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Abstract. Reading comprehension is a central component of English
language learning and a key determinant of academic success among
Chinese undergraduates. However, many non-English-major students
struggle to progress beyond literal understanding toward reorganization
and inferential comprehension, partly due to misalignment between the
College English Syllabus and prevailing textbook practices. This study
aimed to design, develop, and evaluate an English Reading
Comprehension Module (ERCM) to strengthen multi-level reading
proficiency in a private Chinese university. Guided by Design and
Development Research (DDR), the module was grounded in Schema
Theory and bottom-up, interactive, and top-down reading models.
Barrett’s Taxonomy informed the construction of literal, reorganization,
and inferential comprehension tasks to ensure progressive cognitive
development. The finalized ERCM comprised 32 syllabus-aligned
reading passages with graded question sets reflecting College English
Syllabus and CET-4 requirements. Content validity was confirmed
through expert review, and KR-20 analysis indicated acceptable internal
consistency. The module was implemented with 160 first-year non-
English-major undergraduates. Comparative analysis of diagnostic and
achievement test results showed improvements across all comprehension
levels: literal comprehension increased from 55.88% to 72.55%,
reorganization from 28.33% to 43.44%, and inferential comprehension
from 16.56% to 35.31%. These findings demonstrate that the ERCM
effectively supports the development of hierarchical reading skills. The
study highlighted the value of syllabus-aligned and taxonomy-based
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instructional materials in promoting higher-order comprehension and
enhancing alignment with CET-4 reading demands.

Keywords: English Reading Comprehension Module; Design and
Development Research; CET-4; College English Syllabus

1. Introduction

Reading comprehension has long been regarded as a cornerstone of English
language learning, serving as both a fundamental linguistic skill and a key
determinant of students” academic success (Grabe & Stoller, 2019). It not only
enhances learners’ vocabulary, grammar, and discourse awareness, but also
supports the development of higher-order skills such as analysis, synthesis, and
critical evaluation (Grabe & Stoller, 2019; Kuzina et al., 2022). In the context of
higher education, proficient reading comprehension enables students to engage
with a wide range of academic materials, including textbooks, journal articles, and
research reports, thereby facilitating intellectual growth and academic
achievement (Bergman, 2024). As English remains the dominant language of
global scholarship, the ability to comprehend complex English texts is essential
for students to participate in international academic discourse and research
collaboration (Adriansen et al., 2023).

In China’s higher education system, reading comprehension occupies a central
role in College English instruction. The College English Syllabus (Chinese
Ministry of Education, 2017) explicitly emphasizes cultivating students’
comprehensive English ability, particularly their reading comprehension skills in
both academic and professional contexts. Reading competence is also a major
determinant of success in large-scale national examinations such as the College
English Test Band 4 (CET-4), in which the reading section typically accounts for
40% to 50% of the total score (Zheng & Cheng, 2008). Despite this emphasis, a
considerable number of Chinese undergraduates still find it difficult to
comprehend English texts beyond the literal level (Li et al., 2022). Many students
can extract explicit information but struggle to reorganize and infer meaning,
indicating limited exposure to higher-order comprehension questions (Hu &
Trenkic, 2019; Ke, 2022).

One key reason for this limitation lies in the misalignment between the College
English Syllabus and the textbooks currently used in College English courses (Li
& Deocampo, 2021). Although the Syllabus specifies progressive reading
comprehension goals: from basic understanding to analytical and inferential
interpretation, most textbooks continue to prioritize vocabulary and grammar
instruction (Feng, 2021). As a result, reading sections often emphasize detail
recognition and surface comprehension, while neglecting systematic practice in
information reorganization, inference, and critical reasoning (Zeng et al., 2025).
This content imbalance has created a pedagogical gap between the intended
learning outcomes stated in the Syllabus and the actual instructional practices in
college classrooms (Gong, 2021).
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Recent research has highlighted efforts to improve the quality of College English
teaching through curriculum alignment and the introduction of graded readers
and communicative tasks (Pan & Zhu, 2022; Yin & Fang, 2024). However, these
attempts remain fragmented and have not led to the establishment of a structured,
empirically validated framework for developing multi-level reading
comprehension. Many existing studies focus on general reading strategies or
vocabulary enrichment rather than on cultivating literal, reorganization, and
inferential comprehension in a systematic and progressive way (Harper, 2020).

Consequently, students’ reading performance continues to fall short of the
expectations outlined in both the Syllabus and standardized national assessments.
Previous studies in EFL contexts have explored instructional approaches to
reading comprehension development, including strategy-based instruction and
integrated reading models (Li et al., 2022; Mekuria et al., 2024). While these studies
have demonstrated the value of structured reading instruction, most focus on
general comprehension or isolated subskills rather than the systematic
development of literal, reorganization, and inferential comprehension within a
single instructional framework (Aynalem & Tesmand, 2023).

In the Chinese tertiary context, existing research has primarily examined students’
reading performance or strategy use, with limited attention to the design and
implementation of structured instructional modules aligned with both national
syllabus requirements and standardized assessments such as the CET-4 (Li et al.,
2022). Consequently, there remains a lack of empirically validated instructional
frameworks that explicitly target multiple hierarchical levels of reading
comprehension in College English courses (Cheng & Wei, 2021).

To address this gap, the present study developed an English Reading
Comprehension Module (ERCM) guided by Design and Development Research
(DDR) (Richey & Klein, 2014). The ERCM integrates Schema Theory and the
Bottom-up, Interactive, and Top-down Reading Models to strengthen Chinese
undergraduates’ ability to process texts across literal, reorganization, and
inferential levels. Through iterative design, expert validation, and classroom
implementation, this module seeks to bridge the gap between syllabus objectives
and actual teaching practices, thereby enhancing college students’” English
reading competence and fostering their overall academic literacy.

To evaluate the practicality of the ERCM, the module was implemented in a
regular classroom setting. A diagnostic test was administered prior to
development to identify students’ initial reading performance, and an
achievement test was conducted after implementation to assess learning
achievements. However, the study did not employ a controlled experimental
intervention design. Instead, it followed a Design and Development Research
(DDR) framework, focusing on product development, validation, and refinement
rather than causal comparison.
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To clarify the focus of the present study and guide the subsequent theoretical
discussion, the research questions are presented below.

RQ1: How was the English Reading Comprehension Module (ERCM) designed
and developed, following Design and Development Research (DDR), to align with
the College English Syllabus and CET-4 reading comprehension requirements?

RQ2: To what extent does the ERCM improve Chinese first-year non-English-
major undergraduates’ overall English reading comprehension?

RQ3: To what extent does the ERCM enhance students’ reading performance at
the literal, reorganization, and inferential levels of comprehension?

2. Literature Review

2.1 English Reading Comprehension

English reading comprehension is a core component of foreign language learning
and an essential means through which learners acquire linguistic knowledge,
develop thinking ability, and engage in academic study. It involves far more than
the recognition of words or sentences; rather, it represents an interactive and
constructive process in which readers actively extract, connect, and interpret
information from written texts to create meaning (Grabe & Stoller, 2019). In this
sense, reading comprehension integrates multiple dimensions of language use:
lexical, syntactic, semantic, and textual, within a dynamic process of
understanding (Perfetti et al., 2005).

In the context of college English education, reading comprehension serves as the
foundation for developing academic literacy and professional competence. The
College English Teaching Guidelines (Chinese Ministry of Education, 2020)
emphasize that effective reading instruction should cultivate students” ability to
understand, analyze, and evaluate written information rather than focus solely on
vocabulary and grammar (Fu & Wang, 2021). This view reflects a shift from basic
recognition of ideas to deeper interpretation and integration of meaning.

Scholars generally agree that reading comprehension develops progressively
across multiple levels of understanding. As learners’ linguistic and cognitive
capacity expands, they move from identifying explicit details toward organizing
textual information and drawing implicit relationships among ideas (Duke et al.,
2011; Feng, 2021). Such a hierarchical perspective underscores that reading ability
is not static but grows through systematic training and purposeful practice (Yang,
2023). Within classroom contexts, a well-designed reading program therefore
needs to provide sequenced tasks that guide students from surface
comprehension to deeper engagement with texts.

In summary, English reading comprehension should be regarded as a multi-
dimensional and developmental process that integrates language or linguistic
knowledge with meaning-making ability (Wang & Zhang, 2025). Understanding
its layered nature is crucial for designing pedagogical materials and instructional
frameworks that promote continuous skill growth (Guo & Feng, 2025). Grounded
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in this perspective, the present study focuses on constructing an English Reading
Comprehension Module that systematically develops undergraduates’ reading
abilities at successive levels of comprehension as well as accommodating and
meeting the demands of the College English Teaching Guidelines.

In the context of the present study, English reading comprehension is
conceptualized as a multi-level ability encompassing literal comprehension,
reorganization, and inferential comprehension. These levels represent learners’
capacity to identify explicitly stated information, integrate and reorganize ideas
across texts, and interpret implied meanings based on textual evidence. For
research and instructional purposes, reading comprehension is operationalized
through students’ performance on diagnostic and achievement reading tests
designed to assess these three levels. Changes in reading comprehension are
measured by comparing students’” diagnostic test and achievement test results
following the implementation of the English Reading Comprehension Module
(ERCM).

