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Chapter One: Introduction

1.1 Background 

Gender differences are ever present in human life. This fact can be readily traced in 

conversations, humor, and even conflicts. It is easily noticed while explaining everything 

ranging from driving style to food preference. Indeed, gender is rooted so profoundly in 

human's actions, beliefs, and desires that it appears to be totally natural (LoCastro, 2001). 

The world is full of ideas pertaining to gender, and these ideas are so commonplace 

that we take them for granted as if they were scientific facts (Siragusa, 2001). However, 

scholars and researchers are arguably expected to go beyond what appears to be common 

sense in order to empirically find out the realities behind gender. In fact, since gender 

seems natural, and beliefs about it seem to be the obvious truth, researchers need to stand 

higher and investigate gender from a higher vantage point.

To begin with, in the field of neurology, gender differences have been widely attested 

to. Lenneberg (1967) suggested that "lateral specialization appears to exist more distinctly 

in males than in females, meaning the female brain utilizes both hemispheres more 

diffusely" (p. 80). Some other researchers, however, have challenged this idea. For 

example, Grabowska, Herman and Iwona (1994) have pointed out that although some 

findings support the idea that the female human brain is less lateralized than that of males, 

the issue is very complicated and needs further investigation as to the dynamics of 

hemispheric asymmetry and the role of social-psychological factors.

In line with the above, there is little doubt that psychological differences between 

males and females are many, as confirmed by a number of researchers (Gardner et al., 

1997; Peirce, 1995; Siegal, 1996; Wertsch, 1991). These differences can greatly influence 

every life experiences, including learning a foreign language, which is one of the biggest 

ones. Many researchers have investigated the effect of gender on foreign language 

learning. Although some of them have tried to figure out similarities between males and 

females (Epstein, 1988; Hyde, 2005), most researchers have investigated their differences 

(Brantmeier, 2003; Cameron, 2005; Ghanipour, Vahdani & Mansoori, 2013; Pae, 2003; 

Tavakoli & Sayadian, 2012.) 
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The inspiring account given above has prompted the present study to be gender-

based. In this way, we will investigate the effect of gender on using reading microskills 

among Iranian EFL learners. The reason why reading has been chosen lies in the pivotal 

role of this skill in the process of learning a second language. Since the explanation of this 

role will appear in the subsequent sections, we would suffice here to quote Glazer and 

Searfoss (1988) who believe: 

Reading is receiving ideas, experiences, feelings, emotions, and concepts. It is an 

activity that permits one to gain vast knowledge. When reading, we can live and 

travel vicariously and become acquainted with people and events of the past that 

have shaped our worlds. Reading creates for us mental maps of events so that 

ideas can be transmitted from the mind of one, the author, to the mind of another, 

the receiver/reader. (p. 2) 

With regard to this, in the field of language learning and teaching, reading has 

attracted considerable attention (Pae, 2003). This might be due to the significance of this 

skill in the process of learning a foreign language. For one thing, it feeds the three other 

skills, namly, speacking, listening, and writing. (Nujaidi, 2000). Furthermore, many 

learners need to read the materials related to their specialties in English as a foreign 

language. Keeping this in mind, it is not surprising to see the number of researchers who 

have investigated the impact of gender on the reading comprehension process (Brantmeier, 

2003; Cameron, 2005; Epstein, 1988; Hyde, 2005; Pae, 2003). To carry out their 

investigations, they have focused on different aspects of reading comprehension. To name 

a few, some have focused on the topic and content of a passage (Brantmeier, 2003; Hyde, 

2005) while others have investigated the mental processes involved in reading 

comprehension (Cameron, 2005; Pae, 2003.) 

Brantmeier (2003) carried out a study on Spanish learners and found a significant 

further mentions that passages which have topics favored by females are better understood 

by them in comparison with their male counterparts. In the same vein, males are better at 

comprehending passages with topics within their interest. In another study conducted with 

Korean EFL learners, Pae (2003) found that females performed better than males in those 

comprehension items that asked about mood, impression or tone of the passage, whereas 
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males performed better on those items which required the reader to make a logical 

inference. 

All of these studies, however, have been conducted in specific contexts (Spanish or 

Korean). So their results may not be generalized to other contexts. Consequently, 

replication of these studies in new contexts like Iran is highly warranted.

1.2 Statement of the Problem 

The gap between the educational success achieved by males and females has been the 

center of much debate (Machin & McNally, 2007). This gap is especially critical for 

students who take part in university entrance exams at the end of their school education. In 

a context like Iran, where the number of applicants for academic education is rocketing up, 

assuming a gender-blind approach to educational programming by the authorities will 

cause many problems. It should give rise to conducting gender-based studies in different 

fields and subfields. 

In light of the importance of gender as a pivotal factor, there is, on the one hand, a 

growing concern about unfair assessment of the learners, and on the other hand, 

disproportionate distribution of professional and occupational opportunities amongst 

learners. The justification regarding our concern about unfair assessment originates from 

the fact that cognitive ability is largely gender-based (Cohen, 1990; Feingold, 1993; 

Vivaldo-lima, 2005; Wesson & Holman, 2001). This means that, psychologically, the 

mental processes males and females use to come up with the answer of a test item are 

different. This, in turn, implies that gender is a factor in cognitive processing. Bearing this 

in mind, it could be argued that, if gender differences are not identified and taken into 

account, the assessment procedure might unduly favor one gender against another, thereby 

undermining the validity of that assessment. 

The same idea can well be applied to reading comprehension and its assessment. 

Gender might have an effect on the way males and females generate answers to questions 

appearing in a reading comprehension test. Such being the case, if any difference emerges 

proficiency per se. Rather, to pass a judicious judgment, we need to consider gender as a 

factor arguably influencing the comprehension process and the scores.  

Regarding the fact that the interaction between reader and text variables is key to 

understanding the reading process, in most reading-related research, the common practice 



 | P a g e

is to divide it into two separate factors: the reader and the text (Alderson, 2000).When it 

comes to reader variables, gender constitutes one significant reader variable. Therefore, in 

the present study, gender is viewed as the independent variable and the application of 

reading microskills as the dependent variable, which will be further explained below. 

The term microskills is widely used in EFL teaching, testing, and research. As Nuttall 

(1996) has argued, reading ability can be divided up into different microskills. In a seminal 

study carried out by Munby (1978), a number of reading microskills were identified.  In 

fact, there have been several studies about the degree to which it is possible to identify 

these microskills involved in the reading process (Nuttall, 1996; Pae, 2003).  One of the 

assumptions underlying the present study is that reading comprehension can be envisaged 

as a construct of microskills. As a result, examining reading comprehension skill will be 

largely synonymous with examining reading microskills. 

EFL literature is replete with many checklists related to reading microskills offered 

by researchers (Brown, 2001; Davis, 1968; Grabe, 1986; Jordan, 1997; Munby, 1978; 

Nuttall, 1996, among many others), some of the most noted of which will be reviewed in 

more depth in the next chapter. Still, it should suffice to mention here that although these 

checklists vary, four reading microskills have been unanimously acknowledged to be 

critical to comprehend a reading passage: 

1. Drawing a logical inference from a reading passage, 

2. Finding out the mood or tone of a reading passage, 

3. Guessing the meaning of unknown words from context, and 

4. Getting the main idea of a reading passage. 

Based on what was said above, this study has tried to investigate the effect of these 

four microskills as they are the most pivotal ones, having appeared in almost all the 

checklists presented (Brown, 2001; Davis, 1968; Grabe, 1986; Jordan, 1997; Munby, 1978; 

Nuttall, 1996) 

1.3 Significance of the Study 

 critical for almost all EFL learners around the world 

(Nujaidi, 2000). Perhaps the most noticeable contribution of the present study is to high 

school students. Indeed, how to improve their reading ability seems most crucial and 

urgent. To enter universities, their reading skills must be of a considerable level. Moreover, 

at universities or in their workplace, they might have many opportunities to read English 
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articles. If these students can read English language content on the area of their study, it 

broadens their understanding and offers them educational or professional advantages. This 

importance has been verified by many. Among them, Alderson (1984) stresses that L2 

reading ability is often viewed as the most necessary skill for EFL learners in academic 

and professional development of those whose professions and academic programs require 

obtaining information in a second or foreign language. Thus, it is important for university 

EFL programs in Iran to achieve a comprehensive understanding of what reading ability is 

and what factors can influence it.

One of the main purposes of the present study is to enrich teaching pedagogy of 

reading in Iran and thus contribute to the learning process of this skill. In so doing, 

through EFL programs. This can be achieved by investigating the nature of reading 

comprehension as well as the factors which impact on it. Among all these factors, gender is 

what this study is concerned with. In simpler words

eading microskills can be 

attributed to their gender. The significance of this lies in the fact that, if gender differences 

are empirically verified, language educators will be able to better facilitate reading 

instruction. Furthermore, it will give rise to further research to investigate specific features 

of reading comprehension items and the extent to which these features are related to gender 

differences as far as reading microskills application is concerned. In other words, if we can 

identify any gender differences in applying the reading microskills listed above, the present 

study will make a big contribution to test design and development in Iran, thus advancing 

fair assessment among Iranian test-takers. In the same vein, language researchers can 

analyze the features that might be associated with gender differences in language tests, and 

thereby provide valuable information for classroom teachers and their students, curriculum 

designers, and ultimately educational policy makers.

To the knowledge of the researcher, few gender studies in the field of reading 

comprehension with the focus on reading microskills have been conducted in Iran. This 

lends further support to the significance of conducting the present study. As the last point, 

an additional value of the present study lies in promoting gender equity in Iranian formal 

education. This, in turn, is a good starting point for the proportionate distribution of 

professional and occupational opportunities among males and females
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1.4 Research Questions 

This study is an attempt to provide answers to the following questions: 

1. Is there any significant difference between male and female Iranian EFL learners in 

drawing a logical inference from a reading passage

2. Is there any significant difference between male and female Iranian EFL learners in

understanding mood, tone, or impression of a reading passage

3. Is there any significant difference between male and female Iranian EFL learners 

guessing the contextual meaning of a word in a reading passage

4. Is there any significant difference between male and female Iranian EFL learners in 

getting the main idea a reading passage

1.5 Research Hypotheses 

Based on the questions posed above, the following null hypotheses are formulated.

H01. There is no significant difference between male and female Iranian EFL 

learners in drawing a logical inference from a reading passage.

H02. There is no significant difference between male and female Iranian EFL 

learners in understanding mood, tone, or impression of a reading passage.

H03. There is no significant difference between male and female Iranian EFL 

learners guessing the contextual meaning of a word in a reading passage.

H04. There is no significant difference between male and female Iranian EFL 

learners in getting the main idea a reading passage.

1.6 Definition of the Key Terms 

In this section, a brief definition is given for the key terms of this study. 

Reading comprehension: Due to its multifarious nature, reading comprehension is 

too elusive to define clearly. Still, many scholars have proposed different definitions for it. 

Anderson (1999) stated that reading is an active process which involves the reader and the 

reading material in building meaning. For the purpose of this study, reading comprehension 

was viewed in terms of how much comprehension a learner could prove to have gained 

through reading a given passage. This comprehension was measured by the number of 

correct answers given to the reading comprehension questions following each passage. 

Simply said, the TOEFL passages were used to measure reading comprehension
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Reading Microskill: The ability to construct meaning out of a reading passage 

(Nuttall, 1996, as cited in Rosenkjar, 2007). To meet the objectives of the present study, 

four reading microskills which are widely acknowledged to be critical to reading 

comprehension were investigated. They are: 

1. Drawing a logical inference from a reading passage;

2. Understanding mood, tone, or impression of a reading passage; 

3. Guessing the contextual meaning of words in a reading passage and; 

4. Getting the main idea of a reading passage

Drawing a logical inference from a reading passage: Simply said, it is defined as 

the act of reasoning from factual knowledge or evidence (Kaplan, 2002). In this study, it 

refers to the act or process of deriving logical conclusions from premises known or 

assumed to be true. In fact, some questions in the TOEFL test were intended to measure the 

 skill in drawing logical inference from a passage.

Understanding mood, tone, or impression of a reading passage: Refers to the

ability to infer the author's attitude towards his or others' written material (Kaplan, 2002). 

In the present study, it refers to the ability of the participants to gain an impression from 

the tone of the words incorporated in the passages. In the TOEFL passages used in this 

study, some questions asked about the author's or passage tone or mood with regard to a 

given text.

Getting the main idea of a reading passage: It refers to obtaining a general 

understanding of a written passage without being concerned with minute details (Pae, 

2003). The same definition is quite applicable in the present research. In the TOEFL tests, 

there are questions which ask about the main idea of a paragraph or the whole text. These 

questions were used to measure the participants' ability in applying this microskill.

Guessing the meaning of words from context: It refers to the ability to roughly 

understand which denotation or connotation of a word used is intended by the author (Pae, 

2003). Here, also, it refers to the skill of matching a word used in a passage with another 

word best describing its meaning intended by the author. Indeed, in the TOEFL passages, 

some words were chosen whose meaning could not be readily found without sufficient 

understanding of the passage. These questions were used to measure the participants' skill 

in applying this microskill.
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Chapter Two: Review of the Related Literature 

2.1 Introduction 

This chapter consists of two main sections. In the first section, the relationship between 

individual differences (called IDs, henceforth) as a whole and foreign language learning 

will be examined. Then, the importance of IDs and the reason why they should be taken 

into serious consideration with regard to teaching English as a second or foreign language 

will be examined. Various classifications of IDs will come next. Given that the primary 

focus of the present study is on gender as one of the most noted IDs, a more atomistic 

review of the effect of gender on foreign language learning will be carried out.  

The second section narrows down the scope of this study from the general concept of 

foreign language learning into a more manageable one, which is reading. Having 

demonstrated the critical importance of this skill and the reason why it has been chosen in 

this study, we will examine the effect of gender on using reading microskills by reviewing 

some empirical studies carried out in this field. 

2.2 Individual Differences and L2 Learning: Theoretical Background 

Trawling the research findings over the past decades shows that the main reason why many 

foreign or second language learners outperform others lies in learner attributes such as age, 

gender, motivation or aptitude. In psychology, these attributes are called individual 

differences (IDs). Indeed, IDs refer to aspects of enduring personal attributes that apply to 

everybody and differ by degrees (Dornyei, 2005).  

Traditionally, the behaviorist perspective of learning says that anyone, if given the 

right external stimuli and reinforcement, can learn anything (Chastain, 1988). However, 

with the introduction of the cognitive model of learning, a much bigger role was given to 

the learner. The proponents of the cognitive model of learning argue that the internal, 

mental processes of the learner are the most crucial variable in learning. This means that 

the student is believed to be the main variable directing success. This view to the status of 

the learner has caught the attention of many scholars examining learners and their IDs. 
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Interest in IDs has increased since the 1970s and has now become a major field of 

research in L2 (Ellis, 1994). This interest is reflected in a great number of articles 

disseminated in all the major educational journals, in several surveys of IDs ( e.g., Skehan, 

1991) and even in books allotted to specific factors responsible for IDs (e.g., Dornyei, 

2006). Considering this, the examination of the role of IDs in forming L2 learning success 

has attracted an unprecedented amount of attention in psychological and educational 

research. 

In 2005, Dornyei suggested that there needs to be further research carried out on IDs 

in the realm of L2 learning. He then concludes that the investigation of IDs in language 

learning might be considered as less fashionable because other fields appeared to hold 

greater promise.  Dornyei disagrees with this idea and insists that no predictor of foreign 

language learning success can display learners' success as accurately as IDs can. He 

continues that language learners are individuals, and individuals differ in the way they 

learn (Dornyei, 2005).  

