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Abstract
This paper presents and discusses an analysis of the validity of 

using L2 to test learners’ L2 reading comprehension, a case study of a 
multiple choice test type. Participants were 242 Thai university 
students who took a foundation English course at a university in 
Thailand. They were asked to complete two sets of English reading 
comprehension tests in which both shared an identical reading 
passage. However, the two sets differed in that the questions and their 
coinciding choices came in an English version and a Thai version. 
Results showed that participants received significantly higher scores 
in the Thai version than in the English version. More specifically, 
students with low English proficiency benefitted more by taking the 
test in Thai (L1) while students with higher English proficiency did 
not receive any benefit. Furthermore, using L1 helped students when 
the question was detailed with multiple choice options containing 
long phrases, clauses or sentences. However, this was not the case in 
an inference question, or a detailed question with only one-word 
multiple choice options. Thus, this paper argues in favor of using L1 
in multiple choice questions and their multiple choice options to 
assess learners’ L2 reading comprehension as opposed to the 
presently existent practice of using the L2, which by itself frequently 
poses understanding difficulties for low proficiency students.  
Key Words: L2 reading comprehension test; test validity; test bias; 
multiple choice test 
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บทคดัย่อ 
บทความน้ีอภิปรายการวิเคราะห์ความเท่ียงตรงของแบบทดสอบเม่ือใช้

ภาษาท่ีสองในการทดสอบการอ่านภาษาท่ีสองเพ่ือความเข้าใจของผู ้เ รียน  
กรณีศึกษาแบบทดสอบแบบปรนยัท่ีมีตวัเลือก  ผูเ้ขา้ร่วมในการวิจยัเป็นนกัศึกษา
มหาวิทยาลัยจํานวน  242  คนท่ีเ รียนรายวิชาภาษาอังกฤษพื้นฐานใน
มหาวิทยาลยัแห่งหน่ึงในประเทศไทย  นกัศึกษากลุ่มน้ีไดท้าํแบบทดสอบการอ่าน
ภาษาองักฤษเพื่อความเขา้ใจสองชุด  เน้ือเร่ืองท่ีอ่านในแบบทดสอบทั้งสองชุด
เหมือนกนัทุกประการ  เวน้แต่ส่วนของคาํถามและตวัเลือกเป็นภาษาองักฤษใน
แบบทดสอบชุดหน่ึง (ชุดภาษาองักฤษ)  และเป็นภาษาไทยในอีกชุดหน่ึง (ชุด
ภาษาไทย)  ผลปรากฏว่าผูเ้ข้าร่วมในการวิจัยสอบได้คะแนนสูงข้ึนอย่างมี
นัยสําคญัในชุดภาษาไทย  โดยเฉพาะอย่างยิ่งผูเ้รียนท่ีมีความรู้ภาษาองักฤษใน
ระดบัตํ่าไดรั้บประโยชน์มากกว่าผูเ้รียนท่ีมีความรู้ภาษาองักฤษในระดบัท่ีสูงกว่า
เม่ือทาํแบบทดสอบชุดภาษาไทย  แต่อยา่งไรก็ตามการใชภ้าษาท่ีหน่ึงช่วยผูเ้รียน
ไดเ้ม่ือคาํถามเป็นคาํถามเก่ียวกบัรายละเอียดเฉพาะท่ีมีตวัเลือกเป็นกลุ่มคาํ อนุ
ประโยค หรือประโยคท่ียาว   แต่ไม่ช่วยเม่ือเป็นคาํถามประเภทท่ีตอ้งอนุมาน  
หรือคาํถามเก่ียวกบัรายละเอียดท่ีมีตวัเลือกเป็นคาํๆ เดียว   บทความน้ีแสดงให้
เห็นว่าควรใชภ้าษาท่ีหน่ึงในส่วนของคาํถามและตวัเลือกในการทดสอบการอ่าน
ภาษาท่ีสองเพ่ือความเขา้ใจแทนการใชภ้าษาท่ีสองซ่ึงมกัจะเป็นอุปสรรคต่อความ
เขา้ใจสาํหรับผูเ้รียนท่ีมีความสามารถทางภาษาในระดบัตํ่า 
คาํสําคญั: แบบทดสอบการอ่านภาษาท่ีสองเพ่ือความเขา้ใจ ความเท่ียงตรงของ
แบบทดสอบ อคติของแบบทดสอบ  แบบทดสอบแบบปรนยัท่ีมีตวัเลือก   
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1. Introduction 

In terms of test validity, a test is supposed to test only 
those skills for which it is designed. But in a number of EFL 
contexts, where learners are not proficient in the target foreign 
language, this may not be the case. For example, in Thailand, 
multiple choice reading comprehension tests are common in 
universities and high schools, and students are expected to take 
English reading comprehension tests where the question and 
its coinciding choices are in English. Having to answer such 
imposes an additional level of complexity on students that is 
not directly related to the purpose of the test, which is to 
determine the students’ comprehension of the reading passage 
rather than their comprehension of the questions and their 
coinciding choices. This test within a test is hypothesized to 
pose a greater burden on students with lower English 
proficiency than on their proficient classmates. Both the failure 
to accurately test students’ comprehension of the passage and 
the resulting disparity in scores has bothered students as well 
as educators in Thailand.  

The present study aims to investigate whether or not and 
to what extent using L2 (L2 here refers to second language and 
foreign language) to formulate the test questions may 
inaccurately measure students’ comprehension of a reading 
text in the target language. The results of this study contribute 
some empirical evidence in an attempt to raise awareness of a 
test bias which has been overlooked in many ESL/EFL 
contexts.  
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2. Literature review 
2.1 Reading comprehension and its processes 
There are several concepts for reading comprehension. In 

the view of the bottom-up approach, reading comprehension is 
generally referred to as a linguistic decoding process which 
starts from analyzing linguistic units as small as individual 
letters to larger units, i.e. words, phrases, clauses and sentences 
to achieve meaning (Nunan, 1995, p. 33).  The top-down 
approach , on the other hand, involves  the construction of the 
textual  meaning is  a result of the interaction between the 
reader and the text, based on experience and world knowledge, 
language knowledge and expectations about how language 
works, interest, motivation, and attitudes toward the text, 
rather than on the decoding of the linguistic forms (Nunan, 
1985). Finally, there is the interactive approach where reading 
comprehension is seen as an interactive process between 
accurate linguistic processing and previous experience which 
facilitates the further processing of added information to 
understand the text (Celce-Murcia, 1991).  

Although meaning or comprehension is the fundamental 
goal of the reading process, reading comprehension is much 
more cognitively complex than one would assume, especially 
for less skilled L2 readers. Since we read for different 
purposes, we have different ways and strategies to read a text. 
In this light, Grabe and Stoller (2002, p. 4) propose that 
“reading comprehension is remarkably complex, involving 
many processing skills that are coordinated in very efficient 
combinations.” Thus, it should be rather seen as a type of 
expertise that develops over time.  

Adopting similar view, this paper largely uses Grabe and 
Stoller’s (2002) framework for reading comprehension 
processes for L1 reading for discussion, as these authors 
explain that “at very advanced levels, L1 and L2 reading 
abilities tend to merge and appear to be quite similar’ (p. 11). 
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Thus, to have a more complete understanding about reading 
comprehension abilities, i.e. to the extent achieved by native-
speaking readers or fluent and critical readers, it is essential to 
consult L1 reading processing and development. However, 
since there are differences between L1 and L2 reading, the 
differences are also covered and discussed. 

In explaining reading comprehension components and 
processes for L1 reading, Grabe and Stoller (2002) divide the 
processes into two phases: lower-level processes and higher-
level processes. The lower-level processes largely involve 
linguistic processes, which require linguistic knowledge, 
gradually developing over time. The higher-level processes 
involve the reader’s use of background knowledge, making 
predictions, understanding inferences, etc. The labels, lower-
level and higher-level, however, do not mean that the former 
can be mastered more easily than the latter. Instead, the former 
serves as the basis for the latter.   

