match the symbol in the text. 

2. Use formal knowledge as reading headings to narrow down the searching 

scope.  

Concerning the reading process of scanning, Urquhart and Weir (1998) pointed 

out that scanning is mainly a bottom-up process. Readers’ focus is primary on 

matching and recognizing individual words or numbers. Occasionally, scanning 

begins with the top-down approach when readers activate the formal schema and 

sample the subtitles first to select areas for matching (Spache & Berg, 1984). As for 

the scope of reading, scanning is at the local level since the target is precise and do 

not span over a sentence (Weir et al, 2000).  

The Use of Expeditions Reading 

With purposes to quickly extract the desired information from the text, 

expeditious reading strategies—skimming, search reading, and scanning—are 

valuable reading strategies in various contexts (Brown, 2007). According to Weir 

(1993) and Krishnan (2011), students of higher education expressed that they 

commonly used expeditious reading strategies to accomplish their assignments. For 

example, they skim a large volume of assigned readings to select the parts that are 

important and worth careful reading. The preview also prepares them for learning 

difficult materials in class (Grellet, 1981; Nuttall, 1985). Besides, skimming helps 

students establish text structure for writing a summary or an outline of an article 

(Urquhart & Weir, 1998). 
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In addition to academic context, expeditious reading strategies are essential in 

context of English for general purpose (EGP) and English for Specific Purpose (ESP). 

Briefly skimming an article or a report that has been read before helps people recall 

its content (Weir, 1993). Search reading aids with collecting information on the 

causes, impacts, and resolutions of a current issue or phenomenon (Urquhart & Weir, 

1998). Scanning could also be used to find any specific piece of information, such as 

the page number of an article in a book and the name of a show in a brochure (Weir, 

1993).  

The Negligence of Expeditious Reading in Pedagogy 

Although expeditious reading is useful in the EAP context, Weir et al. (2000) 

reported that many L1 and L2 learners are not familiar with the skills and find it 

difficult. In fact, expeditious reading was barely taught in reading classes (Weir et al., 

2006). Most time in reading classes was paid to practice careful reading.  

The fact that expeditious reading was ignored in pedagogy could be explained 

with two reasons. First of all, English teachers or textbook publishers preferred to use 

short texts which are suitable for conducting careful reading, because they want to 

finish each text in one or two lessons (Nuttall, 1996). The second and the most 

fundamental reason is the partiality of reading assessment. Most reading 

comprehension tests at the secondary or higher education level only measure learners’ 

careful reading competence (Urquhart & Weir, 1998). As the consequence of the 

backwash effect, learners’ attention is drawn to comprehend each word and sentence 

in a text. The reading instruction focuses mainly on teaching vocabulary and 

analyzing sentence structures (Hsu, 2004).  Even textbooks for reading classes are 

designed with a major goal to develop and exercise learner’s careful reading skills 

(Wei, 2012).  
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Testing of Expeditious Reading 

Though often ignored in the field of teaching and testing, the expeditious reading 

competence is assessed in some standardized tests, such as International English 

Language Testing System (IELTS), College English Test (CET), Test for English 

Majors (TEM), and The General English Proficiency Test (GEPT). The following 

sections review their designs, strengths, and weaknesses of the expeditious reading 

assessment. IELTS is a test for an English speaking context. CET and TEM are from 

the EFL context in Mainland China. GEPT is from the EFL context in Taiwan.  

The Expeditious Reading Test in the International English Language Testing System 

(IELTS)—Academic Module 

IELTS is an internationally acknowledged standardized test that primarily targets 

at assessing the English proficiency of foreigners who wish to study in, work in, or 

immigrant to English speaking countries. IELTS has two modules: general training 

and academic. The academic module measures the English proficiency needed for 

higher education context. Its reading section encloses the assessment of the careful 

reading and the expeditious reading competence 

IELTS test takers have 60 minutes to finish the reading test that contains three 

passages. Each passage is around 1000 words long. There are 40 test items in a test. 

The item types vary from passage to passage. IELTS proposes a total of 11 item types. 

Different item types aim at different abilities. For instance, “summary completion” 

assesses the careful reading ability to understand main ideas and details of a text. 

“Matching feature” assesses the skimming and scanning ability to find the 

information quickly. 

The first strength of IELTS is its authenticity. Its item types are analogous to 

expeditious reading tasks readers perform in real life (Weir, 1993). For example, a 

short-answer question is similar to a search reading task in which readers try to find 
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the answer for a question they have on a topic. The benefit of this design brings about 

the positive backwash effect that learners are taught to practice the test in a way that 

prepares them for achieving genuine reading tasks (Weir, 1991). Moreover, the score 

generated from authentic reading tasks has a better external validity. The test 

performance could be generalized to readers’ real-life reading ability (Weir, 2006).  

The second strength of IELTS is its long texts. Each passage is over 1000 words. 

It was widely suggested that the texts used for testing expeditious reading should be 

much longer than those for careful reading so as to reflect the authentic situation 

where learners need to employ expeditious reading (Alderson & Bachman, 2000; 

Urquhart & Weir, 1988). Besides, longer texts propel readers to conduct selective 

reading, sampling only the relevant or important parts (Weir et al., 2000). Longer texts 

also offer ideal contexts for readers to perform their skimming ability in 

distinguishing main ideas from details and constructing the macrostructure of an 

article (Nuttall, 1996).  

The weakness of IELTS is that it does not set a separate section for expeditious 

reading. It integrates the assessment of expeditious reading and careful reading 

(Grellet, 1981). Since the processing speed of careful reading is slow, IELTS gives its 

test-takers much time to finish the test. As a result, Weir (1993) found that test-takers 

simply read the texts in IELTS carefully and intensively for all item types. It is 

recommended that the assessment of expeditious reading be separated from careful 

reading so that a stricter time constraint can be imposed to propel learners to read at 

the required processing speed of expeditious reading (Krishnan, 2011; Weir et al., 

2006).  

Another weakness in the integrative test design is the unbalanced weighting of 

expeditious reading and careful reading items. Krishnan (2011) reported that 77% of 

the test items in IELTS are constructed for careful reading skills. The ratio of 
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expeditious reading items is relatively small. It is questionable that if the expeditious 

reading competence is the major focus of IELTS as it proposes (Weir et al., 2000).  

The Expeditious Reading Test in the College English Test (CET)—Band 4 and Band 6 

CET in Mainland China aims at measuring the English proficiency of Chinese 

college students. It has two levels of the proficiency test: band 4 and band 6. Band 4 is 

constructs based on the basic requirements of the college English curriculum, and 

band 6 is on the higher requirements. Ever since the reform in 2006, CET band 4 and 

band 6 have enclosed the expeditious reading assessment in the reading test.  

The reading test of CET contains a fifteen-minute section for the expeditious 

reading assessment. The section contains only one passage. The passage is 1000 

words long in band 4 and 1200 words long in band 6. The required processing speed 

is 100 words per minute (wpm) in band 4 and 120 wpm in band 6. The passage is 

followed by 10 comprehension items. The former seven items are multiple choice 

questions (MCQ), and the last three are sentence completion.  

The strength of CET’s expeditious reading test is its passage selection. First of all, 

its difficulty level is lower than student’s current proficiency level. CET clearly states 

in the test specifications that the passage should not contain more than 3% unknown 

words and the readability should be higher (easier to read) than texts used in the 

careful reading test. Nuttal (1985) and Weir et al. (2000) believed that easier texts 

enable readers to process faster without frequent stops to infer unknown words or 

parse complex sentences.  

Another advantage of the passages in CET is the clear discourse structure. The 

passages are informational or scientific articles. This type of text is often written with 

well-organized structures like problem-solution, cause-effect, or chronological order 

(De Leeuw & de Leeuw, 1965; Spache & Berg, 1984). In addition, the passages 

usually have headings to signal different sections, topic sentences to state the main of 
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each paragraph, or bullet points to list important messages. These rhetoric features can 

help readers quickly navigate through a long text, grasp the gist, and locate particular 

pieces of information (Nuttall, 1985; Weir, 1993; Weir et al., 2000).  

The weakness of CET’s one-passage design is the uneven weighting of 

constructs (Weir et al., 2000). A text often enclosed only one gist for skimming item, 

but there were many items for search reading and scanning. However, skimming 

should receive heavier weighting since it demands much effort like integrating and 

organizing information collected from various parts in a text (Palincsar & Brown, 

1984; Stevens, 1988; Weir, 1993).  

The Expeditious Reading Test in the Test for English Majors (TEM)—Band 4 and 

Band 8 

The TEM in Mainland China is designed especially to assess the English 

proficiency of Chinese college students whose major is English. It has two levels of 

the proficiency test: band 4 and band 8. Band 4 is constructed based on the basic 

requirements in the college English curriculum for English majors, and band 8 is on 

the higher requirements. Before its reform in 2005, TEM band 4 and band 8 enclosed 

a section for assessing expeditious reading competence in the reading test.  

TEM band 4 requires test-takers to finish an expeditious reading test with a total 

of 900 words in five minutes. Band 8 gives ten minutes for an expeditious reading test 

with a total of 3000 words. Both band 4 and band 8 contain seven passages. The 

passages in band 4 are around 100 words, and those in band 8 are around 300 words. 

Each of the former four passages includes one multiple choice question for testing 

skimming, and each of the latter three passages involves two for testing search 

reading and scanning. There are a total of 10 multiple choice questions in a TEM’s 

expeditious reading test. 

The strength of TEM’s expeditious reading test is that the adopted passages 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

22 
 

enclose a wide range of genres. Learners are expected to notice the distinctive 

conventions of various genres and develop strategies accordingly (Brown, 2007). For 

examples, genres like manuals, schedules, or diagrams are commonly associated with 

the expeditious reading (Miller, 1977; Spache & Berg, 1984). Learners are trained to 

practice extracting information from them frequently.  

Another advantage of the test is that the questions in the test are given before the 

texts. The sequence was commonly proposed because it would make the expeditious 

reading tasks more authentic (Alderson & Bachman, 2000; Weir et al., 2000). In daily 

life, readers often start with a question in mind like “What is this article about?” or 

“Does it talk about…?” before employing skimming, search reading, or scanning. 

Placed before texts, questions direct students to approach the texts with purposes in 

mind (Heaton, 1988; Weir, 1993).  

The weakness of TEM is that its texts are too short. Short texts were not 

recommended for expeditious reading assessment, because they were found to incur 

intensive careful reading (Heaton, 1988). They do not propel readers to conduct 

selective reading. Besides, short texts in TEM contain only one or two paragraphs. 

The structure of the text is not overt with the absence of an introduction, conclusion, 

or topic sentences of each body paragraph (Weir, 1993). 

The Expeditious Reading Test in the The General English Proficiency Test 

(GEPT)—Advanced 

GEPT is a proficiency test that aims at Taiwanese English learners at all levels. It 

is often used as a reference for the English proficiency level of employees and 

students in Taiwan. GEPT has five levels of proficiency test: elementary, intermediate, 

high- intermediate, advanced, and superior. The advanced level is the only level that 

contains an expeditious reading test in the assessment of reading skill. 

The expeditious reading test of GEPT gives its test-takers 20 minutes to finish 
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six passages. The former four short texts are around 200 words. Each of them includes 

one to two multiple choice questions that assess the skimming or search reading 

ability. The Latter two long texts are around 800 words. One of them includes six 

items of matching subtitles that assess the ability to skim for structure. The other text 

includes eight items of matching paragraphs that assess the scanning ability. There are 

a total of 20 items in the test 

The strength of GEPT is that it separates items of skimming, search reading, and 

scanning. In other words, different expeditious reading constructs are assessed by 

different passages. This design is to avoid item interdependence. Test-takers’ 

performance on skimming will not affect their search reading or scanning 

performance (Weir, 1993). Additionally, test-takers are made aware of different 

expeditious reading tasks and will perform distinct skills or operations (Weir et al., 

2000).  

Another merit of the GEPT test lies in its instructions. The instructions clearly 

guide the test-takers to read the questions first and then inform the appropriate 

expeditious reading strategy to use in a text. Thus, they are presumably more likely to 

approach a task with the desired expeditious reading manner (Weir et al., 2000).  

The weakness of GEPT is that a sub-construct of skimming, “to decide the 

relevance of a text to an established need,” (Hughes, 2003, p. 138; Urquhart & Weir, 

1998, p. 301) is omitted. The expeditious reading tests of IELTS, CET, and TEM do 

not include items to assess this skimming construct either. Hence, results of these tests 

do not provide information about learners’ ability in this part. It is thus a sub-construct 

the present study will assess in the expeditious reading test.   

The Negligence of Expeditious Reading in Testing 

    The above four standardized tests are the rare minority in the field of testing 

where expeditious reading is overlooked (Hughes, 2003; Urquhart and Weir, 1998). 
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Since the constructs of skimming, search reading, and scanning are omitted, results of 

reading tests fail to adequately delineate learners’ reading ability (Spolsky, 1995; 

Weir, 1993). In addition, inadequate constructs may lead to the negative washback 

that teachers ignore the instruction and training of important reading skills not 

included in the test (Alderson & Bachman, 2000; Hsu, 2004; Hughes, 2003; Weir et al, 

2000). Thus it is afraid that students do not possess the ability to quickly extract the 

desired information from a text. Moreover, students may become inefficient readers 

who always conduct non-selective reading in regardless of reading purposes (Spache 

& Berg, 1984).  

The two college entrance examinations in Taiwan, GSAT and AST, do not 

address expeditious reading assessment either. This can incur the backwash effect that 

Taiwanese senior high school students are seldom instructed to employ expeditious 

reading strategies to quickly grasp the gist and structure or quickly locate a 

predetermined target in a text. The present study attempts to investigate if Taiwanese 

senior high school students are able to perform expeditious reading with limited 

instruction, what strategies they use, and what difficulties they have while conduct 

expeditious reading.  
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CHAPTER 3 

Methodology 

This chapter contains three sections. The first section gives explanation on 

the selection and grouping of the participants. The second introduces the types of the 

instruments used to find out the participants’ expeditious reading competence, 

strategy use, and difficulties. The principles of constructing an expeditious reading 

test at EFL senior high school level are also proposed in this section. The last section 

describes the procedures of data collection and data analysis.  

Participants 

The participants of the present study were 54 Taiwanese students from two 

senior classes in a senior high school in Taipei. The school ranked intermediate level 

among Taipei’s senior high schools. Its classes were formed by students with English 

proficiency levels of a normal distribution. Thus the selected participants can 

represent the current research’s target population: Taiwanese senior high school 

students in general.  

The 54 participants were categorized into the high, mid, and low proficiency 

groups based on their scores in GSAT
1
, the standardized test that all seniors had taken 

to measure their English proficiency. As the result of the grouping procedure, there 

were 19 students in the high proficiency group, 23 in mid, and 12 in the low 

proficiency group. Although the number of participants in each group was not 

identical, three groups were still statistically comparable because the result of 

homogeneity of variance test was insignificant (.066), which meant that the numbers 

of members in the three groups were statistically homogenous. The purpose of 

grouping was to investigate if expeditious reading competence, strategy use, or 

                                                      
1
 Students with the scaled score of or above band 13 belong to the high proficiency group. The 

students with the score of or below band 9 are the low proficiency group. Those with the score between 

band 12 and band 10 are mid proficiency group. 
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difficulties varied among students of different proficiency levels.  

Instruments 

There were four instruments in the current study. The first two were two test 

papers designed independently for careful reading and expeditious reading. They were 

used to compare the participants’ careful reading and expeditious reading 

performance. The third was an expeditious reading mock test, used as a practice 

before the formal expeditious reading test. The last one was a questionnaire to 

investigate the participants’ strategy use and difficulties in the expeditious reading 

test.  

Careful Reading Test 

The present study used the College Entrance Examination Center’s (CEEC) 

published tests to measure the participants’ careful reading competence, because 

CEEC has been testing careful reading in the section of Reading Comprehension for 

decades and has developed complete and solid specifications and test items. Despite 

the fact that CEEC administers two levels of college entrance examinations (the basic 

GSAT and the advanced AST), all the texts and items of the careful reading test in the 

present study were at the GSAT level. The purpose of this design was to evaluate the 

basic reading ability generally required for senior high school students in Taiwan. 