Ellis (2001) also points out that IDs can be said to influence various aspects of L2 

acquisition. He enumerates some of these aspects (the rate of acquisition, the final level of 

success and L2 performance) as the very process of L2 acquisition,. Moreover, Ellis argues 

that in order for instruction to be effective, it should take account of IDs in learners. 

However, it is far from possible to consider all IDs even in a small class, let alone at wider 

contexts. Still, teachers can consider IDs of their students by adopting an informed 

teaching approach in which a variety of learning activities are provided properly. They can 

also use simple materials and apply some techniques intended to make students more 

aware of their approach to learning and also of their IDs, in order to develop a more 

successful way of learning. 

In the same way, Rau (2006) examined IDs in learning. His findings showed that 

girls' success in foreign language learning is promoted by the interaction of neurological, 

cognitive, affective, social and educational elements. Each element is activated in a 

different way for boys and for girls; thus boys and girls are armed with different systems of 

variables. In the case of girls, these variables include superior verbal intelligence, high 

aptitude, more motivation, a social role of modeling behavior and supporting 

communication, the assumption of tasks requiring verbal interaction (teaching, child-

caring), etc. These variables build a network of influences which is believed to be 

responsible for girls' language learning success.  
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Ellis and many other scholars have proposed different ways of dealing with IDs in 

the field of L2 learning. For example, Dewaele and Shan (2014) conducted research on the 

relationship between the amount of anxiety a learner feels during studying and his 

tolerance of ambiguity. The findings showed that students who were more tolerant of 

second language ambiguity were less anxious in their EFL classes; they also felt more 

proficient. Still, the stance Harmer (2001) has adopted appears to be more practicable. 

Stating that teachers are faced with different types of learners with different styles of 

learning, he believes that a teacher's duty in the classroom is extremely complex. His 

suggestions about this include looking at the scores of the students or checking their 

progress through ongoing observations or having them fill out an IDs-related 

questionnaire. These can help teachers tailor their teaching method and the materials they 

employ.

2.2.1 Good Language Learner 

Perhaps the best way to demonstrate the importance of IDs is looking at the diligent 

attempt of language researchers to . To this end, they 

have tried to show the common attributes among those L2 learners who outperform others. 

The noteworthy point here is that these attributes are hardly beyond the realm of IDs. This 

indicates that the study of good language learners is synonymous with the study of IDs. 

This kind of study, however, has undergone a shift in purpose. In the past, the main 

objective was to form a basis for deciding which learners should be chosen to receive 

foreign language instruction (Ellis, 2001). Indeed, the main purpose of IDs research was to 

predict which learners would succeed more. Today, however, researchers have sought to 

explain why some learners succeed more than others. This recent research has a pragmatic 

aspect and has been used to recognize the attributes of good language learners as a basis 

for learner training. Moreover, it has served as a basis for adapting learners to different 

types of instruction in order to optimize learning. 

Takeuchi's (2003) study further supports the necessity of studying good language 

learners. He found that good language learners tend to share certain behaviors (i.e., 

strategies) for learning. This shows that research on their strategies might help facilitate the 

understanding of the process of a second/foreign language learning. Still, it should be noted 

that, as many studies ( e.g. Gu, 1996; LoCastro, 1994; Takeuchi & Wakamoto, 2001,) have 

pointed out, the strategies widely used by good language learners in an EFL context differ 
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from those in an ESL context. Researchers, therefore, have begun to take the context of 

learning into fuller account. 

We close this section by bringing up three important points by Dornyei (2006) 

regarding the present literature relevant to IDs. The first point is the importance of the role 

of context in studying IDs, which is being widely considered by researchers. Indeed, 

researchers have rejected the old notion that various IDs are context-independent and 

absolute. Instead, they are now proposing dynamic conceptualizations in which IDs have 

interaction with situational parameters (Dornyei, 2006). 

The second point is the suggestion that instead of trying to find linear relationships 

between certain IDs and performance variables in isolation, researchers should conduct 

their IDs studies based on more complex theoretical paradigms in which various IDs are 

considered as either operating in concert with or interfere with each other in a non-linear

way. Indeed, there is a consensus among researchers that combinations of IDs can yield a 

more reliable prediction of learning success than IDs in isolation can. 

The third point is related to the recent attempts among researchers to try and relate 

IDs to specific L2 processes. Indeed, IDs researchers have welcomed the opportunity to 

integrate their field into L2 research. 

2.3 Classifications of Individual Differences 

This section encompasses different classifications of IDs proposed in the literature. Before 

starting it, it should be mentioned that IDs lack a uniform identity, i.e. each factor in IDs is 

not a fixed construct but rather a complex of features which are shown in behaviors. This 

has caused inconsistency in the classification of IDs (Brantmeier, 2003; Ellis, 1994; 

Skehan, 1991). That is why, to date, there has been no comprehensive theory of IDs in L2 

research and, instead, we witness the emergence of many terms to describe IDs. The first 

consequence of this is the difficulty in comparing the findings of different IDs studies. 

With this in mind, we do not intend to identify all ID classifications here; rather, we will 

have a brief look at some of the most noted ones. 

To begin with, Ellis (1985) drew a distinction between personal and general factors 

in IDs. Personal factors, he believed, are mainly individual features of each individual's 

perspective to learning an L2 (e.g. anxiety). The general factors, on the other hand, are 

variables that are characteristic of all learners and differ not only in whether they are 

present in a particular individual's learning, but in the extent to which they are present. 
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General factors can also be divided into those that are modifiable (i.e. are likely to change 

during the course of L2, e.g. motivation) and those that are unmodifiable (do not change in 

strength or nature as L2 takes place, e.g. gender).  

In another study carried out by Ehrman, Leaver and Oxford (2003), IDs were 

classified into the following four categories: 

1. learning style; 

2. learning strategies; 

3. affective variables; and 

4. demographic variables 

Later on, Ehrman, Leaver and Oxford (2003) further discussed each of these 

categories and their sub-fields. Finally, they broadened their views towards language 

teaching as a whole and made an interesting statement about teaching methodology, stating 

the following: 

Language-teaching methodologies have come and gone each leaving traces in how 

we presently teach languages. The most recent, and still influential, is Communicative 

Language Teaching (CLT); The older Natural Approach, contemporary models of content-

based instruction, and more recent task-based instruction are typically considered to be 

communicative teaching approaches. However, there is increased awareness of the 

limitations of these approaches, too. It is still an open question of what comes next. Among 

the various candidates, however, is a fully individualized program in which each learner's 

purposes, learning styles, and resources are considered in order to draw on the best that the 

multiple methodologies of the past century and novel ones have come to offer, and 

certainly some nascent models of such learner-centered instruction have been proposed (p. 

324). 

This appreciation of the role of IDs shows that, without taking IDs into full account, 

establishing a virtually learner-centered classroom is almost impossible. 

Apart from this, Riding (2001) mentioned that IDs include two types: those that are 

mostly built-in and those that are learned. As can be seen in Figure 2.1, the first group, 

shown within bold borders, includes gender, intelligence, degree of stability and cognitive 

style. The second includes previous learning experiences and prior knowledge, learning 

strategies, degree of self-control and degree of self-assurance/coping strategies.  Previous 
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experiences include the effects of parenting and peer influences and past learning 

experiences, as mentioned by Riding (2001). 

Figure 2. 1 Individual Differences (Adopted from Riding, 2001)

Another point about this classification is that the items in the first group are more 

readily assessed than those in the second group. This has rendered Riding's paper of special 

importance to the present study as gender appears in the first group, suggesting that 

assessing gender differences, as a big part of IDs, can be achieved more easily than others.  

Another classification of IDs was offered by Brantmeier (2003.a) in his study which 

focuses only on reading comprehension. However, his classification is of much importance 

to the present study due to common ground, i.e. reading comprehension. According to 

Brantmeier, in reading comprehension research, the following IDs should be considered: 

1. proficiency level 

2. topic familiarity 

3. gender 

Although the above study will be further analyzed in the next sections, it should be 

pointed out here that Brantmeier has never meant that other IDs are not noticeable; rather, 

she believes that the three variables mentioned are of greater significance.  
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The last classification here was proposed by Ellis (2001). As shown in Table 2.1, he 

suggests that factors which account for IDs can be categorized into four main groups: 

abilities, propensities, learner cognition about L2 learning, and learner actions.  

Table 2. 1 

Classification of Factors Responsible for IDs (Adopted from Ellis, 2001) 

Given the fact that factors  or gender  are believed to influence a learner's 

level of achievement, it is surprising to find these factors absent in this table. Still, Ellis 

 themselves do not belong to any of the four groups; rather, 

lities, propensities, cognition and actions. For example, age affects 

the actual psycholinguistic processes involved in learning, with younger learners being 

cognitive learning strategies. 

All of the above verifies the idea given at the beginning of this section. 

Inconsistencies in classifying IDs are so widespread that even the pioneers of L2 studies 

have almost failed to propose an all-embracing classification of IDs. Perhaps that is why 

most of the IDs researchers, to stay on the safe side, choose only one or two IDs to 

examine in one study. Such being the case, the present study has aimed to examine the 

effect of gender, as one of the IDs, on the application of reading microskills. 

Group                                                                                       Factors

1. Ability                                                                                    (a) Intelligence
(b) Language aptitude
(c) Memory

2. Propensities                                                                            (a) Learning style
(b) Motivation
(c) Anxiety
(d) Personality
(e) Willingness to communicate

3. Learner cognition about L2 learning                                     (a) Learner beliefs

4. Learner actions                                                                      (a) Learning strategies
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2.4 Gender Differences in Education and Language Learning 

A large body of research on language and gender in the 1970s and 1980s has investigated 

differences between females and males. In these studies, it has been reported that females 

and males are two separate groups and that they have differences in their linguistic 

behavior. Several reasons have been given for such differences. The first reason, known as

the  approach (Cameron, 1992), describes male dominance as the operating 

power in the verbal communications of females and males, which can cause linguistic 

dominance and subordination. A number of studies have been carried out in this regard. For 

example, Goldstein (2001) points out females apply linguistic features of tentativeness and 

powerlessness (e.g., tag questions, declaratives with rising intonation) with their 

subordinate status to males. In subsequent works, West and Zimmerman (1983) reported 

interruptions as male conversational dominance, while Hruska (2004) proved the 

 females perform to sustain conversations with males.  

The second explanation indicates that females and males acquire communicative 

styles according to the segregated same-sex peer groups they are in (Zare, 2010). Such

being the case, misunderstandings happen because the styles are different and each style 

works in its own context.  

However, in the 1990s, feminist linguistics tended to reject the static nature of the 

groups taken as the backbone to many studies within the dominance and difference arena. 

That is, opinions about groups of females and males as exclusive opposites were 

condemned on both empirical and political grounds (Ehrlich, 2004). For example, Henley 

and Kramarae (1991) point out that focusing on differences rather than similarities between 

- a focus that 

does not serve the interests of feminism - and takes gender away from its virtually social 

context. Similarly, Mikkola (2011) has pointed out that emphasizing the gender distinction 

has certain negative consequences that make it counter-productive. 

What is understood from the studies summarized above is that the terminology of 

gender research is not something totally agreed on. More importantly, the theoretical 

framework in which to examine gender differences is different from one researcher to 

another depending on the sociolinguistic and psycholinguistic status he/she has adopted. 

From a psycholinguistic perspective, literature related to gender differences is quite rich. 

Still, it is almost impossible to find a consensus among researchers. Piasecka (2010) and 

Hyde and Linn (2006) showed that males performed better than females on three groups of 
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abilities: general information, arithmetical reasoning, and spatial ability. Females were 

found to score higher than males on general verbal ability, spelling, grammar/language 

usage, rote memory  ability in math were claimed to 

increase with increasing age. Linn (1992) also mentioned that there were gender 

differences favoring boys in arithmetical reasoning and information, and favoring girls in 

memory, perceptual speed, spelling, and grammar. Still, with respect to verbal ability, Linn 

drew a distinction between verbal meaning (e.g., word knowledge) and verbal fluency 

(production of speech in words and writing), and mentioned that girls had an advantage 

over boys only in verbal fluency. She also concluded that males were better than females in 

spatial ability. Li (2005) found that females outperform males in verbal fluency and 

grammar throughout their school years. She also concluded that although females have a 

wider range vocabulary and read better than males in the preschool years, the female 

vocabulary advantage lag behind at the age of 10.  

In tandem with the above, Gascoigne's (2002) study on gender differences found 

that, at all ages, boys scored higher than girls on general information tests. They also 

concluded that there was a greater female ability in rote memory for verbal material but not 

for memory of digits or objects. In addition, they found that gender differences in verbal, 

mathematical, and spatial abilities were all intervened by the factor of age. They found no 

differences in general verbal ability from ages 3 through 11, but found a difference 

favoring females at the age of 12.  

From a sociolinguistic perspective, the most well-known gendered aspect of second 

and foreign language learning, and indeed the common belief among many researchers is 

that females tend to perform better (e.g. Arnot, 1996; Aslan, 2009; Kaushanskaya et al, 

2011;). In some countries females do so much better that requirements for university 

entrance are reduced for males applying there. Arnot (1996) mentions GCSE foreign 

language examinations in the UK as an example, in which the better performance of 

females continues to increase compared to males. Still, differential success by gender is not 

always the same. In the UK, males act better than females at elementary level (Arnot, 

1996). Similarly, Morris (1998) conducted a study on foreign language proficiency in two 

British mixed schools and reported that males were higher in education. This has also been 

reported by many others (Bügel & Buunk, 1996; Scarcella & Zimmerman, 1998). 

Research findings, however, should always be treated with caution. Higher 

proficiency in performance may be attributed to the function of the test (Sunderland, 
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1995.b). In cases such as performance in class, class tests, or homework assignments, 

teachers might believe that females are better language learners, because they have a 

higher passion for language (Altani, 1995; Dongyue, 2004). Such ideas may have an effect 

 expectations and treatment of students. Females, for example, might be treated 

in softer ways than males. Clark (1998) suggests that because females tend to present 

neater work, teachers might react to females more positively. 

On the other hand, there is an obvious distinction between blended and single sex 

schools. A higher ratio of girls chooses to continue with a foreign language (or two) at 

blended schools (Arnot et al., 1998; Li, 2005), and this impacts on entrance examination 

results. This indicates that social factors play a role in subject selection; i.e. language 

learning may be closely related to sociolinguistic as psycholinguistic elements (Loulidi, 

1990). 

A question that needs to be put forward about girls' choice of foreign language 

learning is whether they are channeled away from other subjects, and whether other 

subjects might have led to different (perhaps better) career paths. Considering the social 

facts and conventions ruling in our country  Iran  we believe that this could well be the 

case.  

Regarding the gender, language learning and ability, it could be said that one of the 

probable reasons for differential success in L2 is ability. The debate is whether female 

work in foreign languages can be interpreted by biology, in the form of pertinent neuro-

physiological gender dissimilarities. Piasecka (2010) asserts that females are naturally 

better than males in the application and acquisition of some oral aspects of L1. Still, even 

this is doubtful. From neurological investigations, Wheldall and Limbrick (2010) 

mentioned only that "there may be gender diversity in both linguistic skill and functional 

brain lateralization and the two may be causally connected" (p. 110). Indeed, there is proof 

in neurogical investigation (e.g. Brown, 1994) that certain functions are laterized to the left 

hemisphere of the brain and certain other functions to the right hemisphere. Intellectual, 

argumentative, and analytical activities seem to be placed in the left hemisphere while the 

right hemisphere processes functions related to sensational and communicative needs. 