2.1.1 The lower-level processes 
According to Grabe and Stoller (2002), the lower-level 

processes include (1) lexical access, (2) syntactic parsing, (3) 
semantic proposition formation, and (4) working memory 
activation. First, lexical access, or word recognition (Grabe, 
2009), refers to the ability to recognize individual words. For 
fluent readers, this process is carried out subconsciously and 
virtually without effort as a result of frequent exposure and 
practice over time whereas L2 readers with limited vocabulary 
are likely to have difficulty in understanding L2 text. Lexical 
access or word recognition is so crucial that differing abilities 
in recognizing individual words can result in varied levels of 
comprehension (Perfetti, 2007, in Grabe, 2009). A number of 
studies over the past two decades point to word recognition as 
a major predictive factor for reading abilities (Adams, 1990, 
1999; Perfetti, 1999, 2007; Perfetti, Landi, & Oakhill, 2005, in 
Grabe, 2009). Most researchers agree that fluent readers 
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perform “rapid and automatic word recognition of a large 
vocabulary” (Grabe, 2009, p. 23). In general, fluent readers 
recognize almost all words, approximately 80% of content 
words and 50% of function words (Adams, 1990; Perfetti, 
1999; Pressley, 2006; Stanovich, 2000, in Grabe, 2009).   

The word recognition processing takes place when 
readers perceive the written input and successfully activate 
lexical items in their mental lexicon, which contains well-
established orthographic, phonological, semantic, and syntactic 
information for the stored lexical items or words. When facing 
word recognition difficulty, context may be of great help in 
identifying words (Perfetti, 1994, 1999; Perfetti & Hart, 2001; 
Stanovich, 2000, in Grabe, 2009). It should be understood that 
the reader’s well-established words in the mental lexicon may 
not always match the correct words in the target language 
system. Thus, word recognition difficulty may occur due to 
mismatches between the reader’s words and the correct words. 
Mismatches may even be caused by trivial differences at any 
of the four types of information mentioned. 

Another process is syntactic parsing. A competent reader 
uses grammatical information to understand word groups at the 
phrase, clause and sentence levels as combinations of smaller 
units. In understanding a long text, the reader needs to be able 
to recognize word ordering information and a number of 
phrases and clauses. Syntactic parsing allows the reader to 
discern the correct meaning of words in different contexts. For 
example, ‘well’ in the sentence “The father ordered the son to 
get some water from the well” is a noun meaning ‘a deep hole 
to obtain water’, not an adverb, meaning in a satisfactory 
manner. Another example, the compound verb ‘have damaged’ 
is a present perfect form of ‘to damage’ and cannot be 
translated separately as ‘have’ meaning ‘to possess’ and 
‘damaged’ meaning ‘to harm or break something physically’. 
An L2 reader who is not proficient enough tends to have 
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tremendous difficulty in processing syntactic parsing, and as a 
consequence, cannot decode the meaning of a long string of 
words or a long text. Findings from several studies indicate 
that sentence structures and grammatical features can cause 
readers to spend a noticeable amount of time on reading 
processing (Carpenter, Miyake & Just, 1994; Fender, 2001, in 
Grabe, 2009).  

The third lower-level process is semantic proposition 
formation. In this process, the parsed words and their syntactic 
information are recombined to create semantic meaning units 
or ideas, generally realized at the phrase, clause and sentence 
levels. These semantic meaning units or ideas are referred to as 
semantic propositions. Word recognition and syntactic parsing 
do not operate separately, but at the same time to create 
semantic propositions, which are “the building blocks of text 
comprehension” (Grabe, 2009, p. 31).  

The fourth and last process is working memory activation 
which can be explained as the time when the above three 
processes are active for a very short time.  Grabe and Stoller 
(2002, pp. 24-25) explain the role of working memory in the 
reading process:  

 
Working memory keeps information active for 

one to two seconds while it carries out the 
appropriate processes. [...] If processing of active 
information is not done quickly enough, the 
information fades from memory and must be 
reactivated, taking more resources and making the 
reading process inefficient.  
 
This is why reading comprehension is a skill that requires 

practice, and why frequent exposure is necessary to reach 
automaticity of the lower-level processes for one to become a 
fluent reader.  
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In addition to the lower-level processes, which involve 
rather primarily linguistic mechanics, the reader also needs to 
see beyond the letters and words and process at a higher level, 
for example, possessing a purpose for reading, using reading 
strategies, understanding the main points (i.e. the model of the 
text), interpreting information in the text correctly, using 
background knowledge to make appropriate inferences, and 
evaluating success in comprehending texts. All of these are 
referred to as the higher-level processes.  

2.1.2 The higher-level processes 
The higher-level processes are what people generally 

think of when talking about reading comprehension. These 
processes are beyond the relationship of language mechanics, 
or the relationship between elements of letters and words. 
They include (1) text model of reading comprehension, (2) 
situation model of reader interpretation, (3) background 
knowledge use and inferencing, and (4) executive control 
processes.  

The first and most fundamental higher-level process for 
reading comprehension is the text model of reading 
comprehension. It is basically an organization of ideas from 
the text which characterizes the main and supporting ideas. 
Once the reader finishes working out the lower-level processes 
and the meaning units at the clause-level are formed, more 
information is added, and a network of connected ideas 
develops. Repetitive ideas which form usable linkages to other 
information are noticed and discerned as the main ideas of the 
text. These repeated ideas become active and remain in the 
reader’s network of ideas, whereas ideas which are not 
important to connect new information or to facilitate 
inferencing become less important and fade from the network. 
In this way, the reader starts to draw main ideas out of the 
added and active information in the process of reading. This 
set of the main ideas from the text is called the text model of 
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comprehension. Related to this process is the use of 
background knowledge, also referred to as world knowledge, 
schema theory, mental model, etc. Background knowledge 
helps the readers define the context, predict the text’s 
discourse organization, and minimize disambiguatation of the 
meanings of the words from the word-level up to the clause-
level, when new information is inserted. In short, the text 
model is what the author wishes to convey to the reader, which   
when achieved, enables the reader to make a summary of the 
text.  

While reading and creating the text model of 
comprehension, the reader starts predicting where the text is 
going, based on personal background knowledge, attitudes, 
inferences, goals, task and text difficulty, etc. That is, as soon 
as the building of text model begins, the reader also starts 
interpreting what is being read and creating a situation model 
of reader interpretation. In effect, the situation model justifies 
“how a reader can understand both what the author is trying to 
say […] and how the reader interprets that information for his 
or her own purposes” (Grabe & Stoller, 2002, p. 28).  

Elaborating further, to comprehend the text as a complete 
process, the fluent reader  has to set the situation model of 
reader interpretation as the  initial goal . To achieve this goal, 
the reader needs to integrate the information in the text with a 
well-developed network of ideas, supported by personal 
background knowledge. Background knowledge is important 
for the situational model because it helps draw correct 
inferences, generally essential for correct comprehension of the 
text. Without adequate background knowledge and correct 
inferences, misinterpretation and may occur, resulting in 
comprehension failure. If there is a success in performing the 
situation model of reader interpretation, the reader is not only 
able to make a summary of the text but is also able to provide 
an appropriate critique on the text. 
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The fourth and final process is the executive control 
processing which helps assess how well the reader is 
comprehending the text.  This process operates as a feedback 
system, monitoring comprehension accuracy, assessing and 
reassessing reading purposes, repairing comprehension 
problems, and evaluating the degree of the success in 
understanding the text being read to optimize comprehension.   

All of these four higher-level processes work together, 
and the interplay occurs fast in working memory. However, 
these processes will not function efficiently and effortlessly if 
the texts are beyond the reader’s comprehension ability. 
Sources of reading difficulties are likely to be inadequate 
linguistic knowledge, lack of background knowledge, and poor 
reading skills due to not reading enough (Grabe & Stoller, 
2002).  

