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ABSTRACT 

Title of Dissertation: Effects of Induced Schemata Upon 
Intermediate and Advanced High School 
ESOL Students ' Reading Comprehensio n 
of Selected Expository Passages 

Alba Cappuccia Ben-Barka, Doctor of Philosophy, 1984 

Dissertation dir ecte d by: William E . De Lorenzo, Ph . D. 
Associate Professor 
Department of Curriculum and 

Instruction 

This study investigated the effects of induced schemata 

upon the reading co mprehension of intermediate or advanced 

high school ESO L students. A seconda ry purpose of this study 

was to examine the relationship b et wee n subjects' reading 

co mprehension and: (1) t he quality of their domain-specific 

prior knowledge; and (2) their metacognitive knowledge. 

The sample was comprised of 152 intermediate and advanced 

ESOL students from two high schools in a suburban Maryland 

school district. Subjects were randomly assigned to the 

training or control condition. Training was administered over 

five consecutive days. The investigator and an ESOL teacher 

alternated instruction to the control and experimental groups 

in order to balance instructor effects. Time and materials 

were the same and scripts were developed for both gro ups to 

ensure uniformity of instruction. 

Following training, subjects we r e tested using a 

10-question multiple-choice test and a 34-item maze 

performance measure, both developed for and validated in the 

study . Additionally, subjects completed: (1) prediction and 



confidence ratings to assess their metacognitive knowledge ; 

and (2) a free associatio n task , follo wi n g Langer ' s (1980) 

assessment/instructional prior k no wledge paradigm . In reading 

expository text, subjects in the training group utilized a 

webbing technique whereas control group stude n ts used the 

SQJR , a study skills method . I n the seco n d school , s ub jects 

(N=79) were also i n tervie we d to f u rt h e r un dersta n d st ud e n ts ' 

educatio nal experiences . 

Data were analyzed u si n g multivariate tests of covariance 

(MANCOVA) . Results indicated no sig n ificant effects fo r 

ind uce me n t of sc h e mata up o n co mp re h e n s i o n o n bot h de p e nd e nt 

meas u res a n d ac r oss l e v e ls of En glis h l a n g uage pr of i c i e ncy . 

Pearson Pro du ct Mo me n t Co r relatio n coefficie n ts in d ica t e d a 

positive and sig n ifica n t relatio n s h i p b e t wee n s ub jects ' 

read i ng comprehe n sio n pe r for ma n ce scores a n d : (1) t h e qu ality 

of t h e ir d o mai n -s peci fi c prio r k n o wle d ge ; a nd (2) 

metacog n i t ive assess me n t of both qu a li t y a nd qu a n t it y of 

readi n g com p re h e n sio n . No sig n ifica n t r e l atio n s h i p was fo un d 

between s ub jects ' metacog n itive assess me n t of t heir le v el of 

interest a n d their rea d i n g co mpr e h e nsio n scores . 

Th e mu ltiplicity of factors i n fl u e nci n g s ub jects ' 

p e r for ma n ce s u gges t e d by t h e i n te r vie ws calls for a ca ut i ou s 

inter pr etatio n of the f indin gs . Bot h li mitatio n s of t he study 

a n d its i mplicatio n s £or theory , researc h, and practice were 

provided . 
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A specific reader and a specific text 
at a specific time and place: 

change any of these , 
and there occurs 

a different circuit, 
a different event 

-- a different poem . 

L . M. Rosenblatt 
(1978 , p . 14) 



CHAPTER I 

INTRODUCTION 

Since the 1940 ' s, three conceptual models have provided 

the framework for teaching reading in the United States: a 

bottom-up, a top-down, and an interactive view of reading . 

The most r e cent, the interactive approach, is grounded in 

s chema theories which represent at once the conciliation 

between the other two paradigm s and the interaction bet wee n 

reader and text (Spiro, 1980 ; Anderson, 1977) . 

This study drew predominantly upon a schema-

theoretical framework . However, the other two mo de ls are 

presented in order to foster a deeper understanding of 

schema theories . The first, a descriptive paradigm, was 

essentially an examplar of bottom-up processing based on 

behavioristic theory to reading . It essentially viewed 

reading as a step by step development of skills . The reader 

presumably progressed from decoding, in a letter - by-letter 

or word-by-word fashion, to larger portions of print, to 

speech and subsequently, to aural comprehension (Clarke & 

Silberstein, 1979). Researchers assumed they knew what 

reading was but questioned the best way to acquire it and 

make methodological decisions . Suggestions for first 

language (Ll) and second language (L2) practice included the 

following: 1) strict adherence to the text·, 2) p rogression 

of reading skills directly related to language skills 

IA 
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d e velopment, and 3) teacher-centered classrooms where 

i nstruction aas c arefully preorganized alo n g an orderly, 

s e quential plan of reading skills n eeded from basic through 

indepe nd ent reading (Thonis, 1970) . 

Fulfilling primarily an ex pl anatory role , the seco nd , a 

top-down processing mod el based on psycholinguistic theory , 

has provided the foundation for mu ch of the c u rrent 

perspective on reading i n the Unite d States . Researchers 

longer debate pragmatics for their primary concer n is with 

theory, that is, what the reading process is a bout. The 

psycholinguistic ap proach hinges o n the reader ' s world 

kno wl e d ge , co ncept ua l development , and process strategies 

(Coady, 1979) rather than techniques (Smith , 197 3) . The 

ce ntral objective of this paradigm is to und ersta nd the 

reader's co mpr e hension process by gaining insights i nto 

his/her cognitive processes . In his di sc ussion of the 

pedagogical implications of this mod el of reading, Coady 

(1979) re co mmend ed : 

1. Teac hing co mpr e hen sio n strategies to avoid loss of 

meaning through co d e - e mph asis . 

2 . Capitalizing on the reader's strengths . That i· s , 

no 

g r eate r ba ckg round knowledge of a topic co uld 

compensate so mew hat fo r a l ack of syntactic co n tro l 

over the langua ge . 

3. Adapting an eclectic a ppr oach with different types 

of mater i als to meet the range of n eeds of ESOL 
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st ud e nts i n heterogeneous, multi-l evel classrooms . 

4 . Using h igh-i nt erest r ea ding materials which relate 

well to the backgrou nd of the reader, " . si nce strong 

semantic input ca n help compensate when syntactic 

co n trol is weak" (p .1 2) . 

S . Directi ng the stude nt and providing timely a nd 

appro priate feedback as the primary f un ctio n s of the 

teacher . 

Of ce n tral importa nce to building a theory a nd 

co nducting research in L2 reading is the role of the 

reade r' s ba c kground i n psycholinguistic theory; that is, the 

n otion that readers will a pply mea ning to the text 

regardless of the degree they are a bl e to utili ze 

gra phophon e mi c , sy ntactic, or semantic i n fo rm atio n. 

Although sc h e ma - base d par adig ms a r e co mp ati bl e with 

psycholinguistic postulates in their ex pl a natory fu nctions 

a nd mea ning orientation (Goodman, 1979a), they pr ese nt a 

more interactive view of reading : top - d o wn a nd botto m-up 

pr ocessi n g are e mploy e d simultaneously o r independently of 

o n e a noth er as required by t h e cog n itive d e mand s of the 

give n reading task (S pi ro , 1980) . S pecifically , 

sc hema-bas e d theorists at t e mpt to und ers tand how cog nitiv e 

str uctur es (sc h emata) di rect th e pr ocesses by which n ew 

information is co mpr e hended, acq u ired , sto r e d, and us ed 

(A nd erso n, 1977a) . This same o bj ective prov ides the basis 

for the ge n eral rationale u nd erlying t hi s study . 
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Two i nf e r e n c es which this researcher dr e w from the 

r e viewed lit e rature also served to g u ide thi s s tudy ; they 

a r e : 

1. In consideration of the interactive complexities of 

l a nguage deve l opment a n d cognitive functio n ing, 

i n s tructio nal planning, and eval uation a n d selectio n 

of materials s hould be base d pr i marily upon t h e 

reader ' s o r ga ni zed prior knowledge (schemata) rather 

than solely on seco nd la n g uage compete n ce . 

2 . If the mo st important single factor influe n ci ng 

l e ar n i n g is what the reader al r eady knows (A usubel , 

1968 : Pr eface ) and t h e lear n e r is th e best judge of 

h is/ h e r internal states (Harris, 1968 : e mic 

a pproach), then a us ef ul way to ascertai n the 

rea d er ' s prior knowl e dge abo ut a topic might be 

t hr o ugh his/her awareness of the pro cess strategies 

and schemata required i n rea din g tas ks. 

Rationale 

Of all the learning proc esses , reading is a cr u c ial o n e 

for ESO L st ud e nt s to acquire, es pe cially si n ce they mu st 

often r ely exclusive l y upon reading to acquire i n formatio n. 

However, r eadi n g r esearc h and in str uc tion have been largely 

neglected , acco rding to Saville-Troike (1979). Ma n y seco nd 

la n g ua ge s tud e n ts " ca nnot read quickly or accurat e l y e n o u gh " 

to be a ble to rea d i ndep e nde ntl y after two y ears of la n guag e 

study (Cates & Swaffar , 1979, p. l) . Resear c h i s nee d e d to 



5 

investigate the ca u ses of co mpr e hen sio n problems experienced 

by ES01 st udent s ( Hudson, 198 2) . 

So me data-based research indicates that low second 

lang uage proficiency can hamper the acquisition or transfer 

of skil l s in 12 reading (Clarke, 1979; Cziko, 1 978) , but 

other factors which affect reading at least in 11, have been 

suggested in r ece nt years. According to schema theorists 
' 

the principal determinant of the knowledge which individuals 

can acquire from r ea ding, at least in a first language, is 

their organized prior knowledge. Comprehension problems 

predicted within this theoretical framework are all related 

to a reader's prior knowledge or cognitive structures: 

schema availability, selection, maintenance, and 

overreliance (Pearson & Spiro, 1980). 

While the need to understand cognitive functioning is 

not recent (Thorndike, 1917; Bartlett, 1932), the means of 

gaining insights about cognitive processes and schemata 

remain largely speculative. If each person within each 

culture has his/her prior knowledge organized into schemata, 

and if variability in nature, structure, and function of 

each schema affects that individual's discourse production 

and comprehension, then an important educational challenge 

consists in helping ES01 students construct a framework for 

understanding connected discourse or, in Ausubel's (1968) 

terms, aid the students ' "ideational scaffolding" (p.l 44 ) b y 

assisting them in relating new information to knowledge 
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a lr ea d y fa mili a r to them. Additionally, to enhanc e 

s tud e nt s ' r ea ding c omprehen s ion teacher s mu s t: 

Not only ... help students to search for e xperienc e s and 

c onc e pts similar to those wh i ch occur in the texts they 

a r e to r e ad, but (the teachers) must help them become 

mor e aware of their personal attitudes and beliefs 

whi c h can shape their interpretation of a text giving 

meaning unlike that which the author intended. 

(Sheridan, 1978, p.12) 

A Fall 1983 computeri z ed search of ERIC and 

Dissertation Abstracts revealed the paucity of schema-based 

research that dealt specifically with educational settings 

and was generali z able to a wider population. For example, 

schema studies have not examined adolescents. For the most 

part, they have been limited to adults; only some have dealt 

with children, and almost none have controlled for reading 

ability (Lipson, 1983). Other questions, also, remain about 

the integration of new knowledge with prior familiar 

knowledge and the generalizability to instructional material 

of findings resulting from the use of ambiguous passages in 

experiments that have been conducted thus far. 

Nonetheless, the preli minary evidence is encourag· ing. 

Positive effects of prior k nowledg e on monolinguals' 

comprehension, recall of information, and learning have been 

reported (Marr & Gormley, 1982; And e rson, Spiro, & And e rson 
' 

1978; Anderson, Reynolds, Schallert, & Goet z , 1977). The 



impact of prior knowledge about social and cultural 

r e lationships among bicultural readers has also b een 

investigated (Steffensen & Colker , 1982 ; Steffensen, 

Joag-Dev, & Anderson, 1979). 

7 

Recently, in a study based upon schema principles , 

Johnson (1981) investigated the effects of the complexity of 

the English language and the cultural origi n of prose upon 

the comprehension of 46 intermediate a nd advanced uni versity 

students . This research indicated that the cultural 

schemata of the story had greater effect than the level of 

syntactic a nd semantic co mp lexity of the text . Sche ma 

theories seem to provide a noth er potential expla n atio n for 

12 reading instructio n: problems mi ght be related to the 

reader ' s schemata in co njun ction wit h his/her low English 

proficiency , not merely ca used by his/her language 

co mp etence (Hudson , 1982). 

The rationale for this st udy rested upon the 

pedagogical implicatio n s of sche ma theories, particularly on 

the notion that the ESOL teacher ca n facilitate 

comprehension by assisting stude n ts in activating existing 

schemata to infer meaning, or bu ilding new schemata when 

they are i n appropriate for text pr ocessi n g . Teacher 

observatio n s led this investigator to hypothesize that 

although ESOL teachers usually tend to use the students' 

prior knowledge, they do not necessarily give students 

explicit instruction in organizing and extending cognitive 
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and affective str uct ur es for co mpr e h e nding a text. 

Therefore, in d evisi ng this study, the investigator 

sought to find evidence for what appeared to be a 

pedagogically sound theory in additio n to d ev e loping and 

exami nin g a training paradigm which had not been explored 

with ESOL students of varying levels of English proficiency . 

The aim of this proposed instructional module (Pre Readi n g 

Plan a nd we bb ing exercises) was to provide training that 

might enable ESOL st ud ents to develop schemata which could 

be used as the basis for inferring meaning and "unc ertainty 

reducing" (Smith , 1973, p.59) when faced with si mil ar 

infor mation in another co nt ext . The study was designed to 

be undertaken in a realistic ESOL classroom e nvironm e nt 

which, in Baumann's (1982) terms, mi g ht be co n si d ered an 

" ecologically valid" (p.173) setting . The experi me nt al 

materials were s upportiv e of the Maryland Functional Reading 

Test (Gaining of Information Sectio n) as well as recommended 

in the recently developed ESOL Civics curriculum guide 

prese ntl y us e d in the cou nt y where this investigatio n was 

co ndu cted. 

State me nt of the Purpose 

This study so u ght to investigate the effects of 

domain - specific prior knowledge training, i ndu ced sche mata 
' 

upon t h e reading co mpr ehe n sion of 152 intermediate or 

adva n ced h ig h sc ho ol ESO L stud e nts. A seco nd ary purpose of 

this st ud y was to exa min e th e relations h ip between: (1) 



ESOL students ' reading co mpr ehension and the quality of 

their domain-specific prior knowledge , and (2) ESOL 

stude nt s ' reading co mprehension a n d their metacognitive 

knowledge . 

Statement of the Problem 

9 

A review of the literature indicated that no 

experi me nt al research has ever been designed to study the 

effects of prior knowledge training upon intermediate and 

advanced high school ESOL students ' reading comprehension . 

S upport has also not been advanced for the potential of 

these students to share their insights about their cognitive 

ex periences during reading. 

While researchers have indicat e d that reading ability 

is related to second language competence (Clarke, 1979; 

Cziko, 1978), they have not excluded other possibl e causes 

(sche ma-r elated sources) of co mpr ehension difficulties. 

Readi ng problems have often been attri but ed to fail ur e of 

language skills, but there is a need to consider other 

possib le causes across levels of language proficiency 

(Hudso n, 1982). Lack of understanding of these 

relationships may lead to serious co ns e qu e nces as far as 

lear nin g new i n formatio n in a seco nd language is concerned . 

I ntu itive appeal and assumptions deduc ed from 

theoretical principles of reading in a first language seem 

to guide 1 2 
research which is availa ble at this time 

(Joag-Dev & Steffe nsen, 1980) . Many questions must yet be 
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raised . For exa mple, to what exte n t is ESOL reader s ' 

co mprehension co n ti ngent on their En g li sh competence, or 

En g lish language proficiency? Does ESOL readers' schema of 

the printed message affect their perception of words and 

letters? Are ESOL readers' reading pr o bl e ms dependent o n 

their knowledge str uctur es (schemata)? I f so , to what 

ex tent are they attrib utab l e to these schemata? 

Co n firmatio n of schema theories may be recognized if th e 

data c ull e d fro m this st ud y indica t es that s ubjects utili ze 

the induced abstract st ructur es (schemata) in comprehending 

passages . 

It was this investigator's b e li ef that research on £SOL 

readers' organized prior knowledge wo uld lead to a d eepe r 

understanding of their cognitive proc esses . 

Significance of the Study 

The value of this study lies in its pot e ntial for 

a u g me nting the und ers tanding of high sc hool ESOL students' 

cognitive functioning required in the proc ess of r ea ding 

comprehension. This investigation offer s insights pertin e nt 

to theory, r esea rch, a nd pra c ti ce . 

Theory 

Schema-based r esearc h has bee n cr itici ze d for its 

circ ular nature, lack of rigid controls, a nd u se of 

co ntrived mat e rials (Tuinman, 1980; Thornkyke & Yekovi h 
C ' 

1980; Lipson, 1983). In this st ud y , th ese issues were 

addressed to enable further clarificatio n of the theory 
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related to t h e effects of induced, organized prior knowledge 

on L2 stude nt s ' processing of information in ex pository 

text . In this way, this research endeavor has the pot e ntial 

to afford i nsight s into learning processes or the poss ible 

e xpansion of knowledge by i ntegrating n ew information 

presented in text with the ESOL reader's exis ti ng knowledge. 

Research 

The objectives of the training me t hodology aspect of 

this proj ect addressed the comprehension process rather than 

the product. The training module , t he experimental 

proc e dures and materials, and testing measures were designed 

to probe the subjects' k n owledge befo re and after reading. 

It was anticipated that this study s hould aid in refining 

the means by which subjects' information about a topic could 

be measured and examined . 

Practice · 

Since most school-based learn i ng occurs through 

reading, and expository texts are used as a p r imary means 

for instruction in most school settings, the cognitive 

process undergone by the ESOL student when reading 

expository material should be exa min e d carefully. Not all 

factors that influence learning from texts have been 

identified . There may be other variables besides English 

proficiency which could be influential in the ESOL st udents' 

comprehension . It see ms logical that if a teac her provides 

a means of identifying, activati ng, a nd str uct ur i ng high 



school ESOL students ' background knowledge, inducing 

organized prior knowledge through training, he/she might 

facilitate their co mpr e hension. Si n ce the applicatio n of 

the paradigm used in this study hinged on a view of the 

seco nd language reader (ESOL stude nt) as dependent only 

partly upon his/her language specific knowledge, it seemed 

possible that this research would indicate that 

compre h e n sio n problems wer e attributable to schema-related 

difficulties as well as to the lower level of English 

proficiency. 

12 

The pedagogical implications for L2 reading which this 

researcher is predicting as an outcome of this study , were 

the followi ng: (1) a closer scrutiny of the organized prior 

knowledge (sc hemata) necessary for co mprehension; (2) 

de-emphasis on high e r levels of language proficiency as 

prerequisites to reading, and (3) more focus on meaning 

orie nted act ivities and strategic behavior prior to and 

during reading (organizing prior knowledge, pr edicti ng task 

demands, a war e ness of one ' s success in reading). 

Researc h Questions and Hypotheses 

Mai n Question 

What are the primary effects of induced sche mat a 

(orga nized pr io r knowledge ) upon intermediate and 

adva nced high sc hool ESOL students' reading 

co mpr e hen sio n ? 

Hypot hesis 1 : There will be differences between the 



13 

traini n g a nd co n trol gro u ps favoring the training 

group amo n g i n ter mediate high school ESOL 

stude n ts ' readi n g co mp re h e nsion o n a 10-questio n 

mu ltiple-choice (MCCQ) performance measure . 

Hy pothesis 2 : There will be differe n ces betwee n the 

t r ai ning a n d co n trol gro up s favori n g t h e trai n i n g 

gro up a mo ng i n te rmediate h ig h school ESO L 

st ud e n ts ' rea d i n g co mpre h e n sio n o n a 34 - item maze 

performa nce meas u re . 

Hypothesis 3 : Th ere wi l l be d iffere n ces bet wee n t h e 

trai ni ng a nd co n tro l groups favori n g t he tra in i n g 

gro up a mon g a dv a n ce d h ig h sc h ool ESO L st ud e nt s ' 

rea d i n g co mpreh e nsio n o n a 10- qu estio n 

m~ lti p le-c hoi ce (MCCQ) perfo rm a n ce meas ur e . 

Hy p o th esis 4: Th ere wi ll be d iffere n ces b etwee n the 

tr a inin g a nd co ntr o l gro up s favori n g t h e tra in i n g 

g r o up a mong a dv a n ce d h ig h sc hoo l ESO L st ud e nt s ' 

r ea d i n g co mpr e h e ns i on o n a 3 4 -ite m maze 

perfor ma nce meas ur e . 

Relate d Ques t io n s 

Th e ge neral o bj ec t i v e of t h is i n vestigatio n was to gai n 

i nsig h ts i n to t he r ea din g c ompr e h e n sio n p rocess of 

i n te rm e d ia t e a nd adva nce d h ig h sc hool ESO L st ud e n ts by 

i n d uc in g sc he mata t hr o u gh trai n i ng . I n additio n to the main 

qu es t io n, t h e i n vestigato r pose d two related q u estio n s 

wh ic h, alt h o u g h br oa d a r eas i n t h e mselves wo u ld ' S u pport t h e 



main question by providing additional data based on 

s ubjects' self-assess ment or subjective data generated by 
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the s ubj ects . 

the following: 

The sub-questions and related hypotheses are 

1. What is the relationship between ESOL students' 

reading comprehension and the quality of their 

domain-specific prior knowledge? 