Language performance seems to be processed principally in the left hemisphere, although 

there is a good share of contradictory proof (Brown, 1994). Along the same line, Obler 

(1991) notes that in L2 learning, there is substantial right hemisphere association and that 

"this association is particularly active during the early level of learning L2" (p. 458). But 
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this association, to some extent, comprises of strategies of acquisition. Obler (1991) argues 

the tactics of guessing at meanings, and of using formulaic utterances, as instances of right-

hemisphere activity. Others (Genesee, 1992) also support the right-hemisphere 

employment in the form of complicated language processing as opposed to early language 

in language processing in bilinguals who obtain their L2 late in respect of their L1, and in 

believes that "possible gender diversity in the construction or the degree of language 

acquisition ... cannot be made plausible by biologic hypotheses" (p. 13). Chan et. al (2010) 

discovered two distinct tendencies in the wider study of cognitive gender differences: 

incompatibility of findings and relative smallness of the dissimilarity" (p. 203).  

As with some form of non-intrinsic capability in L1, Halpern (1992) believes in oral 

predominance of females with respect to a range of L1 oral abilities. This might allude to 

an advantage for girls in terms of self-reliance in using speech and even communicative 

skill (including in a further language) comprehensively. Hyde and Linn (1988), in a meta-

atness of the gender difference 

in oral skill is so inconsiderable that it can be said to be nothing" (62, 64). Hyde and Linn 

(1988), among others, described a drop in the extent of perceived gender difference in 

studies of oral skill done between the 1950s and the 1980s. While they acknowledged that 

this may have to do with publishing customs (i.e. an increased willingness to promulgate 

studies which do not find important variation), they recognized another probable argument: 

"that with increased pliability in gender roles beginning in the 1970s, boys have been 

permitted or encouraged to engage in more activities formerly reserved for girls, and these 

activities improve verbal ability" (p. 63).  

Considering gender and the language skills, it would be useful to explore gender 

differences in some skills and subskills related to second language acquisition. Ellis (1994) 

has devoted a short part of his book under titled of 'Study of Foreign language Acquisition' 

to 'sex', commenting on Labov's (1991) observations that females devote more standard 

system than  

(when linguistic shift is at issue) (p. 202). He assumed that females are more aware of new 

forms and are more likely to blend them into their talk. 
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However, once informed of the diversity, females are inclined to discard them. Men, 

conversely, may be less aware to new forms, but once they have recognized them, they are 

less probable to discard them, perhaps for as much as they are less likely to regard them. 

Ellis (1994) suggests that, in language learning, females are probable to be exposed to new 

linguistic constitutions in the L2 input, and they will be more likely to free themselves 

from interlanguage systems that depart from target-language standards. Relatedly, Jiménez 

and Ojeda (2007) found that girls tend to talk about colors and kinship, while boys prefer 

the subject of sports and use numbers more often.  

Success is, however, not a fixed term, and almost every language learner has 

personal experience of themselves or their classmates being better at some aspects of 

language learning than others. Findings here are incongruous. An examination of gender 

differences in listening ability with regard to L2 message recognition, showed that males 

did better (Acunsal, 2005; Markham, 1988). In opposition, Bacon (1992) found no gender 

differences in genuine listening tasks. In a study comparing the writing ability of college 

ESL students, Morris (1998) found texts by females and males to be of comparable 

precision and readability.  

Concerning vocabulary learning, the role of gender has also occupied a notable 

position. Many studies have addressed gender differences in the several aspects related to 

lexical acquisition. Findings are indecisive within this field as well, with variability 

depending on the aspect explored. A multitude of studies have investigated receptive and 

productive vocabulary knowledge of learners, and have reached dissimilar conclusions. For 

example, Boyle (1987) reported that boys scored considerably higher than girls in their 

understanding of vocabulary. Likewise, Scarcella and Zimmerman (1998) found that men 

performed significantly better than females in an experiment of academic vocabulary 

recognition, comprehension, and application. In Lin and Wu (2003), Lynn et al. (2005), 

and Edelenbos and Vinjé (2000), males outperformed females in vocabulary learning in the 

foreign language (henceforth FL). By comparison, in Nyikos' (1990) study, females were 

more successful than men in a memorization experiment of German vocabulary. 

Nevertheless, Jiménez and Terrazas (2005-2008) found no important differences in 

achievement between the genders in a receptive vocabulary experiment. Meara and 

Fitzpatrick (2000) and Jiménez and Moreno (2004) also reported that female learners do 

better than males in producing vocabulary. Additionally, highly important differences were 
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found in support of females in the mean number of words generated in answer to the 15 

cues of a lexical accessibility experiment (Jiménez & Ojeda, 2007).  

A number of new studies reported in Jimenez (2010) also point to diversified 

findings on gender differences or tendencies. As Sunderland (2010) asserts, the 

relationships between vocabulary and gender are not durable, but may be influenced by 

context and experiment specifics, combined with other third element such as L1, age or L2 

competence. Therefore, gender is recognized as a complicated issue.  In regards to the role 

of gender in vocabulary learning strategies, Jiménez (2003) observed that girls were better 

than boys in quantitative and qualitative expressions. In other words, girls applied a greater 

number of strategies and a wider range of strategies than their male counterparts. Grace 

(2000) also reported differences in strategy use by members of both genders, although she 

found similar results for receptive vocabulary knowledge and retention rate across genders.  

Additionally, Jiménez and Ojeda (2007) found subtle differences in the application of 

conventions in letter writing, with girls choosing to appropriate conventions in opening and 

closing parts of the letter. In a quantitative study, these authors found that female learners 

generate more symbols than their male counterparts, and noticeably more types in their 

literal compositions. Still, there were insignificant differences in the most ordinary words 

utilized by girls and boys and the semantic fields that these pertained to.  

All the studies mentioned above show that males and females are different in the four 

learning skills as well as their microskills indicating the necessity of investigating various 

aspects of gender more closely.  

With regard to gender differences in motivation and attitude, before investigating the 

subject of gender differences in second language motivation, we must concisely explore 

some fundamental principles and notional underpinnings of what is meant by the word 

motivation.  

Motivation is one of the leading learner characteristics that shapes the rate and 

success of foreign language learning. It provides the original vigor to embark upon 

learning, and later the impetus and resolve to maintain the extended and often tiresome 

learning procedure (Dornyei, 1994). Although the psychological literature includes an 

enormous number of distinct  and sometimes inconsistent  definitions and 

conceptualizations of motivation, it is extensively accepted that the notion has both a 

qualitative and a quantitative aspect. The former regards the goal or the direction of 
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learning, the latter the intensity of the given endeavor. Thus, to supply a fundamental 

explanation, motivation to study a foreign language covers all those influences and 

cognitions that originate language learning, shape language selection, and activate the 

language learning progress. Due to the complicated nature of language itself, L2 

motivation is a chiefly heterogeneous and multifaceted form consisting of a range of 

distinct incentives combined with certain characteristic of L2 (e.g. different attitudes 

towards L2), the language learner (e.g. self-confidence or need for success), and the 

learning setting (e.g. the attitude towards the L2 course or the teacher). 

Research on language learning motivation was first introduced by Robert Gardner 

and his colleagues in Canada (e.g. Clement & Gardner, 2001; Gardner et al., 1997). These 

researchers have adopted a social-psychological view, developing a motivation hypothesis 

focused around language attitudinal variables and firmly grounded in empirical data gained 

through scientific investigation procedures using standardized assessment tools. What was 

found, is that motivation is significantly related how well L2 students do in course-related 

accomplishment experiments, how high their general competence level got, how often they 

would apply L2 strategies, and how long they would continue to develop L2 ability after 

language study finished. It means that motivation is the most powerful individual element 

in learning a new language. As Cohen and Dornyei (2002) have noted, motivation is often 

seen as the leading learner variable, since without it, nothing much occurs. 

The inclusion of attitude here is intentional, since it is attitude that gives rise to 

motivation. To demonstrate more, as Clement and Gardner (2001) put it, motivation 

subsumes three components: motivational intensity, the wish to study the language, and 

attitudes towards learning the language. Among the three, however, the attitude plays a 

more pivotal role in regulating motivation. By definition, attitude contains perceptions of 

the language, the instructor, learning activities, what seems easy or troublesome, and of 

oneself as a language learner (Clark, 1998; Harris, 1998). In this respect, there is an 

agreement amongst researchers that, "students' attitudes towards a particular language are 

associated with how successful they will be in assimilation aspects of that language" 

(Gardner, 1985). 

The role of gender in regulating motivation has a long description in psychological 

and educational investigation, though the findings have always been suggestive and 

indecisive. Bacon and Finnemann (1992) found higher reported instrumental motivation by 

females. Amedi (2013) also found that in American students of Spanish, gender was 
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"temperately correlated" with attitude and motivation: female subjects reported positive 

attitudes toward learning Spanish and interacting with Spanish speakers', more so than 

males. Ludwig (1983), however, investigated college learners of French, German and 

Spanish and found no important gender differences, just "ge

suggestive". Women were "consistently frustrated with their capability to speak the foreign 

language", while the men "reported major obstacles in comprehension of the language 

when it was oral" (p. 224). In a study of university students of German in the USA, Chavez 

(2000) found that the female students were highly probable than men to describe anxiety 

with gratifying the instructor,with the accuracy of their contributions and self-

consciousness when using German.  

Of course, the position and the level of the learners is of great significance. Girls who 

decide to proceed with languages have been found to be highly likely to do so on the 

grounds of "observed value" than boys (Dasylva, 2007). In a study of British second year 

pupils, Kitetu and Sunderland (2002) found that girls' and boys' attitudes to classroom 

activities altered. The boys were more negative than the girls in all fields, except speaking,

where they were equally positive. These researchers note that this "seems to oppose 

previous views which suggested that boys did not enjoy verbal performance and were too 

abashed to participate" (p. 77). Batters (1986) also found girls more probable to give a 

language "favorite subject" status, that they reveal a major wish to join and communicate 

with people from "target language" countries, and had noticeably higher self-appearance as

foreign language learners. Also, Harris (1998) has suggested that boys are demotivated in 

part by their observed lack of independence in the subject.  

Earlier, Burstall (1970) had found enormous variety of attitudes depending on type of 

university.  A "secondary up-to-date" university included both a disproportionately high 

number of pupils with adverse attitudes to French, and showed the greatest gender 

differences. The most negative attitudes towards French were held by boys in secondary

up-to-date schools; the most positive by grammar university girls. Burstall's elementary 

school findings were comparable. There were, however, no important differences between 

elementary school boys and girls in answer to "I am fearful to speak French" (p. 185) 

(more secondary girls had agreed with this than had secondary boys). Burstall noted an 

indisputable correlation between attitudes and success. Such correlations do not, however, 

show whether positive attitudes are the effect of high success, vice versa, or whether both 

are the effect of some third variable.  
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Regarding gender differences in learning styles and strategies, it could be said that 

language learning strategies  "the particular behaviors that language learners apply to 

(Oxford, 1993)  are principally familiar to both female and male students. Still, studies 

have established a great deal of proof of gender differences in the application of language 

learning strategies. The findings have principally countenanced females as more persistent 

users of strategies ( Green and Oxford, 1995; Oxford, 1993).When looking at  types of 

strategies resorted to , females showed more use of communicative learning strategies 

(Hashemi, 2011; Ehrman and Oxford, 1989), more persistent application of formal rule-

based practice strategies, and colloquial or input strategies (Oxford & Nyikos, 1989). 

Along the same direction, Catalán (2003) suggests that visual and tangible learning is 

choose by males, whereas females apply auditory learning. Contrary to this, Zeynali (2012) 

carried out a study on Iranian male and female learners and decided that female learners 

tended to apply social/affective strategy more extensively than male learners.  

On the other hand, concerning the debate of male predominance in classrooms, Arnot 

et al. (1998) suggest that females may adopt compensative intercommunication strategies, 

such as approaching the instructor individually, or asking a question after studying; other 

such strategies may be gaining and assimilating beneficial input from males" talk, and heed 

to the teachers" responses to males. 

Gender differences seem most obvious in the application of socially supported 

strategies such as group learning. Still, gender difference findings in favor of more strategy 

calling by females may be attributed to the context and/or culture of the language learning. 

For instance, in a study of adult Vietnamese refugees, Tran (1988) found that males were 

more likely to apply a variety of learning strategies than females. Or Goh and Poh Foong 

(1997) found that female Chinese students of ESL in Singapore tended to apply 

"compensation" (e.g. guessing unknown vocabulary) and "affective" (e.g. anxiety control) 

strategies more than their male counterparts. Such tendencies might have implications for 

both instructions, including learner education, and testing in a given cultural context. Still, 

given the degree of gender-overlap and, of course, within-gender diversity, this is 

uncertain. Additionally, particular tendencies towards a particular pattern of learning 

strategy use are unlikely to be fixed.  

The observation that girls are often more successful at foreign language achievement 

might be related to common learning models or styles. Oxford (1993) pointed out that a 
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"female learning style" may be characteristically "world-wide" (rather than analytical), 

"field dependent" (rather than field-independent), reciprocal (rather than impellent) and  

Concerning gender and culture, to begin, it should be noted that culture is closely 

related to gender, language instruction and language classroom interact in a range of ways. 

Most clearly, language classrooms, particularly foreign language classrooms, are often 

multicultural (Kitetu & Sunderland, 2002). Secondly, language instruction takes place 

universally in monolingual, bilingual, and multilingual contexts. Yet, most studies of 

gender and language teaching have been done in Western contexts. This indicates a spotty 

image. Kasanga (1996), who found that male university students of English in Zaire not 

only spoke more but also took more risks than female students, suggesting that "cultural 

standards may predispose female learners to a more submissive role and male learners to a 

more brisk one" (p. 182-3). More such studies are required; studies in Western contexts 

cannot be generalized to other contexts. The purpose of a given articulation, in the 

language classroom as outside, is likely to be fixed in the cultural context in which it 

happens (Sunderland, 1995.a). In Eritrea, for instance, quietness is traditionally seen as 

distinctly consistent with womanliness. In Ogbay's (1999) study of Eritrean urban 

secondary university, girls in English classrooms were instructed for both negligence and 

being quiet. Ogbay found proof for both as examples of girls' resistance to education.  

Studies of gender and classrooms in Western contexts have largely viewed variation 

as inequity. But although an assumed gender difference may indeed be a cautioning sign, 

indications of such differences may go against widely held beliefs of cultures in which 

gender differences are distinguished, or are seen as established (Kitetu & Sunderland, 

2002).  

Regarding to gender and language testing, it could be said that generally speaking, 

gender and language tests are related in three ways: the subject (or content), the task, and 

the tester (or interlocutor) (Sunderland, 1995. a). A language test may elicit on gender 

stereotypes and subjects of test detail may influence the result. Bugel and Buunk (1996) 

found that in reading comprehension tests, females achieved higher results than males 

when the text had a "female" subject matter and vice versa.  

Concerning the type of task, male students are supposed to do better on certain types 

of items (e.g. multiple choice items), whilst female students excel on others (e.g. extended 

writing) (Hellekant, 1994). In a more recent study, Zoghi et al. (2013) carried out a study to 

see gender differences in test achievement. The findings of their investigation disclose that 
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whilst there is a noticeable distinction between males' and females' production, the extent 

of the difference and the validity of association between the total males and the total 

females is almost inconsiderable. Therefore, gender could be an unimportant factor in EFL 

success rates. This incompatibility explains why it is not always evident whether males 

tend to do better than females on certain tasks and vice versa. 

In addition, the tester may influence the result in three ways: (a) if they are marking 

female or male students preferentially, (b) if male and female testers have different 

standards from each other, and (c) if, on an verbal test, students replies vary according to 

whether the tester/interlocutor is female or male (Cheshire & Jenkins, 1991). This 

highlights the possibility of a test grading a given group of learners at a higher level of 

competency. 

2.5 Reading 

There is no doubt that reading is an integral part of literacy and a pillar to the 

communication of information. In countries where literacy is highly valued, it is almost 

impossible for people to live without the ability to read. In a world known as a global 

village, the importance of reading will extend to reading in foreign languages (Al-Nujaidi, 

2000). Thus, just as reading is the primary element of literacy in one's first language, being 

able to read in a foreign language is part of being considered literate. 