At times during the reading, readers fail to correctly 
interpret certain parts of the text, resulting in comprehension 
problems. This is likely because they do not recognize the 
unstated ideas, i.e. the ideas they need to infer. To successfully 
make inferences is to, first, correctly connect elements in the 
text or maintain the text coherence, which is mandatory for 
comprehension. Causes of failure to make inferences are 
difficult to specify due to several factors, e.g. the different 
levels of the readers’ lower-level processes and working 
memory capacity to make inferences. A study by Cain and 
Oakhill (1999, cited in Perfetti, Landi, & Oakhill, 2005) found 
an association between inference making ability and the 
readers’ differences in comprehension skill, which is based on 
the readers’ assessed level of comprehension, not their age. 
Yuill and Oakhill (1991, cited in Perfetti, Landi, & Oakhill 
2005) offer three possibilities to explain differences in making 
inferences between skilled and less-skilled readers: 
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(1) Less-skilled comprehension readers cannot make 
correct inferences due to their insufficiency of background or 
world knowledge.  

(2) Less-skilled comprehension readers cannot discern 
when they need to draw meaning through inferences.  

(3) Limited processing capacity obstructs less-skilled 
comprehension readers from inferring the hidden message and 
integrating ideas in the text with prior knowledge. 

 
In other words, L2 readers with insufficient background 

knowledge and limited processing capacity, regardless of their 
age, are not likely to know when it is appropriate to make 
inferences.  

As stated earlier, Grabe and Stoller’s framework is 
outlined for L1 and fluent reading development. It is a broad 
sketch designed to explicitly portray a complete process of the 
reading processes. Yet for L2 reading, there are 
unaccommodating conditions and limitations for reading 
development due to the numerous differences between L1 and 
L2 reading contexts, which are covered in the next part.  

2.2 Differences between L1 and L2 reading 
In addition to the framework for L1 reading 

comprehension processes, Grabe and Stoller (2002) propose 
that L2 reading differs from L1 reading in three main aspects: 
(1) linguistic and processing differences, (2) individual and 
experiential differences, and (3) socio-cultural institutional 
differences. These are discussed below. 

2.2.1 Linguistic and processing differences between L1 
and L2 readers 

Linguistic and processing differences to be discussed 
include vocabulary, grammar, discourse, orthography, 
metalinguistic and metacognitive issues, and amount of 
exposure to L2.  
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2.2.1.1 Different amounts of lexical, grammatical and 
discourse knowledge  

As Grabe and Stoller (2002) point out, when L1 readers 
learn to read, they already have tacit knowledge acquired from 
having learned the language orally for 4-5 years. Thus, prior to 
the time they learn to read, they have already acquired most of 
the basic grammar related to their L1 and a personal 
vocabulary ranging from 5,000 – 7,000 words. All of these 
linguistic resources provide the adequate foundation necessary 
for successful reading. On the contrary, many L2 learners do 
not have the same tacit knowledge or oral abilities as L1 
readers do when they start to read in L2. Actually, many even 
begin to learn L2 orally at precisely the same time they start to 
read in L2, beginning with simple sentences and simple texts 
simultaneously. In addition, in many L2 settings, these learners 
even start to learn L2 grammatical structures in their reading 
texts. Thus, unlike L1 readers, L2 readers do not have adequate 
language knowledge of L2 prior to their learning to read, 
which is a major disadvantage because “one benefit of 
developing accurate letter-sound correspondences as a support 
for reading is lost” (p. 43). For L2 learners to succeed in 
reading comprehension, they need a good foundation of L2 
language knowledge for a good start.  

2.2.1.2 Metalinguistic and metacognitive awareness in 
L2 settings 

It is widely observable that L2 learners do not have the 
same type of tacit knowledge L1 learners do. In L2 settings, 
learners largely gain knowledge about L2 through formal 
instruction.  They also practice reading through learning tasks, 
projects, and external reading. In the classroom, learners 
discuss and reflect on L2 linguistic resources, including 
vocabulary, grammar, and discourse knowledge. Grabe and 
Stoller (2002) explain that through this method of learning, 
these learners have metalinguistic awareness, and often make 
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use of their metalinguistic knowledge to make sense of a 
reading text. Moreover, since L2 learners have already 
developed literacy skills and content knowledge from learning 
their L1, they have obtained metacognitive awareness in L1. 
Both metalinguistic and metacognitive awareness work 
together to help them find strategic support to understand the 
information in the text, and assess and identify comprehension 
failure (Grabe & Stoller, 2002; Paris & Winograd, 1990; 
Raphael & Pearson, 1985).   

2.2.1.3 Difference in amounts of exposure to L2 reading 
in comparison to L1 reading  

According to Grabe and Stoller (2002), a vital foundation 
for reading comprehension is a large amount of vocabulary and 
fluency in syntactic processing. However, most L2 learners 
simply do not read enough to get sufficient exposures to L2 
written input and develop automaticity in word recognition and 
fluent syntactic processing (Koda, 1996; Lundberg, 1999, cited 
in Grabe & Stoller, 2002). As a result, they often have 
difficulties in comprehending L2 texts.  

2.2.1.4 Linguistic differences
A major factor that may cause difficulty to L2 readers is 

linguistic differences between L1 and L2, which mainly 
include grammatical and orthography differences, and the role 
of cognates. Simply speaking, any L1 and L2 pair of languages 
which has substantial differences in the above mentioned 
aspects has a tendency to pose reading difficulty to L2 readers. 
Apart from that, L2 proficiency is an essential factor for being 
successful in L2 reading. According to the Language 
Threshold Hypothesis, which holds that L1 reading strategies 
and skills may be used to facilitate L2 reading only when L2 
readers possess adequate L2 knowledge (i.e. grammar and 
vocabulary), therefore making L2 knowledge more crucial to 
reading fluency than L1 reading skills at an early stage. This is 
because beginning L2 readers have to initially use most of 
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their cognitive resources to understand vocabulary and 
language structures (the lower-level processes), which, in turn, 
leaves insufficient cognitive resources for the higher processes 
which help them read more strategically in order to decipher 
what is beyond words and grammar. To cross this threshold, 
L2 readers have to understand nearly all the words in order to 
process the text effortlessly.   

Another issue related to the Language Threshold 
Hypothesis is that of transfer. L1 transfer in L2 reading can 
either be constructive, in cases where it supports L2 reading, or 
destructive, in cases where it interferes with L2 reading.  The 
latter obviously posing the challenger to the reader.  Beginning 
L2 readers, and sometimes even intermediate-level readers, 
equipped with inadequate L2 knowledge, are prone to rely 
heavily on their own world knowledge--L1 knowledge and L1 
reading abilities when faced with   difficult part in  the reading 
text. Sometimes, L1 resources help them correctly understand 
the text, but at other times mislead them or impede the L2 
reading processing (occurring during the situation model of 
reader interpretation). Some researchers argue that 
incompetent L2 readers may not benefit from their world 
knowledge and L1 reading abilities if they do not have 
adequate L2 knowledge to trigger L1 resources (e.g. Bossers, 
1992; Carrell, 1991; Clarke, 1980; Taillefer, 1996).  

Suggestion to circumvent this unwanted situation and to 
encourage reading enthusiasm is selecting reading texts which 
are not too difficult and are instead pleasant to read to 
encourage L2 readers to do more reading practice, enlarge 
vocabulary repertoire, and build L2 reading processing 
fluency. Consequently, L2 readers will rely less and less on L1 
resources.  
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2.2.2 Individual and experiential differences in L2 
reading

Grabe and Stoller (2002) contend that L2 readers with 
weak L1 literacy abilities are unlikely to transfer L1 resources 
to L2 reading contexts. They explain that these readers also 
have different motivational levels for reading L2 texts from 
depending on their self-esteem, emotional attitudes and 
responses to reading, interests in specific topics, to willingness 
to keep on reading and learn from the texts. In addition, text 
types are important in developing L2 reading ability in that 
simple texts do not allow L2 readers to experience the 
comparable cognitive-ability levels that L1 readers do. A 
rather interesting point here is that very difficult texts which 
may seem to be similar to authentic texts, are often found to be 
much shorter. Thus, L2 readers appear to encounter a narrower 
range of text genres and text lengths, when compared to those 
experienced by L1 readers. As a consequence, they have 
restricted exposure to a wider range of text genres that would 
otherwise expand their lexicon, and exercise their reading 
ability.   