2.2 Schema Theory

Schema theory, a psychological concept first introduced by Frederic Bartlett in the
1930s (Bartlett, 1932), describes how our brains categorize information into mental
structures known as schemas, which aid in interpreting and understanding our
environment. In a study by Bransford and Johnson (1972) on the influence of prior
knowledge on comprehension and problem-solving, it was discovered that
individuals with relevant background knowledge were more effective at
understanding and solving problems within that domain compared to those
lacking such knowledge. This research highlights the significance of activating
relevant schemas and incorporating new information into existing knowledge
frameworks.

There are three main types of schemata: linguistic schemata, formal schemata, and
content schemata. Linguistic schemata involve a reader’s proficiency in language,
including vocabulary, grammar, and idiomatic expressions (Huang, 2023). These
are the building blocks of schemata and are crucial for understanding text. Formal
schemata refer to the organizational patterns and rhetorical structures of written
texts (Wang, 2023). As Razavi and Gilakjani (2020) suggested, recognizing the
type and genre of a text can enhance comprehension, as these elements provide
clues about the text’s content. Content schemata, on the other hand, involve
background knowledge related to the subject matter or topic of the text. This type
of schema is vital for grasping the overall meaning of the text.

2.3 Barrett’s Taxonomy

Barrett’s taxonomy was originally developed as a framework to support the
construction of reading comprehension questions and assessments, particularly
those targeting higher-order cognitive processes (Ramadea et al., 2023). Rather
than functioning solely as a measure of students’ reading proficiency, the
taxonomy has been widely adopted as an instructional guide for designing
comprehension tasks that promote different levels of cognitive engagement with
texts (Maram & Farrah, 2019). In EFL contexts, previous studies have shown that
Barrett’s taxonomy can be used to structure reading instruction and assessment
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by encouraging learners to interact with texts beyond surface-level understanding,
including summarizing, inferring, and evaluating information across various text
types (Rahmadani & Zainil, 2023). As such, the taxonomy provides a pedagogical
framework for organizing reading activities and comprehension questions
according to increasing levels of cognitive demand. Barrett’s Taxonomy of
Reading Comprehension has five levels of difficulty: literal, reorganization,
inferential, assessment, and appreciation, as illustrated in Figure 1.

N

Comment, criticise sth usually in

Appr) A iati
(Appr) Appreciation teaching literature: poem, story...

: “Do you agree with the writer that....?
(Eva) /' Evaluation

A . Why or why not...... &
(1Ic) Inferential _“The beginning of a good reader”. See
comprehension sth between the lines.
(RO) Re-organization \, Organize ideas, put ... into a table
(LC)A Literal comprehension All easily found in the text. No
thinking involves
Adapted from “"Language testing"-

Dr. Chan Yue Weng

Figure 1: Barrett’s Taxonomy of Reading Comprehension (adapted from Barrett, 1976;
instructional illustration adapted from Weng, Language Testing lecture materials)

The first three levels are concerned with teaching language skills, while the last
two are devoted to literary instruction. Therefore, this study focused on the first
three levels.

Literal comprehension involves understanding ideas that are explicitly stated in
the text (Oo & Habok, 2022). It focuses on recognizing or recalling specific details,
main ideas, and explicitly mentioned reasons (Koparan, 2025). Reorganization
comprehension requires the reader to analyze, synthesize, and organize the ideas
presented in the text (Aynalem and Tesmand, 2023). It involves tasks such as
classifying information, outlining, or filling in blanks based on the text (Putri,
2025). Inferential comprehension goes beyond the explicitly stated information
and requires the reader to make inferences based on the text (Lin et al., 2021). This
involves thinking about what is implied but not directly stated. It requires the
reader to imagine or deduce information that is not explicitly mentioned in the
text (Ernawati et al., 2022).

To illustrate how the theoretical foundations guided the structure of the English
Reading Comprehension Module (ERCM), Figure 2 presents the theoretical
framework integrating Schema Theory, Barrett’s Taxonomy, and the hierarchical
reading models.
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Figure 2: Theoretical Framework of the study

Figure 2 illustrates this theoretical framework and its role in shaping the ERCM.
Schema Theory provides the cognitive foundation by explaining how readers
draw upon linguistic, formal, and content knowledge to interpret written texts
(Wang, 2023). It highlights the dynamic interaction between prior knowledge and
textual information, supporting the progressive development of comprehension
from basic decoding to higher-order reasoning (Aqdas, 2025).

Barrett’'s Taxonomy complements this perspective by defining a hierarchical
structure of reading comprehension consisting of literal, reorganization, and
inferential levels (Koparan, 2025). These levels form the core of the ERCM and
guide the design of tasks that gradually move learners from recognizing explicit
information to reorganizing textual ideas and making context-based inferences.

The three reading models further clarify how comprehension processes operate at
each level. The bottom-up model explains the processes involved in literal
comprehension, where readers decode linguistic details and retrieve explicitly
stated information (Medranda-Morales et al., 2023). They also pointed out that the
interactive model aligns with reorganization comprehension, emphasizing how
readers integrate textual clues and cognitive processes to group, classify, and
synthesize ideas. The top-down model supports inferential comprehension by
describing how readers rely on background knowledge, logical reasoning, and
contextual cues to derive implicit meanings (Nadalini et al., 2025).

Together, these theories form an integrated framework that underpins the content
and task design of the ERCM. They ensure that the module provides a structured
and cognitively scaffolded pathway for developing reading skills, progressing
from literal understanding to reorganization and inferential interpretation. Based
on the theoretical foundations discussed above, the following section explains the
methodological approach adopted to develop and evaluate the ERCM.
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3. Methodology

The study adopted the Design and Development Research (DDR) approach to
develop a syllabus-aligned English Reading Comprehension Module (ERCM) for
first-year non-English majors in China. The study followed DDR Type I, which
focuses on the systematic development and evaluation of an instructional
product. This approach was carried out in three phases: (1) needs analysis, (2)
design and development, and (3) evaluation (Low, 2024).

This development-oriented methodology ensured that the ERCM was grounded
in both theoretical principles, such as Schema Theory, Barrett's Taxonomy, and
interactive models of reading, and practical classroom needs (Hanis et al., 2025).
Guided by the DDR framework, the development process involved iterative
refinement (Nurdiana et al.,, 2025). Content validity was established through
expert judgment using the Content Validity Index (CVI), while reliability was
examined using the KR-20 coefficient during the pilot phase. Descriptive statistics
was used to report students’” performance changes across literal, reorganization,
and inferential comprehension levels.

To ensure representation of typical first-year non-English majors in the target
teaching context, a total of 160 undergraduates from a private Chinese university
participated in the main study. The participants were selected through purposive
sampling to align with the instructional context for which the ERCM was
designed. Specifically, the selection criteria included first-year non-English-major
undergraduates who were enrolled in College English courses, shared a
comparable general English proficiency level, and had not received prior
systematic instruction targeting literal, reorganization, and inferential reading
comprehension skills.

Throughout the study, ethical procedures were strictly adhered to. Approval was
obtained from the university’s ethics committee. Prior to participation, informed
consent was obtained from all teachers and students. Participants” anonymity and
data confidentiality were ensured throughout data collection, analysis, and
reporting.

4. Development of English Reading Comprehension Module (ERCM)
The development of the ERCM followed a three-stage DDR framework, where
each stage played a distinct role in shaping the module’s overall design and
instructional components. Details of the process are illustrated in Figure 3.
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Figure 3: DDR Approach in the development of ERCM

4.1 Need Analysis Phase

4.1.1 Analysis of the College English Syllabus (2020), the textbook and the College
English Test Band 4 (CET-4)

The analysis phase aimed to identify students” reading comprehension needs and
define the instructional focus for developing the English Reading Comprehension
Module (ERCM). Document analysis was first conducted on the College English
Syllabus (2020), the textbook College English in the New Era (Fudan University Press,
2021), and the reading section of the College English Test Band 4 (CET-4) to
determine the alignment between syllabus objectives, textbook content, and
national test requirements. The analysis revealed that while the syllabus
emphasizes multi-level comprehension abilities, the existing materials mainly
focus on literal understanding with limited attention to reorganization and
inferential skills.

4.1.2 Analysis of Student’s Needs

A diagnostic reading test adapted from CET-4 was administered to 160 first-year
non-English majors to establish their baseline reading proficiency. The test was
conducted prior to any instructional intervention related to the ERCM. The
assessment consisted of 30 items targeting literal, reorganization, and inferential
comprehension. Students” performance showed a clear gradient across the three
levels. Literal comprehension recorded the highest accuracy (approximately 58%),
indicating that most students could retrieve explicitly stated information.
However, performance declined sharply in reorganization items (around 33%),
where students were required to reorganize or synthesize details across sentences.
The lowest scores were observed in inferential comprehension (about 19%),
revealing significant difficulty in interpreting implied meanings and drawing
logical conclusions.
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The results showed that students performed relatively well on literal
comprehension but encountered significant difficulties in reorganization and
inferential comprehension. These findings provided the basis for the subsequent
design and development of ERCM, which aimed to address these specific
weaknesses through systematic and progressive reading tasks. Overall, the results
indicate a clear need for targeted instructional support in reorganization and
inferential reading comprehension, which therefore became the primary focus of
the ERCM design.