2. What is the relationship between ESOL students' 

metacognitive knowledge and their reading 

comprehension? 

Variables 

The main question included an independent variable (the 

schemata or organized prior knowledge induced through 

training) and a blocking variable (the level of English 

profi c iency). The dependent variables were the two measures 

of comprehension; that is, the percentage of correct 

responses on a 10-question multiple-choice performance 

measure and on a 34-item maze exercise (modified cloze 

procedure). 

The variables in the first related question were: (l) 

the responses to the PReP procedure as a qualitative measure 

of the subjects ' domain-specific prior knowl e dge, and ( 2 ) 

the two measures of comprehension (percentage of correct 

multiple choice and maze responses) . In the second related 

qu es tion, the variables included the difference b et we e n the 

meas ures of me t ac ognitiv e knowl edge a nd the co mpre h e n s ion 
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(modified cloze procedure). 

The variables in t he first related question were: (l) 

the responses to t he PReP procedure as a qu alitative 

measure of the subjects' domain-specific p rior knowledge, 

and (2) the two measures of comprehension (percentage of 

correct multiple choice and ma ze responses). In the seco nd 

related question, the variables included the diff ere nc e 

between the measures of metacognitive knowledge a nd the 

comprehension meas ures. 

Definitions of Ter ms 

For the purpose of clarification, the following terms 

have been defined operationally for this investigation. 

1 • 

2 . 

3 . 

4 • 

Bottom-up proc essi ng: data-driven or text-based 

mode in which the reader "assum es a pa ssive , 

receptive role, waiting for data to clearly suggest 

the selection of a schema" (Pearson & Spiro, 1980, 

p. 77). For example, phonic and word attack skills. 

Decodi n g : converting a language code into a 

meaningful message. 

ESOL students: non-native English speakers who are 

readers of English as a second language. In this 

study, the term refers to members of a 

micro-culture or ethnic group living in the United 

States (the macro-culture). 

Holistic: referring to the following tenets of 



5 • 

6 . 

7 . 

8 • 
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Gestalt P syc hology: (a) The whole is more than the 

sum of its parts; (b) The whol e d e termin e s the 

nature of its parts; (c) The parts cannot be 

understood if considered in isolation from the 

whole, and (d) The parts are dynamically 

interrelated or independent (Phillips, 1976, 6) 
p . • 

Induced sche mat a : prior knowledge which has been 

activated and organized during a specific training 

procedure. 

Language: a functional, communicative code that 

represents the l ear ned behavior of a social 

co mmunity (Stauffer, 1970, p.4). Examples of 

language components are: 1l_ (native language); 12 

(second language). 

Language proficiency: general level of English 

language skills as estimated by the participating 

county ' s ESOL office. The testing instruments used 

by the county include the STEL (Structure 

Test-English Language), the Revised Thumbnail 

(grammar completion items), and the Dade County 

Test (speaking and listening test). Two levels 

were considered in this study: intermediate and 

advanced transitional English. 

Metacognition: " One ' s knowledge concerning one's 

own cognitive processes a nd products or anything 
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r e lat e d to them" (Flavell, 1976, p.232). In this 

study, the term refers to subjects' knowledge of 

some reading task demands, prediction of general 

success prior to reading and confide n ce abo ut one's 

understanding of a passage after readi n g (see 

Appendix G). 

Oral language proficiency: gross, global measure 

of one's oral and listening co mpr ehension as 

defined according to the ACTFL/ETS scale (see 

Appendix C). 

10. Predictio n: the well-informed elimination of 

unlik ely alternatives (Smith, 1973, p.29). 

11. Prior knowledge (background knowledge): naturally 

occurring knowledge of language, cognitive 

fu nctioning, social interactions a nd cultural 

norms, and reading requirements gained through life 

experie nces. 

12. Prior knowledge training: a paradigm involving the 

u se of the Pre Reading Plan (Langer, 1981) a nd 

webbing. It is based on the assumption that 

effective use of prior knowledge will be made to 

the exte nt that the reader's background can be 

identified, activated , a nd organized. 

13. Reading co mpreh e n sio n: a holistic process f 
o using 

the c u es provid ed by the a uth or a nd one's prior 

17 



knowledge to infer the author ' s intended meaning 

(Johnston, 1983, p.9); operationally defined for 

this study as the p ercentage of correct respo n ses 

on ten multipl e choice questions and the percentage 

correct on 34 maze questions (see Appendix G) . 

14. Schema theories: theoretical framework s u ggesting 

that what a person already knows directs a nd 

orga ni zes the processes by which n e w information is 

acq uir ed a nd used. 

15. Sociopsycholinguistic process : the cognitive and 

sociolinguistic interaction between author and 

reader whereby the reader is actively involved in 

constructing meaning from text . 

16. Strategy: a general pattern developed by the 

reader to make use of the various cues available in 

reading print (Goodman, 1973 , p . 300). 

17. Top down processing: also referred to as 

inside-out (Smith, 1975) or conceptually - driven 

schema-driven, or reader - based processing. 

Assuming an active role, readers generate 

' 

hypotheses about the nature of the text based upon 

their existing schemata which will serve to guide 
' 

facilitate, or hamper their comprehension (Pearson 

& Spiro, 1980). 

18. Webbing: a technique for organizing a nd 

18 
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integrating information through the construction of 

visual displays of conceptual structures (schemata) 

and their relationships (Freedman & Reynolds ' 

1980). 

Basic Assumptions 

For purposes of this study, it was assu med that: 

1. Research and theories in first language reading 

(psycholinguistic approach, schema theories) are 

pertinent to second language reading as well. 

However, because of other variables, they might not 

be totally applicable to non-native English 

readers. 

2 . Reading is a sociopsycholinguistic process. 

3. Prior knowledge and schemata may be assessed and 

activated. 

4. ESOL adolescents living in the United States often 

have an implicit understanding of their 

intellectual needs, perhaps better than that 

presumed by some native English - speaking educators. 

Delimitations of the Study 

The following limitations delineate the paramet ers of 

this study: 

1. Sample composition and placement instrumentation 

for diff ere nt levels of langu age prof ic ien cy may 

not be th e same in all ESOL instructional s tt· e ings. 
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2. Since the reading process cannot be observed 

directly, assessment of co mprehension could only be 

inferred by readers' performance on particular 

tasks, that is, the multiple c h oice and maze 

questions . 

3 . The inability to predict and filter out the many 

variables influencing the ESO L reader ma y present 

further constraints on the obtained comprehension 

me as ures. 

4. Fallability of testing instruments is not under the 

investigator's co ntrol . For example, the numb er of 

items is restricted by the length of the passage 

used for testing. 

5. Due to the domain-specific nature of prior 

knowledge, results of this st u dy are not 

gen~ralizable to all domains . 

6. Findings are limited to expository texts . 

7. Experimenter's cueing may influence students' 

behavior. 

Theoretical Bases 

Schema theories and a psycholinguistic perspective 

reading provided the major underpinnings of this study. 

Other influential theoretical aspects are related to 

metacognition, Gestalt psyc hology, the Sapir-Whorf 

Hypothesis, and the sociology of language. 

on 



Thi s s tudy wa s based on the view: that language and 

t h o u g ht a r e int e rr e lated; that th e societal cont e xt i s a 

p o we rful d e t e rminer of individuals' sch e mata and their 

c omprehension (exposure to dominant culture; living in a 

bilingual/bicultural e nvironment; pressure of Ll 
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ma in t enanc e 

in minority 

versu s Ll rejection; socio-economic constraints 

settings); that reading is an interactive ' 

c onstructiv e , hypothesis-forming process; that the whole is 

greater than the sum of its parts; that the parts are 

interrelated and interdependent; that print awareness, 

native language and other known languages, and the 

functional uses of language are aspects of the total 

ba c kground drawn upon by each reader during each readir.g 

e vent. Each of these aspects is treated in more detail in 

Chapter II, the review of related literature . 

Chapter Summary 

Chapter I h as presented an introd u ction to this 

investigation . The significance of the study was 

addressed. The characteristics of the proposed study, 

including the problem, assu mption s, delimitations, and 

definitions of terms as used in the study were provided 

Th e researc h questions, 
reflecting the particular concerns 

of the investigator, were also presented. 

Organization of the Dissertation 

The dissertation consists of five chapters. Ch a pter I 
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h as provid e d a n introduction to the study. Chapter II 

r e v ie ws se l ec t e d lit e rature related to the theoretical and 

me thodologi c al framework of this study. Chapter III 

presents a detailed description of the methodology and 

procedures. Chapter IV contains the results of the 

inv e stigation and the statistica l analysis used in testing 

the research hypotheses. Chapter V presents a summary of 

the study with conclusions and implications . 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

This chapter covers a general review of the theory and 

research considered central to the investigation. In 

addition to an overview of reading instruction, the four 

areas included in the review are: (1) schema theories; ( 2 ) 

cultural schemata: L2 reading; (3) selected metacognitive 

inquiries, and (4) methodological considerations and 

research. 

Overview of Reading Instruction 

From the early 194O's to the mid-195O ' s, the 

descriptive and structural theoretical models prevailed 

across psychology, anthropology, linguistics, language arts, 

and foreign languages . Since the objective of reading 

instruction in Ll and L2 was skills development, reading 

comprehension was viewed as the result of a logical and 

sequential order of discretely isolated skills. Reading 

assessment was considered merely as a hierarchy or taxonomy 

of skills, usually based upon factual or literal 

comprehension questions . The teaching of reading in a 

second language tended to be neglected; reading 

comprehension was not taught explicitly (Cates & Swaffar 

1979). 

' 

Beginning from the late 195O ' s to the present, a change 

of orientation from product to process has occurred in 

23 
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p syc h o l ogy (cog n i ti v i s m), anthropology (cognitivism· ' 

e thn og r a ph y o f c ommunication), and linguistics 

( tr a n s formation a l-g e nerative grammar; gen e rative s em a ntic s ; 

s ocio- a nd psycho-linguistics; sociology of language; 

et hno g r a ph y o f speaking; a communicative approach to 

l a n g u age , and the notional-functional syllabus). 

S p ec ifi ca lly, with Chomsky (1957) came an awareness of deep 

s tructure and syntactic rules governing language patterns. 

Fillmor e (1968) and other case grammarians showed a concern 

for meaning at the sentence level. 

In the 1970's an emphasis on discourse analysis 

app e ared at the propositional and rhetorical levels 

(Fr e deriksen, 1975; Halliday & Hasan, 
1976; Kintsch ' 1972; 

Me ye r, 1977; van Dijk, 1977). 
Attention was directed 

primarily at the text and the cohesion within the printed 

message. Recognition was give n to: the role of individual 

differences in language learning and language behavior 

(Fillmore, Kempler & Wang, 1979); the importance of the 

social context (Labov, 1972; Fishman, 1971 ; Shuy, 1969; 

Gumperz & Hymes, 1964), the role of the reader ' s background 

knowledge (Smith, 1973) and its effects on the comprehension 

and recall of connected discourse (Anderson, 1977; 

Bransford, 1979). 

a ing To reiterate, the skills-building model guided re ct· 

instruction in Ll and 12 until the 1970's when the effects 

of the social context and the reader's background kn 1 d owe ge 
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were i n co rp o r a t e d i n t o a psy c holinguistic model of reading, 

whic h was s upp o rt e d b y contemporary linguisti cs and 

cog nitiv e p s y c h o l o gy. 
According to Smith (1973), this 

p e rspectiv e presumes the following: 

1. Only a minimum of the information necessary for 

reading c omprehension comes from the printed page. 

2. There is a severe limit to the amount of information 

that can be processed by the visual system at any 

one time. 

3. Comprehension precedes the identification of 

individual words . 

4. Reading is not decoding to oral language. 

5. The meaning of an utterance is not an accumulation 

of the meaning of the words that comprise it . Using 

Gestalt termi n o l ogy , the whole is greater t h an the 

sum of the parts (Miller i n Smith, 1973) . 

An u n derlying theme of this paradig m is represented by 

Smith (1973) and Goodman ' s (1973) notio n of reading as (a) 

information processing, and (b) total psycholinguistic 

process. 

process. 

Goodman provided a useful description of this 

In seeking to reconstruct the writer ' s encoded 

message, the reader : 
(1) i n teracts with the grap h ic 

symbols; (2) concentrates his/her total prior experience, 

and (3) draws on his/her experie n ce , concepts, 

competence . 
The i n tegration of all the parts, 

and language 

the 

cognitive, emotive, linguistic, experiential, and conceptual 



fr a me work of the reader, is necessary in reading. 

Since r e adi n g is a total process, it should not be 

" .• fractioned into constit u e nt bit s or skills ." Breaking 

it up into subskills would "qualitative l y change not only 

the process, which through its interrelationships is much 

more than the sum of its parts, but also change the nat u re 

of the parts si nc e they normal l y function as a part of a 

complex process" (p.163). 
By implication , instruction and 
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assessment include not only literal , but also inferential 

comprehension; not so much skills but rather , strategies. 

Additionally, questioning is more glo bal , involving factual 

and inferential information and applicatio n s from and to the 

reader's personal experience. 

An insight gleaned from a psycho l inguistic view , 

reveals the importance of "the trade - off between visual and 

non - visual information " (p.7) for reading in a second 

language. 
According to Smith (19 7 3) , t he mor e information 

stored in the brain, the less visual information is required 

to identify a l ette r, a word, or a meaning for the text. 

Conversely, 
the less non-visual information is available ' 

because the text deals with unfamiliar information or 

because it is written in a language that is not easy to 

comprehend, the slower reading tends to b e and the more 

Visual information is needed. Th e conclusion so metim es 

drawn is that language competence places a ceiling on 12 

reading ability (Clarke, 1979; Cziko' 1978). Consequently' 



27 

r ea d i n g compr e he nsion instructio n is often deferred as a 

r es ult of l i mited language proficiency. Languag e skills are 

taught under the guise of reading lessons. 

Although the emp hasi s in theory has shifted from 

r ea ding skills (product) to compre h ension and st r ategies 

(pro c ess), in practice 12 reading instruction has foc u sed on 

skills. In foreig n language courses, t he ability to read is 

same 

assumed to develop more or less auto matically as a 

by-product of vocabulary and structual dr i lls . At the 

time, however, language teachers know that with the 

exceptio n of a few students, this assumption is not 

confirmed in practice. "Even after two years of language 

study, most stude nts cannot r ea d q uickly or accurately 

enough to mak e independent use of their readi ng skill " 

(Cates & Swaffar, 1979, p.1). 

It would seem from psycholingui s tic pr i nciples that 

strategic behavior like predicting, using prior knowledge, 

and inferencing must be developed in reading. Presumably, 

seco nd language students sho ul d be encouraged to rely on 

their world knowledge to make predictions and inferences 

co mp e nsat e and a ugment their limited knowledge of the 

language. However, since the use of strategies increases 

the probability of errors, ESOL teachers who wish to 

enco ura ge strategic behavior must have mor e tolerance for 

errors . That is, errors provid e evidence of 

hypothesis testing efforts (Burke & Goodman, 

the reader's 

1973) . This 

to 
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co n ce pt mi g ht p r ov e difficult to implement in ESOL 

c l ass r oo ms beca u s e many ESOL students, who come from 

c ultur es which discourage risk-taking to prevent losing fac e 

(Hancock, De Lorenzo & Ben-Barka, 1982), aspire to obtain 

l a n g u a g e accuracy at the expe nse of communication and, in 

turn c ompr e h e n s ion. 

These concerns are beyond th e realm of psycholinguistic 

theories, as Smith a nd Goodman warned practitioners. In 

their denial of the existence of a p sycholi n guistic method ' 

they asserted that "the value of psy choli n guistics li es in 

the insights it ca n provid e into the reading process a nd th e 

p rocess of learning to read" (Smith, 1 9 73, p.178). The real 

contribution mad e by psycholinguists is an und erstandi ng of 

the r e ader and of the social context. 
Accordingly, r eader 

characteris tics effecting co mprehension include the 

reader's: 
language(s); concept development; ge ner a l 

knowledge; ex periential background; int erest ; motivation; 

purpose for reading; p ers onal attitudes a nd beliefs; reading 

ability and automaticity; and linguistic knowledge and 

flexibility (Sheridan, 1978). 
Research has also shown that 

characteristics of the reading and sc hool e nvironm e nt and 

societal at titud es toward reading (Pearson & Johnson, 1978) 

as well as print variables--e.g., 
dir ectio n ality, format 

' 
size, organization--also affect co mpr ehe n sion (Goo dm an ' 

1979a). 



Summ a ry 

The evolution from skills developm e nt to 

meaning-getting and information pro cessi ng occurred in a 

gradual forty year span. 
In the late 1970's a 

schema-theoretical framework, compatible with the 

psycholinguistic view (Goodma n, 1979a,b), became popular. 

Since that time, t h e pe ndulum ha s move d from bottom-up 

(skills-building) to top-down (psycholinguistic) to 

interactive processing (schema theori es) . 
Gradually, 

researchers have become aware of the influence of culture 
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on 

the educatio nal experiences of minority children (Gumperz & 

Cook-Gumperz, 1980; Hu-Pei Au & Mason, 1981). In particul ar 

schema-based paradigms encompass the interaction betw ee n 

cultural and specific socioli nguistic factors (Steffensen, 

Joag-Dev & Anderso n , 1979). As Langer and Smith-Burke 

(1982) pointed out, many educators consider " ... print and 

story awareness, ho me language, and the functional use s of 

language as aspects of the total language background dr aw n 

upon by each reader during each reading ev e nt" (xi). 

Schema Theories 

This section d eals with th e background, theory, and 

research on organized prior knowledg e (schemata) pertin e nt 

to L2 readers. 

Background and Theory 

Sc hema (plural: sche mata), a recurrent buz z word in 

ph i losophy (Kant, 1787; 1963 edition); psychology (Bartl et t , 



1 932 ; Piage t, 1926 ; Brun e r, 197 3 ); linguistics (Ch o msk y , 

1 95 7; Fi llm o r e , 1981); and educatio n (Ausu b el , 1968 ; Smith , 

3 0 

Goo dm a n & Mer e dith, 1979), has been v a riously r e f e rred to as 

" s ub s um e rs / anchoring ideas " (Ausubel , 1 968), " frame " 

(Mi n s ky, 1975; Tann e n, 1982), " script " (Nelson, 1977 ; 

P ea r so n & J ohn s on, 1978 ; Schank & Abelson, 1 977) , " plan " 

( Sc hank & Abelson, 1977), "n etwork " (Frederiksen, 1977; 

197 5 ), or "micro/macro-structure" (Kintsch & va n Dijk, 

1978) . 

In the context of this study, these terms were 

considered comparable to "sch emata" since they basically all 

refer to theoretical constr ucts with expla n atory or 

d esc riptive functions in human information processing models 

of memory comprehension a nd learning. Several descriptions 

have been advanced throughout the years . 
Rumelhart (1977) 

defined schemata as " .. . a bstract cog nit iv e representation(s) 

of a ge n eralized concept or situation" (p.290) as well as 

"th e building blocks of cog niti o n" (Rumelhart, 1980). For 

Spiro (197 7 ), these " cog nitiv e str u ctures (schemata) are 

cumulative , holistic, assi milative blends of information " 

(p .1 37) . 

It would see m that schemata are both dynamic and 

interactive ; they ca n undergo reader-based/conceptually 

driven (top-down) and text-based/data-driven (bottom-up) 

Proces s ing . Rumelhart and Ortony (1977) point e d out four 

fundam e ntal characteristics of schemata. 
The l a tter : h a v e 



v a r ia bl es ; ca n e mb e d on e within the other; represent 

kn o wle d ge at a ll l e v e ls of abstraction , a nd they ar e not 

de finiti o ns. 
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S ince the thirties, the term schemata has been adopted 

in probl e m-solving research. 
Bartlett (1932), a pioneer 

pro se co mprehen s ion and story recall, conceptualized a 

s c hema a s an organizing and orienting attitude or affect 

resulting from the abstraction and articulation of past 

in 

experiences. 
In interpreting results from the " War of the 

Ghosts" experiments, Bartlett postulated the influenc e of 

emotive, idiosyncratic, 
and culturally biased schemata on 

the original perception of the material. 
Within this 

framework, comprehension was seen as active and 

reconstructive: 
at the time of recall, subjects both 

selected and invented a particular content according to the 

nature and requirements of the current situation or social 

context. 

The role of schemata in Bartlett's notion of 

remembering is very close to the function of an internal 

model or generic coding system in Bruner's (1973) account of 

perceiving, concept attainment, 
and reasoning . Both 

were interested in the question of going beyond the 

evidence, filling in gaps, and extrapolating in the 

comprehension process , 
For Bruner, this involved the 

men 

learning of active coding systems that are applicable b eyond 

the situation in which they are learned and provide a 



psychological fra me of reference . Th ese subsuming sys t e ms 

or sche mata " ... gi v e meaning a nd organization to the 

regularities in experie nc e , and allow the individual to go 

b eyo nd the information given" (Greenfield & Bruner, 1973, 

p. 399) . 

Si milarly, Au s ub el (1968) p ro pos ed that a reader's 
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abstrac t cognitive str ucture provides the "ideational 

scaffol din g " for the detailed information contained in text. 

In hi s wor ds (1968), "new ideas and information are learned 

and retained most efficiently when inclusive and 

specifical ly relevant ideas are already available in 

cognitive structure to serve a subsuming role or to furnish 

id ea tional anchorage" (p.153). 
Prior organized knowledge 

thus assumes a key role in assimilation theory as it does in 

schema theories. 