2.2.3 Socio-cultural institutional differences 
Regarding socio-cultural differences in reading 

development, Grabe and Stoller (2002) point out some 
discrepancies between L1 and L2 reading comprehension by 
primarily asserting that, in most cases, reading L2 texts will be 
difficult in cases where framing assumptions in L2 texts rely 
on cultural assumptions which L2 readers have no clue of. 
Another discrepancy mentioned is the different conventions by 
which speakers of a particular language organize text 
discourse. This means that when the discourse organization in 
L2 texts does not match that of their L1, they will encounter a 
problem. Furthermore, in relation to institutional differences, 
Grabe & Stroller (2002, p.61) clearly state that, “distinction 
between L1 and L2 reading is shaped by different attitudes, 
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resources, and expectations of L1 and L2 educational 
structures” meaning that L2 reading is basically performed for 
different purposes from that of L1 reading. Students engaged 
in L2 reading engage in formal classroom settings where they 
read, for example, in response to a teacher’s instructions, and 
they do so for the purpose of taking exams rather than for mere 
acquisition of information and reception of communication as 
would be the case for L1 readers. In L2 settings, many L2 
readers may have positive attitudes toward their L2 reading 
material in much the same way as they have for their L1 
reading material. However, many others may have a 
completely negative attitude toward the same L2 reading 
material, viewing it simply as a utilitarian tool for learning L2. 
This may hinder them from engaging willingly to reading and 
therefore becoming fluent L2 readers.  

In sum, although L1 and L2 readers undergo all lower-
level and higher-level reading processes to reach the goal of 
reading increased comprehension ability, they do not 
experience the same conditions, given that L2 readers have a 
more significant number of limitations to deal with based on 
several factors in the L2 context.   

The above discussion of the lower-level and the higher-
level processes for reading comprehension has shown how 
reading comprehension is so complex that it requires multiple 
cognitive skills operating simultaneously. On top of that, 
differences between L1 and L2 reading pose additional 
obstacles for L2 readers. For fluent readers, these processes are 
rapid and almost effortless. However, for less competent L2 
readers, reading comprehension can be very problematic.  

When encountering comprehension problems, it is a 
common practice for many L2 readers to slow the spontaneity 
of the reading process by trying to translate the text into L1.  
They also tend to try forming a situation model of reader 
interpretation from past experiences and force the text to fit 
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their own preconceived notions. Unfortunately, both strategies 
result in meager comprehension, since working memory 
efficiencies will not function well in the case of translation 
process, and in the situation model the reader may access 
background information that does not correctly match the 
context (Grabe & Stoller, 2002). If these discouraging 
experiences continue, L2 readers are likely to lose the 
motivation necessary to become fluent. To prevent this from 
happening, the reading texts should be at a level appropriate to 
the reader’s ability, and L2 readers have to read regularly for 
hours  (Grabe & Stoller, 2002). Much evidence from studies 
on the effects of extensive reading on reading comprehension 
shows that a number of exposures to written input result in 
improved reading comprehension as well as reading speed 
(Bell, 2001), vocabulary enlargement (Grabe & Stoller, 1997; 
Horst, 2005; Pigada & Schmitt, 2006), and both expanded 
vocabulary repertoire and comprehension improvement 
(Stanovich, 2000).    

Having discussed reading comprehension processes, 
factors leading to test bias will now be reviewed. Since the 
present study focuses on the test itself, test reliability is 
excluded, and only factors violating test validity are discussed.  

2.3 Descriptions of test validity
Bachman (1991, p. 20) defines a test as “a measurement 

instrument designed to elicit a specific sample of an 
individual’s behavior...[and]... necessarily quantifies charac-
teristics of individuals according to explicit procedures”. As 
for language tests, they are expected to measure specific 
language abilities.  

Test validity is directly related to the test itself and refers 
to “the appropriateness of a given test or any of its component 
parts as a measure of what it is purported to measure” 
(Henning, 1987, p. 89). It is generally considered the most 
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important quality of a test for interpretation of results and use 
(Bachman, 1991).  

Bachman states further that a test will be valid if the 
inferences or decisions we make based on obtained test scores 
are applicable, meaningful, and useful. In principle, to ensure a 
test is applicable or valid and that the test scores are 
meaningful and useful, the test must not be chiefly affected by 
other factors than the ability being measured. Otherwise, that 
particular test will be considered invalid.  

Traditionally, validity can be classified into several 
types, for instance, content, criterion, face, construct, and 
concurrent validity. For the purpose of the present study, 
which is investigating the validity of the test itself and not any 
external factors, only content validity is concerned and 
described below.  

Hughes (1998, p. 22) proposes that a test is content valid 
if “its content constitutes a representative sample of the 
language skills, structures, etc. with which it is meant to be 
concerned.” In other words, a valid test is able to measure the 
particular knowledge, skills or abilities it is designed or 
intended for. For example, a grammar test must be able to 
elicit the test taker’s knowledge about specific grammar 
structures and not vocabulary knowledge.  

As discussed above, reading comprehension requires 
several complex processes, which cause difficulties 
particularly for L2 readers. As for a reading comprehension 
test, which is supposed to measure the reader’s comprehension 
of the given text and nothing else, there are factors which can 
interfere with test validity. One possible influential factor is 
language difficulty is in a multiple choice section of the test 
regarding both the question and its choice options, given in the 
target language of a reading comprehension test. Therefore, the 
present study has been designed to investigate whether and to 
what extent a multiple choice L2 reading comprehension test 
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using L2 in the comprehension question section t may affect 
the validity of the test.  

3. Methods 
3.1 Participants 
Participants were 242 non-English major students from 

four sections of Foundation English II in the first semester of 
the academic year 2009 at a Thai University. They were of 
diverse English proficiency levels. For the purpose of analysis, 
they were divided into three groups according to their scores 
(out of 9 points from 9 test items) in the English version of the 
reading comprehension test (discussed in section 3.2): the low-
score (scores from 1% up to 33%), mid-score (scores from 
44% up to 66%), and high-score (scores above 66%).   

3.2  Instruments 
The instruments used in the present study were two sets 

of multiple-choice reading comprehension tests. In both sets, 
the reading text of 364 words was identical, and was about 
women and their improved political rights in terms of the 
increasing number of successful women in politics in many 
Arab countries (See Appendix). The passage was followed by 
ten comprehension questions (However, item 8 had a flaw in 
its multiple choice options; therefore, it has been discarded 
from the analysis), asking about the topic/main idea, details, 
references and interpretations/inferences. The passage and 
some test items were in fact taken from an actual final 
examination paper. However, questions asking for the meaning 
of a word or a phrase were taken out, as the students were 
allowed to ask for the meanings of any words in the passage, 
thus rendering these types of questions inappropriate. To 
compensate for questions that were taken out, some questions 
were designed by the researcher in the same manner as tests 
given for grades at the university.  
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 The two sets of tests differed in that one set had 
comprehension questions and their multiple choice options in 
English (hereafter called the “English version”), whereas in the 
other they were in Thai (hereafter called the “Thai version”). 
The questions and the multiple choice options in the Thai 
version were translations of those in the English version. 
However, to avoid and/or minimize the possibility of students’ 
memorizing the letter of the answers for the multiple choice 
options in the English version, which was taken first, the order 
of the multiple choice options in the Thai version was shuffled. 
The questions and their type are summarized in Table 1 below.  

 
Table 1. Summary of the questions and their type. 

Question 
Type of 
Question 

Description of 
M/C 

1. What is the topic of the passage? Topic/main idea Sentence 
2. What problem did Mrs. Al-Gerifi 

have when she ran for an election 
in Qatar? 

Detail  Sentence 

3. What is NOT TRUE about Qatari 
women? 

Detail Sentence 

4. What does “this” in P2 refer to? Reference Clause 
5. What is TRUE? Detail Sentence 
6. Which is TRUE about the election 

in Bahrain in 2002 in P4? 
Inference/interpr
etation 

Sentence 

7.  According to the passage, in what 
country are women the least 
successful in politics? 

Detail One word  

9. What is the main idea of P4? Topic/main idea Sentence 
10. In P5, which country has the 

smallest number of women in 
parliament? 