Along the same line, second language learners, teachers and researchers have 

recognized the critical role of reading in second language learning (Anderson, 1999; Lee, 

2007; Renandya, 2007). Like one's reading ability in his L1, efficient L2 reading aids 

learners to gain language skills very fast (Anderson, 1999). In the field of learning English, 

students' reading ability is also crucial because much of the academic materials they have 

to deal with are written in English. 

Still, there are some dimensions pertaining to the reading process that have rendered 

it hard to define. As a result of this, research into reading has not yet reached consensus 

over an all-inclusive definition. Perhaps the first step towards understanding the reading 

process was taken by Goodman (1967). Fr a 

 that involves the active participation of the reader in 

reconstructing the writer's message. Later, Clark (1998) elaborated on this model stating: 

The definition assumes that reading is an active process. The reader forms a 

preliminary expectation about the material, and then selects the fewest, most productive 
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cues necessary to confirm or reject that expectation. This is a sampling process in which 

the reader takes advantage of his knowledge of vocabulary, syntax, discourse, and the "real 

world". Skill in reading, therefore, depends on the precise coordination of a number of 

reading program (p.49).  

Alderson (2000) contended that, in order to configure reading, we have to have some 

idea of what it denotes to read texts and understand them. Still, that is an immense work. 

For all the studies and insights, it remains a mystery for reading researchers. It is still an 

experience that is "complicated, disorderly, and biased: as well as "indiscernible and 

solitary" (Hirvela, 2002, p. 330). Still, Alderson (2000) pointed out that there is consensus 

on the difference between the process of reading and the effect of that process- the product. 

The process is what we indicate by reading per se: the interaction between a reader and the 

text. During that process, it seems that lots of things are occurring. The reader is looking at 

print, discovering the sign on the writing, determining what they mean and how they 

pertain to each other. The reader is also thinking about what he or she is reading: what it 

denotes to him or her, how it pertains to other things he or she has learnt, to things he 

recognizes, to what s/he anticipates to arrive next in texts like this. He or she is thinking 

around how beneficial, amusing, tedious or broken the topic is. S/he may also be 

consciously reflecting on the difficulty or ease of the text whilst reading, and on ways to 

conquer the difficulties. S/he may be entirely unaware of how s/he is reading and may be 

profoundly engaged in reading. The procedure is likely to be energetic, changing and 

distinct for the same reader on the same text at a different time or when reading with a 

different aim. It is even more likely, then, that the process will be different for different 

readers on different texts at different times and with different purposes.  

2.5.1 Nature of Reading 

Although much investigation has been carried out on various aspects of reading ability for 

more than a century (e.g., Alderson, 2000; Green, 2005; Macalister, 2008), there are still 

controversies over the real nature of the ability, or what skills are involved in reading 

comprehension. The analysis of the studies that have been carried out seem to be complex 

by virtue of the fact that on the whole, many distinct aspects are found and resembling 

aspects are often called differently, as well as distinct aspects being called similar. Broadly 
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speaking, however, studies that have dealt with the nature of reading ability seem to have 

agreed on one of these two viewpoints: a) reading skill is a unified, holistic and inseparable 

skill which cannot be divided into different sub-skills (e.g., Alavi, 2002; Alderson, 1990; 

Rost, 1993), and b) reading skill comprises of various sub-skills (e.g., Dordinejad & 

Heidari, 2012; Mirhassani & Khosravi, 2002; Munby, 1978; Stephenson & Harold, 2009; 

Tae, 2004).  

As Brown (2001) has discussed, expert readers typically apply specific sub-skills of 

their reading skill at the same time and over the years. These sub-skills, primarily different, 

grow consolidated and are no longer separately activated . Hughes (1989) refers to 

 and micro skills  of reading comprehension. The difference between these two 

levels of sub-skills is not made clear, but it seems that the name  refers to 

comprehension of the common ideas in the text (e.g. information, basis, proof) whilst 

 suggest recognizing and interpreting the linguistic characteristic of the text 

(e.g. referents, word meanings, discourse indicators). Hughes maintains that micro skills 

should be taught not as an end in themselves but as a means to improving macro skills.  

Grabe and Stoller (2002) propose a condensed view of reading, by writing that: 

"reading is the skill to extract meaning from the printed page and decipher this information 

properly" (Grabe & Stoller, 2002; p.9-10). However, this definition does not get at the real 

nature of reading abilities since it does not consider that a reader might have several 

possible aims for reading and each aim accentuates a rather distinct combination of ability 

and strategies. It also does not encompass the many criteria that determine the nature of 

smooth reading abilities, it does not demonstrate how reading is carried out as a cognitive 

procedure that works under time constraints and it does not demonstrate how the skill to 

extract meaning from a text and explain this meaning varies in line with the foreign 

language competence of the reader. 

Even so, researchers suggest that reading ability should be addressed in EAP courses 

for a multitude of reasons, the two most critical being firstly that cognitive psychology and 

psycholinguistics developed schemata theory and showed that reading is science. Secondly, 

all students need to read effectively in their subject fields (Grabe, 1986). This applies to 

both undergraduate and postgraduate students who have to glean much of their information 

from books or reading material in their fields. In other words, competent reading is critical 

for scholarly success since, as Jordan (1997) points out, a student's' purpose in academic 

reading can be: 
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To obtain information (facts, data, etc.) 

To comprehend ideas, or theories, etc. 

To discover author's viewpoints 

To seek evidence for their own viewpoint (and to quote) all of which may be 

needed for writing essays, reports, etc. (p. 143). 

In order to distinguish the skills and sub-skills involved in the reading process, it is 

also helpful to try to distinguish between different levels of understanding a text. Again, 

Alderson (2000) defines literal understanding of a text by defining it as the understanding 

of meaning not directly stated in the text, or an understanding of the main implications of a 

text. There is also a distinction between understanding details and the main idea of a text as 

well as reading the lines, reading between the lines and reading beyond the lines (which is 

called the critical evaluation of a text). Such distinctions are related to the product of 

reading and thus make it possible to evaluate the differences in understanding among 

different readers. This is because, as Alderson (2000) argues, inferential meanings are 

deeper than literal meanings, that it is more difficult to reach a critical understanding of a 

text than it is to infer meanings and that both are more difficult than just understanding the 

literal meaning. Indeed, there are odds that one comprehends the words but not the 

meaning of a sentence, and sentences but not the organization of a passage. Researchers 

relate the former to microprocesses or local, phrase-by-phrase understanding and the latter 

to macroprocesses or global understanding (van Dijk, 1978).  

Many different lists and taxonomies have been developed to consider what these 

skills might be. Davis (1968) defines five skills: 

1. Recalling word meanings 

2. Drawing inferences about meaning of a word in context 

3. Finding answers to questions answered explicitly or in a paraphrase 

4. Weaving together ideas in the content 

5. Drawing inferences from the content (p. 46). 

Taking this further, Munby (1978) distinguishes the following micro-skills: 

Identifying the main point or critical information in discourse 

Understanding relations within the sentence 

Understanding explicitly stated information 
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Interpreting text by going outside it 

Understanding conceptual meaning 

Deducing the meaning and use of unfamiliar lexical items  

Understanding cohesion between parts of text through lexical cohesion devices 

Understanding information when not explicitly stated  

Recognizing indicators in discourse 

Understanding cohesion between parts of a text through grammatical devices 

Recognizing the script of a language  

Distinguishing the main idea from supporting details 

Skimming 

Scanning to locate specifically required information (p. 204) 

Grabe (1986) divides these main microskills down into 34 microskills. They include 

interpreting charts, tables, graphs, maps and directories under "Perception and Automatic 

Recognition Skills" as well as distinguishing between literal and implied meaning and 

determining author's goals, intents and biases under "Author's Stance". Still, Alderson 

(2000) argues that such classifications, by themselves, do not include curriculum design 

and, what's more, have to be dealt with carefully because they can give the wrong 

impression of microskills. 

2.5.2 Models of Reading Comprehension 

The different approaches towards the nature of reading have led to the emergence of

several models of reading which have attempted to account for the reading process. 

Prominent models like the bottom-up model (Gough, 1972), top-down model (Goodman, 

1967), and the interactive model (Rumelhart, 1977) have won considerable attention. 

Among these models, the interactive model seems to be the most promising in helping to 

explain the reading process. It is more encompassing of different types of reading, i.e., L1 

and L2 reading because it incorporates both bottom-up and top-down processes, and 

includes the contribution of both the reader and the text in the reading process (Grabe, 

1991). The interactive model is also compatible with L2 reading in that it recognizes 

language factors which are ignored in the top-down model or in the bottom-up model. It 

also agrees with reader variables that are ignored in the other two models. 
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Since research has proven that reading is a complex process which involves different 

variables such as the reader, the text, and the interaction between the two (Bilikozen, 

2014), variables pertaining to the L2 reader are examined and discussed in the literature to 

show the important contribution of the reader to the L2 reading process. Among all the 

reader variables, gender is one of critical importance. Such being the case, the next section 

is a deep review on the effect of gender on reading comprehension.   

2.6 Gender and Reading Comprehension  

To examine the effect of gender on reading comprehension, we first have to present a brief 

account of the critical concept of schema theory. Then, top-down and bottom-up 

processing, though already mentioned, will be defined in an operationalized way so that we 

can better investigate the gender-related differences in reading comprehension.  

2.6.1 Schema Theory  

To begin with, schema theory provides insight into how the text and the reader's prior 

knowledge interact by activating information that is relevant to the problem to be solved 

(Nassaji, 2002). In a study by Swaffer (1988), it was pointed out that schema knowledge 

can be more influential in reading comprehension than word knowledge. She then claims 

that topic familiarity facilitates "language recognition", recall of concepts, and "inferential 

reasoning" (p. 126). Brantmeier (2003) argues that subject familiarity can be a critical 

factor influencing L2 comprehension. In his idea, reading problems in L2 are caused by 

activating the irrelevant schemata rather than not activating any schemata at all. In other 

words, comprehension of a reading text involves extracting information from the written 

message and the reader's schemata and matching them together. In the same way, Kelly 

(2014) concluded that problems in reading comprehension can be related to the readers' 

lack of necessary prior knowledge or schemata which leads to not being able to grasp the 

meaning of a text. Bügel and Buunk (1996) also claim that schema theory can account for 

why text context can influence the different responses given by males and females to 

different reading comprehension questions. Their justification is that since males and 

females have different interests, they read different subjects which results in different 

schemata. Brantmeier (2003.a) contends that gender is a critical element affecting 

schemata in the process of meaning making from the text. She, therefore, emphasizes the 

need to carry out more studies on gender and text subject.
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2.6.2 Top-down and Bottom-up Processing 

Many researchers have proposed definitions for these processes, among whom 

Yazdanpanah (2007) suggested that language comprehension happens through the 

interaction of two processes known as top-down and bottom up. While reading a text, we 

analyze it. In fact, we apply the raw visual data, rearrange it and make decisions on the raw 

data (bottom-up). Top-down processing, on the other hand, is based on our prior 

knowledge of the real world, which influences the processing of information by matching 

the identified data (from bottom-up) to the activated concepts in one's schemata (Jay, 

2003). Bottom-up processing takes place when the reader and the writer do not share the 

same prior knowledge, have different points of view, and the reader is confused. In such 

situations, the reader goes to the words and grammar to work out the meaning of the text. 

Top-down processing occurs when we interpret the writer's intentions, draw inferences, try 

to comprehend the main idea of the text, and make predictions about what is next. But 

thorough comprehension is obtained when these two processes top-down and bottom-

up are combined (Nuttall, 1996). 

Nuttall (1996) refers to drawing inferences, understanding "the overall purpose of the 

text", and making "a reasoned guess" (p.16) as top-down processing. She also counts 

understanding word meaning and sentence structure as examples of bottom-up processing. 

Bacon's (1992) classification of bottom-up processing includes: concentrating on text-

based aspects, attending to known words, focusing on the structure, segmenting words and 

phrases, attending to every single word, and linear processing. Top-down processing, on 

the other side, involves attending to the subject, hypothesizing, using schemata, making 

inferences, guessing from context avoiding translation, and global processing (p.165). 

2.6.3 Cognitive Domain 

Cognitive differences related to gender have attracted the attention of many psychologists. 

Studies on cognitive abilities of males and females have showed that males are more 

spatial while females are more verbal (Halpern & LaMay, 2000). Females tend to act better 

at verbal memory tasks, reading comprehension, spelling, writing, and the spatial location 

of objects. On the other hand, males mainly surpass in analogy tasks, word problems, and 

activities involving the recall of the geometric arrangement of an environment, or the 

mental rotation of two or three aspectual objects (Boone & Lu, 2000; Halpern & LaMay, 
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2000; Halpern, 2000; Hyde, 2005). Research also shows that the structure of the brain is 

different in males and females. Here, culture and sex hormones are believed to play an 

essential role in causing these differences. 

2.7 Empirical Studies 

In this section, some of the most seminal research conducted in the fields of gender and 

EFL reading comprehension are reviewed and compared.  

To begin with, Nourzadeh (2005) examined the relationship between Iranian EFL 

learners' gender and their application of reading strategies at high school. He found that 

females showed more strategy awareness than male subjects. Still, there were cases in 

which both groups were not conscious of reading strategies. 

Additionally, a research on schemata by Bügel and Buunk (1996) showed that prior 

knowledge and subject were strong indicators of performance among Dutch students. 

Females gained higher scores than males on female subjects such as midwives, marriage 

problems, a sad story, and different clothes styles, while males scored higher than females 

on male subjects like laser thermometer, motorcycles, cars, and football players. Another 

finding was that males performed better indicating that males have a higher level of text 

comprehension in comparison to females. 

In addition, Tavakol and Sayadian (2012) provided a review of over thirty papers on 

gender differences in motivation to learn second or foreign language in different countries. 

The final findings of this review were that there was no conclusive answer to the question 

of which gender is more motivated than the other. Indeed, they posited that a large number 

of factors contribute to motivation including parental encouragement, social pressure for 

learning a language, job requirements, etc. Gender, however, was by no means excluded 

from this list.  

In another relevant study, Brantmeier (2004) found significant gender differences 

with topic familiarity levels. The findings showed that male and female readers scored 

significantly better on comprehension assessment tasks for passages with high self-

reported familiarity levels (intermediate level males outperformed their female 

counterparts on a boxing match passage while females outperformed males on the 

frustrated housewife passage).  

In contrast with the findings of Brantmeier's (2003.b) and Bügel and Buunk's study 

(1996), Young and Oxford (1997) gave English speaking males and females two Spanish 
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texts and one English text in the subject areas of history, economics, and culture. The 

findings showed no significant difference in the performance of males and females in 

remembering the texts. Moreover, no significant difference about text subject and 

background knowledge related to subjects was reported.  

With regard to gender difference in language learning anxiety, Azizifar and Gowhary 

(2014) carried out a study in which they concluded that although males prepare themselves 

more for a class performance, they feel more anxious compared to their female classmates. 

Additionally, the findings of their research suggested that foreign language anxiety is a 

common negative feeling which can affect learners in many ways, particularly when 

completing speaking and writing activities. 

Schueller (1999) examined the effect of top-down and bottom-up strategy instruction 

to males and females and found that females were better than males in comprehending 

literary texts regardless of strategic training. Still, the males that trained in applying top-

down strategies acted better than females only in the multiple-choice assessment task. 