To avoid the possibility that the participants had practiced the tests before, only 

the texts and items issued before 2007 were selected to the current study. Then the 

chosen texts and items were submitted to two experts for judgment. Both of them 

agreed that the chosen texts and items are appropriate for assessing Taiwanese senior 

high school students’ careful reading ability. 

The following five sections respectively specify the constructs, test items, 

reading texts, text readability, and test processing in the careful reading test of the 

current study. The finalized careful reading test is presented in APPRENDIX A.  
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Constructs. The items selected to test careful reading competence encompassed 

six constructs GSAT specifies for careful reading comprehension: (1) to get the main 

idea of a text, (2) to identify the purpose or the intention of a text, (3) to comprehend 

the relationship between a main idea and its details, (4) to get the relationships among 

details, (5) to make proper inference or judgment, and (6) to guess the meaning of 

unknown words from the context. 

The weighting of each construct in the careful reading test of the current study 

was similar to that of GSAT
2
. The construct of “get the main idea of a text” received 

20% of the total test items, while “to identify the purpose or the intention of a text” 

gets 6.7%. Concerning two constructs related to details, both “establish the 

relationship between the main idea of a paragraph and its details” and “get the 

relationships among details” comprised 26.7% of the total items. As for the last two 

constructs, “make proper inference or judgment” was allocated with 13.2% of the 

total items, and “guess the meaning of unknown words from the context” with 6.7%.  

Items. To elicit evidence of careful reading comprehension, GSAT as well as the 

present careful reading test adopted the multiple choice questions (MCQ) as the item 

type, in which test takers had to choose a correct option among three other distractors 

to answer the question. MCQ is widely adopted in large scale high-stake tests for its 

advantage of objective and fast scoring.  

The number of items in the careful reading test of the present research was the 

same as the number in the reading comprehension section of college entrance 

examinations. The number of items in GSAT and AST was around 15 (from 2002 to 

2004) to 16 (after 2004). Three to four items, along with a passage, formed a question 

set. Each question set in the careful reading test of the present research had three to 

                                                      
2
 According to the test analysis of GSAT, constructs related to comprehending details received the 

heaviest weighting, followed by constructs relevant to grasping text gist and making inference. 
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four questions, and the total item number was 15, the amount that the subjects were 

familiar with.  

The ratio of the four difficulty levels for test items in the careful reading test was 

consistent with the ideal ratio adopted by AST—10% for easy items, 40% for easy to 

intermediate, 40% for intermediate to difficult, and 10% for difficult items (Yin, 

2005). Unlike the ideal ratio of GSAT
3
, the ratio of AST includes difficult items and is 

intended to discriminate different proficiency levels. It helped the present study 

investigated the differences of expeditious reading performance by different 

proficiency groups. The finalized ratio of four difficulty levels in our careful reading 

test was easy 7%, intermediate to easy 53%, intermediate to hard 33%, and hard 7%
4
. 

The ratio was close to the ideal ratio proposed for AST. 

Reading Texts. There were four passages in the careful reading test of the present 

study. The number was identical to that in college entrance examinations. The amount 

was suitable for the test takers since they were used to reading four passages at a time 

in class practice activities. 

The source of the texts was the reading comprehension section of CEEC’s 

college entrance examination. The first passage was from 2006 AST, the second and 

the third from 2003 GSAT, and the fourth from 2005 GSAT. Even though the first 

passage was taken from AST, its text characteristics (length, readability, and 

vocabulary range) conformed to the level of the texts in GSAT. Additionally, these 

four passages were chosen from the college entrance examinations before 2007. That 

was more than five years from now, so the students were less likely to have read any 

                                                      
3
 The ideal ratio of four difficult levels in GSAT was 30% for easy items, 40% for easy to intermediate, 

30% for intermediate to difficult, and 0% for difficult items (Yin, 2005).  
4
 Among the 15 items in the careful reading test of the present research, there was one item (No. 4) at 

the easy difficulty level, seven items (No. 1, No.2, No. 5, No. 6, No. 8, No. 12, and No. 13) at the 

intermediate to easy level, six items (No. 3, No. 7, No. 10, No. 11, No. 14, and No. 15) at the 

intermediate to hard level, and one item (No. 9) at the level of hard.  
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of them before taking the careful reading test.  

The four passages covered different topics. The first passage explained the 

packing culture of Japan. The second one introduced the history of magic. The third 

passage was about the power of fashion on youth, and the last one described red fire 

ants. From culture, history, life to nature, none of them overlapped with each other. 

This was to echo GSAT’s call that tests should encourage students to read extensively 

on a wide range of topics in their daily life.  

By the same token, GSAT emphasizes the variety of text styles. The selected text 

styles included exposition and description, the most common and frequent text styles 

in reading comprehension. It should be noted that some texts incorporated more than 

one text style, such as providing additional explanation as exposition while describing 

a thing. Nevertheless, the text style was the type that could define the major part of a 

text.  

The length of texts used in the careful reading test of the present research 

conformed to the standard specified in GSAT, in which students should be able to read 

and comprehend texts with a length of 150 to 250 words. The length of the first 

passage was 227 words, the second passage was 222 words long, the third one 225 

words, and the fourth one had 247 words. The average text length was 230 words, 

which fell perfectly in the range of 150 to 250 words.  

Text Readability. The first indicator of readability was the grade that suggested 

the difficulty level of the length and complexity of the sentences in a text. The current 

study set the readability of careful reading texts at Grade 9, the same as the average 

readability of all GSAT texts issued in recent five year. In the present careful reading 

test, the readability of the first passage was Grade 9.9, the second Grade 7.9, the third 

Grade 10.3, and the fourth one Grade 8.9. The average was Grade 9.25, nearly 

identical to that in the GSAT. Therefore, the participants will not find sentences too 
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long or complex to understand.  

Another factor that affected readability was the words used in a text (Brown, 

2007). GSAT regulates that its texts should be mainly composed of the most frequent 

4500 words. That is the range from level one to level four of six vocabulary levels 

(7000 words) proposed in the senior high school curriculum. In other words, words 

that exceeded level four were considered difficult words for the students. In the 

present careful reading test, six out of 227 words (2.6%) were words above level four 

in the first passage, five out of 222 words (2.2%) in the second passage, ten out of 225 

words (4.4%) in the third passage, and twelve out of 247 words (4.8%) in the last 

passage. By average, there were only 3.5% words above level four in each passage. 

Thus the selected texts were not too difficult for the participants.  

Processing. The processing speed required for the careful reading test of the 

current study was 44 words per minute (wpm). The present research measured the 

speed by deducting the time for composition writing (30 minutes) from the total time 

limit (100 minutes), and dividing the remained time for reading by the total word 

count in a test. The calculation with GSAT tests in recent five year showed that 

students needed to read at least 44 to 45 wpm in order to finish a test within the time 

limit.  

Then the test time was decided by dividing the word count in the current careful 

reading test by the estimated speed. Since the total word count was 1323 words in the 

test, divided by the specified careful reading speed, 44 wpm, the participants were 

given 30 minutes to finish the test. The instructions of the time limit, item type, and 

item amount were given on the cover page. 

Expeditious Reading Test 

Since there was no published expeditious reading test at EFL senior high school 

level, the present research needed to design one. The test construction was based on 
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relevant literature and consulted specifications and released expeditious reading tests. 

To begin with, the current study designed six texts along with their question sets. 

They were then submitted to two testing experts, who chose four texts and their 

question sets for the finalized expeditious reading test. Reviewed by the experts, the 

current expeditious reading test was considered appropriate for assessing Taiwanese 

senior high school students’ expeditious reading competence. Afterwards, the test was 

proofread by two TESOL major graduates to ensure that there was no spelling error 

and problematic questions.  

The following five sections respectively addresses the principles or procedures to 

specify the constructs, test items, reading texts, text readability, and test processing of 

the expeditious reading test used in the present research. APPENDIX B is the 

finalized expeditious reading test. 

Constructs. There were five constructs in the expeditious reading test of the 

present research. These expeditious reading constructs were grounded on Hughes 

(2003) and Urquhart and Weir (1998), because the constructs specified in their books 

were the most comprehensive and well-classified. According to them, the three main 

constructs of expeditious reading were skimming, search reading, and scanning. 

Skimming can be further divided into three sub-constructs: skim for gist, skim for 

structure, and skim for relevance. As for search reading, it was the construct or the 

ability to search for text structural information, such as cause-effect or sequence of 

events. The last expeditious reading construct was the ability to scan for specific 

symbols, including both words and numbers. 

The present research gave different constructs different weighting according to 

their complexity and required effort. Weir (1993) suggested that skimming should 

receive heavier weighting than search reading and scanning because it required 

reading larger scope of text and utilizing formal knowledge. Search reading should be 
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weighted heavier than scanning, because it demanded efforts like looking for 

paraphrased synonyms, rather than mere matching of words. In the expeditious 

reading test of current study, skimming received the highest weighting 40% (6 items), 

followed by search reading 33% (5 items), and then scanning the least 27% (4 items).
5
  

Test Items. The item type that the current study used to measure the participants’ 

expeditious reading competence was multiple choice question (MCQ), including a 

subtype called multiple matching for the construct of skim for structure
6
. The MCQ 

can measure reading comprehension while avoiding contamination from writing 

ability. In other words, the score was not influenced by a test taker’s written responses. 

Besides, since there was only one correct answer in MCQ, the scoring was objective 

that no personal judgment of scorers involves (Nuttal, 1985). Furthermore, many 

standardized tests such as IELTS, TEM, and GEPT have adopted MCQ for 

expeditious reading assessment, which provided further support that MCQ was a valid 

and reliable item type. Last, MCQ was familiar to the participants, so they were not 

intimidated or hindered from conducting expeditious reading for spending extra time 

on figuring out how to answer (Weir, 1993).  

The total item number of the expeditious reading test was 15, with 3 to 4 items as 

a question set for a text. The number was exactly the same as that in the careful 

reading test of the present research. The purpose was to make statistical comparison 

of the scores on these two types of reading tests possible. 

Concerning the sequence of items in a question set, Weir et al. (2000) suggested 

that the skimming item should precede that of search reading and scanning. This order 

was consistent with the authentic expeditious reading process; skim first to know what 

                                                      
5
 Six skimming items were question No. 1 (skim for gist), No. 8 (Skim for relevance), and No. 12 to 

No. 15 (Skim for structure). Five items of search reading were question No. 3, No. 6, No. 7, No. 10, 

and No. 11. Four scanning items were question No. 2, No. 4, No. 5, and No. 9. 
6
 In multiple matching, students matched topic sentences to their correspondent paragraphs. There was 

one additional option as distractor. It can avoid the situation of one final choice. 
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a text is about, and find information of the interest from it. This sequence might also 

have a positive backwash effect on language learning since learners were guided by 

the questions to achieve a complete expeditious reading task on a text. 

Finally, the test items of expeditious reading were given before texts, as GEPT 

and TEM do. The format was different from the tradition of a careful reading test, in 

which a text is placed before the question. When placed before a text, the questions 

can guide students to read with purposes (Weir et al, 2000). Thus greater authenticity 

was achieved (Alderson & Bachman, 2000). There were instructions before the 

question sets to inform the participants of this sequence.  

Reading texts. Like the careful reading test, the present expeditious reading test 

included four texts. The same text number would make the performance of careful 

reading and expeditious reading statistically comparable. Additionally, the test takers’ 

fatigue was not a concern since they are familiar with finishing four texts in a single 

reading test. The sources were authentic materials
7
, which were adapted to meet 

specifications of the current expeditious reading test, such as text readability and 

length. During the adaption process, the researcher preserved text characteristics of 

the original materials like organization, style, and format.  

Texts of different genres were used in the current expeditious reading test. The 

first passage was a manual, the second a book notice, the third an exposition of cause 

and effect, and the fourth was a story or a description. In addition, the selected genre 

types, especially manual, causative, and description, were considered frequently read 

expeditiously (Brown, 2007; Spache & Berg, 1984; Urquhart & Weir, 1998; Weir, 

1993), because their structures were overt or explicit and hence made expeditious 

                                                      
7
 The source of the first passage was “Northeastern University Study Abroad Manual: Spring 2013.” 

The second passage was combined of the texts from “FreeBookNotes” and 2004 GSAT. The third 

passage was the article from Sadlier Oxford’s “Grammar for Writing, Level Yellow (Grade 8).” The last 

passage was adapted from a text in “More Reading Power: Part Four—Reading Faster.” 
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reading possible (De Leeuw & de Leeuw, 1965).  

The topics of the texts in the present expeditious reading test were of variety too. 

The first text was a manual about study abroad. The second one was a book notice 

which introduced content of six different books briefly. The third text discussed the 

cause and effect of a natural disaster. The last passage talked about the history of 

Hawaiians. These topics were familiar to the participants so they could quickly 

comprehend the content (Nation, 2005; Nuttal, 1985; Weir et al, 2000), but the details 

were not known to them so they could not answer the questions without reading the 

texts. 

The length of expeditious reading texts was around 500 words, two times longer 

than careful reading texts. The first passage contained 584 words, the second 544 

words, the third 485 words, and the last one was 394 words. The average length was 

502 words long. Long texts, along with stricter time constraint, were to propel 

students to read in a selective way (Nuttall, 1996). In particular, long texts with overt 

structure of introduction, topic sentences, and conclusion were suitable for 

expeditious reading (Weir et al., 2000). Last, the text length of 500 words did not 

exceed the usual length of textbook texts, around 600 to 700 words. Thus the 

participants would not feel intimidated by the text length. 

Text Readability. The readability of four texts in the present expeditious reading 

test was set at Grade 7 to Grade 8, one to two grades easier than the careful reading 

texts. According to previous studies (Nuttal, 1985; Spache & Berg, 1984; Weir et al, 

2000), the texts for expeditious reading should be less difficult than those for careful 

reading or in textbooks so that students could read faster and quickly find the needed 

information. In addition, two expeditious reading texts were easier (Grade 7) and the 
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other two were more difficulty (Grade 8)
8
, so the present expeditious reading test was 

more effective to discriminate students of different reading proficiency. 

Most words used in the texts of the expeditious reading test were mainly 

composed of the most frequent 3000 to 4000 words on the core 7000 senior high 

school vocabulary list. They were one to two levels easier than vocabulary in GSAT’s 

careful reading texts, mainly composed of the most frequent 4500 words. Thus the 

participants could read faster without frequent stops to infer unknown words. 

According to CET’s specifications, there could be no more than 3% words beyond the 

targeted vocabulary level in a selected text
9
.  

Processing. Since neither the curriculum nor examinations at high school level in 

Taiwan address the expeditious reading, the present study relied on reference to 

decide the processing speed. The present search thus adopted the expeditious reading 

speed—70 to 80 wpm—proposed in the senior high school English curriculum of 

Mainland China. China’s curriculum was taken as reference, because both China and 

Taiwan are EFL context and students are with similar L1 background and at the same 

secondary education level. Since the reading was selective and the texts were easier, 

the processing speed of expeditious reading was faster than that of careful reading, 

which was set at 45 wpm in the current study. Furthermore, the specified expeditious 

reading speed (70 to 80 wpm) was a range, because the degree of selectivity varied 

from one construct to another (Heaton, 1988). For example, the processing speed of 

scanning was faster than that of skimming since readers can ignore most of the text in 

scanning.  

                                                      
8
 The first and the fourth expeditious reading texts, whose readability were Grade 7.1 and Grade 7.0 

respectively, were the easier ones, while the second and the third one were more difficult, whose 

readability were both Grade 8.1. The average readability of the four expeditious reading texts was 

Grade 7.5.  
9
 None of the four texts in the present expeditious reading test violated the principle of using the most 

frequent 3000 to 4000 words. There were only 2.2% words beyond the targeted vocabulary level in the 

first passage, 2.9% in the second, 1.4% in the third, and 2% in the last. 
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The predetermined expeditious reading speed, 70 to 80 wpm, was used to 

calculate the time limit of the present expeditious reading test. The entire expeditious 

reading test had 2264 words. Divided by the average of 75 wpm, 2264 words required 

at least 30 minutes for the expeditious reading test. There were instructions informing 

the participants of the time limit, item types, and item numbers on the cover page.  