Detail One word  

Note: M/C refers to ‘multiple choice’. 
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 The two versions of the complete test are provided in 
the appendix. 

3.3 Procedure and data analysis 
The research procedure for the present study was carried 

out in two phases. First, students were asked to do the English 
version of the reading comprehension test in the final week of 
the semester in reading comprehension by means of grammar-
translation instruction. Then in the consecutive session in the 
same week, the participants were required to take the Thai 
version. Each test session was 45 minutes long.  

Before students started the test, the teacher of each class, 
who had received training prior to administering the test, gave 
them the meaning of difficult words in the text line by line. 
During the test, the students were not allowed to use a 
dictionary, but they were permitted to ask for the meaning of 
any word in the text. This was to minimize the possibility of 
students scores varying due to the difficulty of the vocabulary 
in the text and to further limit the variable to only the 
difference of the languages used in the questions and the 
multiple choices. However, students were not allowed to 
consult each other and no help was given on word meaning 
from the questions and the multiple choice options. Finally, 
none of the students needed extra time to complete the test.  

After the data was collected, each group’s mean scores 
were calculated. Then, paired t-tests were performed to 
determine whether there was any significant difference in 
scores between the English and the Thai versions for each 
group. Analysis also explored whether or not the Thai version 
could significantly increase the number of students who chose 
the correct answers for each item. Results are described and 
discussed in section 4 below. 

 
 



Vol. 8 (2013)

Journal of  English Studies

53

Journal of English Studies 
 

Vol. 8 (2013) 
 

4. Results and discussion 
4.1 Overall results 
The overall statistical results, including mean scores, 

standard deviations, percentage of gained scores in the Thai 
version compared to the English version, t-value, and p-values 
for all groups are summarized in the Table 2 (Table 2) below. 

  
Table 2. Comparison of mean scores between the English and 
the Thai versions for all three groups. 
  

Group Number 

English 
version Thai version Score 

gained % T-value P-value Mean SD Mean SD 
High-score  (n = 7) 7.00 0.00 7.43 0.79 0.06 1.44 0.200 
Mid-score (n = 138) 4.75 0.73 5.22 1.61 9.89 3.39 0.001* 

Low-score (n = 97) 2.46 0.65 4.44 12.23 80.49 12.23 
0.000*
* 

 * p < 0.01 
**p < 0.001 

As summarized in Table 2, the paired t-tests showed an 
insignificant difference between the English version and the 
Thai version for the high-score group at p > 0.05 (t = 1.44, p = 
0.200). Their mean scores for the English and the Thai 
versions are almost the same, with the gained score of 0.43 
points or only 0.06%. These results indicate that it made no 
difference whether the questions and the multiple choice 
options were in English or Thai for the students in this group. 
On the other hand, there was a significant variation effect in  
scores for the mid-score group between the English version 
and the Thai version  at p < 0.01  (t = 3.39, p = 0.001), and an 
even greater effect for the low-score group at p < 0.001 (t = 
12.23,  p = 0.000). Based on the paired t-test results, both the 
mid and the low-score groups performed significantly better in 
the Thai version.    
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The scores gained for each group showed that the Thai 
version favored the low-score group the most, followed by the 
mid-score group, with the high-score group not benefitting at 
all.  Thus, it can be concluded that the less proficient students 
tested scored significantly lower when faced with questions 
and multiple choice options in L2.  

4.2 Significant effects of using L1 in place of L2 on 
students’ performance

Section 4.2 explores whether there is any significant 
difference in the percentage of students who chose the correct 
answers between the English and the Thai versions for each 
item. This is to determine significant effects of using L1 in the 
questions and the multiple choice options that may 
significantly helped these Thai students improve their scores. 
Table 3 presents the paired t-test results of comparison of 
percentages of students in each group who selected the correct 
answer between the Thai and the English versions for each 
item.  

From Table 3, the question items which show 
significantly higher percentages of students who selected the 
correct answer in the Thai version than in the English version 
are Q12, Q2, Q3, Q4, Q5, and Q9 for the low-score group, and 
Q2 and Q5 for the mid-score group. The high-score group did 
not make any significant difference at all. Among these items, 
Q2, Q3, Q4, Q5 are detail questions with lengthy multiple 
choice options while Q1 and Q9 are topic/main idea questions 
with long complex noun phrases and long complex clauses, 
respectively. The statistical results of comparison of 
percentages of students in each group who chose the correct 
answers between the Thai and the English versions confirm the 
overall results presented in section 4.1 that the low-score group 

                                                            
2 Q refers to ‘question’, thus Q1 refers to ‘question 1’.  
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benefited the most from the Thai version , the mid-score group 
benefited less, while the high score group did not benefit at all 
in any of the items  (Table 3).      
Table 3. Comparison of percentages of students in each group 
who selected the correct answer between the Thai and the 
English versions for each item. 
   

Q item Group 
English Thai T-value 

P-value 
(2-tailed) 

M SD M SD   

Q1 High (n = 7) 0.86 0.38 0.43 0.54 2.121 0.078 
 Mid (n = 138) 0.20 0.40 0.29 0.46 -1.745 0.083 
 Low (n = 97) 0.12 0.33 0.29 0.46 -3.161 0.002**

Q2 High (n = 7) 0.86 0.38 0.86 0.38 0 1.000 
 Mid (n = 138) 0.86 0.35 0.93 0.25 -2.269 0.025***
 Low (n = 97) 0.59 0.50 0.99 0.10 -8.034 0.000* 

Q3 High (n = 7) 0.71 0.49 0.86 0.38 -1.000 0.356 
 Mid (n = 138) 0.54 0.50 0.58 0.50 0.699 0.486 
 Low (n = 97) 0.20 0.40 0.42 0.50 -3.598 0.001**

Q4 High (n = 7) 0.57 0.54 0.86 0.38 -1.549 0.172 
 Mid (n = 138) 0.49 0.50 0.57 0.50 -1.328 0.186 
 Low (n = 97) 0.15 0.36 0.52 0.50 -6.120 0.000* 

Q5 High (n = 7) 1.00 0.00 1.00 0.00 0 1.000 
 Mid (n = 138) 0.49 0.50 0.76 0.43 -5.175 0.000* 
 Low (n = 97) 0.16 0.37 0.60 0.50 -7.185 0.000* 

Q6 High (n = 7) 0.71 0.49 0.86 0.38 -1.000 0.356 
 Mid (n = 138) 0.26 0.44 0.28 0.49 -0.315 0.753 
 Low (n = 97) 0.09 0.29 0.13 0.34 -0.942 0.348 

Q7 High (n = 7) 0.86 0.38 0.86 0.38 0 1.000 
 Mid (n = 138) 0.78 0.41 0.70 0.46 1.643 0.103 
 Low (n = 97) 0.62 0.49 0.61 0.49 0.148 0.882 

Q9 High (n = 7) 0.86 0.38 0.86 0.38 0 1.000 
 Mid (n = 138) 0.44 0.50 0.47 0.50 -0.491 0.624 
 Low (n = 97) 0.15 0.36 0.40 0.49 -4.36 0.000* 

Q10 High (n = 7)  0.57 0.54 0.86 0.38 -1.549 0.172 
      Mid  (n = 138)     0.68 0.47 0.64 0.48 0.787     0.433 
    Low (n = 97)     0.37 0.49 0.48 0.50 -1.654 0.101 

 
* p < 0.001, ** p < 0.01, *** p < 0.05 
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In reference to Q1, Q2, Q3, Q4, Q5, and Q9, the most 
likely reason why a greater and more statistically significant 
number of students in the low-score and mid-score groups 
chose the correct answer in the Thai version may be due to one 
quality these items have in common, that is, the multiple 
choice options are lengthy and, thus, complicated for many of 
these L2 students. Therefore, using L1 in the questions and 
multiple choice options increased the numbers of students 
selecting the correct answer in those questions. The Thai 
version seemed to have been helpful for these two lower score 
groups in the sense that it brought out the information these 
students had decoded from the L2 text. Consequently, because 
the mid-score students had a higher proficiency, they were able 
to decode more information in the L2 text than the low-score 
students did.  That is, the multiple choice question section 
given in L1 serves as ‘true’ multiple choice question to check 
students’ text comprehension according to what they have 
decoded from the L2 text, unlike the question section given in 
L2 which behaves like a test within a test.   However, L1 in the 
multiple choice question section is certainly not helpful since if 
students cannot decipher the information in the text written in 
L2. On the contrary, the high-score group did not receive any 
benefit from the Thai version in any multiple choice question 
item which likely indicates that they had sufficient knowledge 
of L2 to help them understand both the L2 text and the L2 
questions, therefore, the presence of the L1 question section 
was of no use to them in providing better answers.  