4.2 Design and Development Phase

4.2.1 Design of the Objectives and Structure of the ERCM

Based on the results of the analysis, the design and development phase focused
on constructing an English Reading Comprehension Module (ERCM) that
systematically addressed the deficiencies identified in students” reading skills.
The design process involved two major components: the objectives and the overall
structure of the ERCM.

The objectives of the ERCM were determined with reference to the College
English Syllabus (Chinese Ministry of Education, 2020) and the reading
requirements of the College English Test Band 4 (CET-4). The ERCM aims to:

(1) strengthen students’ ability to identify explicitly stated information (literal
comprehension)

(2) develop their skills in reorganizing and synthesizing textual details
(reorganization comprehension)

(3) enhance their capacity to interpret implied meanings and draw inferences
(inferential comprehension)

The overall goal was to promote a gradual improvement in students’ literal
comprehension skills, reorganization comprehension skills, and inferential
comprehension skills.

The structure of the ERCM was arranged in accordance with these objectives (as
outlined in Table 1). The finalized ERCM was organized into four sections that
reflect a progressive development of reading comprehension skills. The first three
sections focused respectively on literal, reorganization, and inferential
comprehension. Each section contains eight main reading texts, each
accompanied by a set of multiple-choice questions targeting the corresponding
comprehension level. All questions adopted a four-option multiple-choice format
modelled on CET-4 to ensure consistency with standardised assessment practices.

The fourth section serves as an integrated comprehension component based on
Text A from Units 1-8 of College English in the New Era (Fudan University Press,
2021). While the original passages were retained, each unit was supplemented
with newly designed literal, reorganization, and inferential questions. This section
required students to apply multiple comprehension skills simultaneously in
longer, contextually familiar texts, creating a smooth transition between the skill-
focused ERCM passages and the regular textbook materials. It also provided
exam-relevant practice, as the integrated items reflect the mixed-skill demands
commonly found in CET-4 reading tasks.
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Table 1: Layout of the ERCM

ERCM Number of Number of Question Total
Texts Questions in Each Format Questions
Text

Literal Comprehension 8 5 4-option 40
MCQs

Reorganization 8 5 4-option 40

Comprehension MCQs

Inferential 8 5 4-option 40

Comprehension MCQs

Integrated (Text A Units 8 10 4-option 80

1-8) Comprehension MCQs

Prior to implementation, the prototype ERCM was reviewed by five ELT
specialists to evaluate the content validity, question clarity, and difficulty balance.
Expert feedback led to refinements in the wording of certain items, the sequencing
of passages, and the alignment between question type and targeted
comprehension skill. The finalized version thus provided a pedagogically
grounded, syllabus-aligned, and exam-relevant reading comprehension module
designed to foster progressive skill development among college English learners.

4.2.2 Development of the ERCM

a) Selecting Reading Comprehension Texts

The reading texts included in the ERCM were selected and adapted according to
the module structure. All texts were authentic or semi-authentic materials chosen
to ensure alignment with CET-4 reading requirements and the comprehension
levels targeted in this study.

First, the texts followed an appropriate length and complexity for Chinese non-
English-major undergraduates. Each reading passage contained about 700 words,
which is comparable to the typical length of CET-4 reading comprehension
passages. This ensured that learners engaged with texts that resembled real
examination tasks in terms of cognitive load and linguistic demand.

Second, the selected texts reflected the major CET-4 reading purposes, such as
identifying main ideas, locating specific information, understanding logical
relations, and interpreting implied meaning. The texts covered a variety of genres
commonly found in CET-4, including short expository passages, descriptive texts,
cause-effect articles, and problem-solution texts. These genres exposed students
to diverse rhetorical patterns and trained them to process information efficiently.

Third, all texts were thematically relevant to college students’” academic and
everyday experiences. Themes such as campus life, technology use,
environmental concerns, and health were included to enhance familiarity and
engagement. This thematic relevance also supported reading comprehension by
activating learners’ existing schemata, thereby facilitating easier information
processing.
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In addition, visuals were kept to a minimum because CET-4 reading passages do
not typically include pictures. However, formatting such as paragraphing and
spacing followed standard academic text presentation to simulate authentic test
conditions. This careful selection of texts ensured that the ERCM provides reading
materials that are appropriately challenging, cognitively engaging, and directly
aligned with the linguistic and structural characteristics of CET-4.

b) Developing Reading Comprehension Questions

The reading comprehension questions in the ERCM were designed with reference
to Barrett's taxonomy, which divides comprehension into three levels: literal,
reorganization, and inferential. Literal comprehension involved locating directly
stated information. Reorganization tasks required learners to link, categorize, or
summarize ideas that may appear in different parts of the text, drawing on both
bottom-up and top-down processing. Inferential comprehension went beyond
what is explicitly written by prompting learners to interpret implied viewpoints,
evaluate underlying meanings, and draw logical conclusions.

An example of a literal item was taken from Literal Comprehension Text 1 -
Ambition. Since this section aimed to help learners extract directly stated details,
one of the questions asks:

What is the author’s major in college?

A: Chemistry

B: Biology

C: Geometry

D: Mathematics

This question required students to locate a specific factual statement (“I was a
biology major”) in the passage. Such items trained learners to scan for keywords,
match information between the question and the text, and retrieve surface-level
meaning without interpretation. This mirrors the literal-level questions
commonly found in CET-4 reading, where answers can be located directly by
identifying synonyms or repeated words.

A second example was taken from Reorganization Comprehension Text 3 - When
Too Much Choice Is No Choice at All. This part of the module required students
to synthesize information from different portions of the text. One representative
question asked:

What is the effect of social media on our humanity? It...

A: makes us feel closer and farther with people at the same time.

B: largely shortens the distance between people than before.

C: makes the distance between people farther than before.

D: does not influence the distance between people at all.

To answer this item, students had to locate several relevant ideas spread across
different parts of the text. Specifically, they need to connect how social media
creates a sense of connection while simultaneously producing emotional distance,
as discussed in separate paragraphs. Because these ideas are not presented
together, the answer cannot be obtained through simple scanning. The passage
presents these ideas in separate paragraphs, so the answer cannot be found
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through simple scanning. Learners were required to pull together these pieces of
information to understand the overall effect described by the author. This process
exemplified reorganization comprehension, as students synthesized multiple
textual cues to form a coherent interpretation of the social and emotional impact
of social media.

A third example was taken from Inferential Comprehension Text 5 - Why Health
Is More Important Than Wealth. This section targets higher-order reasoning skills.
One of the inferential items asked:

What can be inferred about author’s attitude towards wealth accumulation?

A: He believes accumulating wealth should be a top priority in life.

B: He values health over wealth based on his personal experience.

C: He thinks people can buy happiness with enough money.

D: He believes financial success leads to better health.

To answer this question, students had to examine the author’s tone and evaluate
subtle cues across the text. Although the passage didn’t not explicitly declare the
author’s stance, phrases emphasizing the limitations of wealth and the importance
of maintaining physical and mental well-being allowed readers to infer that the
author prioritizes health over material gain. This required students to integrate
implied meanings and evaluate the underlying message of the text. Such
inferential tasks develop higher-order reasoning skills that are essential for
handling the implicit and attitude-based questions commonly found in CET-4.

c) Validity and Reliability

After the ERCM had been developed, its content validity was examined by three
English-language-teaching experts using the Percentage Calculation Method
(PCM). The experts evaluated the relevance, clarity, and representativeness of the
module contents, including text selection and question design. The Content
Validity Index (CVI) values ranged from 0.80 to 1.00, indicating strong agreement
among the experts. Minor revisions were made according to the feedback received
to further improve the clarity and alignment of the materials with the College
English Syllabus.

The revised ERCM was subsequently administered to 30 first-year college
students in a pilot study to test its internal consistency. Students completed the
reading comprehension tasks that covered literal, reorganization, and inferential
levels. The reliability of the comprehension questions was analysed using Kuder
Richardson Formula 20 (KR-20). The coefficient obtained was 0.86, which
demonstrated high internal consistency and confirmed that the prototype ERCM
was a reliable instrument for measuring multi-level reading comprehension.

4.3 Evaluation Phase

The evaluation of the English Reading Comprehension Module (ERCM) was
carried out to examine the module’s practicality. Students” achievement was
evaluated through a follow-up achievement test administered after the
completion of the ERCM. The test shared the same format and comprehension
levels: literal, reorganization, and inferential, as the initial assessment. Descriptive
analysis was employed to compare students’ performance across the three levels
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in order to identify overall progress and determine whether the module facilitated
comprehension development. This evaluation process aimed to verify whether
the ERCM provided appropriate scaffolding for reading comprehension in
accordance with the College English Syllabus.

ERCM implementation was carried out with 160 first-year non-English-major
undergraduates enrolled in a compulsory College English course at a private
university in Guangxi. The implementation served as the main study to examine
whether the module functioned effectively. All students first completed a
diagnostic reading comprehension test, which was used to establish their baseline
performance before engaging with the module. Following the diagnostic test, the
ERCM was implemented as an instructional intervention (refer to Appendix 1).
The module was delivered over a period of 16 weeks during regular College
English classes. Instruction was conducted by the course instructor following the
instructional texts specified in the ERCM, with a focus on developing students’
literal, reorganization, and inferential reading comprehension.