Both schemata and subsumers tend to be hierarchi ca lly 

organized in level of abstraction generality , and 

inclusiveness. 
As with other organized prior knowledge 

mechanisms, the dif fe r e nces which may b e observed do not 

outweigh the strength of their commonalities . T e net s 

p erti nent to schema th eo rists ( e . g . , selective atte ntion 

hypothesis) appear to be represent e d in the following 

description of Ausubel's anchoring ideas . Subsumers: ( 1 ) 

h ave maximally specific and dir ec t rel eva nc e for s b u se qu e nt 

learning tasks; (2) 
possess enough expla nator Y power to 

r e nd er otherwise arbitrary factual d etail potentially 



And erson , 1977) to the affect; from a priori image (Ka nt, 

1787) to motor se nsor y or ext ra-lingu i stic ex periences 
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(Piaget, 1926; Bartlett, 1932; Spiro, 1982) . Although great 

e mphasis in c urrent schema theor ies is pl ace d o n cognitive 

str uctur es , so me research has suggested the importance of 

the attit ud e and affect for knowledge structures. 

Accordingly, for Bartlett, feelings we re pl aced at or near 

the ce nt er of analysis of cognitive activity; for Spiro, 

cohesive concepts (e.g., "hold i ng" a concept in the mind is 

analogous to holding a ball in the hand) could be either 

analyza bl e or felt, 
as in experiences which have textural ' 

gestalt-like properties (Spiro, 1980). 

While sche ma perspectives differ from one another 
' 

sometimes in important ways, this researcher perceived two 

sets of potentially contrasting themes , which were not 

always artic ulat ed and yet, appear to be interwoven within 

schema theoretical frameworks; they are : the reconstructive 

versus the co nstructiv e theories, and the se lective 

attentio n versus the slot-filling hypotheses . The present 

dearth of information, or at least the lack of empirical 

data, makes it improbable for resear chers to endorse the 

four suppositions as bei ng mutually exclusive or to 

eliminate a ny o n e of them . Moreover, it must be recognized 

at the outset that the restless state of sche ma theories 

makes for a difficult instructional modus opera nd i . 

The reconstructive theory, e nsui n g from the Bartl ett 



traditio n, views co mp re h e n s ion as a process of acc ur ate 

i n itial e ncoding of the t ext i n me mo ry a nd s ub seq u e nt 

reconstruction of d etai l s o n the basis of the l iste n er or 
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reader ' s ge neral assu mp tions a nd ex pectatio ns. A r eader ma y 

therefore think that he/s h e is r e me mb eri ng ye t b e recalling 

information in a di s t or t e d for m. Applications of research 

on reco n s tru cti v e proc esses may b e pe r ceive d in the wor k of 

Bartlett (1932); S piro (1977) ; a nd S n yder a nd Uranowitz 

( 1978). 

S upporters of the second theory, the constr uctivists ' 

vi ew co mprehension as a n inaccurat e encoding of t h e message , 

a pro cess i nv olvi n g inferences and assu mption s constructed 

during initial information input (Bransford & John s on, 1972 , 

1973; Bransford & McCarell, 1974; Schallert, 1976 ; Anderson 

et al., 1977). 
Assumptions are ma d e abo ut: word meanings; 

visual entities ; spatial relationships a mo n g items ; abo u t 

instruments; a bout people ' s motiv es a nd actio n s . Th ese 

assu mp tio ns may be g uid ed by co nt extual c lues c ontained in 

eit her the message or r e ader sche mata . Wh e n the r ea der 

fills the gaps on the 
basis of inaccurat e ass umpti ons, 

mi sint erpretatio n s may occur a nd memori es (o u tput) may b e 

i nacc u rate (Bra nsfor d, 1979). 

Two other acco un ts of schema -dir ected tex t-pro . cessing 

are ofte n perceive d in the literature: the se l ective 

attention a nd the slot-filling hypotheses . According to the 

first , readers identify text ele me nt s as important or 
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un i mp o r ta nt on th e ba s is of an engaged, operative, or 

s ub s umin g sc h e ma in much the same way as Ausubel's anchoring 

s y s t e m ( Goet z , Sc hall e rt, Reynolds & Radin, 1982). The 

sec ond s upposition presupposes that the schema is composed 

o f s lo ts (variables or place holders) t hat become filled 

with the diff e r e nt things or "values" the reader assumes 

appropriat e to the particular situation or text . For 

r e l e vant schemata to be realized (instantiated) , the slots 

mu s t be filled with background knowledge and matched with 

the information in the text (Anderson, Reynolds , Schallert & 

Goetz, 1977). 

The different lines of thought in schema theory and 

research have not always been delineated by the various 

theorists. 
This may be indicative of the search for an 

entity which would be, undoubte d ly, des i rab l e to eac h camp . 

The nondelineation, 
the free usage and lack of clarificat· . ion 

of terms, and what Thorndyke and Yekovich (1980) 

named--i.e., the absence of rigorous empirical evaluation 

required of scientific and most psychological 

theories--represented the major constraints in the reviewed 

literature. 

Research . 
The empirical evidence included in this 

section was considered representative of curr e nt schema 

theories. Although not exhaustive, it exemplified implicit 

tenets of the reconstructive and constructive theorie s 
' and 

the selective attention a nd slot-filling hypotheses. In 



ma n y i n sta n ces , t he theoretical fo un datio n did not 

d isc r i minat e s uf f iciently in that a si n g l e st ud y could be 
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approached from a n y of the different perspectives . This is 

s uggest iv e o f th e circu lar reasoning which appears to 

c har acte ri ze sc he ma-t heore ti cal ex per i me nt s . 

Ambiguo u s passages and se nt e nces have been u sed to 

s tudy the role of prereq u isites for comprehension and 

activated knowledge . 
Accordi n g to the slot-filling 

c omprehension occurs when there is a one-to-one 
hypothesis, 

corr es pondence betwe e n the s lots in a schema a nd the 

"giv ens " in a message (Anderson, 1977). 
For example , 

Bransford and McCarrell (1974) devis ed a se nt e nc e whose 

s ubsuming schema is n ot readily apparent and, thus, does not 

immediately make se nse to most peopl e : 
"Th e notes were so u r 

because the seams split. " 
Given the clue "bagpip e ," the 

list e ner/rea der is able to bring meaning to the se n tence and 

the proper sc hema is instantiated. 
Experiments by Anderson 

and Ortony (1975) provided support for comprehension 

differences due to prior knowledge and context. In th ei r 

study, whe n s ubjects were show n the word co ntain er in two 

d 
"Th e t . h iffere n t sentences, i . e ., co n ainer eld the apples " 

and " The contai ner held t h e cola, " they selected the cue 

bask e t for the first sente n ce and bottl e for the seco nd. 

This indicated that reader interpretation s of container 

a a . varied as a f un ctio n of context a nd one ' s sche m t 

Manipulation of reader schematic knowledge has been the 
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bas e of a number of experime nts. Bransford and Johnson 

(1972; 1973) a nd Bransford and McCarrell (1974) investigated 

the infl u ence of co ntext cues prior to reading ambiguous 

texts concerni n g a ball oo n passage, " washing clothes" 

passage, a nd the u se of different scissors (visual 

entities) . Results s upport e d an interactive theory of 

reading, that is, comprehension and ability to remem b er a 

passag e as a function of relationships among particular 

inputs (e .g., title, visual clues) and c urrently activated 

knowledge. 
Findings imply that comprehe n sion depends upon 

the reader's activation of a schema to make the passag e 

clear. 

Schallert (1976) also experimented with passages that 

c ould have two interpretations. One of these ambiguous 

passages, entitled either "Worries of a baseball manager" or 

"Worries of a glassware factory manager" was administered to 

different subjects. 
Items on a multiple-choice test 

differentiated the text ambiguities; text scores suggested 

that subjects int e rpreted the passage according to the 

contextual clue provided by the title. 

When reader expectancies are not facilitated ( e . g.' no 

ccor ing titles g1·ven), schemata appear to be instantiated a d 

to r ea der perspective, interests, and prior knowledge . 

Tannen (1982) investigated interactions between mothers and 

doctors, friends, husbands and wiv es ; s h e fo und that 

a nti ci pat ory frames (schemata) depended on past ex perie nce 
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and the individ ual ' s world knowledge and c u lt ur e . Anderson, 

Reynolds, Schallert , a nd Goetz (1977) ad mini stere d a pass age 

whi c h could either be interpreted as about an eve ning of 

cards or a rehearsal of a woodwind ensemble to a group of 

phy sical ed ucation students and a group of music stude nts. 

In a noth er study, Anderson et al . (1977) e mployed a 

pa ssage which could be interpreted as a description of a 

convict planning his escape from prison or a wrestler hoping 

to break the hold of his opponent. Scores on a mul ti ple 

choice test and responses on a debri efi ng questionnaire 

indicated that the interpretation given to passages matched 

the reader's perspective . 
In the retrospective reports, 62% 

said that another interpretation never occurred to them 

while 20% reported that a n alternative interpretation became 

evident only during the multiple choice test or when 

responding to the questionnaire . 

Other empirical evidence on schema - based proceedings 

conducted by Anderson, Spiro, and Anderson (1978) provided 

some support for a closer correspondence between significant 

text information and order or recall . Seventy-five 

undergraduates read narratives about a meal at a fine 

restaurant or a trip to a supermarket . After reading the 

passage, students were given a 12 minute task to minimize 

recall for short-term memory. Students were then asked to 

l out omitting reproduce the passage in the correct order, w·th 

anything. The findings seemed to confir th m e researchers ' 



ex pectatio n that h ig h-l e vel schemata play a role in the 

l e arnin g and r e membering of text information. 
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In the area of artificial intelligence, recent research 

has s tudied mental processes involved in comprehe nsion 

through c omput e r representations £or knowledge of complex 

s itua t i o ns, events, and concepts . 
In two experiments using 

the same design and s ubj ects drawn from the same 

populations, Goetz a nd his associates (1982) tested two 

accounts of schema-directed text processing, the selective 

attention hypothesis a nd the slot - filling hypothesis. In 

the first experiment, 16 policemen, 20 real estate students, 

a nd 19 ed uc atio n und e rgr a du ates rated the relative 

i mp ortance of sente nces in a story after being randomly 

assigned to o n e of three pe r s pectives : 

homebuyer, a nd no s pec i fie d perspective. 

burglar, prospective 

Results revealed 

t hat reader perspective is a pow erf ul determiner of 

perceived importance of t h e i n for mation (high level 

sche mata) . 

In t h e seco nd ex perim e n t , s ubj ects divided e qu ally 

a mo n g the t h ree perspectives, read t h e passage on a plato 

scree n, o n e sente nce at a time, with the reading times for 

a l l se nt e nces being a ut o matically recorded . Their 

was also tested by mea n s of a free-recall protocol . 

once agai n s u gges t e d t he i mp orta n ce of perspective, 

recall 

Results 

with 

readers s p e ndin g mor e time o n those portio n s of the text 

Although not 
r ele v ant to 

their assig n ed perspectives . 



co n cl u sive , t hese fi nd i n gs provid e d so me evidenc e for the 

se l ective a ttention hypothesis, wh ile prov i ding little or 

s upp o rt f or th e slot-filling hypothesis (Go e t z et al . ' 

1 982) . 
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n o 

Th e rol e of r e ader pers pective , central to Bartlett' s 

c on ce pt of attitud e and t he reco n structive theory, was 

i n v e sti gated by S piro, Cr isto more , a nd Tu r n er (1982) i n 

e xp e riential me morial re pr ese n ta t io n. 
S pecifically, the 

res e arch e rs exa mined t h e i n teg r ative f un ctio n re l ated to t h e 

pervasive as p ec t of attit ud es, 
t h e f un ctio n of attit ud es as 

" 1 and marks " for 
i nd exi n g a nd c h ecking me mories, a nd the 

s t a t e- d e p e nd e nt me mo ry . 
Afte r ex pl ori n g so me of t h e effects 

o n me mory of a text pro du ced by varyi n g t h e experie n tial 

state of th e r ea d er , th e r esea r c h ers a r gu e d for t he 

i mp orta nce of a t t i t ud e - base d p rocesses in cases wh ere prior 

k no wle d ge (sc h e ma t a) d oes n ot p rovi d e a s t ro n g basis for 

conn ecti n g in fo rm a t io n. 

Th e c on g ru e n ce betwee n text ual i npu t at e ncodi n g a n d 

o u t pu t i n t he fo rm of me mor y r e p r odu ct i o n s was i nv estigate d 

i n t h ree ex p e r i me n ts usi n g a dul t a n d 1 4 -y e ar old s ubjects . 

Res u l t s s uggested a c l ose cor r es po nd e nce between e n codi n g 

a nd retrie va l regar d i n g hierarc h ically struct u ral op . eratio n s 

o n t h e i n f o r ma ti o n i n si mpl e st or ies (Back man , 19 8 0) . 

Seve r a l r esea r c h e r s ha v e co n ce n t r ated o n t h e 

i n t e rr e latio n b et wee n tex t str uctur e and c o mp r e h . ension, 

recall, a nd lear n i n g of prose a nd ex posit o ry writin gs 



42 

( Meye r s , 19 77; La n ge r & Nicholi c h, 1977; Kintsch & van Dijk, 

197 8) . Ac c ording to this researc h, macropropositio n s (high 

lev e l s chemata) located higher in the text structur e appear 

to be better comprehended and recalled than those at the 

bottom o f th e hierarchy. 
The type and structure of the 

r e lationships among the ideas i n prose also seem to 

influenc e recall greatly when they occur at the top l e vels 

of the text structure . 
Additio nally, there is some evide n ce 

for the effects of propositional importance o n story 

summarizatio n s : 
knowledge of important propositions 

(schemata) tend to result consiste nt ly in both recall and 

s umm aries (Rumelhart, 1977). 

Another area of research has investigated readers' 

story schema a nd story gra mm ars . In a study with hi g h 

school stude n ts, Si nger a nd Donl an (1982) tested the 

hypothesis that readers ca n improve in co mpr e h e nsio n of 

narrative pr ose by usi ng more a dequat e a nd mor e ap propri ate 

knowledge str uct ur es for s hort stories (story grammars) a nd 

b y u sing a strategy for st ud e nt- ge neratio n of gene r al a nd 

story-specific questions for interacting with text 

(problem - solving sc h ema) . 

s upp ort of this hypothesis. 

So me evide n ce was found in 

It was i nferred that the 

co mb i natio n of 
-qu e stio n the problem-solving sche ma with self . 

ge n eratio n was a n effecti v e treatment 

read e r -b ased processing of text. 

toward mor e eff · . lCle n t 

The e xa mi n ed literat ur e predominantly t e stifi e s to th e 



43 

appeal schema theories have for theorists, researchers , and 

practitioners alike . The empirica l evide nce was somewhat in-

conclusive in that different explanatio n s co u ld be give n for 

the data depending on the adopte d hypothesis. So me 

researchers have commented on the ill-constrained, vague and 

circular nature of sche ma theories : 
a major critiq u e is 

that they provide post hoc acco mmodatio n of data rather than 

processing or predictive expla nat io n s (Tuinman, 1980; 

Thor nd yke & Yekovich, 1980). 
Others co n ti nu e to support the 

notion of sche ma ta (A nd erso n, 1977b; Spir o , 1982) and 

cultural sche mat a (Steffensen, 1981; McCl ur e , Maso n & 

Williams, 198 1; Johnson, 1982). 
St udie s i n language and 

c ul tural sc h e mata a nd the 12 reading process are reviewed in 

the next sectio n. 

Cultural Sc h e mat a : 12 Readi n g 

Fro m the perspectiv e of seco nd language re adi ng , it is 

esse ntial to examine the t heor y a nd r esea r ch on the 

following topics: 
(1) languag e and c ultur a l thought 

patt er n s ; (2 ) the reading proces s in 11 versus 12; a nd (3) 

language/cultural sc h e mat a . 

topic follows : 

A bri ef description of each 

hangu age a nd Cultural Thought Patterns 

I n the past twenty years, the multi - dim e nsion al nature 

of reading has been recognized by most reading r esearchers 

a nd t heorists (La ng er & Smith- Bu rke, 1982) . Reading is no 

lo n ger viewed as the s um of isolated parts (Goodman , 1979a). 



Th e reader's organized knowledge abo ut language, culture, 

and a give n r ea ding e vent is believed to assist him/her in 

constructing meaning fro m text (Steffensen & Colker, 1982; 

Anderson, 1977). The social context of l a nguag e a n d 

communication should be take n into consideration to 

und erstand mod e rn ed ucational proble ms and become cogniza n t 

of wh ic h factors " ... interact with specific teaching 

contexts to affect the acquisition of knowledge and skill " 

(Gumperz & Cook-G umperz, 1980, p.l). 
Although some 

res earchers qu estion the degree of influence that language 

competence has on learning and reading (Hudson, 1982), 

others hav e arg ued to the co ntrary (Wharf, 1956; Smith , 

Goodman & Meredith, 1970; Kaplan, 1980). 

The issue of language and cultural schemata remains in 

need of research (1983 Fall computerized search of ERIC and 

D· lssertation Abstracts) . 
What are the functions of 

language? In Smith, Goodman, and Meredith' s (1970) words, 

" The basic and primary role of language is to embody 

reality, to be the carrier of the world image" (p .4 ) . 

Language, it seems, allows the individual to objectify and 
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conceptualize himself/herself and his/her world. That world 

may be physi cal ly the same for everyo ne but different 

lingui stic goups will view it from a differ e nt perspective. 

Languag e acts as a filtering system through which reality is 

Perceived and, in turn, is shaped by it (linguistic 

relativity theory) . 
According to Wharf (1956): 
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Every language is a vast pattern system, different from 

o thers, in which are c ul t urally ordained the forms and 

categories by which the perso nality not only 

commu ni cates , but also a naly zes nature, notices or 

neglects types of relationship and phenomena , channels 

his reasoning, a nd builds the house of his 

conscio u sness . (p.252) 

Althoug h research on the linguistic relativity theory 

(S apir-Whorf hypothesis) is largely inconclusive, it is 

suggestive of factors influencing the linguistic performance 

a nd competence of L2 comprehenders. 
Specifically, the four 

major suppositions of the Sapir-Whorf hypothesi s ma y b e 

summarized as follows: 

1 . 

Language Schemata 

Languages that make certain 

lexical distinctions enable 

speakers of that language 

to talk about certain topics 

(e.g., different kinds of 

snow among speakers of 

Eskimo) which are not so 

easily accessible in lan

guages that do not make 

these lexical distinc-

tions 

1 . 

Cultural Schemata 

Languages that possess par

ticular grammatical features 

(e . g ., absence of tense in 

Hopi; order of adjectives in 

English vs . Romance langu

ages) predispose s pea kers to 

certain cultural styles or 

emphasis (e . g .,t imeless-

ness; inductiveness V S , 

deductiveness). 



2 . Grammatical characteristics 

(schemata) facilitate or 

render more difficult 

various non-linguisti c 

behavio rs (e . g ., action 

sc h e mata) on the part 

of their s p eake rs . 

2 . 
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Lang uages that have certain 

lexical distinctions enable 

speakers to re member , per 

ceive , or learn certain 

nonlinguistic tasks mo re 

efficiently and more effec

tively than languages that 

lack these dist i nctions 

(e . g . , differing color 

ter min ologies of En g l is h 

a nd Zuni) . 

In br ief , language a nd c ult ur al sche mata may co n trol or 

at least affect a per so n' s thoughts . An individual ' s 

thinking follo ws certain schemata or " a n etwork of tracks 

laid down in the given la ngu age " (p . 256 ) wh i c h may co nstrai n 

his/her reality, cog nitive style, a nd ability to ac quir e 

other as pec ts of reality, cognition, a nd c ultur e ingrained 

in other l a ngu age s (Whorf, 1956). 

The interrelated n ess of thought a nd language was also 

central to Chomsky (1957) a nd Vy g otsk y ' s (1962) work. For 

Chom sky, the individual's innate sc h e ma t a determines hi s/ he r 

linguistic d ee p structure (language sc h e mata) . For 

Vygotsky, a "complex activi t y " or sc h e ma coordinates all 

basic cog n itive functions i n the process of co n cept 

formatio n. Language is o n e sc h e ma " ... by which we dir ect 

our mental operations, 
co ntr ol their c ourse 

' a nd c hann e l 
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them toward t h e so lu t ion of the probl e m c onfrontin g u s " 

( p . 58) . 

Close to thi s notion o f problem-solving langu a g e 

sc h e ma t a i s Kapl a n's ( 1980) approach to r eading a nd writing 

r hetoric . 
According to Kaplan, language is a schema which 

o ffe r s it s s pea k e r s a "r eady-made interpretation o f th e 

wo r l d" ( 400) p. ; 
cultur a l thought patterns chara c teri ze both 

lo g i c and rhetoric. 
As he pointed out, 12 students may 

appr oa ch language processes with a different set of 

expe c tations. 
For example, speakers and readers of English 

tend to have a linear seque nce organizational schema . 

However, Arabic speakers expect a co mp lex series of parallel 

constructions; orientals appear to use an indirect, 

Spiral-like schema for writing a nd reading . 
Although 

research is needed in h e area, Kaplan suggested the use of 

contrastive rhetorical practice to aid 12 stud e nts who do 

not have English sche mat a available. 