Expeditious Reading Mock Test 

Before taking the formal expeditious reading test, the participants were given an 

expeditious reading mock test as the practice. The purpose was to familiarize the 

students with the peculiar test format, instructions, item types, and time constraint of 

the expeditious reading. The participants’ attention was first drawn to the fact that the 

questions in the expeditious reading test were given before the texts. Test takers were 

also reminded to read the questions first. 

The expeditious reading mock test was shorter than the formal one. It contained 

only two question sets and two passages (APPENDIX C). The primary goal was to 

have participants practice how to answer the question that tested the construct of 

skimming for relevance, as “This article would be of most interest to readers who 

look for information about________.,” and the questions that tested the construct of 

skimming for structure, which were in the multiple matching format. These two 

passages were originally the backup texts, so the predetermined specifications such as 

text readability and text length also applied. Furthermore, with only 15 minutes to 

finish the mock test, the participants were instructed to process the texts at the speed 

of 70 to 80 wpm, so they were made more aware of and familiar with how fast or 

selective they should read in an expeditious reading test.  

Expeditious Reading Questionnaire 

The questionnaire was designed to investigate the strategies used by the 

participants and to identify the difficulties they encountered while taking the 
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expeditious reading test. Most items were taken from the questionnaires used in 

previous research and were adapted for the need of the present research. The 

questionnaire was examined by two experts to ensure the clarity of wording and the 

validity of items to elicit the information on strategy use and reading difficulties. The 

finalized version is given in APPENDIX D. The following are explanations on three 

sections of the expeditious reading questionnaire.  

Basic Personal Information. This section collected personal information of the 

participants such as names and school ID numbers. Besides, the participants were 

asked to provide their scaled scores on GSAT, the basis on which the present research 

grouped them into high, mid, or low proficiency group.  

Reading Strategies. This section surveyed on the strategies students used when 

conducting expeditious reading. It also collected information on the preferred 

strategies of different proficiency groups. There were a total of 15 items on the 

questionnaire. The amount of items was strictly controlled, so that participants would 

not lose their patience in checking items. The first 11 items were strategies that were 

found to be performed by readers when they skim, search read, and scan a text. The 

last 4 items were the careful reading strategies. The purpose was to inspect if students 

still addressed expeditious reading with a careful reading manner. There was also one 

open-ended item inquiring strategies not listed on the questionnaire. Specific items 

and their categories can be found in APPENDIX E. 

Regarding the frequency of strategy use, the current study adopted a five-level 

scale—nearly never, seldom, sometimes, usually, and always. It was presumed to be 

much specific than a scale of four frequency levels, which does not allow the 

participants to choose the neutral response.  

As for the instruction on the questionnaire, it informed the participants of the 

purpose and reminded them to reply based on the real situation, rather than the 
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supposedly ideal way. Furthermore, to help students recall the real situation of their 

expeditious reading, the researcher had them keep test sheets at hand while doing the 

questionnaires.  

Reading Difficulty. The purposes of this section were to identify the difficulties 

students encountered while reading expeditiously, and to see if students with different 

proficiency had different difficulties. There were six items of reading difficulties, 

including strict time constraint, long text length, unfamiliar text topics, difficult 

vocabulary, sentences, or question wording. The former five were borrowed from the 

previous research about reading difficulties. The sixth one was created by the 

researcher to check if questions or options in the test were written in simple language 

that did not exceed the predetermined vocabulary range. In addition, there were 

open-ended items that further collected difficulties not included in the previous items. 

Students were also asked to indicate the easiest and the hardest test items and their 

reasons. This design was to discover why EFL leaners found certain items to be easy 

or difficult. Specific items of expeditious reading difficulties are presented in 

APPENDIX F. 

Unlike the scale of five frequency levels used in the strategy section, the way to 

respond difficulty section was checking items. If students did not have that difficulty, 

they simply left the item unchecked. Last, the participants were allowed to check 

more than one item since they may face several difficulties at the same time.  

As for the instruction, the participants were informed of the purpose of this 

section. The response manner of checking multiple items was especially noted since it 

was different from the scale design in the strategy section. Besides, the students were 

also aided by the test sheets at hand to recall the difficulties they had while taking the 

expeditious reading test.  
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Procedure 

The procedures of data collection and data analysis are explained in this section. 

The former describes how research instruments were applied to collect data. The 

second explains how the collected data was analyzed to answer the research 

questions. 

Data collection 

The test results were collected in two days. The purpose was to separate the 

assessment of careful reading and expeditious reading. This design can lower the 

possibility of causing fatigue to the participants.  

In the first day, the participants were given 30 minutes to complete the careful 

reading test. It was given before the expeditious reading test because the participants 

were more familiar with the item types and format. After a five-minute break, the 

participants were given a 15-minute expeditious reading mock test. During this period, 

the researcher did not teach the participants any expeditious reading strategy. The 

mock test simply gave them a chance to get familiar with the formal expeditious 

reading test. The reason why the mock test was practiced on the first day instead of 

the second was to avoid the fatigue the participants would have had if they had been 

required to take the two tests at the same time. Besides, this design gave the 

participants more time to reflect on the strategy use and processing speed in the mock 

test and then made adjustments if necessary.  

On the second day, the researcher first had the participants take the 30 minute 

expeditious reading test. After the test, the researcher retrieved answer sheets and 

distributed the questionnaire. The participants had 5 minutes to complete the 

questionnaire, with the aid of test sheets at hand for recall. When it was done, the 

researcher collected the answer sheets and the questionnaires back together.  
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Data analysis 

The test scores and the questionnaire responses were analyzed with inferential 

and descriptive statistics. The scores on careful reading and expeditious reading tests 

were compared with to examine if there were differences between the participants’ 

careful reading and expeditious reading competence, and to examine if different 

proficiency groups performed expeditious reading in different ways. In addition, the 

researcher also made comparison of the participants’ performance items of skimming, 

search reading, and scanning to investigate how participants responded to different 

tasks of expeditious reading. 

As for the questionnaire on the strategies, the frequencies of strategies were 

counted to find out if the participants addressed the expeditious reading tasks with 

expeditious strategies or careful reading strategies. Besides, the frequencies of 

strategies in each proficiency group were counted to see if participants of different 

proficiency levels preferred different reading strategies. 

Last, the second part of the questionnaire on the difficulties, the answer options 

were ranked from the most frequent one to the least to investigate what were the 

major problems the participants experienced. The researcher also calculated the 

percentage of people checked an option in different proficiency groups to find out if 

the same problem would cause different degrees of difficulty to the participants of 

different proficiency levels. As for the open-ended items, the participants’ written 

responses were transcribed and categorized to explore why certain expeditious 

reading tasks were particularly easy or difficult to them.  
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CHAPTER 4 

Results and Discussions 

    This chapter presents the results of data analysis on test performances and 

questionnaire responses. The first section focuses on statistical comparison and 

discussion of the participant’s performances on the careful reading test and the 

expeditious reading test. It also presents the comparison and discussion of their 

performances on the three major expeditious reading constructs. In addition, the 

reading performances by different proficiency groups are presented and discussed. 

The second section proposes and discusses the frequency of reading strategies used in 

the expeditious reading test. The strategies used by different proficiency groups are 

also presented. The last section focuses on the reading difficulties in the expeditious 

reading test. The difficulties experienced by different proficiency groups are also 

discussed. 

Reading Performance 

    This section first presents and discusses the result of the statistical comparison 

between the participant’s careful reading performance and expeditious reading 

performance. In addition, the comparison among their performances on the three 

major expeditious reading constructs is proposed. Last, this section presents the 

comparison of reading performances by different proficiency groups.  

Performances on Careful Reading Test and Expeditious Reading Test 

    To compare the students’ careful reading and expeditious reading performances, 

the researcher first calculated the scores that the 45 participants obtained in the 

expeditious reading test and the careful reading test. Both tests contained 15 items. 

Each item counted for one point, so the full mark of each test was 15. The preliminary 

descriptive statistics showed that the average of the scores that the participants got on 

the careful reading test was 11. 31, and the average on the expeditious reading test 
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was 11. 96. The student’s performance on the expeditious reading test was slightly 

higher than that on the careful reading test. 

    To know if the participants’ expeditious reading performance was significantly 

higher than the careful reading performance, the researcher used SPSS, a statistical 

software, to conduct a two-way ANOVA (repeated measure with one within-subject 

independent variable and one between-subject independent variable
10

) on the scores 

of the two reading tests. The result showed that there was a marginally significant 

difference between the students’ expeditious reading performance and the careful 

reading performance (F(1, 51) = 3.241, p = .078), and a significant difference among 

the performances by students of different proficiency levels (f(2, 51) = 12.777, p 

< .01). Besides, there was no interaction effect between the two independent variables 

(F(2, 51) = .950, p = . 394). It was unexpected that the students’ expeditious reading 

performance was marginally higher than their careful reading performance, because 

the expeditious reading was less instructed and practiced in the senior high school 

English classes. 

    To provide a possible explanation, the researcher inspected if genre types had an 

effect on learners’ test performance, as Shohamy (1984) and Paul et al. (2001) 

suggested. The texts in the careful reading were two expositions and two descriptions, 

but those in the expeditious reading test included an exposition, a description, a 

manual, and a book notice. The manual and book notice were used in the expeditious 

reading test because readers frequently perform skimming, search reading, and 

scanning on these materials in real life (Spache & Berg, 1984; Urquhart & Weir, 

1998). The genre types differed significantly from the exposition and description in 

terms of the text structure. The difference can lead to significant variance in test 

                                                      
10

 The within-subject independent variable referred to the type of reading test, and the between-subject 

independent variable was the language proficiency.  
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scores. 

To examine the effect of genre types on reading performance, the researcher 

divided the four texts in the expeditious reading test into two categories. The first two 

texts (manual and book notice) formed one and the last two (exposition and 

description) the other. The participants’ scores on these two categories of expeditious 

reading texts were compared with the scores on two careful reading texts
11

 

(exposition and description). The results of two-way ANOVA (repeated measure with 

one within-subject independent variable and one between-subject independent 

variable
12

) showed that the participant’s performance on the manual and book notice 

in the expeditious reading test was significantly higher than their performance on the 

exposition and description in the careful reading test (f(1, 50) = 10.790, p < .01), and 

there was a significant difference among performances by students of different 

proficiency level (f(2, 50) = 19.694, p < .01). Besides, there was no interaction effect 

between two independent variables (f(2, 50) = .240, p = .915). In contrast, the 

participant’s performance on the exposition and description in the expeditious reading 

test did not significantly differ from their performance on the exposition and 

description in the careful reading test (f(1, 50) = .235, p = .949). In short, the reason 

why the students’ expeditious reading performance was marginally higher than their 

careful reading performance might be the good performances on the first two 

expeditious reading texts: the manual and book notice.  

The students can quickly extract the desired information in the manual and book 

notice because the messages were well-categorized into distinct sections, and each 

section was introduced with a subtitle in boldface (De Leeuw & de Leeuw, 1965). 

                                                      
11

 The selected careful reading passages were the first and the last passage in the careful reading test 

because these two passages’ items encompassed all six constructs of careful reading and thus may be 

representative of the careful reading test performance. 
12

 The within-subject independent variable referred to the type of text, and the between-subject 

independent variable was the language proficiency. 
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These features were pointed out by 25 students in the questionnaire survey as the 

reason why the items in the manual and book notice were easy to attain (see 

APPEDNIX G, Quote 1). On the other hand, the exposition and description in the 

expeditious reading test were composed of continuous paragraphs. Although the 

messages addressed in each paragraph were introduced by the topic sentence, the 

questionnaire survey showed that the students were not frequent to utilize the topic 

sentences to locate the desired information. They, instead, went over the paragraphs 

one by one to find the answers in the exposition and description. This was similar to 

the way they approached the exposition and description in the careful reading test. 

Therefore, the students’ reading performance on the exposition and description in the 

two reading tests were not significantly different. 

    Aside from genre types, items also had a profound effect on the test performance 

(Anderson & Bachman, 200). The participants’ test scores on the expeditious reading 

test were higher because its items required less effort or scope of reading 

comprehension and thus were easier to address. Twelve students mentioned in the 

questionnaire survey that the item of skimming for gist can be achieved through 

reading only the subtitles of a text (see APPEDNIX G, Quote 2). In addition, 30 

students expressed that the items of search reading and scanning can be quickly 

attained through matching the same or similar words in the stems with those in the 

texts (see APPEDNIX G, Quote 3). On the other hand, the items in the careful reading 

test required greater effort or scope of reading comprehension. The item of identifying 

the relationship between a main idea and its details can be done only by intensive 

reading on an entire paragraph (Urquhart & Weir, 1998). Additionally, the item of 

guessing the meaning of unknown words demanded readers of adequate 

comprehension on 95 percent of the words in the context (Laufer, 1989; Liu & Nation, 

1985). It was thus more challenging for the participants to reach better performance 
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on the careful reading items. 

Performances on Three Major Expeditious Reading Constructs 

    To compare the participants’ performance on the three major expeditious reading 

constructs, the researcher first calculated the scores they obtained on the items of 

skimming, search reading, and scanning. Since there were 6 items for skimming, 5 for 

search reading, and 4 for scanning, the full marks on the three constructs were 6, 5, 

and 4 respectively. The participants’ raw full marks on skimming, search reading, and 

scanning were transformed onto an identical scale with a full mark of 100 for each 

construct. The researcher calculated the averages of the transformed scores that the 

participants got on each construct. The preliminary descriptive statistics showed that 

the participants’ scanning performance was the highest (with the average of 92.59), 

followed by search reading performance (84.44). The performance on skimming was 

the lowest (68.83). 

Then the researcher used SPSS to conduct a two-way ANOVA (repeated measure 

with one within-subject independent variable and one between-subject independent 

variable
13

) on the transformed scores that each participant achieved on skimming, 

search reading, and scanning. The result showed that there was a significant 

difference among the performances of the three expeditious reading constructs (F(2, 

102) = 26.539, p < .01), and a significant difference among the performances by 

students of different proficient levels (F(2, 51) = 6.003, p < .01). Besides, there was 

no interaction effect between the two independent variables (F(4, 104) = .240, p 

= .915). A further post hoc multiple comparison test testified that the participants’ 

scanning performance was significantly higher than the search reading and skimming 

performances (p < .01), and their search reading performance was also significantly 

                                                      
13

 The within-subject independent variable referred to the type of construct, and the between-subject 

independent variable was the language proficiency.  
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higher than the skimming performance (p < .01).  

    The finding can be explained with the difference in construct complexity. The 

performance on scanning was the highest because scanning was relatively simple. The 

answer to a scanning question was found in a single sentence (Davey & Lasasso, 1984) 

and can be located with mere matching of words or numbers, as 24 students proposed 

in the questionnaire responses (see APPEDNIX G, Quote 4). On the other hand, the 

answer to a search reading question sometimes covered more than one sentence in the 

text. Besides, locating the answer required extra effort of identifying synonymous 

words or phrases (Bensoussan et al., 1984). The performance on skimming was the 

lowest because skimming was the most complex construct. The main ideas needed to 

answer a skimming question had to be located with the use of formal knowledge and 

then were combined across sentences to grasp the gist or macrostructure of a text 

(Davey & Lasasso, 1984; Urquhart & Weir, 1998). This factor was pointed out by 11 

participants in the questionnaire responses as the reason why the items of skimming 

were especially difficult (see APPEDNIX G, Quote 5). Moreover, Alderson and 

Bachman (2000) proposed that test-takers’ attention was mostly on understanding 

facts and details when required to read in an extrinsically motived test-taking context. 

Thus the skimming items, which assessed the comprehension of main ideas, were 

performed less satisfactorily by the students. 