Upon completing the module, students sat for an achievement test using a parallel
version of the CET-4 reading comprehension test. The diagnostic test and
achievement test mean percentage were compared to identify achievement in
students’” performance across literal, reorganization, and inferential
comprehension. Table 2 presents the comparison of students’ reading
comprehension mean percentage before and after completing the ERCM in the
main study.

Table 2: Students’ achievement before and after the implementation of the ERCM

Literal Reorganization  Inferential
Comprehension = Comprehension Comprehension
Mean in diagnostic test (%) 55.88% 28.33% 16.56%
Mean in achievement test (%) 72.55% 43.44% 35.31%
Difference (%) 16.67% 15.11% 18.75%

As shown in Table 2, students” mean scores increased in all three types of reading
comprehension. Literal comprehension improved from 55.88% in the diagnostic
test to 72.55% in the achievement test, while reorganization comprehension
increased from 28.33% to 43.44 %. Inferential comprehension also showed a higher
mean score, rising from 16.56% to 35.31%. Overall, the achievement test mean
percentage were higher than the diagnostic test mean percentage across all
reading comprehension categories. These overall gains provided an overview of
students” improved performance. To present a more detailed picture of students’
achievement in each reading comprehension category separately, Tables 3, Table
4, and Table 5 report the diagnostic and achievement test results for literal,
reorganization, and inferential comprehension.

Table 3 presents their diagnostic and achievement test mean percentages for the
two sub-skills assessed: identifying supporting details and identifying main ideas.
The table summarises the changes in students’ mean percentage before and after
completing the ERCM in this comprehension category.
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Table 3: Students” achievement before and after the implementation of the ERCM in
literal comprehension

Identifying Supporting Identifying Main
Details Ideas

Mean in diagnostic test (%) 55.86% 55.93%

Mean in achievement test 72.12% 73.12%

(%)

Difference (%) 16.67 % 17.19%

The largest gain was observed in extracting supporting details, with the mean
percentage increasing from 25.83% to 46.42%. Noticeable improvements were also
found in extracting cause-and-effect relations and acquiring meaning of words,
while a relatively smaller increase was observed in extracting main ideas. Overall,
the results suggest that students made consistent progress in reorganization
comprehension, with greater gains in tasks requiring the integration and
restructuring of textual information.

Table 4 presents their diagnostic and achievement test mean percentages across
four sub-skills: extracting supporting details, extracting main ideas, acquiring
meaning of words, and extracting cause-and-effect relations.

Table 4: Students” achievement before and after the implementation of the ERCM in
reorganization comprehension

Extracting Extracting  Acquiring Extracting
supportin mainideas meaning  cause-and-

g details of words  effect relation
Mean in diagnostic test (%) 25.83% 32.83% 29.79% 25.62%
Mean in achievement test (%) 46.42% 44.17% 43.13% 40.42%
Difference (%) 20.59% 11.34% 13.34% 14.80%

As shown in Table 4, students demonstrated increases across all four-
reorganization comprehension sub-skills. The mean percentage for extracting
supporting details increased from 25.83% to 46.42%, while extracting main ideas
rose from 32.83% to 44.17%. Mean percentage for acquiring meaning of words
increased from 29.79% to 43.13%, and extracting cause-and-effect relations
increased from 25.62% to 40.42%. These results indicate higher performance in
reorganization comprehension.

To provide insight into students” inferential comprehension, Table 5 summarises

the diagnostic and achievement test mean percentages for the two sub-skills
assessed: making inferences and drawing conclusions.
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Table 5: Students” achievement before and after the implementation of the ERCM in
inferential comprehension

Making Drawing

inferences conclusions
Mean in diagnostic test (%) 22.22% 17.22%
Mean in achievement test (%) 32.00% 31.11%
Difference (%) 10.00% 13.89%

As shown in Table 5, students’” mean percentage s increased in both inferential
comprehension sub-skills. The mean percentage for making inferences increased
from 22.22% to 32.00%, while drawing conclusions rose from 17.22% to 31.11%.
These improvements represent higher performance in inferential comprehension.
This finding corresponds with previous research (Lin et al., 2021; Roman & Belda-
medina, 2025), which emphasized that EFL learners typically acquire literal
comprehension earlier than higher-level comprehension skills. The steady
improvement across levels also shows that the ERCM aligns with the hierarchical
structure of Barrett’s Taxonomy and provides a coherent sequence for multi-level
reading comprehension development.

4.4 Iteration of the ERCM

Following the principles of Design and Development Research (DDR), this study
underwent a series of systematic and iterative refinement cycles to progressively
improve the English Reading Comprehension Module (ERCM). Guided by
continuous evaluation, each phase generated concrete evidence drawn from
syllabus analysis, test data, expert comments, and students’ achievement, to
ensure that the module became increasingly aligned with learners” needs and
curriculum requirements. In this study, three iterations were carried out to
optimize the ERCM based on findings from the diagnostic test, pilot study and
students’ evaluation.

Iteration 1 focused on expert validation. Their feedback led to several refinements,
including adjusting the wording of objectives (e.g., changing “Guess meaning of
words” to “Acquire meaning of words”) and adding a “Guidance” sub-section to
each comprehension part to improve instructional clarity. These revisions ensured
that the module met syllabus expectations and provided learners with a clearer
structure for developing literal, reorganization, and inferential comprehension
skills.

Iteration 2 involved pilot testing with 30 students to examine the reliability of the
reading comprehension exercises. Using KR-20, the researcher identified which
items demonstrated acceptable internal consistency and which required
modification. This phase also revealed practical issues related to wording clarity,
distractor quality, and text-item alignment. Based on these findings, several items
were refined to improve discrimination, accuracy, and consistency with Barrett’s
Taxonomy. The outcomes of this iteration strengthened the reliability of the
module before its implementation in the main study.
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Iteration 3 involved refining the ERCM based on students” performance in the
achievement test. Analyses of test data highlighted areas requiring improvement,
such as simplifying difficult vocabulary, adding clearer worked examples, and
refining task instructions. These revisions ensured that the final version of the
module aligned more closely with learners” needs and their demonstrated levels
of reading comprehension.

Through these iterative cycles, each phase contributed to the development of a
well-structured, reliable, and pedagogically grounded reading comprehension
module. The continuous refinement ensured strong alignment with the syllabus,
responsiveness to learners’ challenges, and systematic enhancement of students’
literal, reorganization, and inferential comprehension abilities.

5. Discussion

The results reported above indicate that the ERCM contributed to improvements
across multiple levels of reading comprehension. This study aimed to develop an
English Reading Comprehension Module (ERCM) for non-English-major
undergraduates in China, using syllabus-aligned reading skills and structured
comprehension tasks to strengthen multi-level reading performance. Guided by a
Design and Development Research (DDR) approach, the study followed four
phases: analysis, design, development, and evaluation. Through syllabus and
textbook review, diagnostic testing, expert validation, and classroom
implementation, the ERCM was progressively refined to address students’
weaknesses in literal, reorganization, and inferential comprehension.

During the analysis phase, the study identified clear gaps between the
requirements of the College English Syllabus and students’ actual reading
performance. While the syllabus emphasized multi-level comprehension aligned
with CET-4 expectations, the diagnostic test revealed that learners performed well
on literal items but struggled markedly with reorganization and inferential tasks.
This pattern is consistent with recent cognitive-diagnostic evidence from Chinese
university EFL learners, showing that higher-proficiency students tend to perform
better on literal comprehension than on more demanding inference-related
subskills, whereas lower-proficiency learners demonstrate broad weaknesses in
global inferencing (Du & Ma, 2021).

Textbook analysis further showed that most reading activities emphasized
vocabulary and detail recognition, offering limited opportunities for synthesizing
information or making inferences. This concern also echoes recent validation
work on CET-4 reading constructs, which reports that CET-4 subtests heavily
prioritize scanning and comprehension of explicit details and relatively seldom
target higher-level gist construction (Zhang et al., 2025). The ERCM was therefore
designed to address these gaps by incorporating the syllabus with structured
tasks that gradually extend learners” abilities beyond surface comprehension. By
grounding the module with the national syllabus and the cognitive demands of
CET-4 texts, the design sought to provide materials that more accurately match
learners’ needs and support progression toward higher-level comprehension
(Liang & Osman, 2025).
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Barrett’s Taxonomy of Reading Comprehension was used to structure the ERCM’s
question design across literal, reorganization, and inferential levels, ensuring a
systematic progression in cognitive complexity. This framework enabled the
module to move learners from basic detail identification to integrating
information across sentences and constructing meaning beyond the surface of the
text. Such an approach is consistent with findings from Ke (2022), who reported
that Chinese EFL learners typically demonstrate stronger literal comprehension
but face persistent difficulties with reorganization and inferential skills.

Similar concerns have been raised by Feng (2021), who noted that widely used
college English textbooks still prioritize vocabulary and surface-level
comprehension while offering limited opportunities for higher-order processing.
Aligning with these needs, the ERCM incorporated reading skills specified in the
College English Syllabus and the reading comprehension requirements of CET-4
to ensure that each comprehension level corresponded to appropriate linguistic
and cognitive demands (Wu et al., 2021). By combining Barrett’s Taxonomy with
the syllabus specifications and CET-4 task types, the ERCM provided a coherent
reading progression that supported learners” development toward higher-level
comprehension (Ma & Lin, 2025).