Malmquist (1978) discussed a number of important inter-

and intra-linguistic characteristics for the reading process 

and reading instruction. They include : 

1. 
differences in the writing system: for example, 

systems using word-concept characters (e . g., 

Chinese); systems using syllable-sound character s 

(e . g ., Japa n ese) ; and systems using alphabetic 

letter-sound characters (e.g., English); 

or 

2 . withi n alphab e tic languag es , variation of 



letter-sound correspondence (e.g., Fi nn ish , 

phonematic ; English, unphonematic); degree of 

morpheme-word corres pondence (e.g., Finnish: 

isaleni; English: to my fat her); 

3 . differences in writing compound words (e.g., 

Finnis h: lukuopetus; English: reading 

instructio n); 
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4. differences in the information redundancy or measure 

of the efficiency of a given code co mpared with a 

II f d"( per ect co e e.g., 
SO% redundancy in Swedish). 

It could be inferred from these differ e nces that the L2 

(e.g., ESOL) reader might be coping with a complex set of 

schemata when reading in the second language and that these 

schemata may vary in fun~tion of the differences within and 

between the languages of the L2 reader. 

The Reading Process in Ll versus L2 

Background . 

investigation was 

Reading in the context of this 

considered an hypothesis - testing process 

involving the interaction between thought a nd language, 

reader and print (Goodman, 1970) . 
In this view, reading 

comprehension depends on the efficient interaction betw een 

the reader's linguistic knowledge and his/her other schemata 

(e.g., knowledge of the world, conceptual development). 

Through an active process, the reader approaches print with 

ex pectations based on his/her schemata, then samples the 

text by selec ting the fewest, most produ ctive language cues 
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(graphophonic , sy n tactic , and se manti c) n ecessary to co nfir m 

or reject the initia l hypothe sis . 
Th ese st r ategies of 

sampling, predicting, testing, confirming, and correcti ng 

(when necessary) are controlled and determined by the 

reader's schemata . 
Since reading is only "incidentally 

visual," the reader sho uld make little sense out o f t he text 

save for his/her organized prior knowledge (Smith, 1973; 

Anderson, 1977). 
In other words , prior knowl e dge may limit 

the reader's ability to draw inferences in a particular 

situation or with certain types of materials, thus seriously 

hindering his /her comprehension . 

Specific comprehension problems have been suggested by 

They include: schema availability or lack 
recent research. 

of sufficient background knowledge; schema selection or not 

being able to focus one ' s prior knowledge; schema 

maintenance or continuing to use the appropriate schema 

While reading (Pearson & Spiro, 1982); and schema 

overgeneralization or overuse (Thorndyke & Hayes-Roth, see 

Tuinman, 1980) . 
It could thus be logical to infer that. 

instruction explicitly dealing with schemata is essential to 

overcome these difficulti es . 

The ESOL reader may be susceptible to s chema 

difficulties in conjunction with low second language 

competence while also operating from a pot e ntially different 

reading schema. 
Hancock (1978), adapting Burke and 

Goodman's (1973) work, 
represented the r eading process in Ll 

and 12 as follows: 
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THE READING PROCESS IN Ll AND L2 COMPARED 

Ll _____ The Reader Brings ____ _ 12 

1. 

2 . 

3 . 

Native competence 

Personal experiences 

Conceptual develop
ment 

1 . Co ntrol over 1 2 sy ntax may 
range fro m zero to near native· 
voc a bul ary may have the same ' 

range 
2 . Limited persona l e x perien ces 

with 12 culture 
3 . Different conceptual 

development 

_____________ The Writer Puts IN ___ ________ _ _ 

l . Graphophonic cues 

2 - Syntactic cues 

3 . Semantic cues 

1 . 
2 . 
3 . 
4 • 
s . 

Process 

SAMPLING 
PREDICTING 
TESTING 
CONFIRMING 
CORRECTING (when 

necessary) 

1 . Ig n orance of and/or Ll inter
ference in interpreting 
graphophonic cues 

2. Ignorance of and/or Ll inter 
fere nc e in interpreting 
s yntactic c u es 

3 . Ig n orance of a nd/or Ll inter
fere nc e in i nt erpreting 
se manti c c u es 

1. 

2 . 

3 . 

4 . 

Difficulties 

Learner may n ot know where 
i nformatio n i s store d ; which 
language units have the most 

meaning . 
be unable to pre

dict str ~ctures a nd mea n ing ; 
may predict o n basis of Ll 

not be able to an~wer · 
Does that mak e sense in L2 or · 
Does that sound like L2 . 

be unable to confirm . 

*Unpublished table developed and used in lectures given by 

C . R. Hancock (1978) whil e teaching at the University of 

Maryland, College Park, MD . 
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Psycholinguistic Perspective : 
Research in L2 . Over the 

past de ca d e se cond l a nguage researchers have sought empirical 

data to determine how the psycholinguistic perspective 

relates to L2 reading . 
Since the 70's , a major thrust of 

t h is research has addressed the areas of miscue analysis 

(Goodman, 1981) and cloze procedure (Clarke , 1979) . Both 

areas have contributed to current thi nk ing . 
Reading is 

iewed as an active endeavor which is depe n dent upo n the v · . 

re ader ' s prior knowledge (la nguag e background, world 

knowledge, cult ur al characteristics) . 

Goodman (1981) postulated that "b y examini n g the miscues 

of readers of wide ranges of backgro unds an d proficiencies, 

we' f h ve forced attentio n to the act that t e st udy of reading 

cannot b e co nfin e d to a focus on print, letter - sound 

relationship s , and words." We have begun to realize how "or al 

miscues reflect the ps yc holinguistic process of constructi n g 

meaning through predicting, sa mpling, confirming , a nd 

correcting" (ix). 
Accordingly, this me thod e nables 

researchers and practitioner s alike to gai n insights i nto the 

read er 's co mprehension proc ess by a nalyzing his/her syntactic 

a nd · h ' h . se manti c processing, w ic is 
partl y revealed thro u gh th~ 

i ntonat io n a nd grap hophonic information he/she u sed during 

the . oral reading. 
A fe w st udi es within a psycholinguistic 

theoretical framework were included in this section . 

Building on Good ma n' s work, 
Hudelson (19 8 1) invest· igated 

t he oral reading behavior in Spanis h of 30 second and third 
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grade native S panish-speaking Mexi can-American c hildr e n. The 

subjects were e nrolled in a bilingual progra m; t h ey had all 

r ece ived initial reading i ns tr uction in S pani sh . The 

inv es tig a tor asked the c hildr e n to first read a list of words 

at their instructional level and, on the following day, had 

th e m read a passage contai nin g the same word s . Additionally, 

they were required to read a n instructional l evel selectio n 

with so me words that were covered up and which the subjects 

had to predict. 

This study indicated that a significant number of word s 

pronoun ced incorrectly in isolation subsequently were 

pronounced correctly in the selections (e.g . , pr e primer: 

54.7 %; primer: 71.48%; fi rst grade: 85 . 2% ; second grade: 

91%; third grade: 80.3%). However, many reading miscu es 

that were 
not made when the subjects read the word lists were 

made when they read the words in the selections (26 . 8%; 

49.4 %; 85 . 3%; 75.2%; and 76.5 %, respectively, to reading 

levels listed above). Finding s suggest e d that readers used 

graphophonic c u es contained within the words as they read . 

The miscues also demonstrated the readers' use of contextual 

cues in the stories and from the particular linguistic-

cultural experiences of the readers . 

fl t th e reader's 1· · If miscues re ec inguistic and cognitive 

processes, then miscue analysis of Lz reading may yiel d 

valuable data on the relationship b etwee n Ll a nd L2 r eadi ng. 

An issue often raised is the extent of transfer of reading 



53 

s kil ls a nd st r a t egie s from o n e la nguage to a noth e r . Is th e 

reading pr o c ess universal in al l l a n g uages " ... with minor 

variatio n s to a ccommodate t h e s pecific c haracteristics of the 

orthography used a n d t h e gra mm atica l st ruct u re of t he 

la n g u ag e " ? ( Goo dm a n , p. 27) 

A number of st udi e s have a ddr esse d th e iss u e of 

psycholi n g u istic un ive r sals . 
Ro mato wski (1981) exa mi n ed t h e 

o r a l readi n g i n Po l is h a nd Eng l is h of native Polis h -speaki n g 

f . f 1 t h gra d ers wh o ha d l i ve d in t h e Un i t e d States fo r t h ree 

Yea r s . Th e r es ult s d e mon s tra te d th a t 39 . 8% of th e mis cu es 

ge n erated i n En g li s h a nd 55 .9 % i n th e Po li s h s t o r y r ese mbl e d 

ve r y c l osely th e a c t u a l writt e n wo rd (hi g h Fit ) . 
As ex pec t e d 

Wi th wor d s of low F it, a h ig h e r p e r ce nt age of misc u es was 

made in th e En gl i s h s tory ( 20.9 %), wi th on ly 11 . 5% ma d e in 

th e P oli s h sto ry. 
Th e hi g h sound /sy mbol re l atio n s h i p in 

Poli s h and t h e s tud e nt s ' kn o wl edge of i t a pp ea r e d t o 

influ e n ce th ei r r e ading. 
Thi s st ud y a l s o ind ica t e d th a t 

besi d es th is me talingui s ti c know le dg e , th e s ubj ects ' ot h e r 

s our Ges o f prior knowl e dg e a l s o af f ec t e d th eir co mp re h e nsio n. 

Th e r e gi o n a l di ffe r e nc e 
i n c ont e nt a nd l a n g uage be t wee n t h e m 

th ei r in fo rm a ti o n p rocessi ng. 
a nd th e a uth o r hamp e r e d 

Cl a rk e ( l 9 79 ) a l s o con ce n t r a t e d h is efforts in t h is 

a r ea . Two studi es we r e co ndu c t e d to de t e rmin e if : (a) t h e 

r ea din g b e h a vi o r s o f a dult S pa ni s h s p ea k e r s rea d i n g i n 

S pa ni s h a nd in En gli s h c ould be s upp orte d by psyc holi n g ui sti c 

a nd (b) i f t h ese r ea d e r s tr a n sfer r ed t h eir s kil l s 



to English. In the first study, 

ES01 students took cloze tests i n 

21 adult S pa n ish-speaking 

both la n guages. In the 
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second study, the oral miscues i n English and in Spa n ish of a 

good 11 reader a nd a poor 11 reader were analyzed . The two 

st udies supported psycholinguistic prin cip l es a n d p rovi d ed 

some evidence for a negative effect of low 12 co mp etence on 

the transfer of 11 reading skills to the seco n d lang uage . 

Clarke suggested that "limited co mmand of the language 

produ ces a ' short circuit' effect on good readers, forci n g 

th e m to revert to poor reader st rategi es " (p . 121) . 

Cziko (1978) showed a co ncer n for isolating , analyzing, 

and comparing the use of sy ntactic, semantic, a n d discourse 

constraints by adolescent readers of French either as a first 

or as a second language across levels of lang ua ge 

Prof icie ncy. 
Two meaningful, two anomalous , a n d two random 

texts were constructed from two French narr ative passages . 

They were administered to four groups of students (beginner, 

intermediate, advanced, and native speakers) . Results 

indicated that all groups made use of the syntactic 

information in the anomalous texts, but on l y the mo st 

Profici ent in Fre nch were able to us e t h e se ma n tic 

constraints in the meaningful texts. Cziko concluded that 

Skill s may be developmental and that 12 a dol esce nt readers 

ma y develop sensitivity to the 12 syntactic system prior to 

se nsitivity to the semantic system . 

Both Clarke (1979) a nd Cziko ' s (l978) research suggested 
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that there is a l a nguag e ce iling which r e duces the ability to 

transf e r Ll skills . 
However, they also fo und that good 

reader s in Ll were still better readers in L2 than the poor 

readers of comparable level of language proficiency. The 

ability to read a fo reign or seco nd l anguage is ofte n assumed 

to be a fu nction of the students ' proficiency in the L2, but 

data gathered in these studies al so indicat ed that ther e may 

be other factors, for example, native lang u age readin g 

skills, which affect second lang u age reading. 

Deemer (1978) was interested in the transfer of skills 

from Ll to L2 among 28 native Spanish readers who were 

enrolled at the beginning, intermediate, a n d advanced 

English proficiency levels at the University of 

Pittsburgh ' s English Language Institute. 
Co mprehension tests 

were administered to each of the groups (multiple-choice and 

cloze tests). 
Subjects were instructed to read two articles 

fro m "th e Readers Digest" as rapidly as possible without 

hampering their unders ta ndin g of the main plot . 
Intensive 

reading co mpr ehe n sio n was measured through cloze tests . 

Results of this study de mon st r ated that the highest English 

Pr oficient group had a strong significant correlation betwe en 

reading skills in the two languages, the middle gro up had a 

light correlation, and the begin n ers had no correlatLon. The 

investigator agrees with Deemer about the importance of the 

s trong correlatio n found at the advanced-intermediate level 

that · lS, 
well before these stude nt s obtained flue ncy in t he 
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second language . 
Deemer concluded that it might be sound 

pedago gica l practice to do any remedial reading work in the 

students' native language. 
This suggestion would be feasi bl e 

in a bilingual classroom, but it would not be applicable to 

most ESOL setti ngs in the United States. 

The view emerging from this line of research is one of 

readin g as information processing . 
This means that : 

The reader, a user of language, interacts with the 

graphic input as he seeks to reconstruct a message 

encode d by the writer. 
He concentrates his total prior 

experience and learning on the task, drawing on his 

experiences and the concepts he has attained as well 

the language competence he has achieved . 
In this 

as 

process, thought and language interrelate, but they are 

not the same. 
Reading can be described as a 

psycholinguistic process, in which meaning is decoded 

from a linguistic medium of communication rather than a 

thinking or linguistic process. 
(Good man in Smith 

' 
1973, 

p.162) 

Over the past twenty years researchers hav e increasingly 

recognized the multidimensional natur e of reading. 

(1982) argued for th e integration of psychological, 

Cazden 

1 · . inguistic, a nd social perspectives in literacy to improve 

education. 
According to her vi ew , it is ext rem ely important 

to support and strengthen the reader's "int er nal co n text " so 

that he/she may have a mor e holi stic understanding even when 
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he/she is in the e a r liest stages of readi ng, t h a t i s 

" tem porari l y [ oc u se d o n l e tt e r s a nd sy llabl es in sc hool 

in s ructi· o n" ( 4 1 4) p . . 
Caz d e n a l s o a c knowledg e d th e p ote ntial 

eff ec t s of the exter n al or social c o n text o n t h e r eade r in 

ea c h r e adi n g ev e n t . 

Reu din g inn seco n d la n g uage i. s c o mp o und ed b y 

c o - o cc urrL n g pr ocesses . Sever a l f ac tor s ms y b e i nv o lv e d in 

Lh c co mpr e h e n s i o n of t h e L2 r e a d er . 
Fi s h ma n ( 197 1 ) 
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prior knowledge most discussed so far, a nd story grammar is 

e mb odied in Whaley's (1981) definition ; it is " a set of rules 

that will define both a text's structure a nd a n individual's 

menta l represe ntation of the story's structure " (p . 763) . 

sing a seq uential r eca ll methodology, Kintsch and Greene u . 

(l978) asked American college students to read a nd recall a 

nativ e text (a Grimm fairy tale) and a foreign text (an 

Apache folk tale). 
Findings revealed bette r recall of high 

level propositions in the native passage than the foreign 

passage. It would seem that the mismatch between the 

reader' s schema of culturally-familiar story structures and 

text decreased comprehension and recall (both oral and 

written) . 
In Ada ms and Colli n s ' (1979) words: 

. .. a text only produces for listeners or readers as to 

how th~y should retrieve or co nstruct the intended 

meaning from their own previously acquired knowledge. 

The words of text evoke in the reader associated 

concepts, their past i n terrelationships and their 

potential interrelationships . (p . 3) 

Research on text str ucture has tended to yield 

d. . issimilar data. 
Co n trasting findings on the importance of 

culturally familiar text structure (Bartlett , 1932 ; Kintsch & 

Gr ee n e , 1978; McClure, Maso n & Williams, 
1981; Johnson 

' 
1981) 

resulted f rom the work of Mandler, Scribner, Cole , and 

DeForest (1980) . 
five stories were used, one Vai and fo ur 

" foreign" fo lk ta les, 
all judged as authentic Vai· s t · ories by 
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t he s ubj ec t s . 
Th e d a t a f rom the recall of the stories by 

Lib e ri a n n o n sc h oo l e d c hi l dren, nonliterat e adults, nonschool 

lit e r a t e a du l ts, a nd s chooled literate adults were compar e d . 

A compar iso n then wa s made with similar data from American 

c hildr e n a nd adults. 
Results indi c ated that stories having 

t he sc hemati c f orm s tudi e d in this research are r e called by 

People o f differ e nt ages and differ e nt cultural backgrounds 

in highly similar ways . 
Interpretation of the data s upp orted 

th e researchers' hypothesis of the un iversality of certain 

kinds of schematic organization a nd their co n trol of memorial 

Processes . 

McClure, Mason, and Williams (1981) investigated the 

effects of sociocultural differences o n reading 

comprehension . 
A story unscrambling task was given to a 

large sample of Black, Hi spanic, and Anglo students. 
While 

the greatest effects were for grade and reading achievement, 

findings suggested that the three cultural groups have 

d'f 1 fe~ent strategies for choosi n g initial and final se nt ences 

Specifically, 
and f or making 

narratives internally co hesive . 

H· l s pa ni cs (43%) 
o utp erfor med Blacks (39%) on the initial 

question and on the setting versions of the stories (7 8 and 

73 %) but were o ut per f ormed by the m on the initial conclusion 

Versio n (33 and 35%) . 
Anglos tended to apply a linear 

orga . n ization · ' 
o nl y a s mall number (7 %) selected the initial 

qu est· ion version. 
Descriptions of th e physic a l st a t e of th e 

char act e rs were 
co n sidered to be more a ppropriate a t th e 
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begi nn i n g of the sto ry by Blacks a nd Hispanics wh ile Anglos 

relegated t h e m to the seco nd half of the s tor y . 
No effects 

wer e fo und for social class , sex of st udent or sc hool 

location. 

Th e role of co nc eptualizat ion or sc h e ma availability a n d 

selection on L2 reading, i ncludin g the effects of 

interf e r e nc e and other Ll factors, were exa min ed i n a st ud y 

by Ulijn ( 1978). 
A gro up of Dutch and French speaking 

adults read a French instruction for finding their way in 
an 

imaginar y French town. 
Two sentence versions, one with a 

Parall el structure and the other with a constrastive 

st ructure, were u se d. 
Once again, reading , in both the Ll 

and L2, revealed a positive effect of preliminary training 

w· 1 th a city map, thus providin g some evidence for the impact 

of organized prior knowledge on reading. 

The reading (listening)/recall methodology followed i n 

text content studies usually involves the use of two 

Passages, one containing a culturally familiar topic, the 

other unfamiliar content which tends to result in a mbiguou s 

interpretation. 
After reading, the subjects co mpl ete an 

interpolat e d task and then a recall test. 
Results are often 

obtained through theme revealing di sa mbi g uation s, 

and inference probe tasks . 

intrusions 

Using this methodology, three cross-cultural st ud ies 

Were conducted. 
The first dealt with American a nd Indian 

Wedd· ing c ustoms 
(Steffensen, Joag-Dev & Anderson, 1979); the 

' 



61 

second concerned an episode of "soundi ng" as interpreted by 

white or black America n s (Reynolds, Taylor , 
Steffensen 

' 

Shir ey & Anderso n, 1981); and the third, a r e pli catio n of the 

first study , involved listening to storie s bas ed o n the 

medical beliefs and practices of one or the other cultures . 

Findings of all thr ee studies provided some evidence for 

th e effects of c ultural schemata on the i n terpretation of 

Prose material. 
Specifically, the researchers found greater 

accuracy and ela boration in the recall of native passages and 

a bigger number of recall errors in disto r ted t ex t portions. 

Thes e errors were 
attributed to lack of generalized 

information about 
the event being described or accommodation 

of the foreign events to superficially similar practice in 

th e native culture. 

Of the three experiments, the study of black 

inner-city/white rural cultural knowledge was the only one 

w· lthout a balanced contrast between an even t in each of the 

two d · ·1 cultures that performe s1m1 ar 
functions. From a schema 

theor t· e 1cal perspective, 
the wrong cultural schema was evoked 

as the verbal play was misidentified as a fight . 
Thus, there 

Was a mismatch between the real world knowledge base of the 

reader and that presupposed by the text . 

The American and Indian texts we re further analyzed for 

ev · d l ence of the breakdown of 
textual cohesion on 

comp h re e nsion (Steffensen, 
1981). The causal and adversative 

con · · d f Junctions in both texts were l enti ied and wer e rated as 
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occ urrin g in s ent e n ces ei ther with or without cultural 

s igni fica n ce . Th e a nal ys i s of the recall protocols of the 

Ameri c an te xt reveal e d that more cohesive elements in 

culturall y significant sentences were recalled by American 

subj e cts t han by Indian subjects in three of the four cases. 

The data fr o m th e Indian passage were less clear . 
A number 

of Am e ri c an and Indian s ubj ects u sed cohesive element s 

incorrectly to conjoin two propositions that did not stand in 

a cause/ e ffect relationship in the original passage. 
This 

misidentification of cause/effect relationship indicated a 

mi smatch between the reader's real world knowledge and that 

Pr esuppo s ed by the text. 
Accordi ngl y , what appears to be a 

lan g uage problem in the recall protocols of 12 speakers of 

Eng 1· (S ff ish may be a problem of bac kgro und te ensen, 1981). 