    The familiarity of the item type was another factor that caused the skimming 

performance to be lower. Four out of six skimming items were presented in the item 

type of multiple matching. According to the questionnaire responses by 10 

participants, the item type caused extra difficulty for skimming because they were 

seldom trained to practice it and found themselves less capable of finding textual and 

contextual clues to match topic sentences with correspondent paragraphs (see 

APPEDNIX G, Quote 6). 
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In addition, the genre type can be a decisive factor that led to the higher search 

reading and scanning performance. Most items of search reading and scanning were 

contained in the manual and book notice. The previous statistical analysis had shown 

that the participants’ reading performance on those two genres was significantly 

higher. It was because their clear layout or distinct sections were useful aids in 

extracting information, as acknowledged by the 25 students in the questionnaire 

responses (see APPEDNIX G, Quote 1).  

Last, the strategy use can affect the students’ performance on the three 

expeditious reading contracts (Alderson, 1984). According to the questionnaire survey, 

the students were comparatively more frequent to employ the strategies related to 

attaining search reading and scanning tasks, such as matching the same or similar 

words in the questions with those in the texts. Thus they performed better on search 

reading and scanning. On the other hand, the strategies that aid with achieving 

skimming tasks like reading the topic and concluding sentences were less frequently 

adopted. Hence, the students’ skimming performance was lower. 

Performances by Different Proficiency Groups 

    To compare the expeditious reading performance by students of different 

proficiency levels, the researcher first calculated the average of expeditious reading 

scores in each proficiency group. The preliminary descriptive statistics showed that 

the average of the high proficiency groups’ expeditious reading performance (13.211) 

was higher that of the mid proficiency group (11.913). The average of the mid 

proficiency group’s expeditious reading performance was also higher than that of the 

low proficiency group (10.75).  

    In order to know if there was a significant difference among the three proficiency 

groups’ expeditious reading performances, SPSS was used to conduct a two-way 

ANOVA (repeated measure with one within-subject independent variable and one 
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between-subject independent variable
14

) on the participants’ test scores. The result 

showed that there was a significant difference among the three proficiency groups’ 

reading performances (f(2, 51) = 12.777, p < .01), and a marginally significant 

difference between the performances of two reading types (F(1, 51) = 3.241, p = .078). 

Besides, there was no interaction effect between the two independent variables (f(2, 

51) = .950, p = .394). A further post hoc multiple comparison test verified that the 

high proficiency group’s expeditious reading performance was significantly higher 

than the performances by the mid proficiency group (p <.05) and the low proficiency 

group (p < .01). The mid proficiency group’s expeditious reading performance was 

also significantly higher than the performance by the low proficiency group (p < .01).  

    As for the comparison of the three proficiency groups’ performances on the three 

major expeditious reading constructs, the researcher first calculated the averages of 

the transformed scores on skimming, search reading, and scanning in each proficiency 

group. The averages of each proficiency group’s performances on the three constructs 

were presented in the following Table 4. The preliminary descriptive statistics showed 

that the high proficiency groups’ performance on skimming, search reading, and 

scanning were higher than those of the mid and the low proficiency groups. The mid 

proficiency group’s performances on the three constructs were also higher than those 

of the low proficiency group.  

Table 4 

Different Proficiency Groups’ Averages on Expeditious Reading Constructs 

Construct       Group High Mid Low 

Skimming 73.68 68.12 62.50 

Search Reading 92.63 83.48 73.33 

Scanning 98.68 92.39 83.33 

                                                      
14

 The within-subject independent variable referred to the type of reading test, and the between-subject 

independent variable was the language proficiency.  
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   To know if there existed a significant difference among the three proficiency 

groups’ performances on the three major expeditious reading constructs, the 

researcher used SPSS to conduct a two-way ANOVA (repeated measure with one 

within-subject independent variable and one between-subject independent variable
15

) 

on the transformed scores that each participant achieved on skimming, search reading, 

and scanning. The result showed that there was a significant difference among the 

three proficiency groups’ reading performances (F(2, 51) = 6.003, p < .01), and a 

significant difference among performances of the three expeditious reading constructs 

(F(2, 102) = 26.539, p < .01). Besides, there was no interaction effect between the two 

independent variables (F(4, 102) = .240, p = .915). A further post hoc multiple 

comparison test proved that the high proficiency groups performances on skimming, 

search reading, and scanning were marginally higher than those of the mid 

proficiency groups (p = .066) and significantly higher than those of the low 

proficiency group (p > .01). The mid proficiency groups performances on skimming, 

search reading, and scanning were marginally higher than those of the low proficiency 

groups (p = .059).  

    The above findings of the comparison of reading performances by different 

proficiency groups were not surprising because the test performance was profoundly 

influenced by test-takers’ linguistic knowledge (Alderson & Bachman, 2000). The 

knowledge of vocabulary was especially critical because it is a major indicator of the 

reading performance (Chall, 1958). According to the questionnaire survey, the higher 

proficiency level students had less difficulty with understanding the words used in the 

expeditious reading texts. Thus their overall expeditious reading performance and the 

performance on skimming, search reading, and scanning were higher than those by 

                                                      
15

 The within-subject independent variable referred to the type of construct, and the between-subject 

independent variable was the language proficiency.  
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lower proficiency level students.  

In addition, the test performance was influenced by test-takers’ strategic 

knowledge (Block, 1992). The questionnaire survey showed that the high achievers 

employed expeditious reading strategies more frequently than the intermediate level 

students. The low achievers had the least frequency of use on expeditious reading 

strategies. Since strategy use was crucial for achieving reading tasks (Chiu, 1998; Lee, 

2003), more frequent use of the expeditious reading strategies by higher proficiency 

level students resulted in higher expeditious reading performance.  

Reading Strategy 

    This section presents and discusses the analysis on the questionnaire responses in 

the reading strategy section. The frequency of reading strategies the participants 

adopted is presented to find out their strategy use in the expeditious reading test and 

what expeditious reading strategies were more or less frequently applied. The 

student’s written responses to the open-ended item are also added to the discussion. In 

addition, the frequency of reading strategies in each proficiency group is proposed 

and discussed to see if students of different proficiency levels preferred to employ 

different strategies or had different rates of strategy use.  

Strategy Use in Expeditious Reading Test 

    To know the participants’ strategy use in the expeditious reading test, the 

researcher calculated the average frequency of each reading strategy. The frequency 

scale in the questionnaire had five levels: nearly never, seldom, sometimes, usually, 

and always. If a participant checked “nearly never” on the frequency scale of a 

strategy, that strategy was given 1 point. The level “seldom” counted for 2 points, 

“sometimes” for 3, “usually” for 4, and “always” for 5 points. The total points of a 

strategy were summed up based on all the participants’ responses and then were 

divided by the total number of the participants (54) to generate the average frequency 
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of a reading strategy. The higher the average, the more frequently a strategy was 

applied in the expeditious reading test. Table 5 ranks the fifteen reading strategies in 

the questionnaire according to their average frequency. The word in the parentheses 

following each strategy item indicates the category of the strategy. “(E)” is for 

expeditious reading strategies and “(C)” for careful reading strategies. There are 11 

expeditious reading strategies, and 4 careful reading strategies.  
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Table 5 

Average Frequency of Reading Strategies in the Expeditious Reading Test 

Rank Strategy Frequency 

1 I used typographical aids like boldface to identify key 

information. (E) 
4.35 

1 I carefully read the sentences where the target information 

was located. (E) 
4.35 

3 I searched for the same or similar words in the text that 

match the words in the question. (E) 

4.24 

4 I read questions first to set goals for finding the gist, a term, 

or a number. (E) 
4.04 

5 I glanced over the text or some paragraphs. (E) 4 

6 I read the title or subtitles first. (E) 3.82 

7 I noted the genre, length, and theme of a text first. (E) 3.46 

7 I tried to figure out the meaning of each unknown word from 

the clues of the context. (C) 
3.46 

9 I read the first sentence of a paragraph to decide if the 

desired information is in that paragraph. (E) 
3.22 

10 I read only the parts that contain the information relevant to 

the questions (E).  
3.19 

10 I went back and forth between the lines to make inference 

from details. (C) 
3.19 

12 I read the first paragraph and the last paragraph to grasp the 

main ideas of a text. (E) 
3.15 

13 I read the first sentence and the last sentence of a paragraph 

to grasp its main idea. (E) 
2.96 

14 I read the entire text carefully. (C) 2.91 

15 I tried to understand each sentence by analyzing its 

grammatical structure. (C) 
2.48 

Overall 3.52 

11 Expeditious Reading Strategies 3.71 

4 Careful Reading Strategies 3.01 

The result showed that the overall average frequency of fifteen reading strategies 

was 3.52, suggesting a moderate strategy use in the expeditious reading test. 

Furthermore, there appeared an oblivious difference between the overall average 
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frequency of expeditious reading strategies (3.71) and careful reading strategies (3.01). 

The students adopted the expeditious reading strategies more frequently than the 

careful reading strategies to approach expeditious reading tasks.  

The students most frequently employed the expeditious reading strategies related 

to performing the search reading or scanning tasks. These tasks were achieved 

through “searching for the same or similar words in the text that match the words in 

the question (4.24)” and “reading carefully the sentences where the desired 

information was located (4.35).” “Typographical aids like boldface (4.35)” were also 

used to facilitate the process. The frequent use of these strategies enabled the students 

to achieve higher test performance on search reading and scanning than on skimming. 

In addition, the students frequently read with purposes in the expeditious reading 

test. They usually “read questions first to set goals for finding the gist, a term, or a 

number (4.04)” before approaching a text. The frequent use of this strategy suggested 

that the instruction and the design to give questions before a text were effective to 

guide the students to read with purposes. It was also likely that they had developed 

this habit through extensive practice on reading tests to quickly finish the tasks at 

hand (Grabe & Stoller, 2002). In addition, the students oriented themselves to the 

purposes of reading a text by “glancing over the text (4),” reading only “the title or 

subtitles (3.82),” and “noting the genre, length or theme of the text (3.46).” 

However, the students relatively less frequently applied the strategies that aim at 

grasping the main ideas. They did not frequently “read the first sentence of a 

paragraph to decide if the desired information is in that paragraph (3.22).” They also 

did not frequently “read the first paragraph and the last paragraph (3.15)” or “the 

first sentence and the last sentence of a paragraph (2.96) to quickly get the gist or 

structure of a text. The mere moderate use of these strategies suggested that the 

students did not possess sufficient formal knowledge about where main ideas are 
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conventionally presented in an English text. 

Last, the students still appealed to some careful reading strategies in the 

expeditious reading test. They often “tried to figure out the meaning of each unknown 

word from the clues of the context (3.46).” They also “went back and forth between 

the lines to make inference from details (3.19).” The common use of these strategies 

suggested that the students were inclined to pay attention to words and details in the 

expeditious reading texts. Additionally, they sometimes “read only the parts that 

contain the information relevant to the questions (3.19),” but at other times “reading 

the entire text carefully (2.91).” This tendency suggested that the students did not 

necessarily read the texts selectively when conducting expeditious reading. The 

moderate use of these careful reading strategies in the expeditious reading test may 

result from the frequent practice of careful reading in daily English classes.  

Strategy Use by Different Proficiency Groups 

    To know the strategy use by students of different proficiency levels, the 

researcher calculated the average frequency of each reading strategy in the high, mid, 

and low proficiency groups respectively. The results are shown in the following Table 

6. The fifteen strategies are sequenced based on their frequency of use by all the 

participants, which are also listed in the table for reference. The “(E)” in the 

parentheses indicated that the item is an expeditious reading strategy, and the “C” the 

careful reading strategy. Table 6 also presents the overall average frequency of all 

reading strategies, 11 expeditious reading strategies, and 4 careful reading strategies 

in the three proficiency groups.  
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Table 6  

Average Frequency of Reading Strategies in Three Proficiency Groups 

Strategy                               Group All High Mid Low 

I used typographical aids like boldface to identify key 

information. (E) 
4.35 4.37 4.48 3.77 

I carefully read the sentences where the target 

information was located. (E) 
4.35 4.42 4.48 3.69 

I searched for the same or similar words in the text that 

match the words in the question. (E) 
4.24 4.32 4.22 3.85 

I read questions first to set goals for finding the gist, a 

term, or a number. (E) 
4.04 4.37 3.96 3.39 

I glanced over the text or some paragraphs. (E) 4 4.19 3.96 3.77 

I read the title or subtitles first. (E) 3.82 4.42 3.61 3 

I noted the genre, length, and theme of a text first. (E) 3.46 3.84 3.39 2.77 

I tried to figure out the meaning of each unknown 

word from the clues of the context. (C) 
3.46 3.47 3.61 2.92 

I read the first sentence of a paragraph to decide if the 

desired information is in that paragraph. (E) 
3.22 3.32 3.52 2.31 

I read only the parts that contain the information 

relevant to the questions (E).  
3.19 3.16 3.13 3.08 

I went back and forth between the lines to make 

inference from details. (C) 
3.19 3.26 3.09 3 

I read the first paragraph and the last paragraph to 

grasp the main ideas of a text. (E) 
3.15 3.42 3.22 2.39 

I read the first sentence and the last sentence of a 

paragraph to grasp its main idea. (E) 
2.96 3.16 3 2.39 

I read the entire text carefully. (C) 2.91 2.53 3.39 2.39 

I tried to understand each sentence by analyzing its 

grammatical structure. (C) 
2.48 2.63 2.52 2 

Overall 3.52 3.65 3.57 2.98 

11 Expeditious Reading Strategies 3.71 3.89 3.72 3.13 

4 Careful Reading Strategies 3.01 2.97 3.15 2.58 

The result showed that the overall average frequency of all reading strategies in 

the high proficiency group was the highest (3.65), followed by that in the mid 

proficiency group (3.57), and that in the low proficiency group was the lowest (2.98). 
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A further one-way ANOVA (with one between-subject independent variable
16

) 

testified that the frequencies of strategy use by students of different proficiency levels 

were significantly different (f(2, 42) = 5.439, p < .01). According to results of the post 

hoc multiple comparison test, the high proficiency level students adopted strategies 

significantly frequently than the low proficiency level students (p < .01), so did the 

mid proficiency level students (p < .05), but the frequencies of strategy use in the high 

and the mid proficiency groups were not significantly different (p = .921). In short, 

the high and the mid proficiency level students had more strategic knowledge than 

low proficiency level students, and thus they more frequently adopted strategies to 

approach reading tasks. In addition, the high proficiency group employed the 

expeditious reading strategies (3.89) much frequently than the careful reading 

strategies (2.97) to approach expeditious reading tasks. The difference in frequency 

was the largest 0.92. The mid proficiency group, besides adopting the expeditious 

reading strategies (3.72), tended to apply more careful reading strategies (3.15) in the 

expeditious reading test. The difference in frequency was the smaller 0.57. The low 

proficiency group was not frequent to employ either expeditious reading strategies 

(3.13) or careful reading strategies (2.58). The difference in frequency was the 

smallest 0.55. This finding suggested that students with higher proficiency levels were 

more capable of using strategies appropriately according to the reading tasks at hand 

(Spache & Berg, 1984). 

The high proficiency level students employed the expeditious reading strategies 

more frequently than the lower level students. The average frequency of many 

expeditious reading strategies in the high proficiency group was above 4 (usually). 

For instance, the high achievers most frequently read with purposes by “reading the 

questions first to set goals for finding the gist, a term, or a number (4.37)” and 

                                                      
16

 The between-subject variable referred to the language proficiency.  
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utilized the strategy “searching for the same or similar words in the text that match 

the words in the question (4.32)” to fulfill the reading purposes. The reason was that 

they can spare less mental capacity to decode verbal input, saving it for other sorts of 

processing like planning and operating strategies (Alderson & Bachman, 2000; 

Anderson et al., 1991). In addition, the high achievers most frequently applied the 

strategies that aim at grasping the main ideas of a text, such as “reading the first 

paragraph and the last paragraph (3.42)” and “the first sentence and the last sentence 

of a paragraph (3.16).” This finding suggested that the high achievers possessed more 

formal knowledge about the text structure than the lower level students. Last, the high 

achievers were more inclined to conduct selective reading. They “read only the parts 

that contain the information needed to answer the questions (3.16)” more frequently 

than “read the entire text carefully (2.53).” Thus high achievers were more aware of 

the manner to process texts in expeditious reading.  