In another study, Rezazadeh and Tavakoli (2009)  examined gender differences in 

test anxiety. The result of this study revealed that females felt higher levels of anxiety than 

males. They further pointed out that the difference in the socialization patterns of males 

and females was the primary reason for this difference. Indeed, more pressure is exerted on 

females to become successful in school than males. This could cause an increase in test 

anxiety levels because girls are afraid to fail. The other finding was that there is a negative 

relationship between test anxiety and educational success. 

Along the same line, another study was conducted by Lin and Wu (2003) examining 

the performance difference of male and female Chinese university students on an English 

proficiency exam. The proficiency test contained a cloze test, a listening comprehension, 

grammar and vocabulary, and a reading comprehension sections. The results showed that 

females remarkably outscored males in the listening comprehension section, while males 

performed significantly better than females in the cloze and grammar and vocabulary 

sections of the test. Still, the findings combined together revealed no difference in the 

overall scores of both males and females. Moreover, no significant difference was found in 

the performance of both genders on reading comprehension. These findings suggest that in 

a real testing situation, females might slightly outdo males on reading comprehension.  
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In compiling the aforementioned literature, the present study was an attempt to 

examine the effect of gender on the use of four reading comprehension microskills among 

Iranian EFL learners. 

2.8. Summary of the Chapter 

This chapter started by providing an account of IDs in learning a second language, 

followed by different classifications of them. Next, the concept of gender, as one of the 

IDs, was introduced and examined against some elements involved in L2 learning process. 

Finally, gender differences in reading comprehension were examined through reviewing 

some empirical studies conducted in this field. The methodology adopted for the purposes 

of this study will be discussed in depth in the following chapter. 
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Chapter Three: Methodology 

3.1 Overview 

As put in the previous chapter, the effect of individual differences in general and gender in 

particular for teaching and learning L2 skills and microskills have arguably attracted much 

attention from researchers. However, so far, little has been done to explore the role gender 

plays when it comes to reading microskills among Iranian EFL learners. Indeed, the 

question of how differently males and females comprehend L2 or foreign language reading 

passages has widely remained unanswered. This highlights the importance of further 

research. 

The aim of the present study, therefore, was to examine gender differences among 

Iranian EFL learners concerning reading comprehension microskills, as was already 

discussed. This chapter provides information regarding the participants, the design and the 

methodology applied, along with the procedure through which the required data were 

collected. The chapter then ends with how data were analyzed. 

3.2 Participants 

The initial participants in the present study were 130 Iranian EFL students selected based 

on availability from among advanced level students attending Safir English Language 

Academy in Tehran and Karaj. However, for the reason of homogeneity, 14 of them were 

excluded from the main study. The removed ones were those whose scores were more than 

one standard deviation above or below the mean. It was done after running a Nelson Denny 

test with the intention of homogenizing the participants. Of the remaining 116 participants, 

not all were present in all the testing sessions. Therefore, the rest of the study was 

conducted with 112 participants.  ranged from 21 to 30. The native 

language of all the participants was Persian. Considering their education, all of them were 

either involved in or graduated from different majors at Iranian universities in and out of 

Tehran, including Physics, Accounting, Civil Engineering, and Religious Studies. None of 

them, however, was a student or graduate of English language.  
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As pointed out above, all the participants were adult advanced learners. This was 

simply because intermediate level learners (or lower grades) were not considered proficient 

enough to effectively analyze the texts given to them. Furthermore, adult learners are 

assumed to be exposed to English texts through their educational and occupational life 

more than learners of other age groups. This can ultimately contribute to the authenticity of 

the findings. 

The participants were divided into two groups, namely males (N=52) and females 

(N=60). Except for their gender, these groups were not different in any significant way 

regarding other relevant features such as language proficiency and learning experience.   

3.3 Design 

The main purpose of this study was to see whether gender has any significant effect on 

using reading comprehension microskills of foreign language learners. Such being the 

case, the independent variable here was the gender of the readers and the dependent 

variable was the application of reading comprehension microskills. As put in the previous 

chapter, the reading comprehension process is made up of some microskills. Measuring 

these microskills can create a larger picture allowing for the measurement of reading 

comprehension. Measuring each of these microskills can lead us to the measuring of the 

reading comprehension. To this end, a formal method of measurement was nessecary to 

identify and isolate those microskills. These microskills were targeted in some reading 

comprehension questions. It was assumed here that reading comprehension questions can 

be of huge help. For example, the question "what is the main idea of the passage?" clearly 

evaluates the learner's skill in applying the microskill of getting the main idea of a passage. 

Indeed, if a learner manages to answer a certain type of comprehension question, it can 

arguably be claimed that they have obtained proficiency in that microskill. The more types 

of comprehension questions the learner can answer, the higher his reading comprehension 

proficiency is estimated to be. 

 The microskills identified by the present study are as follows:

1. Making a logical inference from a reading passage, 

2. Understanding the mood, tone or impression of a reading passage or its author, 

3. Understanding the main idea of a reading passage, as compared to the supporting 

idea(s), and, 

4. Guessing the context-specific meaning of words in a reading passage. 
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To sum up, each of the microskills identified were considered as one component of 

the dependent variable upon which the effect of gender was examined. Figure 3.1 presents 

a schematic illustration of the design of this study. 

Figure 3. 1 Design of the Study 

3.4 Instruments 

The instruments of the present investigation comprised of two basic measures. First, a 

group. The second measure was a reading comprehension test taken from TOEFL test and 

More details on each instrument are provided below. 

3.4.1 Proficiency Test

To ensure the homogeneity of the participants, the Nelson test was administered. There 

were two parts in the test: vocabulary, and reading comprehension. The vocabulary section 

had 80 multiple-choice questions, and participants choose from among alternatives. For the 
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reading comprehension section, the participants read five brief passages taken from college 

textbooks, and then answered 38 multiple-choice questions testing comprehension skills. 

The entire test took about 45 minutes. However, due to limitations of the institutes where 

this test was administered, it was shortened into 25 vocabulary items and three reading 

passages. Accordingly, the time allocated for the test was also reduced. The description of 

the tailored Nelson test is shown in Table 3.1  

The reason why Nelson test was selected as the proficiency test here is that this test 

has a wide coverage of vocabulary, which is an indispensable skill in reading 

comprehension. It should be added  that  the Nelson test is a test already tried and trusted 

by a considerable number of researchers. Still, to ensure the reliability of the test in the 

context of the present study, the KR-21 formula was used, and the reliability index of the 

test turned out to be 0.91. A copy of the test is presented in Appendix 1. 

Table 3. 1 

Tailored Nelson Test

No of Items
Time 

Allowed (minute)
Question Formats

Reading 

Comprehension
12 18 Multiple Choice

Vocabulary 25 15 Multiple Choice

3.4.2 Reading Comprehension Test 

The reading comprehension test was given to see whether there would be any significant 

differences in the application of the reading comprehension microskills between males and 

females, which could be attributed to gender. It was necessary to find passages and 

questions which could measure the following microskills: 

1. Making a logical inference from a reading passage, 

2. Understanding the mood, tone or impression of a reading passage or its author, 

3. Getting the main idea of a reading passage, as compared to the supporting idea(s), 

and 

4. Guessing the context-specific meaning of words in a reading passage. 
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A multiple-choice TOEFL test was selected for this purpose. The test consisted of 10 

reading passages, each followed by questions. The multiple-choice format was preferred 

due to its high reliability (Jafarpur, 1995). In the same vein, Watt (2014) believes that 

multiple choice items are efficient because of quick scoring with a high rate of accuracy. 

Also, these tests can include more test items and, therefore, have higher reliability than a 

test with student written answers. And finally, multiple choice test items can be used to 

measure many different content areas and cognitive levels, meaning they enjoy high 

versatility. Table 3.2 presents a description of the reading comprehension test used in this 

study 

Table 3. 2 

Reading Comprehension Test 

No of Items
Time Allowed 

(minute)
Question Formats

Reading 

Comprehension
56 90 Multiple Choice

It should be noted that not all the questions following the reading passages were 

related to the microskills targeted by this study. However, since any deletion to 

standardized tests such as TOEFL can damage their validity and reliability, it was decided 

to leave them untouched. Each microskill was evaluated using 10 questions. 

There were several considerations when selecting the passages. In the first place, 

care was exercised to select passages that were of relatively the same length (two or three

paragraphs long). In the second place, in order to control the effects of unintended 

variables, the passages were meticulously selected. These variables were text type, prior 

knowledge and topic familiarity. To control text type, all passages were of 

informative/expository type. By definition, an informative/expository text is one in which 

the writer tries to objectively present some general information on a topic. 

Furthermore, in order to deal with the variables of prior knowledge, much care was 

taken to select passages which did not require any specialized knowledge comprehend. 

Rather, passages regarding accessible topics were chosen. 

The last point to be added here is that to establish the reliability of the reading 

comprehension test, each of the four sets of scores related to the microskills was subjected 
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This formula was applied to the selected passages and the readability index is 

presented in the table below: 

Table 3. 4

The results of Flesch Kincaid Readability index calculation

Passages Word Count Sentence count Flesch Kincaid Readability

1 191 4 34.2

2 164 8 54.3

3 89 4 60.1

4 174 8 57.3

5 192 11 54

6 102 5 39.3

7 116 7 37.6

8 207 9 31.9

9 227 10 51.9

10 222 13 58

As shown in Table 3.3, the results indicate that all the reading passages fall fairly 

equally into the index category aimed at university students and graduates. 

3.5 Procedure 

The data for this study was collected at Safir English Language Academy in Tehran and

Karaj. To this end, four single-sex branches were chosen (except for the IELTS branch, all 

branches of Safir English Language Academy are single-sex). First, permission from the 

head of the institutes were sought to collect data for research. Second, in order to ensure 

that procedures for all classes were standardized and identical, the researcher spoke closely 

with the teachers administering the test to their class in order to explain the objectives and 

the steps of the test procedure. They were also asked to remind students of the time limit 

for completing the tests. The researcher decided against making the participants aware of 

the purpose of the tests given to them, lest this knowledge might affect the cooperation of 

the participants. They were simply asked to sit the tests as part of their regular class 
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3.6 Data analysis 

After all the scoring was done, the data collected from the tests were analyzed using the 

Statistical Package for the Social Sciences, SPSS version 21. The results related to each 

microskill were obtained and compared using independent samples t-tests to find out 

whether there was any difference between the mean scores of males and females in each 

microskill. The results of these calculations will be presented in detail in the next chapter. 
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Chapter Four: Results and Discussion 

4.1 Introduction 

The purpose of present study was to investigate the effect of gender on Iranian EFL 

learners' use of four reading microskills. Regarding this, the present chapter provides 

the results of the analysis of the data obtained from the two groups (the male learners 

and female learners) via ten reading passages. To this end, independent samples t-test 

procedure was used after the normality assumptions were checked. 

4.2 Descriptive Statistics for the Two Group 

The descriptive statistics  the two groups are 

presented in Table 4.1.

Table 4. 1 

Descriptive statistics for the reading microskills 

    Gender 

N Mean Std. 
Deviation 

Skewness Kurtosis 

Statistic Statistic Statistic Statistic Std. Error Statistic Std. Error 

Male 

Making logical 
inference 

52 7.17 2.38 -1.51 0.33 2.27 0.650 

Getting mood 
and tone 

52 4.44 2.44 0.30 0.33 -0.46 0.65 

Getting the main 
idea 

52 5.13 2.15 0.43 0.33 -0.88 0.65 

Guessing the 
unknown words 

52 6.34 2.10 -0.57 0.33 0.25 0.65 

Female 

Making logical 
inference 

60 4.45 2.57 0.73 0.30 -0.32 0.60 

Getting mood 
and tone 

60 7.15 1.72 -1.46 0.30 4.36 0.60 

Getting the main 
idea 

60 5.61 2.29 -0.09 0.30 -0.87 0.60 

Guessing the 
unknown words 

60 6.76 1.96 -0.91 0.30 1.38 0.60 

The data obtained from Table 4.1 is illustrated in Figure 4.1 in form of a bar 

graph. 
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Figure 4. 1.T

4.3 Normality of Distribution of Test Scores 

The distribution of the scores for dependent variables should be normal for each value 

of the independent variable. To check this assumption, the Kolmogorov-Smirnov test 

was utilized. Table 4.2 shows the results of the Kolmogorov-Smirnov and Shapiro-Wilk 

test. 

Table 4. 2 

Kolmogorov-Smirnov and Shapiro-Wilk Test Results for Normality of the Distribution  

Variable Kolmogorov-Smirnova 

Statistic df Sig. 

Making logical inference 
0.14 112 0.15

Getting mood and tone 
0.18 112 0.19

Getting the main idea 
0.13 112 0.14

Guessing the unknown words 
0.15 112 0.16



 | P a g e

Given that the Kolmogorov-Smirnov and Shapiro-Wilk tests show no significant 

result, it can be assumed that the assumption of normality of variables was observed 

(P>.05). 

4.4Testing the Research Hypotheses 

4.4.1 The First Research Hypothesis  

gender makes no difference in how Iranian 

, the descriptive statistics 

showed that there was a difference between the two groups in this microskill ( X =7.17 

and SD=2.38 for the male group, and X = 4.45 and SD=2.57 for the female group).In 

order to examine whether this difference was meaningful, the independent samples t-test 

was used. The results of this analysis are presented in Table 4.3. 

Table 4. 3 

Independent Samples t-test for logical inference 

Making  a logical 

inference

Levene's Test for 

Equality of 

Variances

t-test fo r Equality of Means

F Sig. t df 
Sig. (2-

tailed)

Mean 

Difference

Std. Error 

Difference

Equal variances 

assumed
1.40 0.23 5.77 110 0.00 2.72 0.47

Based on the results presented in Table 4.3, it can be concluded that there was a 

significant difference in the mean scores between the male and female learners (t=5.77, 

0.0005). This means that the male learners achieved higher scores in terms of making 

logical inferences in comparison to the female learners. In other words, gender makes 

difference in how Iranian EFL learners draw a logical inference from a reading passage. 

Therefore, the first hypothesis of the study is rejected. 
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4.4.2 The Second Research Hypothesis  

descriptive statistics showed that there was a difference between the two groups in this 

microskill ( X =4.44 and SD=2.44 for the male group and X =7.15 and SD=1.72 for the 

female group). In order to see whether this difference was meaningful, the independent 

samples t-test was utilized. The results of this analysis are presented in Table 4.4. 

Table 4. 4 

Independent Samples t-test for getting the mode, tone, and impression 

Getting the 

mode, tone, and 

impression

Levene's Test 

for Equality of 

Variances t-test for Equality of Means 

F Sig. t df 
Sig. (2-

tailed)

Mean 

Difference

Std. Error 

Difference

Equal variances 

not assumed
10.96 0.00 -6.67 90.03   0.00  -2.70 0.40

Based on the results presented in Table 4.5, it can be concluded that there was a 

significant difference between the mean scores of the male and female learners (t= -

6.67, P<0.0005). In other words, the female learners achieved higher scores than the 

male learners in terms of understanding the mood and tone. It can be claimed that 

gender makes a difference in how Iranian EFL learners understand mood, tone, or 

impression of a reading passage. Therefore, the second hypothesis of the study is also 

rejected. 

4.4.3 The Third Research Hypothesis  

With 

, the 

descriptive statistics showed a difference between the two groups in this microskill 

( X =5.13 and SD=2.15 for the male group and X =5.61 and SD=2.29 for the female 

group). In order to see whether this difference was meaningful, the independent samples 

t-test was utilized. The results of this analysis are presented in Table 4.5. 
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Table  4. 5 

Independent Samples t-test for getting the main idea 

Getting the main 
idea 

Levene's Test 
for Equality 
of Variances t-test for Equality of Means 

F Sig. t df 
Sig. (2-
tailed) 

Mean 
Difference 

Equal variances 

assumed
0.47 0.49 -1.14 110 0.25 -0.48 

Based on the results presented in Table 4.6, it can be concluded that there is no 

significant difference between the mean scores of the male and female learners (t= -

1.14, P>0.05). In other words, gender makes no difference in how Iranian EFL learners 

guess the meaning of unknown words from context. Therefore, the third hypothesis of 

this study is supported. 