The work of some researchers ha s indicated that the 

effects of membership in a subculture within the same 

na t · f h ional gro up may b e di fferent ro m t ose suggested by 

Stud· · 1 t' ies involving cross -cultur a perspec ives . 
Lipson (1983) 

inve stigated t h e i n flue nce of c ulturally specific prior 

knowledge of the reading co mpreh e nsion of childre n whose 

rel· h 1 C h igious affiliation was eit er stro n g y at olic or Jewish . 

Th· h d irty-two fo urth, fifth, and sixt gra e students were ask e d 

to read a cult ur ally n e utr al passage. The data from this 

task provided baseline information o n 
the students ' reading 

level . Two ot h er passages, 
Bar Mitzvah and First Com . munion, 

Were presented in co unt er bala n ced order . Measures o f free 
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recal l , pro b e d r e call, and reading time were used as 

d e pend e nt v a ri a bl es . 
Prior knowledge about the religious 

pies was a primary d e terminer of post-reading performance. 
to · 

Finding s s uggested that subjects had greater comprehension 

when t h e y possessed a culturally appropriate sche ma, which 

itat e d i nt e gration of the new information . However, 
faci1· 

lack f , 
0 

schemata appeared to hamper the childr e n s 

text-processing of unfamiliar material. 

Johnson (1981) investigated the effects of the 

complexit y of the English language a nd the c ul tural origin of 

Pro se on the reading comprehe n sion of 46 Ira ni a n intermediate 

a nd advanced ESOL st ud ents at the university level. Half of 

th e s ubj ects read the un adapte d English texts of two stories, 

one from Iranian folklore and one from American folklore; 

0th er half read the same stories in ada pt ed or si mp lified 

English . Multiple choice testing was done on explicit and 

implicit infor matio n. 
The recall questions on the stories 

Wer e also give n to 19 America n subjects for co mp arison 

the 

Purpo ses . 
The results i ndi cated that the cultural origin of 

the h story had more effect on the co mpr e ension of the ESOL 

st ud e nt s than the level of syntactic and semantic complexity. 

The fact that the native En glish readers had better 

comprehension of the unadapted English and the story based on 

American folklore also su ppor te d the impact of cultural 

Sc h e mat a . 

In another experi me nt, Jo hn son (l982) explored the 
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effects of induced background knowledge on reading 

comprehen s ion . Seventy-two adva nced ESOL university st ud e nts 

read a passage on the topic of Halloween which co n tained 

unfamiliar and familiar information based on t h e s ubj ects' 

r ecent experience of the custom . 
Su bj ects st udi e d the 

mea nings of preselected unf a mil iar vocab ul ary before reading 

a nd /or used a glossed text. 
Results o n the recall of the 

Pas sage and of the sente nce recognition task indicated that 

Pr ior cultural experience (c ultural sc h e mata) pr e par ed 

reade f rs or co mpr ehe nsion 
of the familiar information a bout 

Ex po s ur e to the vocabulary words 
Halloween in the passage. 

Prior to reading ap pear e d not to have a sig ni fica nt effect on 

react· ing comprehe nsion. 
This finding may a ppear contradictory 

according to the relationship bet ween vocabulary and sc h e ma 

ava·1 . i ability presumed by an interactiv e theory of reading. 

The interaction between vocabulary and sc h e ma 

ava·1 . i ability is not always clear . · Controlling for reading 

ility was found to be significant in a study of 88 a b · 

Xth-grade native English-speaking students in Illinois . Si. 

Free body a nd Anderson (1981) demonstr a ted that high- a bility 

Subjects did poorly on the familiar passag e containing easy 

Voe b a u lary, 
whereas low-ability s ubj ec t s did well on the 

Unfa ·1 b 1 mi iar passage co ntaining easy voca u ary but very poorly 

on the familiar passage containing difficult vocabulary. 

Hud so n (1982) investigated the effects of induced 

Sc h e mat a in L2 reading among 93 stude nt s st ud yi n g ESOL at an 
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intensive language institute. 
The students ha d thr ee levels 

of English proficie ncy which match e d their reading levels . 

The levels we r e defined as: 
b egi nning, 3.0-4.5 (SRA); 

intermediate, 6 .0-7. 5 (SRA); and advanced, 9.0-12-0 (SRA) 

or nowledge wa s induced through the us e of pre-reading 
Pri k 

activities, either a pi ct ure stimulus and related questions 

or a vocabulary list . 
The result s of the st udy indicated 

that: 

1. 11 proficient readers' poor performance in 12 

reading may be due, at least partly, to their 

sche ma production; 

2. The effectiveness of externally induced schemata 

may be greater at lower levels of proficiency 

than at higher levels; a nd 

3. Induced schemata can override language pro-

ficiency as a factor in co mpr ehension . 

~mmary 

Interesting suppositions have been made regarding the 

role of the personal involvement of the reader and his / her 

organized prior knowledge (schemata) on his/her 

Comp rehension . 
Selected research was revi e wed on : 

int 1 · · erpretations; topic-fami 1ar1ty ; text structure ; 

dual 

Cul turally-based passages; and induced schemata effects 

across levels of English proficiency. 
Although a large body 

of 1 · · research has been acc umu ati n g in recent years, additio nal 

emp · h · irical evidence on schema t eories must b e provided before 
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f" l nd ings can be generalizable . 
A more comprehensive view of 

reading is needed (Goodman, 1979a). 

The researcher atte mpted to make the investigation more 

comprehensive by addressing the related qu estio ns to two 

metacognitive activities, i.e., prediction of task demand 

Prior to reading and awareness of one's success or co nfidence 

after reading. 
These aspects were included in the hope of 

gaining additional insights into the interaction of processes 

invol d · (B f ve in learning and comprehending rans ord, 
1979) and 

in " f e fective reading" (Brown, 
1982, p. 29). 

Selected Metacognitive Inquiries 

This section reviews the areas of metacognitive research 

lch relate directly to the specific research questions of 
Wh' 

this · investigation. 
The two areas included are background 

a nd th eor½ and research. 
The brevity of this section is not 

due to a paucity of metacognitive literature nor is it a 

result of any disregard ·for this line of inquiry. 
Rather, 

this d' iscussion 
is limited by the scope of the study, which 

is f · d ( ocused upon the other two reviewe areas i . e., sc hema 

theo . ries; cultural schemata : 
L2 reading) . 

~kground and Theor_y 

Metacognition is a recurre n t buzz word in : 
oral 

unication of informatio n ; 
oral persuasion; oral 

co mm . 

com h . prehension; reading co mpre e nsion; writing; language 

acqu. . ls1tion· 
' 

attention; me mory; problem solving; 

Cog · n1tion· 
' 

and diverse for ms of self-control and 

social 
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s e lf- i n st ruct io n (cited in Flav e ll, 1981) . Metacognition was 

defin e d b y Flavell (1981) as " cog nition about cognition" ( p • 

ones knowledge co ncerning 31) or " ' 
one's own cognitive 

processes and products or anything related to them" (1976, 
p . 

232). It is a term which refers to the awareness, active 

nit oring, r eg ulation, a nd orchestration of these proc esses mo · 

". in relation to the cog nitive objects or dat a on which they 

bear f 1 , u sually in the service o s ome concrete goa or 

Ob' Jective" ( p. 232) . 

Flavell's (1981) "cognition about cognition " is a broad 

and 1 d oose definition whi c h tens 
to includ e the two lines of 

metacogn ·t· . . i ive inquiry: 
self-knowledge about reading and 

Self-regulation of that knowledge. 
In the context of this 

st udy, the term refers only to the first res ea rch area . 

Metacog . . nitive 
knowledge is operationally defined here as 

one's predictiv e knowledge of a reading task prior to reading 

anct awareness of one's success or confidence after reading. 

Brown (1982) traced the origin of current metacognitive 

f eatures of learning to read back to early intelligence 

1968. 
th eorists and educational psychologists lik e Binet, 1909; 

Dewey, 1910; Thorndike, 1917; Spearman, 1923; and Hu ey , 

All essentially agreed that readin g involv es the 

metacognitive skills of self-awareness and self-regulation 

(pp . 30-31). 
Yet, although the importance of metacog n ition 

Was recognized, it did not greatly affect r e search and 

r ea ct · l n g instr uction implementation. 
Kendall and Mason (1982) 
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attributed the current interest in metacog ni tion to a 

paradigm shift which has occurred in t h e fiel d of learning in 

psychology in the post-behavioristic period co mbin ed with 

advances that have been made in co mput er scie nce a nd 

linguistics. 
Mo r e e mph asis has been placed over the past 

decade on the study of thinking, reasoning, and reflection. 

Researchers are now more " a bl e to ex pres s their co n structs 

with more precise for mul at ion and to mak e us e of mor e 

pow erf u l ex pe rim e ntal d " proc e ures ( p • 4 ) . 

At present, the work of many e duc atio nal psy c hologists 

ce nt ers aro und the notion that reading for meaning involves 

Brown (1 982) states : 
metaco gnit iv e activity. 

If students a r e a ware of what is nee ded to perform 

effec tively, it is possible for them to take steps to 

mor e adequately meet the demands of a l ea rning 

situation . 
If students are not aware of their own 

the complexity of the task at hand, they 
limitations, or 

can hardly be expected to tak e prev e ntative actions in 

order to anticipate or recover from probl e ms. (p . 28) 

Thus, effective reading involve s the following 

metacognitive activities : 
(1) und ers tandin g both the 

explicit a nd implicit task d e mand; (2) identifying the 

important aspects of a message; 
( 3 ) focusing attention on the 

major topic or idea rather than trivia; (4) monitorin g to 

ngagi n g i n d ete rmine wheth e r comprehension i s occurring; (5) e . 

Se lf • • -questioning 
to determine wh et h er goals are bei n g 
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achieved; a nd (6) taki n g c orr e ctive actio n when fail ur es in 

co mpr ehensio n are d etecte d (p . 29) . 

In a n attempt to exte rnalize internal cog n itive 

proc esses , researchers began tryi n g "to find out what is 

runnin g through the child ' s mind as he or s h e wends his or 

Numerous 
he r way through the task" (Flavell, 1976 , p. 23 4). 

empirical stu di es have been undertaken to e xamin e l ea rners ' 

awaren ess of their linguistic or cog nitiv e k nowl e dg e , with 

th e prototypical methodology employing eit h er oral or written 

rviews or self -r e ports. inte . 

Reasons for investigating metalinguisti c knowledge are 

self-evident in light of the interrelation a nd 

int erde p e nd e nc e betwee n reading a nd both langu age a nd 

th · 
In his synthesis of per tin e nt 

inking processes. 

1 · iterature, Chaudron (1983) suggested that "metalinguistic 

judgment s might include not only statements about intuitions 

of grammaticality but, also, for example, opinions or 

attitudes a bout the style or content of utt era nc es , 

Perc e pti o n s of the segmentation of words into sounds, and 

categorical 

Str uctur e 
' 

or 
a bstract knowledge about language , its 

and its uses" (p. 344 ). 

It would see m lo gical to infer that i ndiv id uals active l y 

involved in acquiring or learning a language probably possess 

metalinguisti c knowledge, 
which facilitates thei·r 1 ea rning to 

read. 
In the seco nd language field, inv es tig ators ha v e 

considered the ef fects of learners' quantitative a nd 
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qualit a t i v e knowl e dge of the seco nd l a n g uage o n t heir 

metalin g ui stic a wa r e n e s s . 
Accordi n g to Cha udr o n (1983), 

Cord e r ( 197 3) postulat e d that normal 12 learners s hould b e 

very good informants about their interlanguage; for example, 

t heir use of translatio n fro m 11 u sually results in 

familiarit y with metalinguistic ter min ology . 
Hy poth eses have 

also be e n formulated (C haudro n, 1983) regarding the 

relationship between learners' metalinguistic k nowl e dge a n d 

thei· r ac . . . quisition or 
lear n i ng pro cesses (as defined in 

Krashen's Mo n itor Model), a nd co n seq u e n t effects on their 

learn i n g to read. 

Res earch 

Investigators i n both Ll and 12 reading hav e so ught 

met aling u istic or metacog nitiv e data throug h the use of 

self-reports, eit her verbal r e ports or qu est i o nn aires . 

Verbal reports have be e n criticized in t he lite r at ur e 

(1) too subjective or un scie nti fic ; 
because the data ma y be : 

( 2) . inaccurate, 
not r e sembling c los e l y th e act ual cog ni tive 

Proce sses u se d in th e tasks (Nisbett & Wilson, 1977); (3 ) 

incompl e t e (Ericsson & Simon, 19 80 ); (4) distorted, for 

le ar n ers may r e port what they think the i n ves ti gator wants to 

know (Ericsso n & Si mon, 1980) ; a nd (5) slant ed in favor of 

S ub · h h t d Jec t s wh o are verbal o r t ose w o e n to co nscio u sly 

refl ect on their me ntal states. 
Notwit hsta nd i n g these 

er· -lticisms 
if areas of hu man cog ni tio n th a t can n ot be 

meas ur e d o b jecti v e l y a r e to beco me accessibl e , t h e n " v e rbal 
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r e por ts 
' 

elicite d with ca r e a nd i n ter preted with full 

und e r sta nd i n g o f th e c ir c um s tanc e s un der which t hey ar e 

o btai n e d, a r e a valuable and thoroug h ly reliabl e 
so u rce of 

in formation a bout c og nitive processes " (Ericsso n & Si mo n, 

1980) . 

Ll Rea d i ng . 
My er s a n d Paris ( 1978) u se d a n i n terview 

tech . n iqu e to d e termine 
th e e ffects of p e r so nal a b ilities ' 

task param e t e r s , a n d cog n itive strategies o n t h e rea d i n g of 

eig h t and twelve - year old native En gli s h spea k ers . 
Fi ndin gs 

ind icated f h b a develo pm e n ta l d if e r e nce a mo n g t e s u j ec t s . 

Old e r students k n e w more a bo ut t h e se ma n tic str uct u re of 

Pa ra gra ph s ' 
goals of readi n g , a nd s tr ateg i es to cor r ect 

Ad d itio na ll y , t hese s ubj ects we r e rea d i ng fo r comp r e h e n sion . 

in g while t h e yo un ge r c h i ldr e n d e p e nd e d most l y o n t heir mea n · 

d eco d · h i n g skil l s to res ol ve " a n o rtho g r a p i c - ver ba l 

tr a 1 n s atio n 
pro bl e m" (p . 688 ) o r r ea din g co mpr e h e n s i o n 

f ai lur e . 

Moor e a nd 
Ki rb y (1 981) re pl ica t e d Myers a nd Pa r is ' s 

st ud y wit h Au s t ra li a n seco n a n sixt h g r a d e r s . Th eir (1 978 ) d d 

in gs corro bor a t e d 11 of t h e i te ms of Mye r s a nd Paris ' s find · 

qu est · io nn aire . 
Si mi l arit i es we r e fo und b etwee n the d iffere n t 

a ge gro up s i n t h e i r a wa r e n ess of t h e i mp act of i n te r est , 

i a ri ty , l e n g th, a nd r erea din g o n t heir co mp re h e n sio n. f a mi 1 • . 

Si x th g r a d e r s were r e port e d t o have grea t er verba l i z e d 

aw ar e n e s s t h a t: 
rea d i n g a nd ma th e matica l a bility ar e n ot 

nee es s a r ily r e l ate d; motiv a t io n a l factor s may i nflue n c e 
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reading performance; sentences are arranged in paragraphs in 

logical order ; introductory sentences are usually 

semantically loaded; reading strategies may vary according to 

task demands; skimming involves searching for specific words; 

a nd exter nal aids may be used to resolve comprehension 

failure. 
Disagreement between the two studies was found 

between the age groups on their awareness of: 
specialized 

sk·1 l ls required in reading; difference between reading speed 

and mode; identification of summary characteristics; and 

different ways of resolving comprehension failures. 

Canney and Winograd (1979) emphasized a 15 item 

questionnaire to investigate the schemata for reading of 24 

st udents from grades two, four, six, and eight. The 

researchers were interested in the relationship between the 

age of the students, adequacy of their reading schema, and 

the · f 
The responses to 

ir reading comprehension per ormance. 

the question "What is reading?" were examined for information 

The answers to the 
on th . schemata for reading . 

e subJects ' 

Other 14 questions were analyzed to learn more about the 

st udents' attitudes toward reading and their awareness of 

th eir own strengths and weaknesses in reading . 
A majority of 

the O f good comprehenders (1 o 
13) made refer e nce to 

mean· f ct · ing-getting as a part o rea ing at e very grade level, 

except second grade, while only 2 or 3 poor comprehenders at 

the · d f eighth grade level ma ere erence to it . All of the 

Jects mentioned decoding at le ast once except for Sub· . 
o n e 
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higher comprehe ndin g e i g hth gra d e student. 
Generally, both 

good a nd poor seco nd a nd fo ur t h graders s h o wed a decoding 

focus · 
' 

good readers atte nd ed to meani ng by sixth grade while 

poor readers kept the decoding emphasis. 

Gar n er a nd Kraus ' s (1982) data-based research su ppor ted 

a mean i n g-orie n tatio n among good compre h e nd ers and a d ecoding 

focus for poor co mpr e h e nd ers among junior high sc hool 

students. 
Se venth grade st ud e nts' awareness of comprehension 

diffi culty a nd their knowledge of comprehension strategies 

we re invest ig ated using an eight-item interview . 

Olshavsky (1976-77) inv es tigat e d the awareness of 24 

tenth grade st udents' use of 10 comprehension st rategies 

throu g h the s ubjects' verbal protocols (think - alouds) about 

th eir sile nt reading behavior. 
Results indicated that 

readers verba lized the most strategies when they were 

int erested , proficient, and faced with a concrete writing 

Style. 

Peters (1978) recogniz e d the ne ed of st ud e nt input into 

After developing a cog niti ve 
th e dia gnostic process. 

Self-rating scale ( SRS ), the r esearc h er administered the 

lS-it e m s urv ey to 59 upper middl e c las s juni or high school 

s tud e nt s . 

With th . eir 

St ud e nts' scores on the SRS were cross-ta bul ated 

sco res in a Content Specific Reading Test (CSRT) 

to d e t er min e the accuracy of pla ce men t by reading ability . 

wo instruments were very co nsis e n t ; o nl y 1. 7% of the The t · t 

St ud e n ts classifie d as poor readers by the CSRT wer e 



74. 

si i e d as g ood readers by the SRS. 
In addition, at- t est 

clas ·f 

icated that the SRS significa n tly discriminat e d between ind· 

an poor readers (p < . 01) . good d 
In co ncludin g , Peters 

s uggested that the SRS might be u sefu l for ear l y 

ide n tification of poor readers by teachers at the seco nd ary 

level. 

Mize (1980) also examined st ud e nt s ' aware ness of the 

Pro cesses employed to read a nd co mpr e hend. 
On e hundred 

forty-four middle school s ubj ects were aske d : 
(1) to predict 

the · ir probable s u ccess i n a n s werin g 14 questions about a n 

sitory and a narrative passage before a nd after reading; ex po . 

a nd (2) to ju dge the co rr ect n ess of their response to eac h 

it e m. Findings indicated that there was a positive 

t e lati o n s hi· ( 35) b e twe e n reading ability a nd the 
p r ==. 

Conf'd 1 . h' i e n ce index and a positive re ations ip 
(r == .40) betwee n 

read · f 1 · d 
A stro ng 

ing a bility a nd the index o ge nera JU ge me nt. 

relation s hip (r== .7 5) existed betw ee n the confidence index a nd 

self reports--both 
the · 

Students' 
index of ge n era l judgem e nt. 

8ood d a nd poor r eaders --r eveale 
frequent inability to judge 

accurately whether they had comprehended the passage . 

s 
~ 

S in ce reading co mpr e h e ns io n can n ot be dir ectly observed, 

severa l r esea rchers (O lshav sky , 1976-77; Myers & Paris, 
1978; 

p e t e r s , 1978; Ca nn ey & Winograd, 1979; Moore & Kirby, 1981; 

Mize 1 , 1980; Gar n er , 1982) have co lected s ub jective data to 

8ai n . i n sig h ts i n to readers ' compreh e nsion processes. 
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L2 Rea ding . 
S ubj e ctive data collected among bilinguals 

or sec ond lan g uag e learners includes introspective data, 

verbal protocols, or retrospective informa tion. 

Rose (1975) focused his attention on bilingual 

information processing. 
Using a self-rating questionnaire 

he int e rvi e wed 119 university and high school students in 

Puerto Rico . 
Questions were asked about the subjec ts' 

' 

abilities in speaking, writing, reading , listening to 

English, as well as how often they remembe re d the language in 

The most 
wh· 

read, or hear d . 
ich something was written, 

salient results were that: 
(1) more subjects reported 

ment ally tra n slating in the productive rather than the 

receptive modes (.70 vs .57); (2) more s ubj ects fel t 

confident of their English receptive a bili ties than their 

Productiv e proficiency (.75 vs . 55) ; a nd, (3) altho ugh al mo st 

all subjects claimed that they remembered the co mmuni catio n 

language, slightly mor e s ubj ects felt this way for their 

lang~age production than for their r eceptive language u se (.9
9 

VS . 87) . 
In a more recent study, Rose (l9 8 0) again examined the 

Self-rating of language profici e ncy a nd language of thought 

a mong 219 S panish-Engli s h bilingual men and women. 
S ubj ects 

who indicated that th eY thought in both languages rated 

themselves higher in profici e nc y for all four language skills 

(speaking, writing, r ea ding, a nd listening) than did those 

Who indicated that theY th ought only in their dominant 
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langua ge . 