As for the mid proficiency level students, they used the expeditious reading 

strategies roughly as frequently as the high achievers. For instance, the students in 

both proficiency groups usually read with purposes, as shown in the frequent use of 

the strategy “reading questions first to set goals for finding the gist, a term, or a 

number (4.37 and 3.96).” They also frequently adopted the strategy “searching for the 

same or similar words in the text that match the words in the question (4.32 and 4.22)” 

to achieve the reading purposes. Additionally, the mid proficiency level students were 

not uncommon to apply the strategies that aim at getting the main ideas of a text, such 

as “reading the first paragraph and the last paragraph text (3.22).” Thus they also 

possessed a moderate degree of formal knowledge about the text structure. On the 

other hand, the students in the mid proficiency group also tended to employ careful 

reading strategies in the expeditious reading test. They were more concerned with 

understanding “the meaning of each unknown word (3.61)” in the texts. They were 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

58 
 

also inclined to read the texts non-selectively, since they may “read the entire text 

carefully (3.39)” rather than “read only the parts that contain the information relevant 

to the questions (3.13).” Thus mid proficiency level students were include to process 

texts with a careful reading manner.  

The low proficiency level students least frequently employed reading strategies 

in the expeditious reading test. The average frequency of every reading strategy was 

below 4 (usually). The finding suggested that their strategic knowledge in L2 reading 

was inadequate. According to the linguistic threshold theory, deficient language 

proficiency can hinder low achievers from transferring the strategies they use in L1 to 

L2 reading (Alderson & Bachman, 2000). However, in the study, the low achievers 

were relatively more adroit at employing the strategies for attaining the search reading 

and scanning tasks. They commonly “searched for the same or similar words in the 

text that match the words in the question (3.85)” and utilized “typographical aids like 

boldface (3.77)” to facilitate the searching process. As for the skimming skill, the low 

achievers seldom applied the strategies that aim at getting main ideas, such as 

“reading the first sentence of a paragraph to decide if the desired information is in 

that paragraph (2.31),” and “reading the first paragraph and the last paragraph or 

the first sentence and the last sentence of a paragraph to grasp the main ideas of a 

text (2.39).” The low frequencies of these strategies suggested that they were deficient 

in formal knowledge about the text structure. It was also found that the low achievers 

barely adopted careful reading strategies in the expeditious reading test, either. They 

made less effort to “figure out the meaning of each unknown word from the context 

(2.92)” or “understand each sentence by analyzing its grammatical structure (2).” 

They also read selectively, as shown in the low frequency of the strategy “reading the 

entire text carefully (2.39).” The reason can be that they frequently skip words, 

sentences, or some parts of a text because of the lack of linguistic knowledge about 
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vocabulary and grammar (Kroll, 1993). 

Reading Difficulty 

    This section presents and discusses the analysis on questionnaire responses in the 

reading difficulty section. The difficulties that the participants experienced in the 

expeditious reading test are proposed. Their responses to the open-ended items are 

also added to the discussion. In addition, the difficulties that troubled each proficiency 

group are also proposed and discussed.  

Difficulties in Expeditious Reading Test 

    To know what the difficulties that the participants experienced in the expeditious 

reading test, the researcher first counted how many students checked six difficulty 

items in the questionnaire. Then the checking times were divided by the total number 

of the participants (54) to calculate the percentages of the students that had 

experienced the difficulties. The following Table 7 ranks the six items according to 

the percentage of the participants who checked the difficulty items.  

Table 7 

Percentages of Students in Checking Difficulties Items 

Rank Difficulty Percentage 

1 There were too many unknown words in the texts.  52% 

2 I did not have enough background knowledge for text topics. 37% 

3 I could not understand the questions or options. 30% 

4 The texts were too long. 28% 

5 The sentences in the texts were too long or too complex. 20% 

6 The time was not enough. 13% 

The result showed that five out of six items—the time constraint, the wording of 

stems, and the topics, length, and sentences of the texts—did not cause difficulty in 

expeditious reading for a majority of the students. This finding suggested that the 

principles proposed by the current study to design the test were appropriate for 

assessing expeditious reading competence at the senior high school level in Taiwan. 
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The only exception that caused difficulty in expeditious reading for a majority of 

the participants was the vocabulary used in the texts. Up to 52 percent of them 

thought that the texts contained too many unknown words. The high percentage 

echoed the claim that EFL students are mostly disadvantaged by poor vocabulary 

knowledge (Cooper, 1984). It also suggested that the expeditious reading can be 

impeded by the students’ limited vocabulary knowledge. According to the written 

responses by 16 participants, the vocabulary in the third expeditious reading text 

(exposition) was especially difficult, even though the text contained only 1.4 percent 

of words beyond the most frequent 3000 to 400 words (see APPEDNIX G, Quote 7). 

Since vocabulary is the strongest predictor of text difficulty (Chall, 1958), it was 

reasonable to speculate that the predetermined vocabulary size, the most frequent 

3000 to 400 words, may not be appropriate for senior high school students to conduct 

expeditious reading. It requires further investigation to see if testers should adopt texts 

mainly composed of words that are far below the level of test-takers’ current 

textbooks (Nuttal, 1985).  

The second difficulty the participants experiencing in expeditious reading was 

the text topic. There were 37 percent of the students felt that they did not have enough 

background knowledge about the topics. Fourteen students reported that the third and 

the fourth expeditious reading texts were hard to understand because the topics of the 

natural disaster in America and Hawaiian history were unfamiliar to them (see 

APPEDNIX G, Quote 8). The cultural setting of these texts was unfamiliar to the 

students, which can cause difficulty for them to process faster when conducting 

expeditious reading (Chihara et al., 1989; Steffensen et al., 1979). Therefore, it is 

suggested that test-designers of expeditious reading tests should take students’ cultural 

background into consideration and select texts of familiar topics (Alderson & 

Bachman, 2000).  
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The third major difficulty that hindered the participants from conducting 

expeditious reading was the wording of the stems. One-third of the students 

considered the questions or options difficult to understand. According to the written 

responses by twelve students, the four options in the items of skimming for gist and 

skimming for relevance were set too close (see APPEDNIX G, Quote 9). Since the 

differences among the options were subtle, the students had difficulty distinguishing 

the correct answer from distractors unless they read the texts carefully (Munby, 1968). 

To encourage test-takers conduct expeditious reading, test-designers must be cautious 

that the content of the options should not involve subtle differences. 

The fourth difficulty that the participants experienced in the expeditious reading 

test was the text length. Twenty eight percent of them thought that the texts were too 

long to process. In the written responses, fifteen students expressed that the third 

expeditious reading text was too long (484 words). They lost patience to finish the 

text, forgot what had been read, and were unable to locate main ideas or particular 

pieces of information in it (see APPEDNIX G, Quote 10). In fact, these problems can 

be solved with more training on expeditious reading. Long texts are still suggested for 

expeditious reading tests to propel readers to demonstrate the abilities to conduct 

selective reading and employ expeditious reading strategies (Nuttall, 1996; Weir et al., 

2000).  

The sentences in the expeditious reading texts caused less difficulty for the 

participants. Only 20 percent of them expressed that the sentences were too long or 

too complex to process. The low percentage corresponded to the claim by Cooper 

(1984) that EFL readers suffer more from the lack of the knowledge of vocabulary 

than the knowledge of syntax.  

The time constraint of the expeditious reading test did not cause much difficulty 

for the participant either. Only 13 percent of them thought that the given time was not 
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enough to finish the test. The low percentage suggested that the predetermined 

processing speed, 70 to 80 wpm, was appropriate for expeditious reading at the senior 

high school level in Taiwan.  

Difficulties in Different Proficiency Groups 

    To know the difficulties experienced by students of different proficiency levels, 

the researcher first counted the checking times of six difficulty items in the each 

proficiency group. Then the checking times were divided by the number of group 

members to calculate the percentages of the students that had those difficulties in each 

proficiency group. The results of the six difficulty items are presented in Table 8. The 

items are sequenced based on their degrees of difficulty to all the participants, which 

are also listed in the table as reference.  

Table 8 

Percentages of Three Proficiency Groups in Checking Difficulties Items 

Difficulty                           Group ALL High Mid Low 

There were too many unknown words in the texts.  52% 32% 61% 67% 

I did not have enough background knowledge for text 

topics. 

37% 32% 35% 50% 

I could not understand the questions or options. 30% 21% 22% 58% 

The texts were too long. 28% 26% 22% 42% 

The sentences in the texts were too long or too 

complex. 

20% 16% 13% 42% 

The time was not enough. 13% 16% 9% 17% 

The result showed that the rankings of six difficulty items in the three 

proficiency groups were mostly the same. The text vocabulary ranked first, followed 

by text topic and text length in the second and the third place. In the fourth, fifth, and 

sixth place were the wording of stems, text sentences, and time constraint. The only 

exception was in the low proficiency group. The wording of stems scaled up a rank to 

the second, and the text topic moved down a rank to the third. Overall, the difficulties 
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that the students of different proficiency levels experienced in the expeditious reading 

test were roughly the same and mainly derive from the vocabulary, topics and length 

of the texts. 

High proficiency level students experienced difficulties in the expeditious 

reading test, but percentages of the students that had difficulty with the six items were 

low. Even the most common reading difficulty, the text vocabulary, caused troubles 

for only around one-third of the high proficiency level students. The low percentage 

showed that the high achievers were more sufficient in vocabulary knowledge 

(Alderson & Bachman, 2000).  

As for the mid proficiency level students, most of them were troubled by the 

vocabulary used in the expeditious reading texts. Up to 61 percent of them thought 

that the texts contained too many unknown words. The percentage was almost two 

times higher than that in the high proficiency group (32%), even though the rest 

percentages in the two groups were roughly the same. Therefore, compared with high 

achievers, the intermediate level students were disadvantaged by the smaller 

vocabulary size. 

Last, it was evident that more low achievers experienced the six types of 

difficulties in the expeditious reading test. The percentage of each item was higher 

than those in the high and the mid proficiency groups. For instance, most low 

achievers had difficulty with not only the vocabulary of the texts (70%) but also the 

wording of stems (58%), which was easier than the words in texts, because of their 

deficient vocabulary knowledge. In addition, half of the low achievers expressed that 

the text topics were not familiar enough to them, which further hindered them from 

relying on the background knowledge about the topics to compensate for the 

insufficient linguistic knowledge and to comprehend the texts (Bossers, 1992; 

Stanovich, 1980). 
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Chapter 5 

Conclusion 

    This chapter first concludes the findings on Taiwanese senior high school 

students’ performance, strategy use and difficulties in expeditious reading. Then based 

on the findings, the implications for teaching and testing expeditious reading are 

proposed. Last, the limitations of the present research and suggestions for future 

research are presented. 

Findings 

This section summarizes the findings to answer the four research questions 

proposed in the current study. The findings included the senior high school students’ 

expeditious reading performance in general and the performance on the three major 

expeditious reading constructs: skimming, search reading, and scanning. In addition, 

summaries of the findings on the strategy use and difficulties in expeditious reading 

are proposed.  

Question 1: How do the Taiwanese senior high school students of different 

proficiency levels perform in the expeditious reading and the careful reading test? 

The comparison between the test performance of expeditious reading and careful 

reading showed that the Taiwanese senior high school students’ scores on expeditious 

reading were marginally higher than those of the careful reading test. The result 

applied to the high, mid, and low proficiency groups. The outcome was unexpected 

because expeditious reading was barely taught or practiced in reading classes (Weir et 

al., 2000; Weir et al., 2006). It was supposed to be unfamiliar to the students, which 

may lead to poor performance.  

The reason can lies in the difference in the demands of items and genres. Careful 

reading items were more challenging than the expeditious reading ones. In careful 

reading, the students needed to conduct intensive reading on a larger scope of a text to 
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perform complicated tasks of figuring out the relationship between a main idea and its 

details, or identify the implicit attitudes or purposes of an author (Urquhart & Weir, 

1998). Besides, they needed to read carefully and fully comprehend several sentences 

to work out the meaning of unknown words from the context or to make proper 

inference on the content (Spache & Berg, 1984). On the other hand, expeditious 

reading required less reading at local scope, only on parts of texts containing the 

desired information (De Leeuw & de Leeuw, 1965). The reading of search reading 

and scanning was especially selective. The information can mostly be found in one or 

two sentences by locating the same or similar words (Davey & Lasasso, 1984; 

Rosenshine, 1980).  

As for the influence of genre types, the manual and book notice included in the 

expeditious reading test assisted the students in quickly extracting the desired 

information with the clear subtitles and distinct sections (Nuttall, 1985; Weir, 1993). 

Thus the students can easily attain the tasks contained in these two texts and achieve 

higher expeditious reading performance. The text features of subtitles and distinct 

sections were absent in the expositions and descriptions of the careful reading test, so 

the students performed less well on the careful reading.  

Question 2: How do the students perform in skimming, search reading, and scanning? 

The comparison of test performance on skimming, search reading, and scanning 

showed that the Taiwanese senior high school students’ scanning performance was 

significantly better than search reading and skimming performance. Their scores on 

search reading was also significantly higher than that of skimming. The result applied 

to the high, mid, and low proficiency groups. To the students, skimming seemed to be 

the most difficult expeditious reading construct, followed by search reading, and 

scanning was the least difficult one.  

The main reason can lie in the difference in construct complexity. Skimming was 
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the most complex construct because the students needed to utilize the formal 

knowledge to locate the parts that may contain the main ideas, such as topic and 

concluding sentences (Urquhart & Weir, 1998). Afterwards, the collected information 

needed to be integrated to formulate the gist or establish the macrostructure of a text 

(Palincsar & Brown, 1984). The result of the strategy use analysis suggested that the 

students lacked of sufficient formal knowledge about the text structure to quickly 

locate main ideas. It was also found that they had difficulty with combining 

information gathered from different parts of a text. Thus students’ test performance on 

skimming was the lowest.  

As for the other two expeditious reading constructs, search reading was more 

complex than scanning. The target in search reading was text structural information, 

such as a cause. It can span over a sentence and take a paraphrased form, which 

needed to be located with identifying synonymous words or phrases (Bensoussan et 

al., 1984; Weir et al., 2006). On the other hand, the target in scanning was a specific 

words or number. It can be located with mere matching and mostly did not span over 

a single sentence (Rosenshine, 1980; Weir et al, 2000). The least required effort of 

searching and reading was also indicated by the students as the reason why scanning 

was the easiest expeditious reading construct.  

In addition, the comparison of performances by students of different proficiency 

levels showed that the high achievers performed best on the three expeditious reading 

constructs, followed by the performances of the mid proficiency level students, and 

the low achievers performed least well. The result suggested that students with higher 

proficiency levels were more competent in expeditious reading than less proficient 

ones. The reason can be the difference in linguistic and strategic knowledge. The 

present research found that higher proficiency level students had less difficulty with 

the vocabulary in the texts, so they were more capable of comprehending the located 
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parts to achieve expeditious reading tasks. It was also found that higher proficiency 

level students more frequently employed expeditious reading strategies to conduct 

skimming, search reading, or scanning. The appropriate strategy use enhanced their 

expeditious reading performance. 

Question 3: What reading strategies are employed by the students when they conduct 

expeditious reading?  

The questionnaire survey on strategy use showed that the students employed 

expeditious reading strategies to approach the tasks in the expeditious reading test. 