4.4.4 The Fourth Research Hypothesis  

 no difference in how 

showed a difference between the two groups in this microskill ( X =6.34 and SD=2.10 

for the male group mean and X =6.76 and SD=1.96 for the female group). To see 

whether this difference was meaningful, the independent samples t-test was used. The 

results are presented in Table 4.6. 

Table 4. 6 

Independent Samples t-test for guessing the unknown words 

Guessing the unknown 

words 

Levene's Test 

for Equality of 

Variances 

t-test for Equality of Means 

F Sig. t df 
Sig. (2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

Equal variances 

assumed 
0.43 0.51 -1.09 110 0.27 -0.42 0.38
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Based on the results presented in Table 4.7, it can be concluded that there was no 

significant difference between the mean scores of the male and female learners (t= -

1.09, P>0.05). Therefore, the fourth null hypothesis of this study is also supported. 

4.5 Discussion 

Some notable findings were documented in this study. To begin with, logical inference 

turned out easier for males than for females, which is in harmony with the trend 

reported in the literature (Carlton & Harris, 1992; Lawrence & Curley, 1988; Tae-Il, 

2004). In addition, items classified as mood, tone, and impression were easier to be 

perceived  by females, which is in line with the previous findings, stating that 'females 

act better than males with equal ability on items with more contextual information' 

(Carlton & Harris, 1992; O'Neill & McPeek, 1993; Wendler & Carlton, 1997). 

With regards to the third microskill, guessing the meaning of words from 

context, the difference observed between males and females was insignificant. Here, 

however, the researchers cannot readily make a conclusive remark because the literature

has shown not to be adequate on gauging this microskill, thus, not to be sufficient to 

provide a ground. Considering this, the researchers take a cautious stance, limiting this 

finding to the Iranian context and waiting for other researchers to run similar research in 

other contexts. 

The difference between males and females in the fourth microskill cannot be 

overlooked; this is of particular importance to this study since it is actually displaying a 

departure from the common trend reported in the literature. Although the result is not 

unique (Gafni, 1991), a majority of researchers have mentioned that there is a 

significant difference between males and females in getting the main idea of a reading 

passage with males being lower than females (Drasgow, 1987; Tae-Il, 2004, among 

others). To give an example, as pointed out in the literature review section, Oxford 

(1994) has argued that girls tend to be more global than analytical in comparison with 

boys. This study, however, cannot entirely verify this, indicating that the gap between 

males and females in the mentioned microskill was not as significant as reported in the 

literature. In fact, the researcher discovered that males did not dramatically lag behind 

females in getting the main idea of a text. Three points should be mentioned here. First, 

due to the fact that one difference between this study and the ones in the literature is in 
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the participants' nationality, one possible justification for this finding is that, in the 

Iranian context, male and female L2 learners can perform pretty much equally in getting 

the main idea of a reading text. The researcher s believe that there could be some other 

contexts in which gender effect is not just like what is commonly stated to be and thus, 

further research is needed to examine this claim. Furthermore, as pointed out by 

Dornyei (2005), the role of context in the study of IDs is indisputable; the point which 

was once again highlighted in this study.  

With some minor differences in variables, there is another study which reported 

results comparable to those of the present study. Logan and Johnston (2009) found that 

girls had better reading ability, read more frequently and had a more positive attitude to 

reading and school compared with boys. However, these differences, although 

significant, were relatively small. In addition, no significant gender differences were 

found through the mentioned study concerning competency beliefs or perceived 

academic support from peers and teachers. They further argued that reading ability 

 with those of girls, while 

competency be

related with their competency beliefs and perceived academic support than for girls. In 

significantly stronger association with their competency beliefs than it did for girls. 

However, after examining the effect sizes for the reading ability and attitudes 

comparisons, it was clear that the magnitude of the gender difference in attitudes was 

greater than that in reading ability. Indeed, the significant advantage shown for girls in 

reading was relatively small. Therefore, it is important to consider whether these 

findings have any practical value in determining school practice or government policy. 

Similarly, gender differences in reading microskills cannot be readily attributed to one 

single factor, but should rather be seen as a multivariate phenomenon.  

The other point worth mentioning is that, although a number of researchers have 

differentiated microskills from strategies, many have defined them quite similarly (Lee 

& Oxford, 2008). With this point in mind, some other studies can be reported here 

which further corroborated the findings of the present study. For example, the survey 

results reported in the study conducted by Bozinovic (2012) have confirmed that there 
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are gender differences in the use of learning strategies and that female respondents use 

all strategy types more frequently than their male counterparts, except for the socio-

affective ones. Furthermore, as regards the use of particular learning strategy types, it 

has been confirmed that there is a statistically significant difference in the frequency of 

strategy use: memory strategies are the most frequently used strategies, while cognitive 

strategies are the least frequently used ones. However, Green and Oxford (1995) remind 

us of the point that gender differences in language learning microskills do not 

necessarily mean that people of one gender are more successful at language learning 

than people of the other. In their study, variation by gender and variation by proficiency 

appeared to be working in very different and probably unrelated ways. It is notable that 

there was no overlap between the microskills used more often by women and the 

strategies used more often by more proficient students. In addition, although women 

used strategies more than men in their study, the researcher of the mentioned study did 

not find greater numbers of women at more advanced course levels. As a result, they 

argued that more concrete information on gender effects on both strategy use and 

proficiency must be gained through multiple studies in various cultures. It is clear, 

however, that gender difference trends in strategy use are quite noticeable within and 

across cultures, and this means that women and men use different approaches to 

language learning. This could be related to underlying learning styles, motivations, and 

attitudes (Green & Oxford, 1995).   

The researchers end this section by a remark for those readers who may wonder 

why a 'content analysis' of the passages presented to the participants was not run to 

examine any possible gender differences. In this regard, the researchers went through 

the related literature and realized that content analysis is not a reliable method to 

examine gender differences. (Engelhard et al. 1990; Plake, 1980; Rengel, 1986;

Sandoval & Mile, 1980). As a matter of fact, the experts mentioned above, among many 

others, have come up with unclear results of the content analysis in their gender-based 

experiments. Although this point is evidently confessed in the literature, the researchers 

chose to stay on the safe side by choosing those passages whose contents were not 

highly diversified; otherwise the validity of the study could have been affected. 



Chapter Five: Conclusion and Implications 

5.1 Overview  

The primary objective of this study was to investigate the effect of gender on the use of 

four reading microskills among Iranian EFL learners. This chapter revisits the research 

questions in a brief way. It then continues by presenting the conclusion and pedagogical 

implications of the study as well as some suggestions for further research. The limitations 

and delimitations of the study conclude the chapter. 

5.2 Summary of the findings 

The first question in this study was whether gender makes any significant difference in 

how Iranian EFL learners draw a logical inference from a reading passage. The results 

indicated that the male participants achieved significantly higher scores in the first 

microskill, i.e., drawing a logical inference from a reading passage, than the female 

participants.  

The second question was whether gender makes any difference in how Iranian EFL 

learners understand mood, tone, or impression of a reading passage. The results indicated 

that the female participants achieved significantly higher scores in the second microskill, 

i.e., understanding mood, tone, or impression of a reading passage, than the male 

participants.

The third question sought to investigate whether gender influences how Iranian EFL 

learners guess the context-specific meaning of words. The results indicated that the male 

and female participants did not significantly differ in guessing the context-specific 

meaning of words. 

The fourth question investigated the effect of gender on how Iranian EFL learners get 

the main idea of a reading passage. The results indicated no significant difference between 

male and female participants in getting the main idea of a reading passage. 
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5.3 Conclusion  

The reading process remains a phenomenon whose exterior is observable, but whose 

interior can only be speculated (LeLoup, 1993). Such studies as the present one can, 

however, contribute to the database in an attempt to verify the theoretical reading process.

The goal of this study was to investigate the effect of gender on using reading 

comprehension microskills among Iranian EFL learners. The analysis of the obtained data 

evidently showed that gender can be viewed as a factor involved in the way a learner 

processes a reading passage. Indeed, males and females seemed to be different in the four 

microskills measured. This difference was not consistently significant, though.  

The first conclusion coming to mind is that the construct the reading tests are 

supposed to measure can be doubtful, and thus the meaning and the inferences made from 

the test scores should be interpreted with great caution, as mentioned by Maller (2001). 

This suggests that gender, as a factor related to group membership and not proficiency, can 

cause the learners' ability to be imprecisely reflected on the test scores, and the biased test 

scores may be incorrectly used for various educational reasons. The first result of the above 

is the higher degree of importance gender would deserve to receive. It exactly indicates 

that, while making educational programs, authorities need to pay a considerable attention 

to gender in the realm of learning a second language in general and reading ability in 

particular. 

In addition to the above, a crucial role in L2 learning appears to be played by 

microskills involving active use of the target language. Teachers should be made aware of 

the key importance of active use of microskills involving naturalistic practice, especially in 

situations where the opportunities for such practice are widely available. Sharing research 

results such as those in this study could be useful in persuading students to use such 

microskills and strategies as much as possible. At the same time, we believe that students 

should be made aware of the broad range of microskills and strategies options available to 

them. However, teachers cannot assume that all students are equally aware of these 

microskills. We would suggest that students and teachers would do well to think of the 

active use of microskills as the keystone that holds together the pieces of an arch whose 

strength derives from all its pieces and the way they are combined. It is important for 

teachers to recognize that some microskills may be more suited to some learners than to 

others. Many factors exist to explain individual differences in microskill and strategy 

choices. Males and females (as groups), for instance, might have different preferences in 
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terms of microskills and strategy use, although individuals would certainly differ from the 

overall group picture. People at different levels of proficiency are likely to use different 

kinds of microskills, partly because they are dealing with various kinds of materials and 

situations. Although not examined in the present study, students with different degrees and 

types of motivation tend to choose certain kinds of microskills and strategies. Students 

with different learning styles (e.g., visual, auditory, and hands-on; reflective and impulsive; 

analytic and global; extroverted and introverted) often prefer microskills that reflect their 

style preferences. The more teachers know about such factors, the more readily they can

come to grips with the nature of individual differences in the classroom. Such knowledge is 

power the power to plan lessons so that students with many different characteristics, 

including varied strategies and microskills, can receive what they need. All this can 

ultimately result in enriching ELT pedagogy running in around the world in general and in 

Iran in particular.  

Finally, a legitimate generalization can be done here. It is that, basically, ID's are 

factors admittedly research worthy. To expand upon it, since gender turned out to be a 

factor in the way a learner goes through the reading comprehension process, then one can 

simply conclude that other ID's might, too, be influential not only on reading 

comprehension but also on the whole of learning an L2. 

It is hoped that this study can provide a good springboard for further discussion and 

bring fresh impetus for a more critical analysis over the effect of gender on language 

teaching and learning. 

5.4 Pedagogical Implications  

Stemming from its findings, this study outlines a number of implications that can be 

beneficial to pedagogical contexts, particularly the ones in which Iranian EFL learners and 

teachers are involved. 

This study examined gender as one of the factors involved in the reading process. 

When viewed from a broader perspective, however, the results of this study can reveal that 

gender in particular and Individual Differences in general constitute a major part of the 

variables that may have a significant effect on L2 reading comprehension. Although it is 

often challenging to operationalize ID's, and many of them elude measurement techniques, 

the complexity and significance of the reading process calls for attention to be paid to ID's 

involved in that L2 teachers can take the results of this study into account as a starting 
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point from which they pay enough attention to ID's. This is simply because ID's are of

utmost importance in orienting students' processes on how reading comprehension takes 

place. As a result, ID investigations help with choosing the most suitable skills and 

microskills that ought to be offered to learners at specific times during their learning of 

reading. In fact, teachers who teach L2 reading should take account of ID's as a diagnostic 

instrument to enhance their teaching and improve their students' success. To this end, they 

can apply reading strategies in reading classrooms as a 'scaffolded instruction tool'. This 

can include metacognitive explanation, modeling, and activities that focus on a particular 

strategy ((Darabie, 2000). Obviously, the same story can apply to the other skills of L2 

learning as well as their related microskills. 

Based on what was mentioned above, training in metacognitive awareness is 

recommended to be included as part of Iran's instructional programs for L2 learning, in our 

case the reading skill. Simply put, learners need to be made aware of their inborn qualities 

(we are arguably unwilling to apply the terms of strengths and weaknesses for males and 

females) and advised to take them into account. With the aid of teachers, students can then 

use this ability to create an awareness of their own reading processes, and can learn to 

regulate their own reading in English as a foreign language. This, in turn, will lead to 

developing the most suitable strategies by students. This is exactly in line with Chamot and 

Kupper (1989), who said that teachers can profit from their students' awareness and use of 

learning strategies to show them how to develop new and potentially more powerful 

strategies and broaden use of strategies already in place (p. 19). Finally, this should help 

teachers with establishing their teaching strategies based on a well-informed awareness of 

their students' needs rather than their intuition and guesses about those needs. 

As the findings evidently showed, males and females proved to be different in the 

way they acted in reading comprehension tests. Although this idea is somehow limited to 

the four microskills assessed in this study and cannot be easily generalized to the whole of 

reading comprehension without more empirical evidence, it cannot be viewed as 

negligible, either. With regard to females, teachers should adjust their teaching methods 

and reading materials in a way to contribute to the enhancement of learners' ability in 

making a logical inference from a reading passage. To this end, teachers can provide 

female students with certain tasks, the accomplishment of which depends on making an 

inference from a text.  
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For males, however, the job appears to be more challenging. Males have to be trained 

in how to get the main idea of a reading passage as well as to guess a context-specific 

meaning. The main work, however, should focus on helping males build an ability of 

getting the mood, tone, or impression of a certain text or its author. We propose that these 

can be better done through tasks designed to enhance the desired microskills. This is 

simply because tasks have frequently proven to be of substantial benefit and very efficient 

in learning an L2. 

Surely, a word of caution needs to be pointed out here. What was just mentioned 

does not indicate that reading classes can be without microskills in which the learners, 

male or female, are already proficient. In contrast, we firmly believe that the presence of 

such microskills is extremely necessary because, primarily, they can boost the motivation 

of learners and secondarily, ignoring microskills in which learners are innately proficient 

might cause a certain decline in their development. Empirical evidence, however, needs to 

be discovered to see how stable learners of each gender would remain in the microskills. 

Next, test takers and test developers need to exercise care concerning gender 

differences in the reading comprehension skill. Unless designed to assess a specific 

microskill per se, a reading comprehension test cannot be called 'fair' if it does not have a 

fairly equal number of item types related to reading microskills. In other words, an 

assessment of reading comprehension ability by a test whose design is without a proper 

balance between different item types would be unacceptable.   

As the final word, doing all these requires that Iranian educators and policy makers 

apply changes in classroom teaching, curriculum design, assessments, and educational 

policies. In that case, it would be proper to claim that we have enabled both males and 

females to equally promote their development in academic skills. 

5.5 Suggestions for Further Research  

Obviously, no research is exhaustive, and further research is necessary to verify and 

validate its results. The participants of the present study were adult, advanced learners; 

replications should be made using participants of other age groups and proficiency levels. 

The same basic design could also be applied using texts of other types and even learners of 

other languages. Moreover, gender differences can be assessed within other formats of 

reading comprehension testing like summary completion or fill in the blank and so on. 
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The significant gender differences shown in the present study in some features of 

EFL reading necessitate more comprehensive exploration of the reasons behind them. Such 

investigations can also enable educators to realize some of the main reasons behind the 

poor reading ability of some EFL learners. 