Coh e n and Hosenfeld (1981) reviewed t heir research on 12 

meta inguistic aware ness a n use o strategies when 
learners ' 1 · d f 

s peaking, listening, reading, writing, a nd performing on 

In one of Hosenfeld's 
grammati c al and vocabulary tasks. 

st udies, 15 to 20 minute interviews were held with 23 

American st ud ents e nr olled i n a begi nnin g i n te n sive Spanis h 

co ur se at Ohio State Uni vers i ty . 
Subje c t s ha d a tendency to 

retrospectively self-observe rather than think-aloud . The 

se lf-r eport data was transcribed and analyzed qualitatively. 

Fi nd· b. ' ings demonst r ated t he s u J ects 
me t ali n gui stic a ware n ess 

as we ll as wrong assumptions bei ng mad e by t heir teachers. 

For example , instead of reading for mea nin g , one st ud e nt 

report ed cou nting down to her l ine a nd rehearsing it until it 

was h er turn to r e ad a loud. 

In anot her st ud y reported in Cohen a nd Hos e n fel d' s 

arti c l e (1981), Hosenf el d u se d a think-aloud i nt ervie win g 

techniqu e to exa mine the r ea ding co mpr e h e ns io n process of 20 

their 
h · igh and 20 low c omprehender s as 

defin e d by scores on 

Subj ects 
the MLA Coo perati ve Tes t of Reading Pro ficie ncy . 

Wer e American st ud e nt s e nroll e d in l eve l two Fre n ch, S pa n ish , 

and German classes in urban a nd s uburb a n hi g h shools i n 

we st e rn New York. 

' 
skipped 

or· lentation 
' 

s uccessf ul r ea d ers had a mea ning

they read in br oa d phrases 
that is, 

un es . se nt1 a l words, 
a nd gu esse d usi ng co n text u al cl u es . 

Uns uccessf ul rea ders foc u se d o n decoding i n a word- by- wo rd 
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fashion. 

Three other st udi es , reviewed in the article , discussed 

the work of Cohen and his colleagues with non - native English 

speakers in Israel. 
In all three studies, the s ubjects had 

read the passage (biology, political scie nce) p r io r to 

meetin g with the investigators and had taken not e of th eir 

In addition , s t ud e nt s were asked 
use of strategic behavior. 

questions about their awareness of the grap hic o r ganization 

of the text, rhetorical principles, gramma r, and vocabulary. 

Pedagogical implications for ESP (English f o r S pecial 

In some cases, students reported 
Purposes) may be drawn . 

difficul ty with non-technical language (EFL) rather than 

technical vocabulary (ESP). 

Summary 
The most common methodologies in the know l edge l ine of 

metacognitive inquiry have consisted of self -r eports or 

questionnaire-interview techniques in both 11 and 12 reading 

research. 
While this research has yielded e n couraging 

evidence, the means of gaining insights into cognitive 

Further 
Processes and schemata remain largely speculative . 

research is needed and new methodologies must be developed . 

Although self-reports are subject to criticism (Ericsson & 

Simon, 1980; Nisbett & Wilson, 1977), reasons for this line 

of inquiry remain compelling (Hare, 1981) ; not only do they 

Yield useful information, but "W e stand to gain both 

individually in working with our st udent s and in ge nerati ng 
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new insi g hts we c an all share" (Hosenfeld, 1976 , p.129). 

Methodological Considerations and Research 

Several methodological considerations were made in 

developing this study . The view of reading endorsed by the 

investigator involves the interactio n of co - occ urr ing 

cognitive processes . Comprehension for Ll readers is a 

h· 
ighly complex process, but for 12 readers it is compounded 

by their language and cultural k nowl edge, which usually 

varies from the text author 's background. Several aspects 

Were included in this review in co mpli ance with the 

investigator's broad view of the reading process . 

This section does not deal extensively with the 

1· 
ite r ature relevant to the methodology selected for this 

Study, but th l·t brie f ly reviews the following areas .· 

, ra er, 

(l) training studies; (2) assess ment of oral language 

Proficiency; (3) cog nitive assess ment ; a nd (4) selected 

instructional techniques. 

Tr · . 
~ning Stu dies 

Background. From the beginnin g of the seve nti es 
' 

training studies have bee n e mploy ed by ed ucational 

Psy c hologi sts fro m diverse backgrounds to address issues of 

deve1 opmental c han ge . Training st udi es have provided a 

method of investigating the use of strategies in both a 

natu 
. 

ra1 or a training setting . Preliminary findings have 
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indicat e d that young and poor learners tend not to introduce 

st rategi e s to aid their learning . 
When properly trained ' 

how ever 
' 

th e y usually are able to improve their performance. 

Successful training usually requires explicit and exte n sive 

instruction, a fact which so metimes discourages its use . 

According to Brow n , Bransford, Ferrara , and Ca mpion e 

(l982), the failure of training stud ies to effect major 

changes in the intelligent us e of strategies characterized 

research in the middle seve nti es and "provided a prime 

impetus to the growth of the concept of metacognitio n " 

(p.16). Researchers from different traditions subsequently 

have shown an interest in developing a cog nitive theory of 

learning, which appears to be an interactiv e l ear ning model 

Primarily concerned _with learner-task compatibility . 
A prime 

question within this model is the accessibility of knowledge, 

for whether knowledge or skills are widely 
example, 

applicable rather than welded (context bound) and if access 

Training studies in a number of 
need s to be conscious. 

rnetacognitiv e areas have been conducted to evaluate whether 

th e use of strategies facilitates cog nitiv e activity and 

Whether students can be trained to employ these strategies 

spontaneously (Raphael & Pearson, 1982). 

In the past, training studies attempted to promote rote 

recall of information, 
but they are now increasingly being 

Used · (B 1 to develop comprehension rown et a . , 
1982) . The 

emphasis has thus shifted from improving product or skill 
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iciencies to understanding the l ea rning pro cess and the def · · 

us e of strategies for learning . 
Kuhn (1974) stated that 

" attempting to approximate the natural developmental proces s 

as closely as possible should bring us close r t o what is the 

most worthy ob j ec tive of trai nin g st udi es , und erstanding the 

Researchers have i ndicated 
Process itself" (pp.599-600) . 

that t . ca n be a successful method to show that 
raining 

expe . rimentally induced pre-existing knowledge d eter mines what 

1982). 
is understood and retained from text (Brown et al ., 

Training studies can be classified in three categories : 

, informed, and self-control training Brown, Ca mp ione & blind ( 

Day, 1981). 
The first and most com monl y u sed type was 

de · signed for theoretical rather than educational reasons. 

study purports mainly to evaluate hypotheses about Blind 

"b oth the processes involved in efficient performance on some 

comparative 
tasks as well as the 

so ur ces of developmental or 

dif ferences on those tasks" (Brown et al ., 1982, p.151) . 

s· ince the subjects are kept in 

they are being induced to use , 

the dark abo ut the activities 

the results tend to be 

engineered but . useful in i mprovin g 
learners' performance on a 

A major drawback is transfer of 
u ar set of materials . Partic 1 

l earning . 

The second type , i n formed training, is considered to be 

a n . intermediate level of i nstruction (Brown, Campione & Day, 

1981). Students are aware they are using a technique or 

Str ategy; 
they are informed about the significance of the 
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iv ity a nd t h e utility of its use i n other cont e xts. 
This 

act · 

i n t e rv e t . n io n 
u s u a lly r es ult s i n e nh an ce d tra i n i ng. I n the 

ird t y p e , o r self-control traini n g , st u dents ar e i n str ucted t h· 

i n the us e a nd e ffects of a st r ategy a nd are a l so give n 

ex pl icit instru c tio n abo u t self-c hec k i n g , mo n itori n g , a n d 

eval uatin g t h e le a rni ng activity . 
The ass um ptio n that 

und e r lies this type of i n terve n tio n is th at st ud e n ts 

mo . nit oring a n d regulati n g t he s tr ategy s h o ul d s e e t h e i r 

impr ov e d p e rfor ma nce , 
realize th e be nefi t s , and are a bl e to 

tran sfe r the 
st r ategy to a differe nt sit u a t io n eve n at a 

l a t e r t· ime . 

Gu i deli n es . 
Th e fo ll owi n g g u i del in es for co ndu c t i n g 

tr · a in i n g 

(P ea r so n 
' 

studies have 

1982 ; Br ow n, 

bee n s u ggeste d by se v e r a l resea r c h e r s 

Ca mp io n e & Day , 1 98 1; Meic h e nb a um & 

Th ey a r e : (1) The t r ai n i n g 
As arnow, 1 9 7 9 ; Kuhn, 1 9 74). 

nee d s t o procee d f rom t h e s impl e to t h e co mpl ex ; (2) mo d e l i n g 

of spe c i f i c b e havio r s s ho uld be d e mon s tr a t e d; (3) mul ti ple 

Pa ssages s h o u ld be uti l i ze d to faci lit a t e t r a nsfe r; (4 ) 

e xpli c i· t h t f h k i n for ma t io n r eg ardin g t e na u re o t e tas s ho uld 

be . giv e n; (5 ) th e tr a in e d s kill s h o uld be r eleva n t for t h e 

t r . a i n ee ; (6) fee db ac k s ho u l d b e p ro vid e d du ri n g class a n d 

ind e p e nd e n t wo r k ; ( 7) a n a n a l ys i s of trai n i n g a n d t h e 

t asks s hould be pr ov i e to g i ve evide nce of where t ran sfe r d d . 

o wn occ urr e d in th e pr oce dur es ; 8) self-che c ki n g a n d br ea kd ( 

i t o r i n g p roce du res s ho uld be a n i nh ere nt part of the mon · 

i n g ; a nd (9) tr ai nin g mu st be pro v i d e d o n diffe r e n t t rain · 
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occasions. 

Research . 
In the past, reading co mp rehe nsio n was not 

explicitly taught (Cates & Swaff ar , 1979) . 
Recently, 

inc re · 1 b f d asing y more atte ntion has een ocuse on 

comprehension, and " the syste mati c applicatio n of direct 

instructional approaches in the area of comprehension 

instruction has led to superior comprehension in several 

studi " ( ) es Pearson, 1982, p .10 . 

justified 
' 

at least partly, 

Pearson's optimi s m was 

by the pos itive results reported 

by several researchers. 

Singer and Donlan (1982) instructed 15 e l eventh - grade 

st udents in generating self-questioning within a 

Students were introduced to a 
schema-theoretical framework. 

general sche ma contained in most short stories (e.g., 

int roduct· ion, characters, 
goals, etc.) and wer e taught some 

"Who was the 1 ea.ding 

character?" 

Sche ma general questions, 
for example, 

Subsequently, students were asked to a pply the 

the officer 

Sche ma-general questions 

the 1 ea ding character? 

or 

to a specific story (e.g., Who 

Was this story goi n g to be mor e about 

the barber?) 
Control-group s ub jects read the 

was 

same d mat erials but answered teacher-pose questions . 
Results 

icated that the sc hema-qu estio n trained gro up ge nerated ind· 

more questions than the other group. 

Raphael and Pearson (1982) examined the effects of 

cognitive training in question answering strategies on met a . 

the reading co mpr e h e n sio n of 100 stude n ts from a suburban 
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s cho 1 0 s y s t e m. 
The study cons i sted of two experiments. The 

to provid e baseline data concerning the level first att e mpt e d 

of met acognitive awareness exhibited by expert readers (adult 

llled readers) when performing tasks related to question sk· 

answering. 
In the second study , fo urth, sixth , a n d eighth 

grade student s d f d receive a our - ay 
training to recognize 

three question types (text explicit, text implicit, and 

sc r · . lpt implicit) a nd ide nti fy the qu estio n a nsweri n g 

Results i ndic ated significantly higher strat . egies they used . 

Perf ormance of the treatment g roup to: 
(1) identify 

questions by type ; (2) to select an appropriate question 

wer ing strategy ; and (3) provide a co mpl ete and acc ur ate ans . 

res pons e . 

Hansen (1981) investigated the effects of four-day 

e nc e training and practice o n the rea ing co mp re he nsion infer d 

of 24 second-grade students in a middle-cl ass suburb of St . 

The study was based on schema theory Pau1 ' Minnesota. 

Prin . ciples . Two 
ex perimental methods were e mploy ed . One 

a prer ea ding strategy in which children meth d 0 foc us ed on 

Ut · llized pr evio us ex perie nces to pr ed ict events in the 

The seco nd method provided practice in Upcoming 

a nswerin g 

and Prior 

train. ing: 

story . 
questions which required inferences between text 

knowledge . 
findings indicated the effica c y of th e 

both experimental groups s urp assed the control 

J ects o n the post-experimental comprehe n sion questions . 8 u b · 

Andr e and And erso n (1978 -7 9) trained high-school 
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st ud ents to generate self -que stio ns abo u t i mp ortant point s 

narra ive pro se . whil e readi' ng t · 
Res ult s of the two-experi ment 

st udy prov ide d e vid e n ce t hat ge n erating self-q uest ions 

ci itated learning more tha n r e r ea ding or mak in g up fa · 1 · 

quest io n s without r ega rd to important story points. 
This 

tra· · b 1 b ining was more sucessf ul with low-v e r a a ilit y s tudents 

The researchers 
than · d with hi gh-verbal ability stu ents. 

attribut e d this f inding to a greater development of 

metacog niti ve k now ledge among the low-verbal ability group . 

.§J,immary 

Th e ba ckg round, theory, and guideline s s upport ing the 

training methodology selected for this investigation were 

i sc uss ed. The review. of the lit erat ur e revealed that a d · 

numb er of training studies were co ndu cte d in several a reas, 

e.g., metacog nition, but r elatively few dealt directly with 

Howev er , since most co ncurr ent st udi es 
Schema theory. 

reflect an interactive view of reading as do es sc h e ma 

res ea rch, training investigations co nduct ed i n other areas of 

read· · t ing were considered pertinen 
to this st ud y . The other 

three met hod o logic a l considerations made to ensure 

appropriate co ntrol s include assess me n t of oral l a n g u age 

Profici e ncy, cognitive assessment relating to prior 

knowledge, and selected instructional techniques. 

Ass --=....ess ment 
of Oral Lan~uage Proficiency 

Background. 
Interest in oral profi c ien cy a nd dir ec t 

t es ting of s p ea king profi cie ncy h as grow n in r ece nt years . 
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I n a chapte r e nt i tled, "Th e ACTFL Proficiency Guidelines : 
A 

Hi storical Perspective ," Liskin-Gasparro (1984) co nn ected the 

oral pr oficie ncy mov e ment to the President ' s Commissio n o n 

For · d eig n Language and International Stu ies . 
In 1979, memb e rs 

of th e President's Commissio n recommended t hat language 

Profi ciency achievement goals, especially ora l profic i e ncy, 

be established at the e nd of each year of study . The 

American Council on the Teaching of Foreign Languages (ACTFL) 

Provisional Guidelines were su bseq u ently dev e loped through a 

Project funded by the International Research and Studies 

Th aim of the 
Program of the U. S . Department of Education . 

to provide an organizing principle for the 
guidelines was 
various approaches and c urricul a e mbra ced by the profession 

"Th e organizing principle that is reflected in 
at this time . 

th e ACTFL guidelines is language proficiency: 
the ability to 

i n real-life co nt exts " 
function effectively in 

the la ngu age 

(Lisk · p.12) . in-Gasparro, 1984, 

Sollenberger (1978) described the need felt by various 

federal agencies to develop oral interview tests a nd 

appropriate rating scales , The Foreign Service Institute 

(FSI) was i nstrume nt al in developing and refining a weight e d 

sco · ring system 

that h ad been 

(O-5) which was a pp licable to the checklist 

e mploy ed prior to the 1 960
1

s to verify the 

foreign language skills of FSI employees. 
In the 196O ' s 

Other age ncies, including the Defense Lang u age Institute, 

CIA ' and the Peace Corps, be gan u sing the profici e ncy rating 
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scale . 

In the late 1960's, Educational Testi n g Service (ETS) 

b eca me involved in training testers of Peace Cor ps trainees 

and volunteers and, subsequently, expanded the scale by 

developing ad ditional descriptors of oral profi c i e ncy between 

levels O and 1 a nd betwe e n l eve ls 1 and 2 (see Appendix C) . 

is scale was in turn refined by ACTFL a nd t he Interagency Th · 

Languag e Roundtable--the ILR (Lowe & Liskin-Gasparro, 1984). 

Since 1981, grants from the Department of Education a nd the 

National Endowment for the Humanities have enabled ACTFL and 

ETS to modify the FSI scale by making it more applicable to 

1982) . 
acad . emic settings 

(ACTFL Provisional guidelines, 

Purpose and function~ According to ETS (1982), the 

£011 . 1 f . . owing features characterize ora pro iciency assessment: 

1. The oral interview is a test of functional language 

ability--not passive skills or knowledge about the 

language. 
2. The test provides an index of the current language 

proficiency of the examinee. 

3. It judges the examinee's performance against criteria 

characteristic of certain basic life situations with 

which a speaker of the target language must deal . 

4. It is a global estimate of how the examinee functions 

linguistically in everyday life. 

5. The purpose of language proficiency testing is to 

assess the examinee's languag e pe rforman ce or the 
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extent to which s/ he is a bl e to u se the language 

effectively a nd appro pri a t ely i n real-life 

situatio ns. 
It is~ an achieve me nt test . 

In contrast to achievement testing, p rofici e n cy 

testing is curric ulum- free ; 
it focuses exc lus ive l y 

language co mpetenc e without regard to the pla ce , 

length of time , or manner in which that competence 

has been acquired. 
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on 

7. Since a proficiency test does not cover any specified 

body of material, it is not possible to prepare for 

i t • 
a. A~ o~al proficiency test examines e ve ryt h i ng an 

individual knows about how to use t he language by 

sampling his or her speech production on a variety 

of topics at a number of levels . 

b. An individual can get a perfect sco re on an oral 

proficiency test only by demonstrating speech 

production comparable to that of an educated 

native speaker of the language. 

Research. 
During the last few years, several 

researcher s have investigated oral profici e ncy issues , 

especially the reliabilitY of interraters judging a ud iotaped 

Only a selected number of studies are reported int erviews. 

in th· is section since 

th e i nv estigatio n . 

this area is not the prime focus of 

Adam s (1978) examin e d the reliability of 11 rater pairs 
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for ap pr oximately fifty a udiotaped int erviews . 
For t h e 

S pa ni s h raters , the average pe rcentage of ratings in 

agreement or disagreement was 94. 
For French raters, t he 

average was 92, and £or Germa n it was 89 . 
The researcher 

concluded her report by stati ng h er belief th a t " th e r ate o f 

ag r eement is higher in practice" (p . 144) a nd t hat , alt h o u gh 

th ese tests are not completely objective, they are in d eed 

necessary . 

Mullen (1978) investigated the reliabilities of rat ers 

across two testing periods. 
She found a negative correlatio n 

between the reliabilities of the first a nd seco nd t es ti n g 

Periods for nine rater pairs and no sig ni ficant difference 

(p ( , 01) in the mean reliabiliti es for the two testing period s 

for six additio nal rater pair s . 
Co mput ation of t he mea n s of 

the mean reliabilities, 
co ntrollin g for the size of the 

. 883 sa mpl e (N=llS, N=l52), revealed th e following meas u r es : 

on listening comprehension, .781 on pronunc iation, . 816 on 

f luency, . 
796 

on gra mmar, and a . 847 overall av erage . 

Si mi lar results were obtained by Clifford (1978) in a 

comp . arison of sco res 
of 47 pr e - service Ger man teachers at the 

University of Minnesota on the MLA Coo perative Foreig n 

Language Proficiency Test a nd the (Ger ma n ) Teacher Oral 

Prof· 
The interrater reliability of 

lciency (TOP) interview . 

total scores on th e MLA test was . 818 and . 829 on Part C 

(speaking). The i nt errater reliability of s ums of ratin gs 

fro m TOP interviews wa s . 827 . These res u lts indicated that 
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II more 
direct measures of oral language proficiency may be 

reliable as less direct but more structured standardized 

tests" (p.206) . 

Clark (1978) reported an in-depth study conducted by 

as 

ETS . 
Five prospective interviewers were selected, given the 

initial training of interviewers, permitted to interview 

und er realistic administration conditions, and conducted 

on-the-spot and taped-based i nt erview ratings . The 

intrarater reliability ranged from . 771 to . 947 on long 

interviews and .740 to . 904 on short interviews, with an 

average of . 867 and . 817, respectively. 

Shohamy (1983) was interested in the inter and 

intrarater reliability of the oral interview testing. One 

hundred six Hebrew stude nt s atten din g the University of 

innesota were interviewed by the researcher for 15-30 M· 

minut es each . The audiota ped convesations were rated 

i ndep ende nt ly by three trained raters using the 01 Hebrew 

rating scale, a n a daptatio n of the scale developed by 

Clifford (l978) for testi ng German-speaking proficiency. 

approximately a quarter of the tapes were 
After four weeks, 

randomly selected for a n additional rating by the same rater. 

Results indicated that the interrater reliabilit y ranged fro m 

. 94 o n pronunciation to . 99 on the total rating ; the 

intrarater reliability ranged from . 95 to . 996 . 
These 

coefficients a pp ear to indicate 
that "r eliable if . n ormation 

can be obtained in spite of the subjective nature of some of 



th e tests " (p . 222). 