The result suggested that the student had strategic knowledge about expeditious 

reading and can approach it with proper strategies. They frequently adopted the 

strategies that assisted them in completing search reading and scanning tasks, such as 

locating the same or similar words. They also frequently applied the strategies like 

reading questions first that helped with quickly establishing the purposes of reading a 

text. On the other hand, the students less frequently employed the strategies related to 

performing skimming, such as reading the first sentence of a paragraph to grasp its 

main idea, which suggested that they were less sufficient in formal knowledge of 

rhetoric structure. In addition, the students appealed to some careful reading strategies 

when conducting expeditious reading. They tried to understand the meaning of each 

unknown word and make inference from details. At times, they also read the texts in a 

non-selective way. These findings suggested that the students’ expeditious reading 

manner was influenced by the careful reading, which was frequently practiced in daily 

English classes. 

In addition, students with different proficiency levels were found to have 

different strategy use when conducting expeditious reading. The high proficiency 

level students adopted the expeditious reading strategies much more frequently than 

the careful reading strategies to approach the expeditious reading tasks. The mid 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

69 
 

proficiency level students, besides frequently adopting the expeditious reading 

strategies, commonly used the careful reading strategies when conducting expeditious 

reading. As for the low proficiency level students, they least frequently applied either 

the expeditious reading strategies or the careful reading strategies in the expeditious 

reading test. The finding suggested that students with higher proficiency levels were 

more sufficient in strategic knowledge and competent in appropriate strategy use 

(Block, 1992; Spache & Berg, 1984). 

Question 4: What are the difficulties the students experience while conducting 

expeditious reading?  

The result of the questionnaire survey showed that the difficulties the students 

experienced in the expeditious reading test mainly derived from the texts and the 

stems. Concerning the texts, the vocabulary was the major difficulty to the students. 

More than half of them expressed that the texts contained too many unknown words. 

The high percentage suggested that the limited vocabulary size of EFL students may 

hinder them from employing expeditious reading. Besides, unfamiliar text topics can 

be a problem. Around forty percent of the students thought that they lacked of 

background knowledge about topics of the texts, which made it difficult to process 

faster in the expeditious reading (Steffensen et al., 1979). Moreover, long text length 

caused difficulty. Near one-third of the students expressed that they had problem with 

long texts, which increased the difficulty to search for target information (Nuttall, 

1996). As for the stems, the wording of the options can pose difficulty. One-third of 

the students indicated they could not understand the options which involved subtle 

differences. 

In addition, the analysis of the questionnaire survey showed that the students of 

different proficiency levels roughly had the same difficulties in the expeditious 

reading test. However, none of the difficulties caused problem for a majority of the 
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high proficiency level students. Most mid and the low proficiency level students, on 

the other hand, were troubled by the vocabulary in the texts. Besides, most low 

proficiency level students also had difficulty with the wording of the stems, which 

was easier than that in the texts. The finding suggested that students with higher 

proficiency level had more vocabulary knowledge (Alderson & Bachman, 2000). 

Implications 

    This section first proposes the pedagogical implications for teaching expeditious 

reading in Taiwanese senior high school English classes. Then the implications for 

testing expeditious reading at the senior high school level in Taiwan are also 

suggested.  

Pedagogical Implications 

The Taiwanese senior high school students’ performance on the expeditious 

reading test implied that they had the ability to conducting expeditious reading or 

employ expeditious reading strategies. However, probably because of the regular 

training on careful reading, the students still had a tendency to conduct non-selective 

reading on a text and pay undue focus on words or details in the text while engaged in 

expeditious reading. The situation was especially common among the intermediate 

level students. Therefore, it is recommended that senior high school English teachers 

inform students of the selective reading manner of expeditious reading and introduce 

more practice on quickly extracting information by skipping the parts irrelevant to the 

predetermined targets (Miller, 1977; Rayner & Pollatsek, 1989). Besides, the teachers 

are suggested to adopt longer texts as materials for expeditious reading practice 

because longer texts can deter students from non-selective reading and propel them to 

locate the parts that contain the target information (Nuttall, 1996).  

In addition, the result of the test performance and questionnaire responses 

implied that, among the three major expeditious reading constructs, the most difficult 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

71 
 

expeditious reading construct to the Taiwanese senior high school students was 

skimming. The survey on strategy use further indicated that the poorer skimming 

performance was related to the students’ insufficient formal knowledge. They were 

less aware of utilizing the parts like topic or concluding sentences and introduction or 

conclusion paragraphs to grasp the main ideas of a text (Urquhart & Weir, 1998). 

Therefore, it is suggested that high school English teachers instruct students in the 

rhetoric structure of English writing and adopt more practice on locating main ideas to 

skim for the gist, structure, or relevance of a text. In addition, the teachers may adopt 

multiple matching as the technique for practicing skimming for structure because the 

students seldom addressed this item type before and thus were less capable of 

utilizing the textual and contextual clues to establish the macrostructure of a text.  

Last, the survey on the low achievers’ strategy use implied that they had limited 

strategic knowledge and formal knowledge. Their deficient knowledge in these two 

aspects may hinder them from successfully attaining expeditious reading tasks. 

Therefore, senior high school English teachers should no longer focus the reading 

instruction of low achievers on vocabulary and sentence patterns only. Instead, the 

teachers should also teach them about what reading strategies for particular reading 

purposes and the conventional structure of a text type to facilitate their information 

searching process (De Leeuw & de Leeuw, 1965; Flavell, 1987).  

Testing Implications 

The findings of the present research generated useful reference for constructing 

expeditious reading tests at the senior high school level in Taiwan. The participants’ 

expeditious reading performance, strategy use, and difficulties can confirm or adjust 

the principles that specify the constructs, item types, texts, text readability, and 

processing speed in the expeditious reading test. Further verification of the 

specifications is cordially invited.  
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Expeditious reading tests mainly aim at assessing three major constructs: 

skimming, search reading, and scanning (Anderson, 2006). Skimming can be further 

divided into three sub-constructs, including skim for the gist, microstructure, and 

relevance of a text (Hughes, 2003; Urquhart and Weir, 1998). Besides, test-designers 

are suggested be cautious about the weighting of three major expeditious reading 

constructs. Skimming should not be given more items in expeditious reading tests. 

The effort can generate the positive backwash effect on the instruction of skimming, 

which was found to be most difficult for the Taiwanese senior high school students. 

Teachers will spare more time on training students to skim for gist, structure, and 

relevance to help them overcome the weakness in expeditious reading. 

As for the choice of item type, multiple choice questions (MCQ) is an 

appropriate technique to assess the expeditious reading competence of a large amount 

of students. However, test-designers should make sure that the four options should not 

involve subtle differences. Otherwise, students will have to read carefully to 

distinguish the correct answer from distractors (Munby, 1968), which can hinder them 

from fast processing in expeditious reading. Additionally, testers should not adopt the 

item types that are unfamiliar to students (Weir, 1993). If unfamiliar ones are adopted, 

practice is needed before formal assessments so that students can process faster 

without stops to examine how to approach unfamiliar items. Furthermore, the items in 

expeditious reading tests are suggested to be given before the texts. The design, along 

with instructions directing test-takers to read the question first, can guide students to 

read with purposes, as the manner in authentic expeditious reading tasks (Weir et al., 

2000).  

Regarding the selection of texts, genres or text types with overt structures are 

appropriate materials for assessing expeditious reading. These texts may contain a 

title, subtitles signaling distinct sections, an introduction and conclusion, topic and 
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concluding sentences, and typological aids like boldface. Testers can examine if 

students know how to employ strategies that utilize these textual features to quickly 

extract the desired information (De Leeuw & de Leeuw, 1965; Urquhart & Weir, 

1998). In addition, testers should select the texts about the topics that are familiar to 

students by taking their cultural background into consideration. Otherwise, students 

cannot quickly process the texts for a lack of content knowledge (Nation, 2005; Weir 

et al, 2000). Moreover, the selected texts should be in long length. Long texts can 

discourage students from reading the entire text carefully and propel them to conduct 

selective reading (Weir et al., 2000).  

Concerning the text readability, the texts used for expeditious reading should be 

easier than those for careful reading so that students can locate the target information 

quickly (Spache & Berg, 1984; Weir et al, 2000). The present research found that 

texts of Grade 7 or Grade 8 are appropriate for Taiwanese senior high school students 

to conduct expeditious reading because the sentences are not too long or too complex 

to process faster. On the other hand, texts mainly composed of most frequently used 

3000 to 4000 words may not be appropriate for the students to conduct expeditious 

reading because more than half of the participants experienced difficulty with the 

vocabulary. Test-designers may consider using texts mainly composed of words “far 

below” the level of students’ current textbook materials, as Nuttal (1985) proposed.  

Last, the expeditious reading speed at the senior high school level in Taiwan can 

be set at 70 to 80 wpm. Most students had no difficulty processing at this speed and 

finishing the expeditious reading test within the time limit.  

Limitations and Suggestions for Future Research 

    This section discusses the present research’s limitations on the findings of the 

students’ test performance, strategy use and difficulties in expeditious reading. 

Following each limitation, suggestions for future research are also proposed.  
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Expeditious Reading Performance 

The first limitation of the expeditious reading performance in the present 

research lies in the variety of genres. The student’s performance may be influenced by 

the selected genre types: manual, book notice, exposition, and description. The 

statistical analysis of the current study had shown that genre type had great effect on 

the test performance (Alderson & Bachman, 2000). The students’ performance varied 

greatly from the manual and book notice to the exposition and description. It is 

unknown how Taiwanese senior high school students would address other genre types 

which are commonly approached with expeditious reading. Therefore, future research 

is suggested to examine the students’ expeditious reading performance on unexplored 

genres like forms, schedule, memos, newspaper, and tables of content etc. (Lee & 

Musumeci, 1988).  

The second limitation is concerning the level of vocabulary used in the 

expeditious reading texts. A majority of the participants indicated that the texts 

contained too many unknown words, which suggested that the texts mainly composed 

of most frequently used 3000 to 4000 words may not be appropriate. Therefore, future 

research is recommended to examine the appropriate level of vocabulary for 

Taiwanese senior high school students to conduct expeditious reading.  

In addition, the expeditious reading performance found in the current study was 

limited to the testing-taking context. The participants were required to skim, search 

read, or scan by the items in the test. They did not perform expeditious reading to 

satisfy personal needs. The motivation was said to greatly affect both the process and 

product of reading tasks (Alderson & Bachman, 2000). Thus it is likely that the 

students would perform differently in the daily reading or learning contexts. Theses 

contexts are strongly suggested for future research to investigate Taiwanese senior 

high school student’s expeditious reading performance.  
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Last, the number of the participants in the present research is limited. The result 

of the reading performance may not apply to Taiwanese senior high school students in 

general. Hence, it is recommended that future research include a larger amount of 

participants to examine the students’ expeditious reading performance. 

Strategy use and Difficulties in Expeditious Reading 

    The major limitation of the findings on strategy use and difficulties in the 

expeditious reading test lies in adopting questionnaire as the survey method. The 

questionnaire can restrict the students’ responses to the listed items (Alderson & 

Bachman, 2000). It was unlikely that the checklist can be comprehensive and 

prescriptive about the strategy use and difficulties in the test. Therefore, future 

research is suggested to investigate the strategy use and difficulties through 

examining the process that Taiwanese senior high school students approach 

expeditious reading tasks (Weir et al., 2006). Either introspective or retrospective 

methods can generate deeper insights into the strategy use and difficulties in 

expeditious reading.  

    Similar to the limitations of test performance, the findings on strategy use and 

difficulties in expeditious reading were also restricted to the selected genres, 

test-taking context, and limited number of the participants. Future research is 

suggested to investigate if different genre types will incur different strategy use and 

difficulties. Future research can also explore the student’s strategy use and difficulties 

in daily reading and learning context. Last, future research may examine the strategy 

use and difficulties with a larger amount of the Taiwanese senior high school students.  
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APPENDIX A: Careful Reading Test 

 

台灣高中英文之閱讀測驗研究 

細讀 

感謝您的參與，祝作答順利 

答案欄                    姓名：_______________ 座號：________________ 

1 2 3 4 5 

     

6 7 8 9 10 

     

11 12 13 14 15 

     

 

 

 

 

 

 

 

 

－作答注意事項－ 

考試時間：30分鐘 

題型題數： 

         ˙單一選擇題共 15 題，從第 1 題到第 15 題。 

作答方式： 

˙用鉛筆或原子筆在下方「答案欄」上依題號作答，修正時可以

使用橡皮擦或修正液。 

˙注意：請勿直接作答於試卷上的題號前方。 

測驗結果絕對不會影響您的在校成績，請放心作答。 
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Questions 1-3 

Rice balls with folded plastic wrappers separating the rice from the seaweed; a 

dozen kinds of cold tea in a dozen different bottles―enter any convenience store in 

Japan, and you’re immediately struck by the great variety and quality of the 

packaging! 

Japanese companies have been accused of over-packaging; but within the 

Japanese cultural context, that’s not really true. The Japanese tend to use more 

packaging because of a cultural emphasis on freshness and a lack of storage space at 

home. Moreover, they believe nice packaging adds value because it’s a strong signal 

of quality. What’s more, compared with Westerners, the Japanese are more connected 

with packaging as a symbol of appreciation, love and care. Packaging has, therefore, 

attained an important place in Japan’s economy. The packaging market is worth over 

￥7.4 trillion. New packaging is introduced to Japanese store shelves at a rate of 20 

percent per year, the highest rate in the world. In such an environment, a product has 

to have more than just a nice graphic design to differentiate it from its shelf-mates. 

The product has to speak to the consumer’s needs with both personality and practical 

value. In this changing industry, nothing is really certain except one thing. You can be 

sure that the goods out there on display on the shelves of the convenience store will 

soon be looking rather different. 

1. This passage is most likely taken from a ________. 

  (A) cookbook        (B) user’s manual  

  (C) consumer report    (D) fashion magazine  

2. Which of the following is NOT a reason for the Japanese to use more packaging? 

  (A) Packaging helps to keep food fresh. 

  (B) Packaging helps the Japanese to show appreciation. 

  (C) The Japanese consider packaging a symbol of quality. 

  (D) Packaging is a way to compete with Westerners in economy. 

3. The word “shelf-mates” in the second paragraph most likely refers to ________.  

  (A) co-workers on the job  

  (B) other products in the store 

  (C) customers’ need for other products  

  (D) other graphic designs on the package 

 

Questions 4-7 

Magic is believed to have begun with the Egyptians, in 1700 BC. A magician 

named Dedi of Dedsnefu was reported to have performed for the pharaoh, or the 

king.  He was also known to have entertained the slaves who built the pyramids. The 
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“Cups and Balls” trick which he was particularly good at is still performed by 

magicians all over the world today.  

The ancient Greeks and Romans were also fascinated by the idea of magic. 

Actually, one of their main interests was the art of deception. This explains why at 

that time the priests even built magic devices into their temples. These devices made 

it possible for doors to open by themselves and wine to flow magically out of statues’ 

mouths. This was done mainly to convince people that the priests were powerful.  

Magic, however, was not well accepted before the 1800s. Magicians were 

thought of as freaks and were only allowed to perform in a circus. It was in the 19
th

 

century that the magician Robert Houdin came along and changed people’s views and 

attitudes about magic. It was also because of Robert Houdin that many magicians 

were able to add Dr. or MD to their names. Today magicians try hard to find new 

ways to show their practiced skills. Magic is now entertainment for families all over 

the world.  

4. What is the best title for the passage? 

  (A) Magical Tricks                (B) A Great Magician 

  (C) Magic as Entertainment         (D) The History of Magic 

5. In ancient Greece, what did the priests do to show people they had unusual power? 

(A) They performed magical tricks to entertain people. 

(B) They made the statues in the temples drink wine as they wished. 

(C) They treated the people with wine flowing down from statues’ mouths. 

(D) They built magic devices in the temples to make doors open by themselves. 

6. What did people think of magic before 1800? 

  (A) Magic should be used only in temples. 

(B) Magic could only be performed in a circus. 

(C) Magic was performed by freaks and doctors. 

(D) Magic was the major daily activity for the pharaohs. 

7. Which of the following statements is true? 

(A) Magic began about 3,700 years ago. 

(B) Dedi of Dedsnefu performed magic for kings only. 

(C) Robert Houdin was the first magician to perform magic. 

(D) The “Cups and Balls” trick has been performed for about 1,700 years. 