Passages in the ERCM were selected to align with the text types, difficulty levels,
and reading abilities specified in the College English Syllabus and represented in
CET-4 reading materials. The module incorporated a range of topics frequently
encountered in Chinese college English learning contexts, including education,
technology, culture, and social issues, ensuring that the texts were relevant to
students’” academic and everyday experiences. The ERCM employed structured
question types, covering literal, reorganization, and inferential comprehension, to
support learners” understanding and gradually extend their processing beyond
surface meaning, a practice widely recognized as effective for developing reading
proficiency in EFL contexts (Duke et al., 2011).

The ERCM was implemented in a private college in China, involving 160 Year 1
undergraduates. The evaluation results showed clear improvements across all
three comprehension levels after students completed the ERCM. Literal
comprehension increased from 55.88% to 72.55%, reorganization comprehension
rose from 28.33% to 43.44%, and inferential comprehension improved from
16.56% to 35.31%. These improvements are consistent with previous EFL reading
research suggesting that structured and hierarchical task sequencing can facilitate
learners” progression from surface-level understanding to higher-order
comprehension, particularly when instructional tasks move systematically from
literal to inferential processing (Mekheimer, 2025; Zhang & Singh, 2025).

Prior studies have similarly reported that graded reading tasks aligned with
cognitive difficulty levels help learners integrate textual information more
effectively and develop interpretive skills beyond factual recall (Thohir et al., 2020;
Samiei & Ebadi, 2021). Students” perceptions of the module as clear, manageable,
and supportive also echo earlier findings that repeated exposure to level-
appropriate tasks enhances learners’ confidence and engagement in exam-
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oriented reading contexts, such as CET-4-style passages (Li, 2021; Wang et al,,
2025). Research on EFL reading instruction has shown that scaffolding and task
familiarity play an important role in reducing cognitive load and increasing
learners’ self-efficacy when handling complex reading demands (Cholsakorn &
Piamsai, 2022).

From a pedagogical perspective, these findings align with existing literature
advocating the integration of syllabus-aligned and assessment-informed
instructional materials in college English teaching. By mirroring CET-4 text types
and question formats while extending learners’ engagement beyond vocabulary-
focused drills, the ERCM provides a structured and progressive resource that
supports the development of higher-level comprehension skills (Sural & Aksoy,
2024; Wang et al., 2025). At the institutional level, the results further support
previous arguments that theory-driven reading modules grounded in taxonomic
frameworks can be effectively translated into coherent instructional materials (Ma
& Lin, 2025), particularly in contexts where conventional textbooks offer limited
support for reorganization and inferential processing (Saidi, 2025).

Despite its positive outcomes, this study had several limitations that warrant
consideration. The sample was drawn from a single institution, which may limit
the generalizability of the results to broader university contexts. In addition, the
implementation period was relatively short, and the impact of the ERCM on long-
term retention of reading skills could not be examined. The study also employed
a single-group diagnostic test and achievement test design without a comparison
group, making it difficult to attribute all improvements solely to the module.
Future studies could adopt a larger and more diverse sample, implement the
ERCM over an extended period, and incorporate control groups to strengthen
causal claims. Further research may also explore integrating additional inferential
tasks and expanding the module to other disciplines or proficiency levels to
enhance its applicability across different university settings.

Although the ERCM was developed and tested within the context of Chinese non-
English-major undergraduates, the significance of this study extends beyond this
specific setting. Many EFL contexts worldwide face similar challenges, including
overemphasis on vocabulary-focused instruction and insufficient attention to
higher-order comprehension processes (Akbar et al.,, 2025). By demonstrating
how Barrett’s Taxonomy can be systematically operationalized into structured
instructional materials through a Design and Development Research framework,
this study provides a transferable model for reading module development in
comparable EFL environments. Therefore, the contribution of the present research
lies not only in its local application but also in offering a replicable framework for
theory-driven reading instruction in broader contexts.

6. Implications

This study provides several research implications for EFL reading instruction and
material development. First, the findings show that Barrett’s Taxonomy can be
effectively operationalized into a structured reading comprehension module,
supporting its use beyond assessment purposes. Second, the study illustrates how

http:/ /ijlter.org/index.php/ijlter



66

the Design and Development Research (DDR) approach can bridge reading
theory, syllabus requirements, and classroom practice through systematic and
iterative development. Finally, the results suggest that syllabus-aligned and
taxonomy-based reading modules can facilitate learners” progression from literal
to higher-level comprehension, indicating the potential for future research to
extend this approach to other learner groups and instructional contexts.

7. Conclusion

This study affirmed that a systematically designed, syllabus-aligned English
Reading Comprehension Module (ERCM) can effectively strengthen multi-level
reading comprehension among Chinese non-English-major undergraduates.
Grounded in Barrett’s Taxonomy, CET-4 reading requirements, and the College
English Syllabus, the ERCM addressed key pedagogical gaps, including the
overemphasis on literal processing and insufficient support for reorganization
and inferential comprehension, by providing structured exposure to increasingly
complex tasks.

Implemented through expert validation, iterative refinement, and classroom
application, the ERCM demonstrated clear learning gains across comprehension
levels. The improvements reflect a developmental shift from basic text recognition
toward higher-order meaning construction, indicating learners’ growing capacity
to reorganize information and engage in inferential processing beyond surface-
level comprehension. Taken together, these findings highlighted the potential of
structured and theory-informed reading modules to support skill development in
contexts where conventional textbooks offer limited scaffolding for higher-order
processing.

Beyond its empirical findings, the ERCM provided practical implications for key
stakeholders. For teachers, the module offered ready-to-use materials aligned
with CET-4 expectations, enhancing coherence between instruction and
assessment. For curriculum developers, it demonstrated how syllabus
requirements and established reading theories could be translated into
pedagogically sound materials that scaffold comprehension in a progressive and
measurable manner. At the institutional level, the ERCM illustrated the value of
integrating structured reading modules into College English courses to better
support differentiated proficiency needs.

Looking forward, future work could expand the ERCM to additional proficiency
levels, incorporate longer implementation periods, or include digital components
to enhance accessibility and learner autonomy. As Chinese universities continue
strengthening reading instruction in alignment with national standards, this
study demonstrated that theory-driven and context-responsive interventions can
enhance undergraduate reading proficiency.

http:/ /ijlter.org/index.php/ijlter



67

8. Conflict of Interest
The authors declare no conflict of interest.

9. Acknowledgments

We would like to express our sincere gratitude to the content experts and English
teachers who provided valuable feedback on the design and validation of the
ERCM. Our appreciation also goes to the participating students for their active
involvement and thoughtful reflections, which greatly contributed to the
completion of this study. No AI tools were used in the preparation of this
manuscript.

10. References

Adriansen, H. K., Juul-Wiese, T., Madsen, L. M., Saarinen, T., Spangler, V., & Waters, J. L.
(2023). Emplacing English as lingua franca in international higher education: A
spatial perspective on linguistic diversity. Population, Space and Place, 29(2), 1-11.
https://doi.org/10.1002/psp.2619

Akbar, F. F., Wilany, E., & Siahaan, S. (2025). Higher-order thinking skills (HOTS) in
reading comprehension of EFL class. Celtic : A Journal of Culture, English Language
Teaching, Literature and Linguistics, 12(2), 730-753.
https:/ /doi.org/10.22219/ celtic.v12i2.41568

Aqdas, S. (2025). Impact of familiar cues on reading comprehension: an investigative study
of Pakistani English language learners. Frontiers in Education, 10(December), 1-11.
https://doi.org/10.3389/feduc.2025.1666454

Aynalem, Y. B, & Tesmand, A. G. (2023). An analysis of reading comprehension sub-
skills of Efl Textbooks. JOLLT Journal of Languages and Language Teaching, 11(4),
641-654. https:/ /doi.org/https:/ /doi.org/10.33394/jollt.v11i4.8695

Bergman, L. (2024). Students ’ reading in higher education : Challenges and ways forward.
Journal of Adolescent & Adult Literacy, 67(November 2023), 414-423.
https://doi.org/10.1002/jaal. 1346

Bransford, J. D., & Johnson, M. K. (1972). Contextual prerequisites for understanding:
Some investigations of comprehension and recall. Journal of Verbal Learning and
Verbal Behavior, 11(6), 717-726. https:/ /doi.org/10.1016 /50022-5371(72)80006-9

Cheng, J., & Wei, L. (2021). Individual agency and changing language education policy in
China: reactions to the new ‘Guidelines on College English Teaching.” Current
Issues in Language Planning, 22(1-2), 117-135.
https:/ /doi.org/10.1080/14664208.2019.1700055

Cholsakorn, P., & Piamsai, C. (2022). The effects of differentiated reading instruction on
reading comprehension and self-efficacy of Thai undergraduate students.
Kasetsart Journal of Social Sciences, 43(3), 715-720.
https://doi.org/10.34044 /] kjss.2022.43.3.24

Du, W, & Ma, X. (2021). Probing what’s behind the test score: application of multi-CDM
to diagnose EFL learners’ reading performance. Reading and Writing, 34(6), 1441~
1466. https:/ /doi.org/10.1007 /511145-021-10124-x