Assuming that the oral intervi e w (OI) is a valid and 

reliable so urce of information, what is the relationship 

betw ee n the OI rating an the type of instruction ESOL 

st udents receive? 
This issue was exa min e d by Schwartz 

(1983). 
Upon collecti n g the various data, he used two 

separate hierarchial stepwise regression analyses to 
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determin e : 
(1) if type of program was significantly related 

to the final oral proficiency (P-rating) score at the e nd of 

the program, and (2) whether type of program sig n ificantly 

Findings 
pr edicted total P-rating gain during the program . 

revealed that type of program was not a significant predictor 

of P-rating gain at Piedmont (F (1,51) = . 61, N. S.) nor at 

West Charlotte (F (1,42) = 1 . 54, N.S.) . 

.§_umma r y 

The oral interview appears to be a valid and reliable 

measure for testing second-language oral proficienc y (Adams, 

1978; Mullen, l978; Clifford , 1978; Clark, 1978; Shohamy, 

1983) . 
In spite of the subjective natur e of the test, it 

19 83) which 
Yields so me useful information (Shohamy, 

ca n 

serve in the organization of a language progr am 

(L" iskin - Gasparro, 
1984; Schwartz, 1983). The ACTFL 

Provisional Guidelin es have be e n developed to assist teachers 

in obtaining a more reliable global estimate of students ' 

communicative competence. 



91 

nit ive Assessment Cog · · 

Reading is a n i ntri cate pr ocess which i n volves 

i nt eractive co mp l exities of language d e velop me nt an d 

cog n itive fu n ctio ning, as we ll as r ea d e r sociocultural 

adjustment. 
In the case of second languag e learners, these 

complexities may e nri c h and disable their reading 

co mpr ehension . 
The investigator believes that cog n itive 

Proc esses required by a readi n g task are virtually impossible 

to me as ur e . 
Reading comprehe nsion is not directly 

This 
observable; any assessment tends to be fallible . 

sect· 1 ion sum mari ze s a few factors, re eva n t to the methodology 

selected for this study, which are included in Johnston ' s 

(l983) book, Reading co mpr ehe nsion assessment: 
A cognitive 

" assessment of reading 
According to Joh nston (1983), 

co mpr e h ension requires interpretation of an individual's 

Performance of some task which is based on informatio n from a 

given text within a given context " (p . 20) . 
Perfor manc e on a 

test depends on the following fo u r factors : (1) th e text 

(e.g., content , structur e, and lang uage); (2) the 

appropriateness of the text to 
th e student ' s prior k 1 d now e ge; 

(3) the sources of a nswers to questions; and (4) the task 

de mand s of the assess ment procedur es . Among these factors ' 

the match or mismatch between read e rs' ba ckgrou nd knowledge 

and the nature of the t ext has bee n of interest to schema 

t heo . ries (A nd erso n, 
1977; Pearson & Spiro, 1981). 

Johnston (1983) recom mended that teachers consider what 
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t h e objective of the test is and exclude those factors which 

are not directly related to the assessment task . 

c ompouu<ls might include (p.34): 

l. production requirements; 

2 . memory and retrieva l requirements; 

3 . 

4. 

5. 

reasoning requirements; 

motivation; 

purpose 

6. social setting and interaction; 

7 . expectation and perceived task demands; 

8. test - wiseness. 

Possible 

Each of ld these factors cou 
be examined in g r eat detail s ince 

they bear directly on this study. 
For the purposes of this 

review , however, 
they are mention ed only in that they served 

to gui·de ti·on the methodology sec · 

In concludi ng the methodology review, Joh n sto n (1983) 

Sugg ested a shift in e mpha sis from reliability to validity. 

This co ncern is based on the need to use natur al texts a nd 

tasks as well as co nt ext ual variability " .. . to co me to a 

better understanding of the reader ' s capability" (p . 68) . 

following sectio n presents so me instructional proc e dur es 

The 

Selected for this investigation and co n cludes the literature 

review 

~cted Instructional_1...ech nigu es 

Schema theorists have hypothesi ze d that readers ' have a n 

internal schema, 
or cog niti ve str uctur e , which organizes 
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, erso n, 77; 
th eir prior knowledge (Pearson & Spiro, 1980· And 19 

Ausubel, 1968) . 
Past experie nces and associations determine 

readers' selective atte ntion and the importance t hey 

Sc hall ert ' attribute to particular ideas in a text (Goetz , 

Reynolds & Radin , 1982). Meaningfully rel evant 
information 

is mor e likely to be subs umed into r eade r s ' schemata, 

facilitate their compre hen sion, and promot e their lear nin g 

(Ausubel ) , 1968 . 
Schema theoretical notion s hav e guided the 

selection of instructional techniques employed in this study . 

This section briefly reviews selected literature on th e : (1) 

Pre Reading Plan, and (2) webbing. 

he Reading Plan (PRePl 
Langer (1981) examined the work of 

Background . 
cog nitive and developmental psychologists in r elation to 

She capitalized on the following 
in st ructional practice. 

th 
(1) Associations the 

drawn from their work: ree concepts 
reader can make between prior knowledge and the co nt e nt to be 

read should be brought to students' awareness; (2) an 

elab . oration 
and refinement of this knowledge can be 

encouraged through discussion; and (3) permittin g th e reader 

to decide what information is helpful when reading the text 

facilitates com prehension (p . l
2

S) . 

Incorporating these tenets into her r esearc h, Langer 

(1981) developed and refined a 3-step assessme nt / 

inst ructional procedure 
that might be use d by teachers before 

assigning textbook reading to their students (see Appendix 
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B) . PR e P e mph asi zes pr e -reading awareness, elaboration and 

a nt icipation of language and concepts in the text . The 

asse s sment aspect of the paradigm assists t h e teacher in : 

(l) determining the amou nt of prior knowledge students 

Possess about a topic a nd, to so me exte nt, the orga nizatio n 

of th eir information ; ( 2 ) 
becoming aware of the language a 

st udent u ses to express k no wl edge abo ut a subject ; and (3) 

ing these concepts to aid students in mak i ng predictions us· 

a bout the text . 
Procedure, Prior to usin g the techni q ue t he teacher selects 

a key concep t from the text to stimulat e g roup discussion. 

The co n ce pt may be repr ese nt e d by a word, a phrase , or a 

Picture. 
The teacher asks three questions: 

-What comes to mind wh e n .. 

-What mad e you think of ... 

-Based on our discussion , have yo u 

any new ideas about .. . 

ile students freely associa te, 
t h e teacher writes their 

Wh · 

respons es 

replie s . 

on the blackbo ar d, 
or st ud e nt s ca n write down 

This gives the s tud e nt s a n opportunity to make 

associatio ns between t he key co nce pt a nd their prior 

k nowledge. 

The second question is posed to assist students in 

their 

developing aware n ess of strategies they used to arrive at 

decisions. Students ca n reflect, liste n to each other' s 

expl . a nations , i n teract , 
a nd become aware o f their cha ngi ng 
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ideas. 
Finally, students have the opportunity to probe their 

memory and elaborate their prior knowledge . 
The teacher can 

th en judge if the students' concepts are sufficiently close 

to those presented in the text to permit comprehens i on and 

learning. 

For research purposes, students are asked to write down 

t heir responses which are subsequently rated by two 

independent j udges, following Langer (1980) . 

Research. 
Some research has been conducted to determine 

whether students ' organized prior knowledge as measured 

through the PReP is a predictor of their comprehension and 

recall . 

In a study of 36 high school students, Langer (1980) 

fo u nd a high correlation ( . 741) between recall and prior 

knowledge for a schizo ph renia passage, a lower correlation 

( . 440) for the parakeet passage, a nd a high correlation ( . 72) 

betwee n levels of prior knowledge and content word recall. 

Th e relatio n ship a mong the level of prior knowledge, 

recall measure a n d IQ meas ures of 19 students was examined 

Usi 1 . ng a partial corre atio n. 
For the schizophrenia passage, 

the correlation coefficient was .91; for the parakeet 

Passage, the val u e was . 4 1 . Since the range of IQ scores was 

sufficie n tly broad , La n ger and Nicolich (1981) concluded that 

Prior k nowledge predicts recall independent of IQ at least 

for normal and a bove average IQ students. 

Hare (1982) validated and exte nded Langer's (1980) 
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research. A class of 29 sixth-graders was asked to freely 

associate after thinking a bout three key words/phrases 

(planets ' axis, distance from the sun). 
The st ud e nt s ' were 

also asked to predict how much of a 3 -pag e article o n the 

planet they thought they would be able to recall after 

reading. The overall qualitative topical knowledge estimate 

for each st ud e nt was 1.57 (S.D.= . 46) on a 3- point scale . 

A qu a ntitati ve 

Percentage of 

Per ce nt age of interrater agreement was .90 . 

rating by two new raters was also obtained. 

The overall quantitative 
interrater agreement was .9 3 . 

estimate for each student was 2.61 (S.D.=1.26) . Results 

indicated that the quantitative prior knowledge meas ure was a 

significantly better predictor (p<.01) of the total number of 

idea units recalled than the qualitative prior knowledge 

measure. 
One hundred sixty-one sixth graders from a middl e class 

suburban school on Long Island, New York, participate d in 

Langer's (in press) study . The students were randomly 

assigned to treatment condition, which included one of· three 

activities : (l) the pReP and free association measures for 

the two passages, (2) a motivational activity, or (3) 
3 

di st ractor activity requiring free association to stimulu s 

words unrelated to either passage. 
The correlations were 

An in-depth analysis of 
. 75 

' .85, and . 86, 
respectively . 

stude nt s ' responses to superordinate i mpli cit questions or 

Subordinat e explicit question s was also carried out. The 
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PReP group did significantl y better than the no treat me nt 

group (p < . 001) on the textually implicit s ubordina t e a n d 

textually explicit superordinate questions . 

Although positive pr eliminary evidence of the 

relationship between prior knowledge and comp r ehension or 

recall has been found, further research is needed on the 

issues that Langer (in press) had raised. 
These co nc er ns 

include: (1) the relationship of the PReP to new concept 

awareness, (2) the effects of the PReP across various reading 

ability gro ups, and (3) the relationship of the PReP to 

various type-questions--i.e., text-implicit, text-explicit, 

and script-implicit questions (see Johnston , 1983, for 

explanation). 

Webbing 

Introduction . 
Like many other techniques of 

structuring information in graphic form (e . g., semantic 

mapping, structured overview, diagramming), webbing is a 

Practical instructional tool which assists students in 

' 

identifying, integrating, organizing, and ela bor ating their 

knowledge of a given topic before or after reading . However 

beneficial to some students (Eliot, 1970; 
webbing may be more 

Hanf, 1971) because 
, visua it provid es a perceptual model a · 1 

display of relationships whi c h can be especially difficult to 

explain to a class of students with varyi ng degrees of 

English proficiency and diff ere nt cult ur al background. 

effect of webbing, si milarl y to mapping, is that of: 

The 
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---perceptual com pr e hension rather than verbal . Inst ea d 

main 

of r ea ding the information, one sees it . 
The Gestalt 

seeing the whole and al l its related arts , yields a 

pow erful impact, im mediate co mpr ehensio n and easy 

retention . (Hanf, 1971, p.226) 

The basic model for constructi ng a web consists of a 

web strands, strand supports, 

' 

and 
idea or core question, 

st ra nd ties (see Diagram). 
A brief review of the background 

a nd research pertinent to the webbing technique u sed in the 

st udy follows . 

Several terms have been used to describe 
Background . 

Va . 1 rious graphic organizationa str uc t ur es. 
Pfeiffer (1983) 

document ed the similarities among the following structures : 

Kersh's flow-chart; Quillian's sema nti c network; Hanf's 

mapp i ng; Pearson and Johnson's semantic map; Barron a nd 

Sto ne ' s post organizers or arrays; Kraft's free form outline; 

Hu ck 's literature web; Buzan's brain pattern or non-linear 

t ec hniqu e ; Free dman a nd Reynolds' se man ti c webbing; and 

Lyman' s think-link. 
Armbruster and Anderson (1982) presented a rationale for 

th · . · ) eir idea-mapping (i-mapping 
tech nique which seems e qually 

' s u· ita bl e to webbing. 
Using a sche ma theoretical framework 

these theorists drew a n a nalogy b et ween constructing an i-map 

of a text a nd constructing a co h erent model of the mea ning of 

the text. For 

tool 

them, 
i-mapping is : 

---a 
that teachers a nd students ca n use to build a 

mod e l of text mea nin g , 
with the fi ni s hed i-map as a 
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--------

Strand 

Support 

(facts) 

*Adapted from the work of G. Freeman and E . G. Reynolds 

(1980). 

Visual representation analogous to the thought process 

that the stude nt s might be expected to have experienced 

if they read and interpreted the text . (p . 12) 

These same ideas were expressed by Hanf (1971) . She 

def · 
lned mapping as : " a graphic representation of the 

intellectual territory traveled or to be traveled Via 

reading" (p.225) . According t o Hanf' the v a lue of the 
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tech · n ique li es in its power to: 
maximize students' active 

participat· ion, 
afford immediate feedback, emphasize critical 

think· ing and transfer to other su bj ects. 

In discussing a graphic, non-linear organization 

st ructure, Buzan (1977) included the following advantages: 

l. The center or main idea is more clearly defined. 

2
- The relative importance of each idea is clearly 

More important ideas will be nearer the 
indicated. 

center and less important ideas will be nearer the 

edge. 

3. The links between the key concepts will be 

immediately recognizable because of their proximity 

and connection. 

4. As a result of the above, recall and review will be 

more effective and mor e rapid . 

5. The nature of the struct ur e allows for the easy 

addition of n ew information without messy scratching 

out or sq u eezing in, etc. 

6. Each pattern will look a nd be different from each 

other ' s pattern, 

7. In the mor e creative areas of note - taking, such as 

essay preparations, etc ., the open-ended nature of 

the pattern will enable the brain to make new 

( p. 89) 
connectio ns 

far mor e readily. 

The creative aspect of webbing or think-link models for 
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reading and writing has been recognized by educators 
in 

rece nt years. 
Lyman and Bruner (1977) stated that : 

"the 

versatility, and uniquen ess o t e esigns enco urag e clarity, f h d 

to organize an co ica e eir Children (students) · d mmun· t th · 

i n g often with a minimum of eit her ve r bal or written think· 

expression" (p . 2) . 

Research. Despite the utility of webbing claimed by 

ors (Freedman & Reynolds, 1980; yman Bruner, 1977), educat L & 

and d es pit e the contention which ca n be made regarding its 

eoretical and philosophical foundation, little empirical t h 

l ence is available on the instructional value of webbing, ev·d 

especially as a means of facilitating or augmenting 

comp r e hension (Spring 1984 computerized ERIC search). 

Webb. ing is similar to several other organizational 

Str uctures, selected research studies on these other 

Since 

Str uctures are hereby disc u ssed. 

Pfeiffer (1983) compared the effect of training using 

two Personal comprehension strategies (the personal outlining 

st rat T ) egy--POS--and the think-link strategy-- LS upon 

st udents' short-term and long-term retelling of idea units 

for an expository passage. She also investigated the effect 

of pr. ior knowledge about the passage upon the subjects' 

short f -term and long-term retelling o idea unit s . The 

the study were ourt -gra e average readers . Subjects for 63 £ h d 

ings indicated that the TLS group r ecalled more idea Find · 

Un · lts · 11' in t he long term rete ing, 
but no sig nif ica nt 
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diff e r e nce wa s found fo r the short-term retelling. 
The level 

r i or knowl e d g e did not significantly aff e ct either of p . 

short -t e rm or long-term retelling. 

Armbruster and Anderson (1980) investigated the effects 

of mapping for eighth grade students after twelve ho urs of 

i nstruction. 
The researchers found that the subjects who 

mapped the passages recalled a sig n ificantly greater number 

of idea units than did the control gro up s after a 24 - hour 

delay. It was suggested that the mapping strategy may be 

useful in processing text and facilitating recall. 

McKamey (1980) examined t h e use of the web type of 

ink-link with third gra d e s ubj ects . th · 
Specifically, she was 

interested in the effects of the TLS o n content or 

Paragraphs, seq u encing of eve nt s and long-term memory after 

lght training sessions . Results revealed no significant e· 

dif ferences between the ex peri me nt al and training groups. 

McKamey concluded that the u se of a n expository rather than a 

nar rative passage might have achieved different results. 

little e mpir ical basis for supporting the 
In sum mary, 

instructional value of webbing has been found in the 

expe . rimental 
literature in education. 

Yet, despite the 

inc 1 h ( o n clusive res ult s, severa researc ers Pfeiffer, 1983; 

Armbruster & Anderson, 1980; Hanf' 1971) have pointed out the 

ed u c · bb. d h ational potential of we ing an ot er similar 

orga . n izatio nal 
str uct ur es (e.g., 

mapping, structured 

overview s , arrays, se ma n tic webbing, node link networks). 
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Chapter Summary 

A c ar e ful review of the literature pertinent to this 

st
udy hi g hlighted the multi-dimensional nature of reading in 

a second language . Selected theoretical, philosophical, and 

empirical literature based on a schema theoretical framework 

was examined . The positive evidence reported to date was 

encouraging, yet results remained, for the most part, 

inconclusive. The proposed study was borne out of the n eed 

to examine the effects of prior knowledge training upon the 

reading comprehe n sio n of intermediate and advanced high 

School ESOL students (N=l52) . Chapter three presents the 

method selected for this investigation . 



CHAPTER III 

METHOD 

or 
This study investigated the effects of induced schemata 

organized 

intermediate or advanced high school ESOL st udent s . The prior knowledge on the reading comprehension of 

following section includes a discussion of the ; 

design, target population , 

research 

materials, experime ntal method 

data collection procedures , post-testing and scoring 

Procedures, research hypotheses, a nd data a nalysis method. 

Research Design 

The design of this investigation is a Post - test only 

Control-Grou p Design, blocked on two levels of En glish 

lang uage proficiency: 

Language 

Proficie n cy 

Intermediate 

Adva n ced 

Condition 

Trai n i ng Control 

The levels of English language proficiency were 

determined according to the placement procedures e mploy e d by 

the Participating county ' s ESO L office . 

i nstr uments use d for plac e me nt of students according to 
Assessment 

Eng 1· lsh la n ouao e 
0 0 

pro ficie nc y are discussed below, in the 

l 04 

' 
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desc rip t i o n o f t h e s ampl e . 

Target Pop ul ation 

The sample for this st udy comprised 152 ESOL students 

who 
were attending two public high schools located in 

Teachers enco urag ed stude n ts to attend 
suburban Marylan d. 

school for the e n tire training period. 
Participation for a l l 

six sessio n s allowed the stu dents to be part of a drawing 

which took place at the completion of the experime nt . The 

investigator purchased three yearbooks a nd six cassette tapes 

One hundred sixty-six 
to be used as prizes for the drawing. 

subjects were selected, 83 subjects were r a ndomly assigned to 

Beca use of 
each of two (traini ng or control) conditions . 

absenteeism during the training sessions or mi ssing parent 

consent letters , 14 s ubjects were e liminat ed from the initial 

Pool of students . 

The two schools were selected on the basi s of: 

geographic proximity to one another ; density of ESOL 

population; relatively long history of ESOL instruction in 

close 

the sc hools, and similaritY of training amo ng participating 

teachers . 
The sa mple encompassed the schools' population of 

in ter medi ate ESO L level and advanced ESOL or transitional 

English level . 
Assessment instruments e mpl oyed by the 

Participating county's ESOL office included the following : 

(1) a sta nd a rdi ze d grammar test, namely the Structur e Test of 

th e English Language (STEL); 
(2) a se n tence completion task ' 
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i . e ., the Revised Thumb Nail Test, and (3) a n oral - a ur al 

test--the Dade Co unty Test . 
All three instruments offer 

global esti mat es of English language proficiency. An 

add· itional placement criterion u sed by the co un ty was a brief 

ora l interview which was conducted by i nd ividual ESOL 

teachers depending upon the time they had available . 

ginning ESOL students were excl ud ed due to a decision to Be · 

eliminate s ubjects who lacked the basic English proficiency 

assumed by this researcher to be a prerequisite for reading 

instruct · ion. 
The socio - economic levels of the ESOL stu d e nt s were 

esti mated by the teachers to range fro m lower class to middl e 

class 
In t h e first school 100% of the students participated 

i n t h e Federal lu n c h program: 
93% of the stude n ts were 

I n the 
e1· igible for free lunch a nd 7% for red u ced l un c h . 

second sc hool , 81% parti cipated in the free lunch progra m 

Observations a nd st ud e n t interview 
wh ·1 i e 19% did not. 
co mm e nt s led the investigator to believe that the majority of 

the st ud e nt s i n the first sc hool belonged to a n ext remel y 

low-income bracket whereas st ud e nt s i n th e other school 

a pp eared to ha ve a mor e mob ile soc i al status . 

The su bj ects i ncl ud ed the langu age and cultural 

heterogeneity typically enco unt ered i n the Washington 

Metropolitan Area schoo l s at the time this study was 

Und ert k a en. 
Parents of participating students were asked to 

co mpl ete a perso nal data form , whi c h provid e d a profile of 
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as shown in Table 2 . 

Ta ble 2 

Background Information on Ss 

Gathered on the Personal Data Form 

Variables 

Language Backgro und: 

Spanish 

Indonesian 

Korean 
French 

Vietnamese 

I ndian 

African varieties 

Chinese 

Portug u ese 

Turkish 
Ara bic 
Farsi 

Languag e Proficiency: 

I n ter mediate 

Adva n ced 

Sex : 
Male 
Fe male 

Age:,:. 