4.3 Insignificant effects of using L1 in place of L2 on 
students’ performance

Based on the statistical results in Table 3, the question 
items which do not show any significant difference in 
percentages of students choosing the correct answer between 
the Thai and the English versions are Q6, an inference 
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question, and Q7 and Q10, two detail questions. Obviously, the 
questions and the multiple choice options in Q7 and Q10 are at 
one-word level while those in Q6 are phrases of four to eight 
words. Hence, detail questions Q7 and Q10 will be explored 
first, followed by inference question Q6.  

As described in section 3, the questions and the multiple 
choice options in the Thai version are simply the translations 
of those in the English version. Thus, only examples of the 
English version are given for discussion.  

 
Question 7 
Q7 is given below for discussion.  
Q7. According to the passage, in what country are 

women the least successful in politics? 
 a. Morocco        b. Bahrain c. Algeria      d. Lebanon

  
The key sentences where the answer lies in are “In

Bahrain, for example, 39 women ran for local and national 
office in 2002. Not a single woman won.” According to the 
passage, elsewhere, women either won some seats or were 
appointed in political offices, but no women got elected in 
Bahrain. Therefore, the correct choice is (b). Q7 is not 
problematic for the students because it asks for a short and 
straightforward answer, the name of the country which has the 
smallest number of woman politicians. The sets of information 
for each country described in the text were not very 
complicated and basically consisted of names and numbers. 
The key statement “Not a single woman won” does not seem 
difficult for the majority of these students, as 62% of the low-
score group, 78% of the mid-score group, and 86% of the high-
score group selected the correct answer in the English version. 
Most importantly, the multiple choice options contained easy 
one-word vocabulary items, the names of the countries, which 
were easy to understand.   
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Question 10 
Q10 is given below for discussion.  
10. In P5, which country has the smallest number of 

women in parliament? 
a. Saudi Arabia     b. Jordan c. Morocco d. Algeria 
 
Like Q7, Q10 asks for a short and straightforward 

answer. However, the sentences in the text are more complex 
due to the word choices and sentence structures used. The key 
sentences are: 

Jordan set a quota to ensure that at least six    
         women were elected to parliament.  

Morocco and Algeria have relatively high 
numbers of women in parliament compared to 
the rest of the region. And even Saudi Arabia, 
which gives women fewer political rights than 
any other countries on earth, recently had two 
women elected to the board of directors of the 
Jeddah chamber of commerce. 
The sentences above provide information, in simpler 

words, that Jordan had at least six women, Morocco and 
Algeria had quite a few women compared to other Arabic 
countries, and Saudi Arabia had none in its parliament, but two 
in a chamber of commerce. As none or zero is a whole real 
number, thus, the answer is option (a). Apparently, the 
sentences in paragraph 5 are more difficult than those in 
paragraph 4, which may be why noticeably fewer students in 
all groups scored on this item, compared to Q7 in the English 
version, i.e. 37% of the low-score, 68% for the mid-score, and 
57% for the high-score groups. It is seen that the mean score of 
the high-score group is lower than that of the mid-score group, 
which is not expected. This was most likely due to the very 
small number of students in this group (n = 7), thus when only 
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three students chose the wrong answer, the percentage dropped 
dramatically.   

From Table 3, the statistical results show a insignificant 
difference in the number of students in all groups who selected 
the correct answers between the English and the Thai versions. 
As discussed in Q7, this was most likely due to the fact that all 
of the multiple choice options were simple one-word 
vocabulary items, so there was no room for L1 to better 
improve the students’ understanding of the multiple choice 
options. 

Based on the results and discussion for Q7 and Q10 
above, it can be concluded that using L1 is not very helpful for 
detail questions where the information in the multiple choice 
options is restricted to simple one-word level vocabulary 
items, e.g. the names of countries. This is most likely because 
such type of multiple choice options does not require much 
cognitive work.   

 
Question 6 
Q6 is given below for discussion.  
Q6. Which is TRUE about the election in Bahrain in 

2002 in P4? 
   a. More women ran for the election than men. 
   b. Thirty-nine women won the election. 

c. Only male candidates were elected.
   d. One woman was elected. 
  
Item Q6 was intended to check the students’ 

understanding of   details by asking them to identify the correct 
choice from multiple choice options giving wrong information. 
The key sentences in the passage are “In Bahrain, for example, 
39 women ran for local and national office in 2002. Not a 
single woman won”, the correct option being  (c) ‘Only male 
candidates were elected’. Since the answer must be inferred 
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from the two key sentences, specifically the latter, however, 
this question does not only elicit the students’ understanding 
about what the words explicitly say but also their ability to 
interpret or infer what is not explicitly stated. Mean score 
results revealed that while 71% of the high-score group chose 
the correct answer in the English version, the numbers of the 
students in the mid-score and the low-score groups who did the 
same were far fewer at 26% for the mid-score and 9% for the 
low-score groups. There was no significant increase in number 
of students who chose the correct answer in the Thai version 
for the mid-score and the low-score groups, suggesting that 
using L1 in the multiple choice question section of the test did 
not help.  

The fact that most of the mid-score and nearly all of the 
low-score students chose the wrong option (b) is noteworthy. 
These students were most probably lured by the number 39 
which is the exact same number of the women who ran for the 
election, not who won the election. This finding suggests that 
when the students could not rely on their understanding of the 
text, they tended to rely on and seek help from some “clue” 
words instead. It must be noted that the text does not use a 
word for the male gender, e.g. ‘men’ or ‘male’. This might 
have caused students forget or overlook the fact that there were 
also male candidates. Or else, the lack of “clue” word 
explicitly written in the text might have made them feel unsure 
whether there were also male candidates “out there” and 
decided to exclude them. They did not seem to make use of 
their background or world knowledge by analytical thinking or 
inferring that there were also male candidates and only male 
candidates won the election. Therefore, being unable to use 
background knowledge, the students failed to make a correct 
interpretation or inference of the information in the text (Yuill 
& Oakhill, 1991).  
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The assumption that the students did not seem to use 
their background knowledge to infer the unstated information 
suggests that even a simple higher-level process like using 
one’s background knowledge, which is in fact readily available 
from life’s experience, may not function adequately if the 
lower-level processes are not successfully operational. Based 
on the Language Threshold Hypothesis, it is only when L2 
readers have sufficient L2 knowledge that they can adopt L1 
reading strategies and skills to help comprehend L2 texts, as 
they spend most of their cognitive resources to figure out 
vocabulary and grammatical structures, leaving insufficient 
cognitive resources to understand and interpret the information 
or ideas represented by words and sentences. To pass this 
threshold, L2 readers have to know almost all of the words 
encountered in order to process the text effortlessly. In 
addition, the above finding indicates that students who could 
not tap into their knowledge of grammar and vocabulary, i.e. 
the lower-level processes, to help them understand what they 
were reading tended to resort to other strategies, in particular 
lexical form matching. 

Given that the students were provided with the 
contextualized meanings in Thai for any of the English words 
in the passage, this result from item 6 also stresses that lexical 
access or the word recognition process is not sufficient to 
succeed in reading comprehension, and raises the importance 
of the role of grammar knowledge and the parsing process. 
This is because readers need grammar knowledge of the L2 to 
syntactically parse the recognized words to understand them 
before they can recombine them to form meaningful mental 
propositions or ideas (Grabe & Stoller, 2002).  