 

Questions 8-11 

    Today's teen consumer market is the most profitable it has ever been. Even 

though 65% of teens claim that they rely on themselves for their fashion ideas, it is 

estimated that less than 20% of the teen population is innovative enough to drive 

fashion trends, according to a recent study by a marketing firm. Marketers recognize 
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this fact and often use elements of youth culture to promote their products. Perhaps 

one of the best examples is their use of hip-hop culture. It is reported that hip-hop 

fashion alone generates $750 million to $1 billion annually. Sales of rap music and 

videos each exceed that amount.  

    Rap's rise and sustained global popularity is a good illustration of how influential 

youth culture is on youth attitudes and behavior. Remember when Madonna hit the 

charts with her bra in full view while singing about "virginity"? Soon after that, 

adolescent girls around the world began wearing their underwear outside their clothes. 

Fashion designer Tommy Hilfiger was fully aware of the power of youth culture. 

He marketed his brand by giving clothes to famous MTV stars and featuring teen stars 

in his print ads. Picking up on teens' interest in computer games, Hilfiger sponsored a 

Nintendo competition and installed Nintendo terminals in his stores. The payoff? 

Teens rated Hilfiger jeans as their number one brand in a survey in 2000.  

 

8. What is the best title for this passage? 

  (A) The Importance of Marketing  

  (B) The Power of Youth Culture 

  (C) The Popularity of Hip-hop Fashion  

  (D) The Success of Tommy Hilfiger 

9. How much money do sales of rap music and videos together make each year? 

  (A) More than $1 billion. 

  (B) Between $750 million and $1 billion. 

  (C) Between $500 million and $750 million.  

  (D) Less than $500 million. 

10. According to the passage, which of the following statements is true? 

(A) The purchasing power of teenagers has been decreasing over the years. 

(B) Many teenagers make a lot of profits in the fashion market today. 

(C) Madonna led the fashion of wearing underwear outside clothes. 

(D) Marketers recognize youth culture as a part of hip-hop culture. 

11. It can be inferred from the passage that Hilfiger __________. 

(A) believed that MTV stars could drive fashion trends among teens  

(B) sold Nintendo terminals together with teens’ clothes in his stores 

(C) sponsored a Nintendo competition out of his own interest in computer games 

(D) was rated by teens and adults as the best designer of jeans around the world in 

2000 
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Questions 12-15 

Originally from tropical South America, the red fire ant gained entry to the 

United States through the port of Mobile, Alabama in the late 1930s on cargo ships, 

but the first colony of the red ants was not found until 1942 by a 13-year-old boy in 

his backyard. 

It immediately began to thrive in the new land and colonies spread quickly 

throughout the southeastern states. By 1975 the red imported fire ant had colonized 

over 52 million hectares of the United States. Now, it has infested more than 275 

million hectares in the country. 

      Red imported fire ants build mounds in any type of soil. They also make mounds 

indoors. Each nest used to have only one queen, but now many mounds are often 

found with multiple queens. With multiple queens at work, its population increases 

rapidly. It’s common to find a nest with over 25,000 workers. 

     Red imported fire ants can cause a number of problems. They construct their 

colonies on precious farmland, invading crops while searching for insects 

underground. They also like to make their mounds in sunny areas, heavily infesting 

lawns and pastures. They can quickly strip fruit trees of their fruit. Small birds such 

as baby quails are fair game to the expanding colony. They appear to be attracted to 

electromagnetic fields and attack electrical insulation or wire connections. They can 

cause electrical shorts, fires, and other damage to electrical equipment. Worst of all, 

their stings can be fatal to livestock and humans.  

12. When was the first nest of the red ant found in the United States? 

   (A) In 1930s.   (B) In 1942.   (C) In 1975.   (D) After 1975. 

13. Which of the following is TRUE according to the article? 

(A) Each nest of the red ant has one queen. 

(B) The red ant was originally found in North America. 

(C) The red ant can reproduce young ants very quickly. 

(D) The red ant does not build mounds inside the house. 

14. What kinds of problems can the red ant cause? 

   (A) Health, social, and agricultural.       

   (B) Health, social, and environmental. 

   (C) Social, environmental, and agricultural.  

(D) Health, agricultural, and environmental. 

15. What is the purpose of the article? 

(A) To ask for help to kill the red ant. 

(B) To urge people to protect the red ant. 

(C) To provide information about the red ant. 

(D) To seek help from the government to control the red ant. 
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APPENDIX B: Expeditious Reading Test 

 

台灣高中英文之閱讀測驗研究 

速讀 

感謝您的參與，祝作答順利 

 

答案欄                   姓名：_______________ 座號：________________ 

1 2 3 4 5 

      

6 7 8 9 10 

     

11 12 13 14 15 

     

 

 

 

 

 

 

 

－作答注意事項－ 

考試時間：30分鐘 

題型題數： 

˙單一選擇題共 15 題，從第 1 題到第 15 題。 

作答方式： 

˙用鉛筆或原子筆在下方「答案欄」上依題號作答，修正時可以

使用橡皮擦或修正液。 

˙注意：請勿直接作答於試卷上的題號前方。 

測驗結果絕對不會影響您的在校成績，請放心作答。 
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Questions 1-3 

First read the following questions.  

1. What is the main purpose of the passage?  

(A) To sell travel insurance that covers emergency cost. 

(B) To promote a program that teaches how to travel safely.  

(C) To provide useful information on the safety of living abroad.  

(D) To explain the cause of common safety problems to travelers.  

2. According to the passage, how long may foreigners be put into jail if they take 

illegal drugs? 

(A) Twenty-four hours.       (B) Two weeks. 

(C) Five months.            (D) Seven years. 

3. In the passage, a “hot spot” is a place where _____.  

(A) many tourist spots locate 

(B) many political events occur  

(C) the traffic is busy and heavy 

(D) teenagers often go for shopping 

Now read the following text to find the answers to the above questions. 

 

Westbrook University Study Abroad Handbook 

Safety 

1. Emergency.  

In an emergency, use the following important contacts. They will provide you 

with the most immediate aid. Use them only in the event of a real emergency. 

 

Your host study abroad program manager. Refer to your program-specific 

notes and information provided by your program. 

 

International SOS Services. Our university provides all students of this program 

with worldwide medical and security aids. The service is managed by 

International SOS. It has more than 3,000 experts in 24-hour Alarm Centers and 

international clinics. The cost of International SOS is included in your program 

fee. Please note that this is not your global medical insurance.  

 

The Embassy. The U.S. representatives in your host country are your supports 

while you are abroad. They can provide helps in emergencies. We strongly advise 

you to register at the nearest U.S. embassy within 2 weeks when enter a new 

country.  
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If you find yourself in legal difficulty, contact the embassy’s officers 

immediately. They cannot serve as your legal lawyer. But they can provide you 

with a list of local ones who speak English and have had experience in 

representing U.S. citizens.  

 

2. General Safety. 

Research health and safety, not only for your host country but also for any 

countries you may be visiting. More information can be found at the U.S. State 

Department <travel.state.gov>. 

Do not travel alone. If you have to, inform a school manager of where you 

will be going and when you will return. Also, always keep emergency numbers 

with you.  

 

3. Drugs. Do not carry or use illegal drugs. You will break the laws of the host 

country. The punishment, in most cases, will be heavier than that in the U.S. They 

will not care if you are a U.S. citizen. They will not care if it was just a small 

amount. Worst of all, there is nothing that the U.S. government can do for you. On 

average, you may be put into jail for 7 years.  

 

4. Crime. In an unfamiliar environment, you will not so quickly recognize the signs 

of danger. Be aware of your surroundings. Use the street-smart senses you have 

developed by living in Boston. Always keep your valuables in a safe place. Wear 

them in a money belt when touring.  

 

5. Political Violence. Going to a political “hot spot” may sound exciting, but it is 

not worth your life. As far as traveling aboard is concerned, a big part of accidents 

and deaths (up to 25%) is caused by the violence taking place in public areas. If 

you are found to be involved in violence, you can be caught by the police. They 

might even limit your freedom of joining public activities for nearly 5 months. 

 

6. Sexual Harassment. When living in a different culture, you can’t expect that 

relations between male and females will follow American traditions and rules. In 

many other cultures, it is acceptable for males to have physical contact with 

females. According to a survey, 35% of female travelers had this kind of 

experience. To prevent this from happening, you can adopt local dressing habits, 

wearing what females in that country usually wear.  

 

7. Transportation. Traffic is the number one threat in a tour. In fact, it is responsible 
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for more than 45% cases of accidents and deaths among international travelers. 

Learn the local traffic rules and signs. Be careful even when using public 

transportation. Avoid overnight transport. That can make you an easy target for 

robbery in many countries. 

 

Questions 4-7 

First read the following questions. 

4. Which book is the thickest? 

  (A) Tuck Everlasting.                (B) All Quiet on the Western Front. 

  (C) The Table Where Rich People Sit.   (D) The Call of the Wild. 

5. Which book is published in 1990? 

  (A) Everywhere.           (B) Tuck Everlasting. 

  (C) Beyond the Ridge.      (D) The Table Where Rich People Sit. 

6. Who wrote the book about Native Americans’ view of death? 

(A) Bruce Brooks.         (B) Paul Goble.    

(C) Erich Maria Remarque.   (D) Natalie Babbitt. 

7. Who wrote the book in which a dog is the main character? 

(A) Natalie Babbitt.        (B) Paul Goble.     

(C) Byrd Baylor.        (D) Jack London. 

Now read the following text to find the answers to the above questions. 

Babbitt, Natalie. Tuck Everlasting. Farrar, 1975. ISBN0374378487. 180 pages.  

The Tuck family has discovered a spring whose water brings eternal life. A 

man learns their secret and threatens to sell the water to the highest bidder. Mrs. 

Tuck kills the man and is jailed and sentenced to be executed. Though the family 

knows she cannot be killed, they worry that their secret will be revealed when 

they try to kill her. 

-------------------------------------------------------------------------------------------------- 

Baylor, Byrd. The Table Where Rich People Sit. Simon & Schuster, 1994. 

ISBN0684196530. 52 pages. 

Around an old kitchen table, a young girl calls a family meeting to show her 

parents that they should earn more money so they can have nicer things. As she 

points out they are not sitting at a table where rich people would sit, her parents 

count the value of the desert hills, the blooming cactus, the calls of eagles, and 

one another’s company. Soon, she realizes that her poor family is rich in things 

that matter in life. She concludes that this is indeed a table where rich people sit. 

-------------------------------------------------------------------------------------------------- 
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Brooks, Bruce. Everywhere. HarperCollins, 1990. ISBN0060207299. 70 pages.  

Peanuts’ beloved grandfather has suffered a heart attack. Peanuts is sad over 

the possibility of losing his grandfather. Dooley keeps Peanuts company while the 

adults in the family attend to Grandfather. Dooley attempts to save the old man by 

a ritual learned from comic books: killing a turtle and trading his soul for 

Grandfather’s. With the imaginative assistance of Dooley, Peanuts discovers the 

healing power of hope and love. 

-------------------------------------------------------------------------------------------------- 

Goble, Paul. Beyond the Ridge. Bradbury, 1989. ISBN0027365816. 32 pages. 

There is no death; only a change of worlds—the author delivers these 

reassurances to readers in this book, based on the customs of the Plains Indians in 

America. The book reads like a prayer, expressing specific beliefs about dying. It 

describes a woman who is called by her long-dead mother to go “beyond the 

ridge.” After a steep climb, she discovers a world that is abundantly beautiful, and 

there she finds the familiar faces of people who have passed that way before her. 

---------------------------------------------------------------------------------------------------- 

London, Jack. The Call of the Wild. Macmillan, 1903. ISBN 0007420234. 97 

pages. 

Set in the harsh setting of 19th century Alaska, Buck is a dog who goes from 

life as a pet to racing the trails as a sled dog in the heart of the Yukon during 

the Klondike Gold Rush. His natural and strong instincts respond to the call of the 

wild after a series of brutal experiences that leave him the leader of his pack and a 

testament of the will to survive.  

---------------------------------------------------------------------------------------------------- 

Remarque, Erich Maria. All Quiet on the Western Front. Buccaneer, 1981. 

ISBN0099496941. 174 pages. 

Caught up in fancy speeches, Paul Baumer and a group of his friends sign up 

to fight in World War I with a shared idealized viewpoint. They realize, as have 

many individuals, that war is not all about glory. The reality of war is that it is 

brutal. Of the one hundred and fifty men that they go to war with, few will 

actually survive. Erich Maria Remarque shares what life is like for this group of 

young men. Their carefree ideas disappear as they watch the tragedy of war 

revealed. 
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Questions 8-11 

First read the following questions.  

8. This article would attract readers who look for information about________. 

(A) the farmers who benefit from dust storms 

(B) the news that had been reported about dust storms  

(C) the difference between a dust storm and a drought 

(D) the methods the Americans used to fight dust storms 

9. How much rain fall does the Dust Bowl area usually have each year?  

(A) Fewer than five mms.       (B) More than five mms. 

(C) Fewer than twenty inches.    (D) More than twenty inches. 

10. According to the passage, what were the human actions that caused over planting 

in Great Plains?  

(A) Building railroads and Homestead Act. 

(B) Lengthwise planting and Homestead Act.  

(C) Building railroads and Soil Conservation Service. 

(D) Lengthwise planting and Soil Conservation Service. 

11. When do the farmers at the Great Plains plant corps? 

   (A) Spring.    (B) Summer.    (C) Fall.    (D) Winter. 

Now read the following text to find the answers to the above questions. 

 

Causes and Effects of the Dust Bowl 

In the 1930s, huge clouds of dust swept over the midwestern United States. The 

area that was most affected—parts of Kansas, Texas, and Oklahoma—became known 

as the “Dust Bowl.” The dust storms were caused by a combination of environmental 

factors and human actions. In turn, the storms caused many people to change how 

they farmed in order to prevent similar natural disasters. 

The climate and conditions of the Great Plains partly caused the dust storms of 

the 1930s. The Dust Bowl area is naturally dry and windy. Normally, fewer than 

twenty inches of rain falls per year. This is not enough water for forests or many trees 

to survive. Instead, thick grass that does not need much water fills the land. The grass 

can survive even in years of drought, which is fairly common. However, droughts 

between 1931 and 1937 were the worst on record. It played a major part in creating 

the Dust Bowl.  

Though the droughts of the 1930s made the dust storms possible, human actions 

made them much more serious than any previous storms. In the 1800s, railroads were 

built across the United States. Also, the Homestead Act of 1862 gave free land to 

anyone who would settle on the grassland for five years. As a result of the railroads 

and the Homestead Act, many farmers moved from the east to the Great Plains and 
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began planting crops. While so much planting seemed smart and profitable at the time, 

it tore up the tough grass that normally held the soil in place. In the dry years of the 

mid-1930s, there was nothing to protect the soil. The natural climate made the soil dry, 

but farming methods caused the dust bowl.  

Because the dust made a large number of farmers lose everything, the national 

government created programs to help solve the problem. Under President Franklin D. 

Roosevelt, the Soil Conservation Service was created in 1935. Millions of acres were 

bought and then left alone so the plains’ grasses could grow back. Laws were passed 

so farms could only keep a certain number of animals. The government also taught 

farmers to use techniques that were better for the land. For example, farmers were 

asked not to plant crops until spring because left pieces from a fall harvest would help 

keep the soil in place over the winter. These and other changes like lengthwise 

planting in farming helped protect the soil and made another Dust Bowl less likely to 

happen.  

The dust storms of the 1930s were harmful. In March 1935, a single storm 

destroyed five million acres of wheat. The environment of the Great Plains, along 

with human farming methods, caused the terrible storms. As a result, the government 

and farmers took action to solve the problem. Although humans could not change the 

climate, adjustments in farming methods prevented such a disaster from happening 

again.  

 

Questions 12 -15 

Choose one of the topic sentences from the list (A-E) for each paragraph.  

(A) Then, in about 1200 A.D., a new group of people arrived from Tahiti. 