Duke, N., Pearson, D., Strachan, S., & Billman, A. (2011). Essential Elements of Fostering
and Teaching Reading Comprehension. What Research Has to Say About Reading
Instruction, 51-93. https:/ /doi.org/10.1598,/0829.03

Ernawati, E., Ghozali, I., & Nur Tjendani, E. (2022). Improving reading comprehension by
using Contextual Teaching and Learning (CTL) at secondary school in Jember.
Linguapedia, 6(1), 13-27. http:/ /ejurnal.uij.ac.id/index.php/LIN

Feng, D. (2021). Focus on forms or focus on meaning: Evaluating the communicativeness
of college English textbooks in China. Teaching and Researching Chinese EFL/ESL
Learners in Higher Education, 81-100. https:/ /doi.org/10.4324 /9781003178118-5-6

http:/ /ijlter.org/index.php/ijlter



68

Fu, H., & Wang, J. (2021). Cultivation of critical thinking skills in college English Writing
under blended bearning bodel. Creative Education, 12(07), 1485-1493.
https://doi.org/10.4236/ce.2021.127113

Gong, J. (2021). The development of conservation and restoration of oil painting in China.
International Journal of Social Science and Education Research, 4(10), 87-89.
https://doi.org/ 10.6918/IJOSSER.202110_4(10).0016

Grabe, W., & Stoller, F. L. (2019). Teaching and researching reading, third edition. In
Teaching and Researching Reading. Routledge.
https://doi.org/10.4324/9781315726274

Guo, Z., & Feng, Q. (2025). Exploring scaffolding strategies within pedagogical
translanguaging in EFL classrooms. Teaching English as a Second or Foreign
Language--TESL-E], 29(3), 1-28. https:/ /doi.org/10.55593/ €j.29115a3

Hanis, M. N, Jamil, M. R. M,, Jin, Y., Zalli, M. M. M., & Othman, M. S. (2025). Design and
Development Research (DDR) approach in development of Value-Based
Pedagogy Model in the context of a multiracial country. Journal of Curriculum and
Teaching, 14(1), 248-256. https:/ /doi.org/10.5430/jct.v14n1p248

Harper, J. (2020). The teaching of intercultural communicative competence in China: How
much help do coursebooks provide? Open Journal of Modern Linguistics, 10(06),
647-664. https:/ /doi.org/10.4236/ 0jml.2020.106040

Hu, R., & Trenkic, D. (2019). The effects of coaching and repeated test-taking on Chinese
candidates” IELTS scores, their English proficiency, and subsequent academic
achievement. International Journal of Bilingual Education and Bilingualism, 24(10),
1486-1501. https:/ /doi.org/10.1080/13670050.2019.1691498

Huang, Y. (2023). The use of Schema Theory in the teaching of reading comprehension.
Journal  of Humanities, Arts and  Social ~ Science,  7(6), 1198-1201.
https://doi.org/10.26855/jhass.2023.06.030

Ke, S. (2022). Reading comprehension component skills of Chinese-Speaking ESL and EFL
learners. Reading in a Foreign Language, 34(2), 306-324.
https:/ /eric.ed.gov/?id=E]J1369535

Koparan, B. (2025). An investigation of the effects of different text formats on middle
school students’ reading comprehension performance. Plos One, 20(10 October),
1-20. https://doi.org/10.1371/journal.pone.0331786

Kuzina, E. V., Zhogova, 1. G., & Nadezhdina, E. Y. (2022). Impact of teaching critical
thinking skills on reading comprehension in Higher Business Education. Journal
of  Higher  Education Theory ~ and  Practice, — 22(15), 129-137.
https://doi.org/10.33423 /jhetp.v22i15.5566

Li,H, Gan, Z,, & Leung, S. O. (2022). The impact of reading strategy instruction on reading
comprehension, strategy use , motivation, and self-efficacy in Chinese University
EFL students. SAGE Open, 12(1), 1-14.
https:/ /doi.org/10.1177/21582440221086659

Li, J. (2021). Perceived effects of CET4 test preparation, language ability, and test
performance: An exploratory study of Chinese EFL learners. Language Education
and Assessment, 4(2), 38-58. https:/ /doi.org/10.29140/lea.v4n2.480

Li, X., & Deocampo, M. F. (2021). An empirical evaluation of two college English textbooks
in China based on the China Standards English Framework. Arab World English
Journal, 12(September), 323-337.
https:/ /doi.org/https:/ /dx.doi.org/10.24093 /awej/vol12n03.22

Liang, Z., & Osman, S. Z. B. M. (2025). Design and development of a Gpbl college English
module and its effectiveness on students’ achievement, interest and self-efficacy
in China. Journal of Ecohumanism, 4(1), 1795-1808.
https:/ /doi.org/10.62754 /joe.v4i1.5997

Lin, L., Lam, W. L, & Tse, S. K. (2021). Motivational strategies, language learning strategies,
and literal and inferential comprehension in second language Chinese reading: A

http:/ /ijlter.org/index.php/ijlter


http://ejurnal.uij.ac.id/index.php/LIN

69

structural equation modeling study. Frontiers in Psychology, 12(August), 1-13.
https:/ /doi.org/10.3389/fpsyg.2021.707538

Low, J. Y. (2024). Approach in teaching Physics: A Conceptual Framework Based on
Design and Development Research (DDR) Approach. Journal of Education and
Social Sciences, 27(1), 73-82.

Ma, X, & Lin, S. E. (2025). Developing English reading comprehension modules
incorporating Chinese culture for undergraduates in China. Forum for Linguistic
Studies, 7(3), 137-149. https:/ /doi.org/10.30564/fls.v7i3.8470

Maram, A., & Farrah, M. (2019). Eighth Grade Textbook Reading Comprehension
Questions and Barrett’'s Taxonomy: Teachers’ Perspectives at Hebron District.
Hebron  University ~ Research  Journal — (Humanities),  14(1),  229-260.
http:/ /www .hebron.edu/journal

Medranda-Morales, N., Palacios Mieles, V. D., & Villalba Guevara, M. (2023). Reading
comprehension: An essential process for the development of critical thinking.
Education Sciences, 13(11). https:/ /doi.org/10.3390/educsci13111068

Mekheimer, M. (2025). Digital mind magnets as a scaffold for improving EFL online
reading comprehension. Discover Education, 4(1).
https://doi.org/10.1007 /s44217-025-00988-4

Mekuria, A., Bushisho, E. W., & Wubshet, H. (2024). The effects of reading strategy
training on students’ reading strategy use and critical reading ability in EFL
reading classes. Cogent Education, 11(1).
https:/ /doi.org/10.1080/2331186X.2024.2310444

Nadalini, A., Marzi, C., Ferro, M., Cinini, A., Cutugno, P., & Chiarella, D. (2025). Inferential
reading skills in high school: A study on comprehension profiles. Education
Sciences, 15(6), 1-20. https:/ /doi.org/10.3390/ educscil5060654

Nurdiana, M. H., Nik, R. N. J,, Idayu, B. I, & Azmawati, M. N. (2025). A design and
development research approach to developing an E-Health intervention for
individuals with breast cancer: A study protocol. Medicine & Health, 20(2), 624~
636. https:/ /doi.org/10.17576 /mh.2025.2002.14

Oo, T. Z., & Habok, A. (2022). Reflection-based questioning: Aspects affecting Myanmar
students’ reading comprehension. Heliyon, 8(7).
https://doi.org/10.1016/j.heliyon.2022.e09864

Pan, M. X,, & Zhu, Y. (2022). Researching English language textbooks: A systematic review
in the Chinese context (1964-2021). Asian-Pacific Journal of Second and Foreign
Language Education, 7(1). https:/ /doi.org/10.1186/s40862-022-00156-3

Perfetti, C., Landi, N., & Oakhill, J. (2005). The acquisition of reading comprehension skill
introduction: Simple ideas about reading comprehension. The Science of Reading:
A Handbook, 227-247. https:/ /doi.org/10.1002/9780470757642.ch13

Putri, T. A. W. (2025). The Study of Reading Comprehension Questions in Bright an
English 2 Based on Barrett * s Taxonomy Tasya Azzahra Wisnu Putri Abstrak.
Journal of Research in English Language Teaching, 13(01), 1-10.

Rahmadani, N., & Zainil, Y. (2023). An Analysis of Reading Comprehension Questions in
English Textbooks Bahasa Inggris Work in Progress and Pathway to English
Based on Barrett’s Taxonomy. Journal of English Language Teaching, 12(3), 976-987.
https://doi.org/10.24036/jelt.v12i3.125152

Ramadea, N., Egar, N., & Yulianti, F. (2023). BLOOM Vs BARRET: COMPARING
READING COMPREHENSION TYPES. Language and Education Journal, 8(2), 128-
145. https:/ /doi.org/10.52237 / v2{btf95

Razavi, M., & Gilakjani, A. P. (2020). The effect of teaching cultural content on
intermediate EFL learners’ reading comprehension ability. Teflin Journal, 31(2),
302-321. https:/ /doi.org/10.15639/ teflinjournal.v31i2 /302-321

Richey, R. C., & Klein, J. D. (2014). Design and development research: Methods, strategies, and
issues. Routledge.Roman, B., & Belda-medina, J. (2025). Augmented reality and

http:/ /ijlter.org/index.php/ijlter


https://doi.org/10.52237/v2fbff95

70

inferentialcomprehension in advanced EFL learners : Disfluency , Metacognitive
Reflection , and Productive Struggle. Education Sciences, 15(10), 1-18.
https:/ /doi.org/https:/ /doi.org/10.3390/ educscil5101311

Saidi, E. (2025). Reading for information or reading for reflection? Text-based nature of
Thinking Skills: Lower Vs. Higher Order Thinking Skills. International Journal of
Research in English Education, 10(3), 69-81.