On the whole, what renders many students in both lower 
score groups incapable of understanding the text well enough 
to draw correct inferences in both  English and  Thai test 
versions is likely due to an interplay of several factors. These 
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mainly including their limitations in operating the lower-level 
processes involving linguistic resources, limited working 
memory capacity (Cain & Oakhill, 1999; Grabe & Stoller, 
2002; Yuill & Oakhill, 1991), not knowing when it is 
appropriate to make an inference, and/or incapacity to make 
adequate use of background knowledge (Yuill & Oakhill, 
1991). The causes of these limitations appear to be due to 
linguistic and processing differences, unsupportive L2 learning 
environments (covering individual and experiential 
differences, and socio-cultural institutional differences), and 
poor reading skills as a result of not reading enough (Grabe & 
Stoller, 2002).   

In summary, the results from the present study show that 
using L1 in the questions and multiple choice options benefits 
low-score students the most, followed by mid-score students, 
with not benefit to those in the high-score group. The results 
also suggest that using L1 in place of L2 may be most helpful 
to elicit L2 readers’ comprehension of L2 texts at times when 
the questions simply ask for details, and the multiple choice 
options contain long and complex phrases, clauses or 
sentences. However, this does not seem to help incompetent 
L2 readers when the questions prompt them to draw an 
inference, as doing so requires them to grasp almost all the 
words in the text of which they are already deficient in, and to 
have sufficient cognitive resources to trigger and confirm the 
background knowledge to correctly interpret what is not 
explicitly stated. Likewise, using L1 is not much beneficial for 
questions where the information in the multiple choice options 
is restricted to short simple words, that do not require much 
cognitive work.   

5. Conclusion 
The present study has demonstrated that using L2 in the 

questions and the multiple choice options in L2 reading 
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comprehension tests can lower L2 students’ genuine 
performance on L2 reading comprehension ability. The study 
has pointed out while students with high proficiency in L2 are 
not much likely to be affected, those with low proficiency 
suffer greatly. In other words, the less proficient a student is, 
the more they suffered. It is then argued that when a reading 
test intends only to target reading comprehension in L2 
students, everything else on the test should be in L1 except for 
the L2 reading text so that no additional degree of difficulty 
will be encountered. As such, a reading comprehension test 
will not violate content validity. Having presented these 
results, it is hoped that the findings may raise awareness of a 
test bias that has been overlooked in several L2 and EFL 
contexts, and that these test biases be properly attended to.   

As the findings from the present study suggest, multiple 
choice questions and their coinciding choice options in L2 
reading comprehension tests should be presented in L1. 
However, in a classroom context where this may be considered 
unacceptable, translations or glossaries of difficult or 
unfamiliar words in the questions and multiple choice options 
that do not appear in the passage should be provided. In 
addition, words and structures in the questions and multiple 
choice options should be limited to only those appearing in the 
text books and learning materials to ensure that at least they 
are not completely new to students. However, the problem may 
still persist as some learned words may not have been 
internalized and thus continue to remain difficult for students.   
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Appendix
 

Reading Comprehension Test (English version) 
 

Name............................................. Number................ Section............. 
______________________________________________________ 

 
Instructions: Read the text below and choose the best answer.  

 
P1 In some parts of the world, women have almost no voice in 
politics and government. When Sheikha Yousef Hasan Al-Gerifi 
was running for city council in Qatar, her family did not allow her to 
put pictures in the campaign advertisements. Her family also refused 
to let her put pictures in newspapers and on posters.  
 
P2 The tiny Persian Gulf nation of Qatar is a conservative place. 
As in heighboring Saudi Arabia, most Qatari women cover 
themselves completely in public, including their faces. So, because 
of this, it is really no surprise that Mrs. AL Gerifi’s family would 
object to the idea of her photo being put on campaign ads. In the 
end, it did not matter. She won the election anyway.  
 
P3 The fact that she was able to run for, and be elected to, public 
office is a sign of how things are changing in the most conservative 
corner of the globe. But that change is coming slowly. Political 
scientist Hala Mustafa of Egypt al-Ahram Foundation says women 
in the Arab world have little political power, and few Arab countries 
have any significant number of women in parliament. 
 
P4 Although women may experience fewer difficulties in 
Lebanon, Morocco and Algeria, women in much of the Arab world 
have a very hard time getting elected. In Bahrain, for example, 39 
women ran for local and national office in 2002. Not a single woman 
won. In Egypt’s parliament election this year, only a very small 



Vol. 8 (2013)

Journal of  English Studies

69

Journal of English Studies 
 

Vol. 8 (2013) 
 

number of candidates were women, and four of them were elected. 
The president increased the overall number of women in parliament 
by giving them five of the 10 appointed seats after the election. 
 
P5 However, some changes are happening. Two years ago, Jordan 
set a quota to ensure that at least six women were elected to 
parliament. Morocco and Algeria have relatively high numbers of 
women in parliament compared to the rest of the region. And even 
Saudi Arabia, which gives women fewer political rights than any 
other countries on earth, recently had two women elected to the 
board of directors of the Jeddah chamber of commerce. It is a small 
step, but in the eyes of many Arab women, a very important one.  

 
1. What is the topic of the passage? 

a. A better understanding of women in political positions 
b. Qatari women and their political rights 
c. Number of Arab women in political positions 
d. Arab women and their better opportunities in politics 
 

2. What problem did Mrs. Al-Gerifi have when she ran for an 
election in Qatar? 

a. Her family did not allow her to place her photos on the 
campaign ads. 

b. Her family did not allow her to run for the city council 
election. 

c. She was not accepted by male candidates. 
d. She was not allowed to appear in public places. 
 

3. What is NOT TRUE about Qatari women? 
a. They cannot show their faces in public. 
b. They have equal political power to men. 
c. They live in a conservative country. 
d. They are allowed to run for an election.  
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4. What does “this” in P2 refer to? 
a. that most Qatari women cover up their bodies and faces 

outside homes  
b. that Qatar is a conservative country where married women 

cover their bodies. 
c. that most Qatari women are not surprised her photos are not 

shown on the ads 
d. that Qatar is influenced by a more powerful country, Saudi 

Arabia 
 
5. What is TRUE? 

a. Newspapers did not want Mrs. AL-Gerifi’s pictures. 
b. Mrs. AL-Gerifi succeeded in the election. 
c. The politics in Mrs. Al-Gerifi’s country rapidly changes. 
d. Mrs. Al-Gerifi did not allow anyone to take her pictures. 

 
6. Which is TRUE about the election in Bahrain in 2002 in P4? 

a. More women ran for the election than men. 
b. Thirty-nine women won the election. 
c. Only male candidates were elected. 
d. One woman was elected. 

 
7. According to the passage, in what country are women the least 
successful in politics? 

a. Morocco b. Bahrain c. Algeria      d. Lebanon 
 
9. What is the main idea of P4? 

a. Women in Lebanon, Morocco and Algeria are more 
successful than those in other Arab countries. 

b. Women in Bahrain and Egypt have more difficulty in 
getting elected than those in Lebanon, Morocco and Algeria. 

c. There should be a quota for women in the parliaments in 
Arab countries.  
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d. It is very difficult for women in most Arab countries to win 
an election. 
 
10. In P5, which country has the smallest number of women in 
parliament? 

a. Saudi Arabia     b. Jordan c. Morocco d. Algeria 
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Reading Comprehension Test (Thai version) 
 

Name............................................. Number................ Section............. 
_______________________________________________________ 

คาํส่ัง: อ่านเน้ือเร่ืองขา้งล่างน้ี  แลว้เลือกคาํตอบท่ีดีท่ีสุด  
 

P1 In some parts of the world, women have almost no voice in 
politics and government. When Sheikha Yousef Hasan Al-Gerifi 
was running for city council in Qatar, her family did not allow her to 
put pictures in the campaign advertisements. Her family also refused 
to let her put pictures in newspapers and on posters.  
 