Future research should also consider utilizing more independent variables to examine 

their effect on L2 reading comprehension. On the other hand, other microskills involved in 

the reading comprehension process can be assessed regarding other reader- or non-reader-

variables. 

In order to collect as much data as possible about the reading process, it seems to be 

useful to make use of various techniques. More importantly, future studies should examine 

details of the reading comprehension process from as many viewpoints as possible, using 

effective methods. 

Furthermore, three other skills of L2 learning - speaking, listening, and writing - can 

be explored to learn whether or not males and females behave differentially in each of 

them. Through a smaller-scale study, one can also examine the performance of males and 

females in microskills involved in each skill. 

5.6 Limitations and Delimitations of the Study 

In spite of the efforts made to protect credibility for the information, findings, and 

implications for teaching and learning, this study might have some limitations as well. 

First, the number of microskills measured through this study was relatively small; thus, as 

far as the variable of gender is concerned, a proper judgment cannot be easily made 

regarding the whole of the reading comprehension process.

Second, the text type of the passages in the reading test was not representative of all 

possible text types. It was a tentative text type category chosen for this particular test. For

this reason, generalizing the findings to other text types can be deviating. 

Time restrictions are a stumbling block shared among most of the research studies, 

including the present one. Had we been provided with more time by the host institute, the 

number of administered passages could have been more, resulting in more accuracy of the 

findings. 

Fourth, as already stated, the target audience of this study included adult, advanced 

learners. This implies that the findings are not readily generalizable to other proficiency 
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levels and age groups. Moreover, all the participants were EFL learners, thus making us 

unable to include ESL learners in the description of findings. 

Finally, although a typical assumption of all research is that participants perform to 

the best of their ability, the probability of being carefree in the present participants may 

have failed this expectation. 

In addition, this study had three major delimitations: 

First, from among all the microskills involved in reading comprehension process, 

only four of them, as mentioned above, were chosen to be investigated

Second, from among all the proficiency levels in English learning and age groups, 

only adults at advanced level were targeted by this study. 

Finally, from among the four main skills in learning English, reading was chosen to 

be investigated in this study.  
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1. He always follows that old .........: early to bed, early to rise makes a man healthy, 
wealthy and wise

A  phrase 

B  ballad 

C  adage 

D  analogy 

2. Henry Orpington's first ......... that day was an open-air meeting on a large housing estate 
at ten o'clock

A  entrance 

B  engagement 

C  incitement 

D  endeavor 

3. Not many people are good at assessing their own abilities and Mark must be _______ 
for recognizing that he would never become a great musician. 

Top of Form 

A merited

B commended

C advocated

D talented 
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4. Maria and Jean had a _______ romance  they met and married within two months. 

  A hurricane

B whirlwind

C cyclone

  D typhoon 

5. Sometimes a pension can provide you with a _______ sum on retirement as well as or 
instead of a monthly income. 

A mass 

B lump 

C block 

D chunk 

6. The princess's nanny's autobiography really gives the _______ on life among the royals. 

A know-how 

B low-down 

C look-out 

D show-down 
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7. An implausible agreement would be:  

a. possible  b. hard to believe   c. imaginary   d. historical e. funny  

8. A calamity is a:  

a. storm  b. party  c. conference  d. disaster e. failure  

9. Dependable means:  

a. friendly  b. changeable  c. serious  d. reliable e. dull  

10. A rigorous teacher is:  

a. righteous   b. hard to believe   c. satisfying  d. strict e. direct

Section Two: Reading Comprehension 

Read the following paragraphs and answer the questions that accompany 

them. Circle the correct answer, which you believe most accurately satisfies 

the requirements of each question.  

Passage One 

Governments cost money  huge sums of money. Our federal government alone spends 

close to $250 billion each year. State and local governments spend many more billions. 

About 35 cents out of each dollar earned by all American workers and business firms goes 

as taxes to help pay costs of governments. From these figures you may get some idea of the 

enormous costs of the services and programs that our governments provide. What is this 

billion each year for national defense. Space research and technology took another $3 

st on the national debt 

was over $20 billion per year. In addition, many billions of dollars were required for the 

federal government to help our states construct highways, housing, and community 
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redevelopment projects. Federal aid to education and manpower training averaged over 

$10 billion annually. The huge costs of governments are of concern to every citizen. 

Americans have to pay the costs of government. We pay them without taxes. We have a 

responsibility as concerned citizens to make sure that our governments spend our money 

wisely and spend it for worthwhile purposes.  

1. Which of the following federal programs was not mentioned? 

a. Retirement 

b. Research 

c. Redevelopment 

d. Education 

e. Housing 

2. State and local governments were said to spend___. 

a. $20 billion 

b. $3 billion to $4 billion 

c. $250 billion 

d. $35 billion 

e. an amount not given 

3. The best title for this passage would be 

a. Runaway Spending 

b. Government Spending 

c. Federal Wastefulness 

d. The National Debt 

e. Federal Taxes 

4. The Federal government apparently does not help the states in the area of ___. 

a. Education 

b. Manpower training 

c. Housing 

d. Public safety 

e. Redevelopment 
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Passage Two 

Economics is a study of the process by which we make and spend our incomes. It is also 

defined as a study of how man satisfies his wants and needs for economic goods and 

services. Even more specifically, economics is a study the process by which man attempts 

to get the most satisfaction possible when he cannot buy all of the goods and services that 

he would like. The inability of man to buy all of the goods and services that he would like 

is often referred to as the economic fact of scarcity. Economics, then, is concerned with the 

production, distribution, and consumption of goods and services. Economic activity at a 

production, distribution, and consumption. Management, labor, and government all 

needs are satisfied. The 

end results sought through economic activity are: (1) the creating of economic goods and 

income so he can acquire and consume the goods and services he wants and needs. 

 5. Economics was definitely said to involve______. 

a. Making a living 

b. Satisfying our needs 

c. Paying taxes 

d. Planning a budget 

e. Making investments 

6. The passage mentions______. 

a. Scarcity 

b. Surplus 

c. Depression 

d. Inflation 

e. Taxes 

7. The purpose of this passage is _______. 

a. To arouse interest 

b. To entertain 

c. To criticize 

d. To make clear 

e. To warn 
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8. Chief emphasis is on the______. 

a. How 

b. Where 

c. When 

d. What 

e. Why 

Passage Three 

Warm air has a lower density than cool air, so warm air rises within cooler air, similar to 

hot air balloons. Clouds form as warm air carrying moisture rises within cooler air. As the 

warm air rises, it cools. The moist water vapor begins to condense. When the moisture 

condenses, this releases energy that keeps the air warmer than its surroundings, so that it 

continues to rise. If enough instability is present in the atmosphere, this process will 

continue long enough for cumulonimbus clouds to form, which support lightning and 

thunder. All thunderstorms, regardless of type, go through three stages: the cumulus stage, 

the mature stage, and the dissipation stage. Depending on the conditions present in the 

atmosphere, these three stages can take anywhere from 20 minutes to several hours to 

occur. 

9. The idea that can be inferred from Passage 1 is: 

1. Warm air is denser than cool air 

2. All thunderstorms will go through three stages. 

3. Thunderstorms may occur without clouds present. 

4. The stages of a thunderstorm are finished in just a few minutes. 

10. When warm air rises through colder air, it results in: 

1. Evaporation. 

2. Humidity. 

3. Clear skies. 

4. Condensation. 
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11. What is the correct order? 

1. Warm air rises, cools as it gets higher, water condenses, warms the air, and the air 

rises more. 

2. Warm air rises, warms up more as it get higher, water condenses, warms the air, and 

the air rises more. 

3. Warm air rises, cools as it gets higher, water condenses, cools the air, and the air 

rises more. 

4. None of the above. 

12. Cumulonimbus clouds are forming now.  What must be true? 

1.

2. The process of warm air rising and water condensing is just starting now. 

3. The process of warm air rising and water condensing has being going on for some 

time. 

4. None of the above.  



Appendix 2 

Reading Comprehension Test

Read each passage and answer the questions following it. 

Passage 1 

The works progress administration (WPA) was formed in 1935 during the height of the 

Great depression as part of president Franklin Delano Roosevelt's new deal package to 

bring the economy around and provide relief for the millions of unemployed throughout 

the country; the goal of the program was to maintain peoples skills and respect by 

providing work to as many as possible during this period of massive unemployment. For 

the eight years that the WPA was in existence from 1935 to 1943, the WPA was responsible 

for providing jobs to approximately eight million people at a cost of more than eleven 

billion dollars.  

One of the more controversial programs of the WPA was the federal Arts Project, a 

program to employ artists full-time as such tasks as painting murals in libraries, theaters, 

train stations, and airports; teaching various techniques of art; and preparing a 

comprehensive study of American crafts. Criticism of the program centered on what was 

perceived as the frivolity of supporting the arts at a time when millions were starving, 

industry was sagging, farms were barren, and all that could flourish were bankruptcy 

courts and soup kitchens. 

1. This passage mainly discusses  

(A)The Great Depression 

(B) The benefits of Franklin Delano Roosevelt's New Deal 

(C)The New Deal and one of its controversies  

(D)Bankruptcy courts and soup kitchens 

2. The word "package" in line 2 could best be replaced by 

(A)carton 

(B) secret gift 

(C)box

(D)bundle of related items 
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3. According to the passage, the stated WPA was to  

(A)create new American masterpieces 

(B) raise the standard of American art 

(C) introduce new art techniques to the American public 

(D)improve the economy 

4. The word "massive" in line 5 is closest in meaning to 

(A)tremendous  

(B) rocky 

(C)clustered 

(D)dangerous 

all that could flourish were bankruptcy courts and soup 

probably means that. 

(A)Bank and restaurants did well during the depression 

(B) The poor could not afford to use banks or eat soup 

(C)The only organizations to thrive were those that dealt with the poor 

(D) Many restaurants declared bankruptcy during the Depression 

6. The word controversial in line 8 is closest in meaning to 

(A)disputed 

(B) successful 

(C)creative 

(D)comprehensive 

7. All the following probably helped to make the federal arts project controversial 

EXCEPT that 

(A)The federal Arts Project employed many who would otherwise have been out of 

work 

(B) Train stations and airports were decorated with murals 

(C)The federal arts project art purpose of the works commissioned  

(D)A tremendous study of American crafts was produced 
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8. The expression "centered on" in line 11 could best be replaced by 

(A)Encircled 

(B) Located on 

(C)Focused on 

(D)Surrounded 

9. Where in the passage does the author give examples of artistic jobs? 

(A)Lines 1-5 

(B) Lines 5-7 

(C)Lines 8-10 

(D)Lines 11-13 

10. What is the impression of the passage? 

(A)Uninterested 

(B) Critical 

(C)Derogatory  

(D)Narrative 

Passage 2

In west-central New York state there is a group of eleven long, narrow, glacial lakes known 

as the Finger lakes. From east to west these lakes are Otisco, Skaneateles, Owasco, Cayuga 

Seneoa, Keuka, Canandaigua, Honeoye, Canadice, Hemlock, and Conesus. 

These lakes have been aptly named because of their resemblance to the fingers of a 

hand. Two of the largest of the finger lakes, Seneca and Cayuga, exemplify the selection of 

the name. Seneca is thirty  seven miles long and four miles across at its widest point and 

Cayuga is forty miles long and two miles across. 

Although scientists are not completely certain as to how these lakes were formed, 

most believe that successive sheets of glacial ice carved out the long, narrow valleys. The 

glaciers most probably moved along the paths of preexisting stream valleys and further 

deepened these valleys to depths well below sea level. With the melting of the glaciers at 

the end of the Ice Age, the lakes were filled. 
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1. The topic of this passage is  

(A)West- central New York state 

(B) Seneca and Cayuga 

(C)The description and origin of the Finger Lakes 

(D)The scientific findings about the Finger Lakes 

2. The word "glacial" in line 1 is closest in meaning to which of the following? 

(A)Icy 

(B) Thin 

(C)Shallow 

(D)Wide 

3. According to the passage, why are  these lakes known as the Finger Lakes? 

(A)They are the same size as fingers 

(B) Their shape is similar to a finger's  

(C)Their composition is the same as a finger's  

(D)There are as many lakes as there are Fingers 

4. What do most scientists believe caused the formation of the finger Lakes? 

(A)The sea level decreased 

(B) Heavy rainfalls flooded the area 

(C)Melted glaciers carved out the valleys 

(D)Glaciers cut into the land and then Melted to fill the valleys. 

5. The word "successive" in line 9 could Best be replaced by 

(A)Time 

(B) Duplicate 

(C)Sequential  

(D)Simultaneous 
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6. Why does the author mention Seneca and Cayuga in the second paragraph? 

(A)They are the only two Finger Lakes. 

(B) They are the two largest lakes in the United States. 

(C)They are good examples of long and narrow lakes. 

(D)They are long and wide. 

7. The word "selection" in line 5 is closest in meaning to 

(A)Sound 

(B) Choice 

(C)Feeling 

(D)Presentation 

8. The passage implies that Seneca Lake is  

(A)A constant four miles wide 

(B) At least four miles wide at each point 

(C)Wider than it is long 

(D)Narrower than four miles a certain points 

9. The word "paths" in line 10 is closed in meaning to which of the following? 

(A)Waves  

(B) Routes 

(C)Sands 

(D)Highways 

10. What is the tone of this passage? 

(A)A)Informative 

(B) Accusatory 

(C)Humorous 

(D)Calculating 
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Passage 3

Various types of fog are essentially clouds that from at the earth's surface, produced by 

temperature differences and moisture in the air. As warm moisture-laden air cools, its 

relative humidity (the amount of moisture that air can contain. Which depends on the 

temperatures) increases. Warm air can hold more water vapor than cold air so if the air is 

cooled sufficiently it will reach saturation, or the dew point, at which point the moisture 

begins to condense out of the air and from water droplets, creating fog. 

1. What is the author's main purpose in this passage? 

(A)To describe various types of fog 

(B) To explain how fog is formed 

(C)To define relative humidity 

(D)To compare the effects of warm air and cold air 

2. It can be concluded from the passage that 

(A)Foggy days are caused by cold nights 

(B) Fog is likely to from in desert areas 

(C)Hot, humid days are usually followed by cold, foggy nights 

(D)Fog could from on a cold evening after a warm day 

3. This passage would most likely be written by 

(A)an archaeologist 

(B) a biologist 

(C)a meteorologist 

(D)a psychologist 

4. The tone of this passage could best be described as  

(A)Humorous 

(B) Argumentative 

(C)Objective 

(D)Persuasive 
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Passage 4

One theory that integrates divers finding on hunger, eating, and weight argues that body 

weight is governed by a set-point, a homeostatic mechanism that keeps people at roughly 

the weight they are genetically designed to be.  

Set point theorists claim that everyone has a genetically programmed basal 

metabolism rate, the rate a which the body burns calories for energy, and a fixed number of 

fat cells, which are cells that store fat for energy. These cells may change in size (the 

amount of fat they contain), but never in number. After weight loss, they just lurk around 

the body, waiting for the chance to puff up again. According to set-point theory, there is no 

single area in the brain that keeps track of weight. Rather, and interaction of metabolism, 

fat cells, and hormones keeps people at the weight their bodies are designed to be. When a 

heavy person diets, the body slows down to conserve energy (and its fat reserves). When a 

thin person overeats, the body speeds up to burn energy. 

1. The passage would most likely be found in a textbook on which of the following 

subjects? 