Samiei, F., & Ebadji, S. (2021). Exploring EFL learners’ inferential reading comprehension
skills through a flipped classroom. Research and Practice in Technology Enhanced
Learning, 16(1). https:/ /doi.org/10.1186/s41039-021-00157-9

Sural, U. C., & Aksoy, N. (2024). Investigation of text-based comprehension questions in
emergency distance education during the COVID-19 pandemic. Humanities and
Social Sciences Communications, 11(1), 1-12. https://doi.org/10.1057 /s41599-024-
03194-z

Thohir, L., Nawawi, N., Amin, M., & Putera, L. J. (2020). The Effectiveness of Question-
Generation Strategy on Improving the Undergraduate Students’ Reading Ability.
465(Access 2019), 73-76. https:/ /doi.org/10.2991 / assehr.k.200827.020

Wang, T., & Zhang, H. (2025). Reciprocal effects of vocabulary breadth, vocabulary depth,
and reading comprehension: a cross-lagged panel analysis in Chinese-speaking
EFL learners. Humanities and Social Sciences Communications, 12(1), 1-10.
https:/ /doi.org/10.1057 /s41599-025-04694-2

Wang, Y. (2023). Study on the application of the Schema Theory to the teaching of College
English reading. Journal of Education and Educational Research, 5(3), 83-87.
https:/ /doi.org/10.54097 /jeer.v5i3.13362

Wang, Z,, Lu, ., & Yu, S. (2025). Enhancing English reading motivation and performance
via the ARCS model: an empirical study using the ARCS motivation scale.
Frontiers in Psychology, 16(October), 1-19.
https:/ /doi.org/10.3389/fpsyg.2025.1499957

Wu, X,, Zhang, L. J., & Liu, Q. (2021). Using assessment for learning: Multi-Case studies
of three Chinese University English as a Foreign Language (EFL) teachers
engaging students in learning and assessment. Frontiers in Psychology,
12(September), 1-15. https:/ /doi.org/10.3389/ fpsyg.2021.725132

Yang, L. (2023). An “Interactive Learning Model” to Enhance EFL Students’ Lexical
Knowledge and Reading Comprehension. Sustainability (Switzerland), 15(8).
https://doi.org/10.3390/su15086471

Yin, T., & Fang, X. (2024). The role of China’s Standards of English Language Ability (CSE)
Assessment Literacy in Promoting Teachers’ Language Assessment Literacy
Profiles: Evidence from Chinese University EFL Teachers. Asia-Pacific Education
Researcher, 34(1), 411-422. https:/ / doi.org/10.1007 / s40299-024-00863-0

Zeng, Y., Kuo, L., Chen, L., & Lin, J. (2025). Vocabulary instruction for English learners: A
systematic review connecting theories, research , and practices. Education Sciences,
15, 1-22. https:/ /doi.org/10.3390/ educscil5030262

Zhang, H., & Singh, C. K. (2025). A case study of exploring scaffolding instruction on
reading comprehension of English as a foreign language learners. International
Journal of Academic Research in Progressive Education and Development, 14(2), 1624
1643. https:/ /doi.org/10.6007 /ijarped /v14-i2 /25647

Zhang, Z., Hamzah, M. I, & Jamaludin, K. A. (2025). A framework for constructing
cognitive diagnostic reports on English reading for Chinese University students.
Forum for Linguistic Studies, 7(3), 643-655. https:/ /doi.org/10.30564/ls.v7i3.8674

Zheng, Y., & Cheng, L. (2008). Test review: College English Test (CET) in China. Language
Testing, 25(3), 408-417. https:/ /doi.org/10.1177 /0265532208092433

http:/ /ijlter.org/index.php/ijlter



71

Appendix 1

Literal Comprehension Text 1-Ambition

In college, my friend Beth was very ambitious, not only for herself but for her
friends. She was interested in foreign relations, in travel, in going to law school.
“I plan to be the Secretary of State someday,” she would say matter-of-factly. I
was a biology major, which was
a problem: Beth’s friend from
childhood was also studying
biology, and Beth had already
decided she would win the
Nobel Prize. This was resolved
by my interest in writing fiction.
I would win that Nobel, while
her other friend would win for
science.

It was a joke; we were all
smart-ass college freshmen,
pretending the world was ours
for the asking. But it was not
entirely a joke. We were smart
college freshmen, and why
should we limit our ambitions?

I've always liked ambitious
people, not because I am desperate to be buddies with a future Secretary of State
but because I find ambitious people entertaining — interesting to talk to, fun to
watch. And, of course, I like such people because I am ambitious myself, and I
would rather not feel apologetic about it.

What I mean by ambition is dreaming big dreams, putting no limits on your
expectations and your hopes. I don’t really like very specific, attainable ambitions.
I like big ambitions that suggest the world could open up at any time, with work
and luck and determination. The next book could hit it big. The next research
project could lead to something fantastic. The next bright idea could change
history.

Of course, eventually you have to stop being a freshman in college. You limit
your ambitions and become more realistic, wiser about your potential, your
abilities, and the number of things your life can hold. Sometimes you get close to
something you wanted to do, only to find it looks better from far away. Back when
I was a freshman, to tell the truth, I wanted to be Jane Goodall, go into the jungle
to study monkeys and learn things no one had ever dreamed of, but it turned out
that wasn’t enough of a basis for a life. And I was not fated to live a wild,
adventurous life, to travel alone to all the most exotic parts of the world, to leave
behind a string of broken hearts.

One of the worst things ambition can do is tell you you're a failure. The world
is full of measuring tapes, books, and articles to tell you where you should be at
your age, after so many years of doing what you do. However, the world is full of
disappointed people. Some of them probably never had much ambition to start
with; they sat back and waited for something good and felt cheated because it

Source:

https://www.forbes.com/sites/roncarucci/2022/08/05/why -
ambition-matters-and-how-to-develop-the-right-amount-of-
it/
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never happened. Some of them had very set, specific ambitions and, for one
reason or another, never got what they wanted. Others got what they wanted but
found it wasn’t exactly what they’d expected it to be.

As you grow up, your ambitions may come into conflict. Part of growing up,
of course, is realizing that there is only so much room in one life. You can do one
thing whole-heartedly and single-mindedly and give up some other things. Or
you can be greedy and grab for something new without wanting to give up what
you already have. This leads to a chaotic and crowded life in which you are always
late, always overdue, always behind, but rarely bored. Even so, you have to come
to terms with limitations; you cannot crowd your life with occupations and then
expect to do each one as well as you might if it were all you had to do.

Of course, I try to be mature about ambition. I don’t assign my friends Nobel
Prizes or top government posts. I don’t pretend that there is room in my life for
any and every kind of ambition I can imagine. Instead, all I want are three things:
I want to write as well as I can, I want to have a family, and I want to be a good
paediatrician. And then, of course, a voice inside whispers: to write a best-seller,
to have 10 children, to do amazing medical research ... Even though I'm not a
college freshman anymore, I'm glad to find that little voice still there, whispering
sweet nothings in my ear. (733 words)

(Adapted from: Ambition at
https:/ /www.coursehero.com/file/24266402/ Ambition-by-Perri-Klassdocx/)

1: What was the author's major in college?

(Type: identify supporting detail)

A: Chemistry

B: Biology

C: Geometry

D: Mathematics

2: Why does the author like ambitious people? Because they are...
(Type: identify supporting detail)

A: entertaining.

B: very rich.

C: talented.

D: good-looking.

3: Who did the author want to be when she was a freshman?
(Type: identify supporting detail)

A: Doris Lessing

B: Alfred Brendel

C: Andrea Ghez

D: Jane Goodall

4: What is the worst thing that ambition can do?
(Type: identify supporting detail)

A: Telling you that you're a failure.

B: Lying to you that you're the best.

C: Showing you that you can do better.

D: Convincing you that you deserve better.
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5: Hom many things does the author want?
(Type: identify supporting detail)
A: Two. B: Three. C: Four. D: Five

¢ Reorganization Comprehension Text 1-Is Social Media the Enemy?
Two events today, although worlds apart, seem closely tied together. And the
bond between them is as human as it is electronic.

First, on my way to the P S
coffee shop, I got a message /I‘,,@ o e-?\
from my 10-year-old son, just V42 “GM;,- = _Qu
saying good morning and /g ® c‘ A\ oy
letting me know he was going i A So ‘ A 2 [
to a birthday party today. I & “ED ¢
don’t get to see him all the \i@ gt ‘ R
time. He’s growing up in two Na *a o) v
houses, as I did. But recently, I -‘:\\‘.} il
handed down my old iPhone el \
to him so we could ik
communicate with each other
when we're apart. Source:https:.//www.aliem.com/5-rules-to-guide-your-

The amount of calming approach-to-learning-in-social-media/
satisfaction it gives me to be able to communicate with my son through
technology is undeniable and human. It’s the other side of the “I don’t care what
you ate for breakfast this morning” argument against the mundane broadcasting
of social media. In this case, I absolutely care about this. I'd listen to him describe
a piece of bacon and hang on every word. Is it better than a conversation with
“real words”? No. But is it better than waiting two more days, when the mundane
moment that I long to hear about so much is gone? Definitely yes.