(B) The first people to settle in the Hawaiian Islands were the Polynesian. 

(C) No one knows what happened to the first Polynesian settlers on the island.  

(D) The people from the Marquesa Islands filled their boats for a long journey. 

(E) The Polynesians had songs and poems about a wonderful place far to the north. 

 

The first Hawaiians 

___12___ They came from the Marquesa Island, many thousands of miles to the 

southeast. In about 500 A.D., the Polynesians on the Marquesa Island were facing 

many problems. They had lost a war with other Polynesians. On their islands there 

were too many people and not enough food. So some of them decided they wanted to 

start a new life somewhere else.  

___13___ They used large double canoes, about 80-100 feet long. In these 

canoes, they put food, water, goats, pigs, chickens, and plants. They carried 

everything they needed for their way of life, even status of their gods. Many of the 
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canoes were probably lost at sea. But a few did find their way to the Hawaiian Islands.  

These early settlers were very violent and warlike people. They practiced 

cannibalism (eating people). However, in Hawaii they lost their violent ways and 

lived peacefully. Over the next few centuries, more Polynesians joined them in 

Hawaii. The many different tribes lived together quietly for about 500 years. For a 

period of several hundred years they had no contact with other people.  

___14___ These people introduced a very different way of life. Their religion 

was full of strict rules and angry gods. Anyone who broke the rules could be put to 

death. They might be killed and sometimes even eaten by other people. However, the 

newcomers, too, became less violent after a while. They did continue fighting among 

themselves, but they no longer ate people. 

___15___ They may have mixed in with the people from Tahiti. Or they may 

have died or moved to other islands. For the next 500 years, the people on the islands 

again had no contact with anyone from the outside world. Each island had its own 

king and chiefs, and for many centuries no single ruler was successful in controlling 

all the islands. In 1778 Captain James Cook's ships landed in Hawaii. With the arrival 

of the Europeans, Hawaii was changed forever. 
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APPENDIX C: Expeditious Reading Mock Test 

 

Questions 1-4 

First read the following questions.  

1. This article would be of most interest to readers who look for information 

about________.  

(A) the background of the author of Great Expectations   

(B) the analysis of all characters in the movie of Great Expectations 

(D) the differences between the novel and movie of Great Expectations 

(C) the important events that happen in the novel of Great Expectations  

2. Which of the following about the movie of Great Expectations is true? 

  (A) It has more characters than the novel. 

  (B) Orlick is the main character of the movie. 

  (C) It shows that money is the most important thing. 

  (D) David Lean filmed the movie based on the novel.  

3. From whose point of view is the novel of Great Expectations told?  

  (A) Pip.       (B) Orlick.       (C) Estella.      (D) Dickens. 

4. How does the movie of Great Expectations end?  

  (A) Estella gets married and finds out who her parents are.  

  (B) Estella neither gets married nor finds out who her parents are. 

  (C) Estella gets married but does not find out who her parents are. 

  (D) Estella finds out who her parents are but does not get married.  

Now read the following text to find the answers to the above questions. 

 

Great Expectations: Novel vs. Movie 

In 1946, David Lean made a movie version of Charles Dickens’s novel Great 

Expectations. Both the book and the movie are set in England and tell the story of a 

young apprentice named Pip. However, the movie is different from the book because 

it leaves out certain characters, is told mostly through dialogue instead of narration 

(the act of telling a story), and ends in a different way.  

The novel Great Expectations has many characters, unlike the movie. For 

example, in the novel an evil man named Orlick works in the factory where Pip is 

apprenticed. Later in the story, Orlick attempts to kill both Pip and his sister. In 

contrast, Orlick is not present in the movie version. Besides, the characters that are 

included in the movie version often have shortened story lines. For example, the 

movie leaves out details about Pip’s friend Mr. Pocket, such as what he does for a 

living. These missing or changed characters make the movie not so appealing and 

interesting. In the novel, the reader discovers many strange and different characters 
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and learns about each character’s background. In contrast, the movie is focused on a 

single story line. 

Another difference between the movie and the book version of Great 

Expectations is the narration. Dickens wrote the novel from Pip’s point of view. As a 

narrator, Pip often spends pages describing his thoughts and feelings. For instance, he 

describes in detail his love for Estella, and he tells about his shock when he discovers 

his supporter’s identity. On the contrary, Pip in the movie uses actions and dialogues 

to reveal his thoughts. While these elements help the audience know about Pip’s 

character, Pip’s feelings in the movie are still not as clear as they are in the book.  

The ending of the movie version of Great Expectations is the most significant 

difference from the book. Although parts of the novel are left out of the movie, Pip 

and Estella’s stories are not changed much until the ending. In the novel, Estella gets 

married and never finds out who her parents are. Pip and Estella’s last conversation is 

in Miss Havisham’s house. Near the end of the movie, Pip and Estella also talk to 

each other in Miss Havisham’s house, but what they say to each other is very different 

from the conversation in the novel. Also, Estella finds out who her parents are and 

does not get married. 

Except for the ending, the main story line of the movie Great Expectations is 

very similar to that of the novel. While the number of characters, the type of narration, 

and the ending differ, the theme remains the same. In the end, Pip learns that the best 

people can come from poor circumstances. In both versions, Pip finally comes to 

value kindness more than wealth. 

 

Questions 5 -8 

Choose one of the topic sentences from the list (A-E) for each paragraph. 

(A) The audience of a shadow puppet show expects to settle in for a long evening. 

(B) Indonesian leather shadow puppets may represent noble humans or evil monsters. 

(C) The band and singers who provide the accompanying music are directed by the 

dalang.  

(D) At most puppet shows, the audience sits on one side of the screen and the 

puppeteer sits on the other. 

(E) Behind the scenes, the magic is somewhat weaken, but it can be fascinating to see 

a dalang, or puppeteer, in action.  

Indonesian Shadow Puppets 

Do you think that puppet shows are just for children? In some parts of the world, 

like Indonesia, a puppet show is an interactive activity enjoyed by people of all ages. 

___5___ However, at an Indonesian shadow puppet show, the audience can 
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choose which side to sit on. From out front, audience members see shadows of 

puppets acting out exciting scenes of romance or battle. These people keep the fantasy 

that “real” events are taking place. 

___6___The dalang controls puppets made of buffalo skin by moving attached 

sticks of buffalo horn or bamboo. Each of a puppet’s arms and the main part of its 

body has their own stick, but its legs are rarely moved on their own. Besides moving 

the puppets, the dalang also provides their voices, which may mean memorizing 

hours of dialog, some in different languages. During a performance, which might last 

for many hours, a dalang sits cross-legged on a mat behind a cotton screen about the 

size of a large television set. A strong electric lamp or a coconut-oil lamp shines light 

from behind the dalang, casting the puppets’ shadows on the screen. 

___7___Each puppet has its own voice and its own way of moving. The “good” 

puppets usually speak calmly and move gracefully; the “bad” ones have rough voices 

and move in a funny, jerky way. The stories acted out by the puppets are often based 

on ancient myths or legends. A specially written puppet show might also celebrate a 

birth, wedding, or harvest. Sometimes a dalang chooses an old story that he thinks is 

appropriate for the village where the performance will take place. Before the show, he 

may ask local people about current events in the village and then use the puppet show 

to explain possible solutions to local problems. 

___8___A show may start in the late afternoon and not end until four o’clock the 

next morning! Children and adults alike may doze off in the middle of a show and 

wake up hours later to find it still going on. Of course, the dalang must remain alert 

throughout the show. One dalang remarked, “I have no real sense of time until it’s all 

over.” 
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APPENDIX D: Expeditious Reading Questionnaire 

 

速讀問卷 

 第一部分：基本資料 

     姓名:____________  班級座號:__________  學測英文級分: ____________ 

 第二部分：閱讀的策略 

說明: 以下題目在於瞭解你如何作答速讀測驗。請注意每題沒有一定的

對錯答案，請根據你個人閱讀時的實際情況來回答，而不是你覺得應該怎麼

做。 

 我

幾

乎

不

會 

我

很

少

會 

我

有

時

會 

我

通

常

會 

我

總

是

會 

1. 我先瞭解文章的特點，比如說它的文體、長

短或主題。                     

□ □ □ □ □ 

2. 我先看文章的標題或副標題。 □ □ □ □ □ 

3. 我先讀首段或尾段。 □ □ □ □ □ 

4. 我先讀每一段的首句或尾句。 □ □ □ □ □ 

5. 我快速掃視全文或某些段落。 □ □ □ □ □ 

6. 閱讀文章時，我心裡會有個目標，如要找大

意、數字或字詞。 

□ □ □ □ □ 

7. 我讀各段的首句來決定是否要在該段中找我

要的訊息。 

□ □ □ □ □ 

8. 我找尋文章中和題目中一樣或相關的字詞。 □ □ □ □ □ 

9. 找到所要目標後，我仔細讀該句或其前後的

句子。 

□ □ □ □ □ 

10. 我會注意特殊字型，如粗體字，以找出關鍵

的資訊。 

□ □ □ □ □ 

11. 我快速地看過文章，然後只讀那些跟題目相

關的部分。 

□ □ □ □ □ 

12. 我仔細地讀文章中的每一個字及句子。 □ □ □ □ □ 

13. 我試圖了解文章裡的每一個字，如用上下文

來猜測字義。 

□ □ □ □ □ 

14. 我試圖了解文章裡的每一個句子，如分析句

子的文法結構。 

□ □ □ □ □ 

15. 我來回閱讀文章許多次，才能依內容進行推 □ □ □ □ □ 
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論。 

     我還使用了其他的閱讀技巧：_______________________________________ 

 第三部分：閱讀的困難 

    說明: 以下 1~6 題為有關當你在作答時可能遇到的困難。若你有該項困

難，請在空格中打勾，若無則留空即可。(可複選) 

□ 1. 時間不夠。 

□ 2. 文章太長。 

□ 3. 對於文章的主題我缺乏足夠的背景知識。 

□ 4. 文章中有許多不認識的字詞。 

□ 5. 文章中的句子太長或結構太複雜。 

□ 6. 題目或選項看不懂。                      

7. 其他:____________________________ 

本次測驗中，最難的題目為第_____題，因為__________________________ 

本次測驗中，最簡單的題目為第_____題，因為________________________ 
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APPENDIX E: Categories and Sources of Reading Strategy Items 

Item Category Source 

1. 我先瞭解文章的特點，比如說它的文體、

長短或主題。 

I noted the genre, length, and theme of a text 

first. 

Skimming Mokhtari and 

Reichard 

(2002) 

2. 我先看文章的標題或副標題。 

I read the title or subtitles first. 

Skimming Urquhart and 

Weir (1998) 

3. 我先讀首段或尾段。 

I read the first paragraph and the last 

paragraph to grasp the main ideas of a text. 

Skimming Urquhart and 

Weir (1998) 

4. 我先讀每一段的首句或尾句。 

I read the first sentence and the last sentence 

of a paragraph to grasp its main idea.  

Skimming Urquhart and 

Weir (1998) 

5. 我快速掃視全文或某些段落。 

I glanced over the text or some paragraphs. 

Skimming / 

Search reading 

Urquhart and 

Weir (1998) 

6. 閱讀文章時，我心裡會有個目標，如要找

大意、數字或字詞。 

I read questions first to set goals for finding 

the gist, a term, or a number. 

Skimming / 

Search reading / 

Scanning 

Mokhtari and 

Reichard 

(2002) 

7. 我讀各段的首句來決定是否要在該段中找

我要的訊息。 

I read the first sentence of a paragraph to 

decide if the desired information is in that 

paragraph.  

Search reading / 

Scanning 

Urquhart and 

Weir (1998) 

8. 我找尋文章中和題目中一樣或相關的字

詞。 

I searched for the same or similar words in 

the text that match the words in the question. 

Search reading / 

Scanning 

Weir et al. 

(2006) 

9. 找到所要目標後，我仔細讀該句或其前後

的句子。 

I carefully read the sentences where the 

Search reading / 

Scanning 

Urquhart and 

Weir (1998) 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

105 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

target information was located. 

10. 我會注意特殊字型，如粗體字，以找出關

鍵的資訊。 

I used typographical aids like boldface to 

identify key information.  

Search reading / 

Scanning 

Mokhtari and 

Reichard 

(2002) 

11. 我快速地看過文章，然後只讀那些跟題目

相關的部分。 

I read only the parts that contain the 

information relevant to the questions.  

Skimming / 

Search reading / 

Scanning 

Weir et.al 

(2005) 

12. 我仔細地讀文章中的每一個字及句子。 

I read the entire text carefully.  

Careful reading: 

understanding a 

text 

Hsu (2004) 

13. 我試圖了解文章裡的每一個字，如用上下

文來猜測字義。 

I tried to figure out the meaning of each 

unknown word from the clues of the context.  

Careful reading: 

understanding 

lexis 

Hsu (2004) / 

Urquhart and 

Weir (1998) 

14. 我試圖了解文章裡的每一個句子，如分析

句子的文法結構。 

I tried to understand each sentence by 

analyzing its grammatical structure. 

Careful reading: 

understanding 

syntax 

Hsu (2004) / 

Urquhart and 

Weir (1998) 

15. 我來回閱讀文章許多次，才能依內容進行

推論。 

I went back and forth between the lines to 

make inference from details. 

Careful reading: 

Making 

inferences 

Mokhtari and 

Reichard 

(2002) / 

Urquhart and 

Weir (1998) 

我還使用了其他的閱讀技巧 

I had used other reading strategies like: 

_______________________________. 

Open-ended Shen (2003) 
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APPENDIX F: Sources of Reading Difficulty Items 

Item Source 

 

 

 

 

 

 

 

Close items 

1. 時間不夠。 The time was not enough.  Weir et al. 

(2005) 

2. 文章太長。 The texts were too long.  Weir et al. 

(2005) 

3. 對於文章的主題我缺乏足夠的背景知識。 

I did not have enough background 

knowledge for text topics. 

Hsu (2004)  

4. 文章中有許多不認識的字詞。 

There were too many unknown words in the 

texts. 

Hsu (2004) 

5. 文章中的句子太長或結構太複雜。 

The sentences in the texts were too long or 

too complex. 

Hsu (2004) 

6. 題目或選項看不懂。 

I could not understand the questions or 

options.  

Created by 

the present 

research.  

 

 

 

Open-ended 

items 

其他 Other difficulties I had：______________ . Created by 

the present 

research.  

本次測驗中，最難的題目為第__題，因為_____ 

No. __ was the difficult question because ______  

Created by 

the present 

research.  

 

本次測驗中，最簡單的題目為第__題，因為___ 

No. __ was the easiest question because _______  

Created by 

the present 

research.  
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Appendix G: Quotations of the Participants’ Questionnaire Responses 

No. Quote 

1 [The items in the manual and book notice were easy because] the formats 

were clear, and the contents were well-categorized into distinct sections with 

subtitles. 

2 [The item of skimming for gist was easy because] I only had to read the 

subtitles providing in the text. 

3 [Search reading and scanning items were easy because] the answers can be 

quickly found by matching key words in the questions to the words in the 

text. 

4 [Scanning items were easy because] I did not need to read the passage. I only 

had to find a sentence containing the words or numbers that also appear in 

the questions or options. 

5 [Items of skimming were difficult because] I had to find out the structure of a 

text first and integrated what I read at different parts of the text. 

6 [Items of skimming for structure were difficult because] we did not practice 

fill-in sentences often. I was not good at utilizing the context to determine 

which sentence was appropriate for which blank. 

7 [Items in the third passage were difficult because] the text contained many 

difficult words. 

8 [Items in the third and the fourth passage were difficult because] the topics 

were unfamiliar to me. I did not quite understand what a dust bowl was, and 

I had never heard of the story about the people who used to live in Hawaii 

9 [Items of skimming for gist and for relevance were difficult because] the 

options seemed to be very similar. It was difficult to choose the right answer. 

10 [Items in the fourth passage were difficult because] the text was too long. I 

did not have the patience to finish it, and I forgot what I had read. Thus it 

was more difficult to find the answers that I wanted.  

 