(A)Psychology 

(B) Social studies 

(C)Chemistry 

(D)Biology 

2. What is most likely the topic of the paragraph following this one? 

(A)A different theory on body weight 

(B) The importance of proper diet 

(C)The relation between activity and weight 

(D)How to keep fat cells from enlarging 

3. It can be concluded from the passage that 

(A)A generically thin person can easily gain weight 

(B) It is impossible for genetically predisposed overweight people to lose weight 

(C)People don't have as much control over their body weight as they might think 

(D)Humans are genetically designed to be overweight 
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4. The author's attitude toward the subject of weight could be best described as 

(A)emotional 

(B) disbelieving 

(C)depressing 

(D)scientific 

5. The writer's purpose in writing this passage is to 

(A)inform 

(B) illustrate 

(C)criticize 

(D)compare 

Passage 5

The white House, the official home of the United States president, was not built in time for 

George Washington to live in it. It was begun in 1792 and was ready for its first 

inhabitants. President and Mrs. John Adams moved in on November 1, 1800. when the 

Adamses moved in, the white house was not yet complete, and the Adamses suffered many 

inconveniences; for example, the main staircase was incomplete, which hindered 

movement from floor to floor, and the future laundry yard was merely a pool of mud, so 

wet laundry was hung in the unfinished East room to dry. Thomas Jefferson, the third 

president, improved the comfort of the white house in many respects and added new 

architectural features such as the terraces on the east and west ends. 

When the British forces burned the white house on august House on August 24, 

1814, President Madison was forced to leave. All that remained after the fire was the 

exterior walls; the interior was completely destroyed. It was not until December of 1817 

that the following president, James Monroe, was able to continuously occupied y each 

succeeding U.S. president. 

1. Which of the following would be the most appropriate title for this passage? 

(A)George Washington's Life in the White House 

(B) The Burning of the white House  

(C)The Early History of the white House 

(D)Presidential Policies of Early U.S. presidents 
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2. Why did George Washington NOT live in the white House? 

(A)It had been burned by the British. 

(B) He did not like the architectural features. 

(C)He did not want to suffer the Inconveniences that the admasses had suffered. 

(D)Construction had not yet been completed. 

3. The word "inhabitants" in line 2 is  closest in meaning to  

(A)Modifications 

(B) Moves 

(C)Residents 

(D)Celebrations 

4. The word "forces" in line 9 could best replaced by 

(A)Power 

(B) Effort 

(C)Military 

(D)Energy 

5. According to the passage, which of the following best describes Thomas Jefferson's 

tenure in the white House? 

(A)He had to flee the white House because of the war with the British 

(B) He was accepting of the many inconveniences  

(C)He removed the terraces that had been added by Adams. 

(D)He worked to improve the appearance and convenience of the white House. 

6. It can be inferred from the passage that John Adams was 

(A)The first president of the United States 

(B) The second president of the United States 

(C)The third president of the United States 

(D)The fourth president of the United States 
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7. The author most likely discusses the "staircase" in line 5 in order to 

(A)Show the elegance of the new white House 

(B) Explain the architectural features added by Jefferson  

(C)Demonstrate what had to be rebuilt after the fire 

(D)Provide an example of an inconvenience in the white House 

8. The word "hindered" in line 5 is closest in meaning to 

(A)Obstructed 

(B) Reinforced 

(C)Returned 

(D)Favored 

9. According to the passage, when James Monroe came to the white House, it had been 

(A)Repressed 

(B) B) Reconstructed 

(C)Relocated 

(D)Reserved 

10. The paragraph following the passage most likely discusses 

(A)Modifications by president who followed 

(B) The details of the destruction of the white house by the British  

(C)James Monroe's policies as president 

(D)Other presidents who were unable to occupy the white House 

11. What is the main idea of the passage? 

(A)To criticize white house construction 

(B) To introduce American presidents 

(C)To review the historical background of white house construction 

(D)To depict the architecture of white house  

12. What is the author's attitude towards the passage? 

(A)Skeptical 

(B) Neutral 

(C) Interested 

(D)Negative 
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Passage 6

One step beyond automated machines is the industrial robot, the heart and brain of which is 

the microcomputer. Unlike most automated machines, industrial robots can be programmed 

to do a variety of tasks that are usually accomplished by human factory workers. Like their 

human counterparts, industrial robots can be switched from one job to another and can be 

programmed to handle new tasks. Thus far, robots have found their greatest use in 

assembling mechanical components. However, they are swiftly branching from basic 

assembly operations to construction and mining, and their most glamorous use of all, the 

exploration of oceans and outer space. 

1. The author's main purpose in writing this passage is to 

(A)Describe the industrial robot and its uses  

(B) Narrate a story about the industrial robot 

(C)Compare the industrial robot to human factory workers 

(D)Argue the advantages of the industrial robot 

2. The author's reaction to an innovative form of transportation, such as the electric car, 

would most likely be 

(A)positive  

(B) negative  

(C)confusion  

(D)surprise 

3. The paragraph following this passage would most likely be about 

(A)types and uses of automated machines 

(B) how industrial robots are used in exploration 

(C) the uses of the microcomputer 

(D)how robots assemble mechanical components 

4. This passage would most likely be found in 

(A)an entertainment magazine 

(B) a medical journal 

(C)a book of short stories  

(D)a popular science journal 
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5. It can be concluded from this passage that 

(A)robots will never replace human factory workers 

(B) industrial robots are not as versatile as automated machines  

(C) the microcomputer will soon be used in automated machines  

(D)additional uses will be found for the industrial robot 

6. What is the author's attitude towards the text? 

(A)Exaggerating 

(B) Uninterested 

(C)Humorous 

(D)Neutral 

Passage 7

Scientists disagree about the place of instinct in human behavior. Sociobiologists argue that 

even complicated forms of human behavior can have an instinctive basis. They believe we 

have an inborn urge to propagate our own genes and those of our biological relatives. 

Social customs that enhance the odds of such transmission survive in the form of kinship 

bonds, courtship rituals, altruism, taboos against female adultery, and many aspects of 

social life. Other social scientists have argued that human behavior can be explained solely 

by learning. Psychologists today generally take a middle path. They acknowledge that 

human behavior is influenced by our biological heritage, but most doubt that either 

imprinting or true instincts occur in human beings. 

1. The author's attitude toward the subject of human behavior is 

(A)Condescending  

(B) Humorous  

(C)Negative 

(D)Neutral 

2. It can be concluded from the passage that 

(A)Social scientists agree on a single theory of human behavior  

(B) Today's psychologists are not interested in exploring human behavior 

(C)Human behavior is influenced by a variety of factors  

(D)The desire to procreate is learned behavior 
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3. This passage would most likely be required reading in which of the following courses? 

(A)Biology  

(B) Geography  

(C) Psychology  

(D) Philosophy 

4. The paragraph preceding this passage 

(A)Imprinting 

(B) Courtship rituals  

(C)Taboos 

(D)Instincts 

5. The passage is mainly discussing which of the following? 

(A)The origin of genes 

(B) The reasons of some behaviors  

(C)The differential views towards instinct 

(D)The position of instinct in human's social life 

Passage 8

Distillation, the process of separating the elements of a solution, is widely used in industry 

today. the two most common methods of distillation are fractions, distillation,  are 

fractional distillation, used in the preparation of alcoholic beverages, and flash distillation, 

Used for the conversion of ocean water to fresh water. 

In fractional distillation a mixture is separated into its various component parts by 

boiling. This method makes use of the fact that different elements boil at varying 

temperatures. For example, alcohol has a considerably lower boiling temperature than 

water: the boiling temperature of water is 212 degrees Fahrenheit, and the boiling 

temperature of alcohol is 172 degrees Fahrenheit. Thus, when a mixture of alcohol and 

water is heated, the alcohol vaporizes more quickly than the Water. The distillate is 

collected and the process is repeated until the desired purity has been achieved. 

Flash distillation does not require high temperatures but instead is based on pressure. 

In this process, a liquid that is to be separated is, forced from a compartment kept tinder 

high pressure into a compartment kept under high pressure into a compartment kept at a 
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lower pressure when a liquid moves into the low- chamber, it suddenly vaporizes, and the 

vapor is then condenses into distillate. 

1. The word "fresh" in line 3 could most easily be replaced by 

(A)Original 

(B) Modern 

(C) Inexperienced 

(D)Non saline 

2. According to the passage, what makes fractional distillation occur? 

(A)Time 

(B) Pressure 

(C)Heat 

(D)Water  

3. The word "this" in line 7 is closest In meaning to which of the following? 

(A)However 

(B) Moreover 

(C)Furthermore 

(D)Therefore 

4. According to the passage, what happens when water and alcohol are heated together?  

(A)Both the water and the alcohol evaporate at the same rate 

(B) The alcohol cannot evaporate because of the water.  

(C)The alcohol evaporates at a temperature of 212 degrees Fahrenheit. 

(D)The alcohol evaporates from the mixture first. 

5. The word "vaporizes" n line 13 could best be replaced by 

(A)Becomes gaseous 

(B) Disappears 

(C)Becomes stressed 

(D)Chemistry 
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6. The main purpose of this passage is to 

(A)Explain how salt water can be turned Into fresh water 

(B) Give an example of fractional distillation 

(C)Describe a scientific process 

(D)Discuss the boiling temperatures of various liquids 

7. The author's tone in the passage is 

(A)Objective  

(B) Passionate 

(C)Skeptical 

(D)Subjective 

8. According to the passage, in the flash distillation process, what causes the liquid to vaporize? 

(A)The pressure on the liquid is liquid is suddenly changed. 

(B) The liquid changes compartments. 

(C)The addition of seawater to a solution causes a chemical change to occur. 

(D)There is a rapid increase in the Pressure on the liquid. 

9. Which of the following processes would probably involve distillation? 

(A)Adding a new substance to mixture 

(B) Dividing a pure element into smaller quantities 

(C)Mixing two element together to form a new solution 

(D)Removing impurities from a solution 

10. This passage would most probably be assigned reading in which of the following 

course?

(A)Biology 

(B) Aquatics 

(C)Physiology 

(D)Solidifies 
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Passage 9 

Samuel Morse accomplished something that is rarely accomplished: he achieved fame and 

success in two widely differing areas. Throughout his youth he studied art, and after 

graduating from Yale University he went on to London in 1811, where his early artistic 

endeavors met with acclaim. In London he was awarded the gold medal of the Adelphi Art 

society for a clay figure of Hercules, and his paintings the Dying Hercules and The 

Judgment of Jupiter were selected for exhibit by the Royal academy. Later in life, after 

returning to America, Morse became known for his portraits. His portraits of the marquis 

de Lafayette are on exhibit in the new York city hall and the New York public library. 

In addition to his artistic accomplishments, Morse is also well known for his work 

developing the telegraph and what is known as Morse code. He first had the idea of trying 

to develop the telegraph in 1932, on board a ship returning to America from Europe. It took 

eleven long years of ridicule by his associates, disinterest by the public, and a shortage of 

funds before congress finally allocated $ 30,000 to Morse for his project. Whit these funds, 

Morse hung a telegraph line from Washington, D.C, to Baltimore, and on May 24, 1844, a 

message in the dots and dashes of Morse code was successfully transmitted. 

1. Which of the following is the best topic of this passage? 

(A)Samuel Morse's artistic talents 

(B) The use of Morse code in art 

(C)The invention of the telegraph 

(D)Samuel Morse's varied successes 

2. The word "rarely" in line 1 is closest in meaning to which of the following? 

(A)Never 

(B) Seldom 

(C)Usually 

(D)Sometimes 
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3. According to the passage, in his early life, Morse concentrated on preparing for which of 

the following careers? 

(A)A career as an inventor 

(B) A career as an artist 

(C)A career as an a telegraph operator 

(D)A career developing Morse Code 

4. Which of the following is NOT mentioned as a problem encountered by Morse in 

developing the telegraph? 

(A)His coworkers laughed at him 

(B) The public was not interested in what he was doing 

(C)He suffered numerous mechanical 

(D)He did not have enough money 

5. The expression "dots and dashes" in line 13 could best be replaced by which of the 

following? 

(A)Short sounds and long sounds 

(B) Circles and segment 

(C)Points and lines 

(D)Ups and downs 

6. The word "acclaim" in line 3 is closest in meaning to 

(A)Amusement 

(B) Disinterest 

(C)Praise 

(D)Sorrow 

7. According to the passage, Morse won a prize for which of the following works? 

(A)A statue of Hercules 

(B) The Dying Hercules 

(C)The Judgment of Jupiter 

(D)A portrait of Lafayette 
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8. The word "accomplishments" in line 8 is closest in meaning to 

(A)Disasters 

(B) Sensitivities 

(C)Desires 

(D)Achievements 

9. It is implied in the passage that the development of the telegraph 

(A)took place instantaneously 

(B) was more difficult for Morse than his Artistic achievements 

(C)was a project that Morse often problems gave up on 

(D)was an idea that was really developed by someone else. 

10. The author's mood towards the passage is  

(A)Praising 

(B) Criticizing 

(C)Uninterested 

(D)Derogatory 

Passage 10

The cliff dwellings of the southwestern United States provide another mystery to intrigue 

archeologists. Located in the four corners area of the U.S. where Colorado. Utah, Arizona, 

and New Mexico meet, the cliff dwellings were constructed during the Great Pueblo 

period, from approximately 1050 to 1300. The cliff dwellings are whole series of 

contiguous rooms built in layers into the sides of cliffs. The sleeping rooms of the cliff 

dwellings were very ting, often only one to two meters wide and little more than one meter 

high, and they were built in complexes of up to several hundred rooms together. The front 

rooms of the complexes were considerably larger. The larger rooms were apparently the 

rooms where daily life took place. 

 When the cliff dwellings were first found by explorers, thy had been abandoned. 

Archeologists today are uncertain as to when or why they were abandoned and where the 

inhabitants went, there is some evidence, however, that the inhabitants left the cliff dwellings 
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near the end of the thirteenth century because of a serious drought that is known to have 

occurred in the area from 1276 to 1299. Archeologists believe that the inhabitants could have 

left the cliff dwellings to move southwest and southeast. Today the descendants of the cliff 

dwellers are probably members of Native American tribes of that area. 

1. The paragraph preceding this passage most probably discussed 

(A)Another puzzle for archeologists 

(B) The development of the four corners area 

(C)The explorers who found the cliff Dwellers 

(D)Today's descendants of the cliff dwellers 

2. Which of the following best describes the topic of this passage? 

(A)The Great pueblo period 

(B) A description of cliff dwellings 

(C)What is known and unknown about the cliff dwellings 

(D)The four corners area of the United States 

3. Why did the four corners area receive its name? 

(A)The area is a square with four corners 

(B) The cliff dwellings in the area each have for corners 

(C)The Great Pueblos are four cornered 

(D)The corners of four states meet there 

4. According to the passage, which of the following are the authorities certain about? 

(A)Why the cliff dwellers abandoned their homes 

(B) That a drought occurred in the four corners area from 1276 to 1299 

(C)Where the inhabitants of the cliff dwellings went 

(D)When the cliff dwellers abandoned their homes 

5. The word "descendants" in line 14 can best be replaced by 

(A)Subordinates 

(B) Offspring 

(C) Inferiors 

(D)Ancestors 
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6. According to the passage, when were the cliff dwellings built? 

(A)During the Great Pueblo period 

(B) After the drought  

(C)Sometime before 1050 

(D)At the same time that the explorers found them 

7. The word "tiny" in line 5 is closest in meaning to which of the following? 

(A)Wide 

(B) Small 

(C)High 

(D)Large 

8. A "drought" in line 12 is 

(A)a lack of food 

(B) warfare with neighboring tribes 

(C)a desire to find a safer location 

(D)a shortage of water 

9. Which of the following is NOT discussed in the passage? 

(A)The life-style the cliff dwellers 

(B) The size of the cliff dwellings 

(C)The mystery surrounding the abandonment of the cliff dwellings 

(D)The location of the cliff dwellings 

10. The impression of the writer is  

(A)Interested 

(B) Skeptical 

(C)Clarifying 

(D)Subjective
