Moments later, I sat down and opened the paper. A piece of news
immediately caught my attention: In China, social media has been used to find
lost kids. I'm reading about the tears of the family, the rapt attention of the town
and country, and I'm again marvelling at the human side of the Internet.

I recently asked the question to my friends: “ Are social media apps making
you feel closer to people or farther away?” It sparked a lot of responses and
seemed to touch one of our generation’s exposed nerves. What is the effect of the
Internet and social media on our humanity?

From the outside view, digital interactions appear to be cold and inhuman.
The theme of the responses to my questions seemed to be summed up by my
friend Jason, who wrote, “Closer to people I'm far away from.” Then, a minute
later, he wrote, “But maybe farther from the people I'm close enough to.” And
then he added, “I just got confused.”

It is confusing. We live in this paradox now, where two seemingly conflicting
realities exist side by side. Social media simultaneously draws us nearer and
distances us. But I think very often, we lament what we miss and forget to admire
what we’ve become. And it is human nature to reject the machine the moment we
feel it becoming ubiquitous. We have seen it with the printing press, moving
pictures, television, video games, just about any other advanced technology that
captures our attention. What romantic rituals of relationship and social interaction
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will die in the process? Our hearts want to know.

In The New Yorker this week, there’s an article “How the Internet Gets Inside
Us.” The author breaks down a large number of new books on the subject and
categorizes them all into the viewpoints: “the Never-Betters, the Better-Nevers,
and the Ever-Wasers.” In short, there are three groups of people who see the
current movement as good, bad, or normal. But ultimately, the last group is the
one best equipped to handle it all.

Another observation from the coffee shop: Sitting not far from me, five people
are looking at screens, and four people are reading something on paper. And I'm
doing both. The dynamics in this coffee shop is quite a bit more revealing than
any article or book. Think about the dynamic relationships between physical and
digital. People aren’t giving up long-form reading, considered thinking, or social
interaction. They are just filling all the space between. And even that is not entirely
true as I watch the occasional stare out the window or long glance around the
room.

The way people engage with the Internet and social media isn’t like any kind
of interaction we've ever seen before. It's like an intertwining sine wave that
touches in and out continuously.

The Internet doesn’t steal our humanity; it reflects it. The Internet doesn’t get
inside us; it shows what's inside us. And social media isn’t cold; it’s just complex
and hard to define. The machine does not control us. It is a tool. Looking through
this lens, perhaps we should re-frame our discussions about technology from how
it is changing us to how we are using it. (732words)

(Adapted from: Is Social Media the Enemy?
https:/ /www.coursesidekick.com/marketing/573896)

1: Why doesn’t the author see her son all the time? Because...
(Type: extract cause-and-effect relation)

A: she works in another country.

B: her son lives in school.

C: she is a divorced woman.

D: her son lives all by his own.

2: What does the word “mundane” mean in the second paragraph? It refers to
something that...

(Type: acquire meaning of words)

A:is very popular.

B: has many audiences.

C:is very challenging.

D: is not interesting.

3: What is the effect of the social media on our humanity? It...
(Type: extract main idea)

A: makes us feel closer and farther with people at the same time.
B: largely shortens the distance between people than before.

C: makes the distance between people farther than before.

D: does not influence the distance between people at all.
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4: Which group of people is the one best equipped to handle the Internet? The
group which thinks that the Internet......

(Type: extract supporting detail)

A: has been developed to the best.

B: has been developed to the worst.

C: is now developing in a normal way.

D: doesn’t influence human society.

5: What can be revealed from the dynamics in the coffee shop?
(Type: extract main idea)

A: People are filling physical and digital space.

B: People prefer reading than social interaction.

C: The Internet draw people nearer than before.

D: The Internet makes people indifferent and cold.

Inferential Comprehension Text 1-The Soothing British Ritual of Tea-
time

When 1 started working in |
London four years ago, I
repeatedly made a serious
mistake: Whenever a colleague
would offer me a cup of tea, I'd
politely decline. To me, a mug of
hot tea with milk tasted okay,
but it was more the kind of thing
you use to accompany |
something actually delicious,
like cake.

But this awkward exchange
kept happening. It happened at
work more than four times a day. The offers from my English colleagues began to
drive me a little crazy, and I could tell that my repeated refusal was annoying
them, as well. That’s because in Britain, I soon learned, rejecting a cup of tea is like
rejecting a gesture of friendship.

I'd always considered tea a relatively simple beverage. The British, of course,
could not disagree more. An individual’s particular tea preference is a lifelong
commitment. Sharp lines are drawn. “How do you take your tea?” is perhaps the
most loaded question in the British language. Milk or no milk? Sugar or no sugar?
Unless you're ready for a war, don’t even think about asking whether the milk
should be added before or after the water because you'll be dragged into a bitter
dispute drawn along age-old lines of class and region.

The true importance of the tea ritual didn’t fully hit home for me until one
visit to my husband’s parents in the north of England. My British in-laws are the
most polite, kind, and hospitable people in the entire world. They tried their best
to make me feel welcome. I never heard them say a word against me. That was,
until three years ago, on Christmas Day, when I first made them tea.

On that day, after being offered tea several times, I saw that it was time for
the final cup of the day. Being the dutiful daughter-in-law that I am, I took it upon

Source: https://www.shicheng.news/v/oq70X#new
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myself to prepare this round. I boiled the kettle, stewed the teabags, added the
milk, and triumphantly placed two cups in front of my in-laws.

They both glanced at their mugs and hesitated.

“Bit milky, huh?” my mother-in-law said.

Her words went straight through my heart like a dagger. “Bit milky” is the
American way of saying “This is the worst thing I've ever tasted.” I was very
embarrassed.

I didn’t make tea again for a year, which basically labeled me as an outsider,
because drinking tea is part of British society at every level. Everyone from the
men on building sites to the queen herself in Buckingham Palace drinks tea.
Upper-class, middle-class, and working-class people are united in their love of
this national beverage. It's a way of life and a sacred tradition, and one that carries
over into the workplace, as I so discovered.

No meeting in Britain shall begin without someone “popping the kettle on.”
Don’t even think about attempting to work on something unpleasant without
making a brew first to help you through. A tough client call, a tedious data entry
job, or a long presentation? Tea first, always.

Tea is such an ingrained part of work life in the UK that some offices have
actual tea trolleys. Some kitchens even have a board on the wall where each
employee has noted their personal tea preference, sometimes accompanied by an
illustrated chart.

In an effort to really understand how much tea is being consumed on this
island, I polled various British people on how many cups they drink daily. The
most common answer was four. Even in summer. But why?

Yes, tea can be a gesture of kindness, but for many people, it's mostly a ritual
of comfort. My friend who drinks seven cups a day said tea reminds her of her
mom. For many British people, it seems tea wraps them in the memories of
childhood and home.

In that case, maybe people who live in Britain should all embrace this
tradition. The next time you're feeling blue, just deal with it like the British: Boil
the kettle and prepare tea for yourself, and maybe your colleagues. After a few
years here, I've even discovered my own tea preference, which you're welcome to
borrow: Stew for one minute, add some milk, and drink with a generous slice of
cake while you escape the world for five minutes. (722 words)

(Adapted from What Americans can learn from the soothing British ritual of tea time
at https:/ /theweek.com/articles/ 699010/ what-americans-learn-from-soothing-
british-ritual-tea-time)

1: What would happen after the author rejected her colleague's offer for a cup of
tea several times? Her colleagues would...

(Type: making inferences)

A: feel offended and not make friends with her.

B: consistently invite her for a cup of tea.

C: be upset and then even isolate her.

D: never invite her for a cup of tea.
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2: What can be concluded about the significance of tea in Great Britain?

(Type: draw conclusion)

A: Having a cup of tea before work is a social tradition in Great Britain.

B: Having tea everyday is a way of life and a sacred tradition in Great Britain.

C: Tea is very cheap which can be afforded by people from every walk of life.

D: Tea has the power of comforting people and reminding them of sweet
memories.

3: Why did her mother-in-law say "Bit milky" instead of another British expression?
Because she...

(Type: making inferences)

A: thought the tea was too bad to describe in British English.

B: didn’t know how to describe it appropriately in British English.

C: wanted to embarrass the author on purpose with American English.

D: did not appreciate her daughter-in-law nor the tea she made.

4: Why do meetings in Britain begin with someone “popping the kettle on”?
Because...

(Type: draw conclusion)

A: tea gives people strength to do hard work.

B: the caffeine in tea can make people energetic.

C: the process of making tea can comfort people.

D: the smell of tea can give people new inspiration.

5: Who will embrace the tradition of having tea the most in Britain?
(Type: make inferences)

A: Stay-at-home moms.

B: British teenagers.

C: White-collar class.

D: College students.
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