P2 The tiny Persian Gulf nation of Qatar is a conservative place. 
As in heighboring Saudi Arabia, most Qatari women cover 
themselves completely in public, including their faces. So, because 
of this, it is really no surprise that Mrs. AL Gerifi’s family would 
object to the idea of her photo being put on campaign ads. In the 
end, it did not matter. She won the election anyway.  
 
P3 The fact that she was able to run for, and be elected to, public 
office is a sign of how things are changing in the most conservative 
corner of the globe. But that change is coming slowly. Political 
scientist Hala Mustafa of Egypt al-Ahram Foundation says women 
in the Arab world have little political power, and few Arab countries 
have any significant number of women in parliament. 
 
P4 Although women may experience fewer difficulties in 
Lebanon, Morocco and Algeria, women in much of the Arab world 
have a very hard time getting elected. In Bahrain, for example, 39 
women ran for local and national office in 2002. Not a single woman 
won. In Egypt’s parliament election this year, only a very small 
number of candidates were women, and four of them were elected. 
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The president increased the overall number of women in parliament 
by giving them five of the 10 appointed seats after the election. 
 
P5 However, some changes are happening. Two years ago, Jordan 
set a quota to ensure that at least six women were elected to 
parliament. Morocco and Algeria have relatively high numbers of 
women in parliament compared to the rest of the region. And even 
Saudi Arabia, which gives women fewer political rights than any 
other countries on earth, recently had two women elected to the 
board of directors of the Jeddah chamber of commerce. It is a small 
step, but in the eyes of many Arab women, a very important one.  

 
1. หวัขอ้ของเร่ืองน้ีคืออะไร 

ก. ผูห้ญิงกาตาร์กบัสิทธิทางการเมือง 
ข. จาํนวนผูห้ญิงในตาํแหน่งทางการเมือง 
ค. ความเขา้ใจท่ีดีข้ึนเก่ียวกบัผูห้ญิงท่ีอยูใ่นตาํแหน่งทางการเมือง 
ง. ผูห้ญิงอาหรับกบัโอกาสทางการเมืองท่ีดีข้ึน 
 

2. นาง Al Gerifi มีปัญหาอะไรเม่ือเธอลงหาเสียงเลือกตั้งในกาตาร์ 
ก. เธอไม่ไดรั้บการยอมรับจากผูส้มคัรรับเลือกตั้งท่ีเป็นผูช้าย 
ข. เธอไม่ไดรั้บอนุญาตใหป้รากฏตวัในท่ีสาธารณะ 
ค. ครอบครัวของเธอไม่อนุญาตใหเ้ธอลงภาพของเธอบนส่ือโฆษณาหาเสียง 
ง. ครอบครัวของเธอไม่อนุญาตใหเ้ธอลงหาเสียงเลือกตั้งสภาเมือง 
 

3. ขอ้ใดไม่ถูกตอ้งเก่ียวกบัผูห้ญิงกาตาร์ 
ก. ผูห้ญิงกาตาร์มีอาํนาจทางการเมืองเท่าเทียมกบัผูช้าย 
ข. ผูห้ญิงกาตาร์ไดรั้บอนุญาตใหห้าเสียงเลือกตั้งได ้
ค. ผูห้ญิงกาตาร์ไม่สามารถเปิดเผยใบหนา้ในท่ีสาธารณะได ้
ง. ผูห้ญิงกาตาร์ดาํรงชีวติอยูใ่นประเทศอนุรักษนิ์ยม 
 

4. คาํวา่ “this” ในยอ่หนา้ท่ี 2  หมายถึงขอ้ใด 
ก. การท่ีผูห้ญิงกาตาร์ส่วนใหญ่ไม่ไดรู้้สึกประหลาดใจท่ีภาพนาง Al Gerifi ไม่

ปรากฏบนส่ือโฆษณาหาเสียง 
ข. การท่ีผูห้ญิงกาตาร์ส่วนใหญ่ปกปิดร่างกายและใบหนา้เม่ืออยูน่อกบา้น 
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ค. การท่ีกาตาร์ไดรั้บอิทธิพลจากประเทศซาอุดิอาระเบียท่ีมีอาํนาจมากกวา่ 
ง. การท่ีกาตาร์เป็นประเทศอนุรักษนิ์ยมท่ีซ่ึงหญิงท่ีแต่งงานแลว้ตอ้งปกปิดร่างกาย 
 

5. ขอ้ใดถูกตอ้ง 
ก. นาง Al Gerifi ไม่อนุญาตใหใ้ครถ่ายภาพของเธอ 
ข. หนงัสือพิมพห์ลายฉบบัไม่ตอ้งการลงภาพของ นาง Al Gerifi 
ค. การเมืองในประเทศของ นาง Al Gerifi เปล่ียนแปลงไปอยา่งรวดเร็ว 
ง. นาง Al Gerifi ประสบความสาํเร็จในการเลือกตั้ง 
 

6. ขอ้ใดถูกตอ้งเก่ียวกบัการเลือกตั้งในบาห์เรนในปี 2002  ในยอ่หนา้ท่ี 4 
ก. มีผูส้มคัรรับเลือกตั้งท่ีเป็นผูช้ายเท่านั้นท่ีไดรั้บการเลือกตั้ง 
ข. ผูห้ญิง 39 คน ชนะการเลือกตั้ง 
ค. มีผูห้ญิงเพียงคนเดียวท่ีไดรั้บการเลือกตั้ง 
ง. มีจาํนวนผูห้ญิงลงหาเสียงเลือกตั้งมากกวา่ผูช้าย 
 

7. จากเร่ืองท่ีอ่าน  ในประเทศใดท่ีผูห้ญิงประสบความสาํเร็จทางการเมืองนอ้ยท่ีสุด 
ก. เลบานอน    ข. โมร็อคโค    ค. บาห์เรน    ง. อลัจีเรีย 

 
8. ขอ้ใดเป็นใจความสาํคญัของยอ่หนา้ท่ี 4 

ก. น่าจะมีโควตาสาํหรับผูห้ญิงในรัฐสภาของประเทศอาหรับต่าง ๆ 
ข. ผูห้ญิงในเลบานอน  โมร็อคโค และอลัจีเรีย ประสบความสาํเร็จมากกวา่ผูห้ญิงใน

ประเทศอาหรับอ่ืน ๆ  
ค. มนัเป็นส่ิงท่ียากลาํบากยิง่สาํหรับผูห้ญิงในประเทศอาหรับส่วนใหญ่ท่ีจะชนะการ

เลือกตั้ง 
ง. ผูห้ญิงในบาห์เรนและอียปิตมี์ความยากลาํบากมากกวา่ผูห้ญิงในเลบานอน โมร็อคโค 

และอลัจีเรีย ในการไดรั้บการเลือกตั้ง 
 
9. ในยอ่หนา้ท่ี 5  ประเทศใดมีจาํนวนผูห้ญิงในรัฐสภานอ้ยท่ีสุด 

ก. โมร็อคโค    ข. จอร์แดน   ค.  อลัจีเรีย     ง. ซาอุดิอาระเบีย
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Abstract

This essay deliberates on an interpretation of the Medusa 
myth in Greek mythology through two psychoanalitical 
approaches: Sigmund Freud’s theory of castration, and Carl G. 
Jung’s theory of the Archetype. Based on psychoanalytical 
concepts, certain logical conclusions regarding sexuality that 
differentiate men and women are reflected in this myth, serving as 
a part of human psychological development established in the 
society in the form of social norms and rites. These logical 
conclusions, illustrated and interpreted through characterization in 
the story, bring to light psychoanalytical concepts toward 
sexuality related to the following: 1) why the character Medusa is 
presented as a monstrous creature with destructive powers to turn 
men who gaze at her into stone, and 2) how the relationships 
between this female character and other characters  including 
Perseus, the protagonist in this hero myth, Goddess Athena, and 
Danaë Perseus’s mother apply. 

Keywords: Greek mythology and psychoanalysis; Medusa and 
psychoanalysis; sexuality in Medusa myth; Medusa myth 
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