Mean 
Range 

S t ud e nt Stat u s : 

Foreign Stu d e nt 

Immigrant 

Refugee 

U.S. citize n 

Naturalized citize n 

Traini n g Control 

27 
19 

7 
7 
6 
4 
4 
3 
3 
1 
1 
0 

43 
39 

42 
40 

17.064 

14.09-22.02 

7 
49 
22 

3 
l 

23 
15 

9 
3 
6 
4 
5 
2 
1 
l 
0 
1 

34 
36 

36 
34 

16 . 757 
1 3 . 04- 2 1 . 11 

6 
43 
20 

0 
l 
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Length of Residence in 

the United States : 

Less than 6 months 

6 months to 1 year 

More than 1 year 

More than 2 years 

More than 5 years 

Study of English in 

the United States : 

Less than 1 year 

More than 1 year 

More than 2 years 

Study of English Abroad: 

None 

Less than 1 year 

More than 1 year 

More than 2 years 

Enrollme nt i n the School : 

Less than 6 months 

6 months to 1 year 

More than 1 year 

More than 2 years 

Education Abroad : 

Less than 2 years 

More than 2 years 

More than 3 years 

More tha n 5 years 

More than 7 years 

More than 9 years 

N==l 52 

3 
10 
27 
41 

l 

16 
35 
31 

25 
27 
11 
19 

13 
28 
31 
10 

16 
8 
2 

25 
11 
20 

5 
2 

19 
44 

0 

7 
30 
33 

25 
28 

7 
10 

17 
18 
28 

7 

9 
5 
2 

17 
19 
23 

*Values for the variable age are re port ed in years 

a nd months wh e r e the digits to the right of the 

decimal po~nt are the mo nth s . 

Fifty-two percent of the s ub jects in the training 

Cond. 1 tion had passed the Maryland Functional Reading Test 

l 08 
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The MFRT is a criterio n-r efe r e nced test 
containing 

(MFRT). 

approximately 60 items and 438 po ints . It mu st be not ed that 

the number of items and passing criteria vary each year . In 

198 3-84, the passing criterio n consisted of 60% correct 

responses, that is , abo ut 37 correct responses and 340 

Subjects receiving treatment had a me a n total 
Points . 

Percentile rank of 52 . 9 (S.D .= 24 . 9, range=l0% to 97%) on the 

ing compre hen sio n subtest of the Secondary Level English 
react · 

Prof · - iciency Test ( SLEP) . 
Forty - nine percent of th e subjects 

Control group 

subjects h ad 

in the contro l condition had pa sse d the MFRT . 

a mean 
total percentile rank of 53 . 1 (S.D .= 20.9, 

range=10 % to 92%)on the SLEP...!.. 

Oral proficiency ratings were obtained for the 79 

subjects attending the second school . 
S ub jects in the 

advanced (3), 
tra · d ining condition were classifie as 

intermediate (29), and novice (10) according to the oral 

Prof · · h A . C iciency score developed by t e merican ouncil on the 

Teaching of Foreign Languages (ACTFL) and the Educational 

Subjects in the co ntrol condition 
Te st ing Serv ice (ETS). 

intermediate (23), and 
Wer as advanced (1), 

e classified 
novice (13) on the ~CTFL/ETS oral profic iency scale. 

Experi me ntal Materials 

Materials consisted of six reading passages selected 

from the World Book Encyclopedia (1983), the Britannica 

~ior Encyclopedi~ (1981), and the New Sta nd ard Encyclopedia 

(1982), WH-comprehension qu estio ns (e.g., why, when) 
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developed for eac h passage by the investigator , and a 

modified cloze exercise (maze) on passage number six was also 

developed by the researcher . In maki n g the selection of the 

training and testing texts , t h e investigator was guided by 

three ESOL teachers' estimatio n of high school ESOL students' 

prior knowledge of the selected topics . 
The ass u mption was 

mad e by these teachers and the researcher that students would 

have a wide range of prior knowledge of the trai n i ng topics 

but only minimal background knowledge of the testing topic . 

Passages were selected by u sing the following criteria : (1) 

the topics; (2) the languag e content and form ; a nd (3) the 

readability levels. 

The Topics 

The selection of topics for this st u dy was a n o u tgrowth 

of the investigator ' s theoretical and methodologi cal concerns 

combined with her recognition of the role that American 

historical and symbolic schemata may assu me for ESOL students 

during their acculturation in the American society . The 

researcher intended the reading eve nt (a part) to be 

interrelat e d to and interdep en d e nt on the socio

psycholinguistic context (the whole) in which i t was 

occurring . 
Reading of these topics was thus viewed as an aid 

to the stude n ts' " ... maturity and acc ultur ation " (Le Fevre , 

196 8 , p. 293) that would faci litat e their "meaning f ul 

learning" (Ausubel, 1968, p.107). 
The se l ecte d mat e rial was 

s upportiv e of the Maryland Functional Rea ding Test and 
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reinforced the 1982 ES0L civics curric ulum guide currently in 

use in the participating cou nty. 

The following co nsider ations were made : use of 

potentially relevant ma terial (Ausubel, 1968); adhere n ce to 

ecological validity (Baumann, 1982); minimizing c h a n ges to 

regularly sc h eduled instruction; and organizing facts to 

improve comprehension and learning (Bruner, 196 5) . 

Language Content and Form 

Care was taken to ensure that the six selected passages 

had approximately the same structure: expos itory texts from 

three co mmonly used e ncyclopedias were selected in concert 

With Ausubel ' s (1963) orientation. His s ugg estio n was that 

only expository material be us ed in cognitive st udies because 

of the lack of attitudinal influences, inherent in other 

types of writing, which might distort perceptions . Goelman 

(1980) reiterated that expository texts "pr ovide the reader 

With a clear, explicit and precis e prese n tatio n of ideas or 

facts" ( 55) p. . In the passag es u sed in this st udy, ex pli cit 

topic sentences and concept load are si milar in all six 

Passages. 

words. 

The length of the passages ranges from 285 to 300 

Not all aspects of the published passages were s ui ta bl e 

for this study . The investigator deemed it necessary to 

modify the content of three passages by combining the 

informatio n contai n ed in two encyclopedias and adjusting text 

length by deleting i n three passages and augmenting the other 
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thr ee . 
A minimal number of vocabulary words was slightly 

modifi e d in fo u r passages to reduce potential ambiguiti e s; 

however, the material was kept as similar to the published 

text as was possible . 
In making a decision a bo u t the 

appropriaten e ss of t h e la n g uage co nt ai ne d in the passages , 

th e investigator reviewed various texts. 
Those which were 

written in la n g u age adequate for younger children , i . e ., 

simple words and sentences which require relatively little 

background informatio n, did not seem satisfactory to t h e 

researcher. 
The latter s har ed Stei n a nd Glen n' s (1978) 

co n cern with the us e of s maller uni ts : 

While knowledge co ncer nin g the cognitive structures 

which regulate s in gle word a nd se n tence processing are 

critical for a mor e co mpl ete und ersta nd i n g of story 

co mpr e hen sio n, this type of information is not 

s ufficie nt to describe the r esults found in studying 

stories . 
The cog nit ive str uct u res or schemata may be 

quite i nd epe nd e n t of t he str uctures used during single 

se n te nc es pro cessing . ( p. 33) 

ive ESOL teachers rated the selected material as follow s : 
F · 

1. a pproximately similar i n ease of co mp reh e nsibilit y ; 

2. appro pr iate in lang uage content and form for the 

grade level of the s ub jects ; 

3 . pote nti a ll y me a nin gf ul to th e student s ' e xperien ce ; 

a nd 

4. relevant to the ESOL curriculum in use in the 



participating county at the ti me t h e st udy was 

undertaken. 

Readability Levels 
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The investigator sought to identify the ap pr oximate 

readability of the passages using the following criteria : 

1. Five ESOL teachers judged the texts considerate to 

the sample of this study . 

2 . The publishers of the unmodified texts stated that 

the readability levelsof each encyclopedia was : 

appropriate for elementary school students 

(Encyclopedia Britannica, Inc . , 1981) ; geared to the 

proper age groups according to vocabulary and 

conceptual conten t (World Book , Inc., 1983); and 

comprehensibility of material to children as young as 

nine (Standard Educational Corporation , 1982). 

3 . The readability level, determined through the Fry 

Readability Formula (1968), averaged 9 . 8 . This was 

1.0 to 1.5 grade level below the grade levels of the 

subjects . The quantity of polysyllabic words that 

were repeated in the passage and numbers probably 

raised the computed readability level . 

4. The appropriateness of the texts was further exa mined 

by piloting the material with ESOL stude nts similar 

to the sa mpl e of the study . 

.t!.,ultiple-Choice Questions 

Ten WH-comprehension questions followed each passage . 
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Questions were all multipl e - c hoic e format with four 

alter natives provid e d for each item . Multiple-choice items 

we r e constr ucted because of their high reliability a nd 

objective sco ring (Gronlund, 1968) . This format was 

co nsid ere d by the investigator to be the mo s t appropriate for 

the purposes of this study. Firstly, it would allow the 

examinee to undergo a process of selection and e limination of 

cues similar to a reader's reduction of uncertainty (Smith, 

1973) . Secondly, it should provide ESOL students pra ct ice in 

test-taking strategies useful for most commonly used 

s tandardized reading tests, e . g . , Maryland Functional Reading 

Test. 

After designing the multiple-choice items , the 

investigator sought the assistance of two graduate s tudents, 

one in reading and one in American histor y , and a prof essor 

in foreign language education, to assess the cla rity and 

appropriateness of the questions . Suggestions made by these 

assistants prompted the researcher to eliminate one question, 

revise six of the answers, and slightly modify so me of the 

wording. A set of six passage s a nd co rr es pondin g questions 

was submitted to five ESOL teachers . These independent 

raters evaluated the questions for appropriateness of t ex t 

for the subjects and identified text-implicit, text-ex pl icit , 

script-implicit, and passage-indep e nd e nt questions (Pearson & 

Johnston, 198 2) . Following Johnston's (1983) suggestio n, 

Pas sage -indep e nd e nt questions were deliberately i n cl ud ed to 
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enable the researcher to " explicitly tap the requisite 

background knowledge" (p .4 5) . All five raters agreed on the 

appropriateness of text for s ubjects and identification of 

text-explicit and passage-independent questions. An 

agreement of . 92 was reached o n the text-implicit and 

script-implicit questions. Th e analysis of the reasons given 

by the raters for their responses indicated that the .08 

difference was due to eac h rater's interpretatio n of Pearson 

and Johnston's (1982) definitions rathe r than an act u al 

disagreement a mong rat ers . The investigator proceeded to 

prepare the materials. Passages wer e typed double-spaced. 

No identification of source or grade level ap p eared on the 

text. Questions were typed in the same format a nd followed 

each passage on a separate page. The pa ssages a nd questions 

ma y b e found in Appendix F. Training scripts were developed 

for this study (see Appendices D an d E). 

Modified Cloze Procedure (Ma ze) 

In addition to the multiple- choice questions , the 

investigator d evised a 3 4-it e m modifi ed cloze procedure as 

another measur e of comprehension. Several researchers have 

recomm e nded the ma ze pr oce dur e for its ease of administration 

and objective scoring (Guthrie, Seifert , Burnham, & Capla n, 

1974). The investigator selected this format because it 

capitalizes on recognition skills, which are necessary for 

reading, rather than the productive skills required in the 

cloze procedure. However, the maze can yield the sa me type 
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clues used by the reader to co mp re h e nd a text . 
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In constructing the maze qu estio n s , t h e i nv estigator 

left the first a nd last se nt e n ce intact and replaced every 

seventh word with a ma ze multipl e-c hoice ite m. The ite ms 

included the followi ng options: (1) the cor r ect word, (2) a 

syn t actically incorrect word, ( 3) a syntactically co rr ect bu t 

semantically i n cor rect word, a nd (4) a se ma n tically co rr ect 

but syntactically incorrect word (see Appendix G) . 

Pilot Stu di es 

Two pilot st udies were co ndu cte d to determine the 

optimal method and content to use in the act ual st udy. The 

inv es tig ato r' s intent was primaril y to o b tai n a glo bal 

esti mate of the subjects' interest, prior knowledge a bout the 

to pi cs , a nd language profici e nc y . The s pecific o bj ectives 

we r e to refine the languag e co nt e nt and form a nd verify the 

feasibility of the procedures. 

First Pilot . Th e six pa ssages fro m Th e World Book 

~ncyclopedia , t h e Britannica J unio r En c yclo pedia, a nd t h e New 

_§_tandard Encyclopedia wer e first mod ified slig h tly as 

discussed ea rl ie r in the sectio n on pa ssage la n g uage co n te n t 

a nd fo rm . Seco n dly, they we r e pil oted with 15 subjects who 

had a pproximat e l y the same range of la n g uage proficiency as 

t h e sa mpl e of t h e st ud y . The su b jects were about 10-12 years 

olde r t ha n the sa mpl e a nd were enrolled in a n Adult ESOL 

Progra m rather t h a n a high school . No co n trol group could be 
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included at this ti me . 
T h e reality of the sit u atio n did 

n ot p ermit a closer approximat ion to the r esearch 

conditions of t h e act u a l ex p e rim e nt. 

Prior to reading the passage , subject s we re i n str u cte d 

b y their regular ESOL teacher to respond to qu es tions using 

a 1-5 (low-high) Likert-type scale. The qu es ti o n s were the 

following: 

How much do yo u know about this t o p ic? 

How well do you know thi s topic or i n for matio n ? 

How interested are you in thi s topic? 

Upon co mpl etio n of this metacognitiv e task - - i . e ., 

assessment of their knowledg e pr ior to teachi n g and 

predicti o n of their probabl e ge n eral s uc cess after reading, 

subjects we re asked to read the passage a nd t a k e a mu ltiple 

choice test . 
A debri efi ng questionnaire was attac h ed to 

the test to further prob e the students' co mpr ehe n sio n 

process . 
Questions wer e raised abo ut t h e language level of 

the p assage , specifically the vo ca bulary a nd g r a mmar used, 

and the passage length. 

Additional com ments and s u ggestio n s were e n co ur aged . 

The training script was piloted for clarity of lan g u age at 

this time . All pilot r es ul ts were examined b y t h e 

investigator . Low ba ckgro und knowledge of the topic was 

indicated by the s ubj ects . Relatively mor e knowledge was 

indicated by the lower ora l English-proficient 
stude nt s . 

Ge n era ll y , the s ubj ects were inter este d but bor e d by the 

amount of details, es pecially the number s . The perce n tage 
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of correct responses on the multiple - choice test ranged 

from 33 to 88. The initial pilot study indicated the 

feasibility of the study a n d suggested f u rther refinement 

of the questions. 

Second Pilot. The training method was subjected to a 

four-day procedural pilot with 14 high school ESOL students 

who were similar to the population of the actual study . 

The percentage of correct responses on the multiple-choice 

test ranged from 55 to 82, the mean total was 51 . 2 

(S .D.= 7 . 88). Some mul tiple-choice questions and responses 

were furt h er refined based on student suggestions . The 

second pilot study confirmed the feasibility of the study 

and provided data to support the use of the topics . The 

Procedures appeared clear and the stude nt s de mo n strated a 

positive response to the training method . 

Experimental Method 

This section presents a detailed description of the 

sequence of ste p s e mploy ed in the study . It i n cludes the 

Preliminary, training, and control group procedures. 

freliminary Procedures 

Prior to be gin nin g the experime nt, the investigator 

submitted a copy of the proposal for this study to a public 

school system ' s Eval uati on and Research Office . Upon 

receiving approval, she proceeded to gain the approval of 

the ESOL Program Supervisor and Principals of two high 

sc h ools representative of this area . The researcher met with the 

ESO L teacher in each school to disauss the research proposal 
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and to make necessary arrangements . Parental co nsent and 

demographic information was subsequently secured for each 

participant. 

The experimenter met with the two ESOL teachers who 

participated in the instruction individually for three 

separate sessions to permit clarification a n d explanation of 

instructional principles and procedures . At this time these 

teachers were given a description of the study, a schedule of 

times and dates for the investigation , scripts, and materials 

to be used in the st u dy . 

Traini n g Procedures 

The investigator devised a training methodology which 

would facilitate students ' com p rehensio n and assist them in 

" selecting schemata a n d variable bindi n gs that will account 

for the material to be co mprehended, and the verifying that 

t hose sche mata do indeed acco unt for it" (Ru melhart & Ortony, 

1977 , p . 111) . This methodological decision assumed that 

training would allow the progressive refinement of a reader ' s 

text scenario or model embodied in Tierney and Pearson ' s 

(1981) definition of readi n g comprehension . The training 

procedures the investigator developed for this study 

presumably supported these schema theorists ' not io n that 

" comprehension involves the activation, focusing, 

maintaining, and refinin g of ideas toward developing 

interpretations (models) that are plausible , interconnected 

and co mpl ete " (p . 6) . 
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In consideration of the varied background of ESOL 

s tudents, training sessions were give n at two different 

sites to maximize generalizability of fi nd ings . Su bj ects i n 

each training gro up met with t h is investigator for half of 

the training sessio n s , a nd o n e of t h e ESOL teachers for the 

other half of the sessio ns. The alternating instr u ctor 

roles design is sho wn in Table 3 . 

Table 3 

Alter n ati n g Instructor Roles Design 

Period Investigator ESOL Teacher 

Day X T C 

1 y C T 

Day X C T 

2 y T C 

Day X T C 

3 y C T 

Day X C T 

4 y T C 

Day X T C 

5 y C T 

Day X C T 

6 y T C 

Period 
X = 3 in sc hool No . 1 T Training group 

2 in sc ho o1 No. 2 

y 4 in sc hool No. 1 C Control group 

6 in school No. 2 

Training occ urr ed in the tra nsitio nal En glish classroom 

i n o n e school , and in the ESOL classroom in the other 
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sc hool. Trai nin g scri pt s wer e used to e nsur e uniformit y of 

instruction (See Appendix D). Prior to th e first 

intervention session the subjects wer e give n numbers and then 

randomly assigned to either treatment or non-tr eat me nt 

condition. The £SOL/English transitional teachers were give n 

lists of the subjects for each group. 

The entire intervention was conducted for five 

fifty-minute class periods . Two alternate training sessio n s 

followed a predominantly inductive orientation with strict 

adherence to the Pre Reading Plan (PReP) and webbing 

procedures. 
The entire training classes developed and 

expanded the web or graphic organizer . Practice sessions 

followed the first and third training days. These practice 

sessions were deductive in nature. 
The steps that were used 

in the PReP and webbing exercises we r e explained a n d the 

class practiced the PReP and did webbing in small groups of 

two or three students . The investigator or the ESOL t eac her 

assisted the students and gave them feedback . 
Th e students 

read the passage and then responded to Wh- multipl e-choice 

comprehension questions . A bri ef discussion was held on how 

students selected their responses . The final training 

session (Day 5) provided the subjects a n opportunity to 

review the rules and steps of the PReP a nd we bbing exercises 

and practice as a whole class . With the exceptio n of a 

transfer check, all the other guidelines s u ggeste d in the 

literature (Pearson, 1982; Brown, Ca mpi o n e & Day, 1981; 
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Meichenbaum & Asarnow, 1979; Kuhn, 1974) were incorporated 

in the training procedures. For a discussion of the 

guidelines, see the training studies section of the review 

of the literature (Chapter II). 

presented graphically in Table 4. 

The training module is 

Day 

1 

Day 

2 

Table 4 

Training Module 

Day 

3 

Day 

4 

Day 

5 

Day 

- - ------------------------------- - -----------

T EPF T EPF T Testing 

T = Training 

E = Explanation of PReP and webbing steps 

P = Practice in small groups 

F Feedback 

Pre Reading Plan. The PReP is a 3-step 

assessment/instructional procedure (see Appendix B) which 

emphasizes pre-reading awareness, elaboration, and 

anticipation of language and concepts in the text (Lang e r, 

1981). In a study of 36 high school students, Langer 

(1980) found a .72 correlation between levels of prior 

knowledge and content word recall across two passages, one 

on schizophrenia and the other on parakeets. Th e value of 

the paradigm lies in its application " ... to classroom 

Practice as well as to educational theory and research" 

(Langer, 1984, p.28). 

Webbing . Sometimes called think links, this technique 

can be traced to the staff development efforts of the Howard 
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County/U n iversity of Maryland Teacher Education Centers . It 

ca n be defined as a linki n g medium between someone ' s prior 

knowledge a nd t h e orderly expressio n of that knowledge. 

"magic motivator" e n a bl es st ud e n ts to organize their 

thoughts . It is c ur rently b ei n g field tested i n Howard 

This 

Co un ty, but mu ch e mp irica l data is n eeded (e . g. , F . Lyman, 

personal communication, January 1984) . 

Co nt rol Group Procedures 

S ubj ects in the non-tr eat me nt gro up were instr u cted i n 

reading b y the i nv estigato r for half of the sessio n s and the 

ES0 L teac her for the other half of the sessio n s (see Ta bl e 

3 ) . Each sessio n l as t e d 50 minut es . A scri p t was provided 

to insure cl a rity of directions a nd uniformity in 

instruction (see Appendix E) . 

Reading instruction fo r the co ntr ol gro up was based o n 

the SQ3R (Survey--Question--Read--Recite--Review), a method 

d e v e l o p e d by Francis Robinson ( 1961 ) a nd reco mmen d ed in 

r ea ding texts (Ch ee k & Cheek, 19 83 ; Stoodt, 1981 ; Zi n tz , 

1980) as a useful a nd effec t i v e st ud y skill method . In fact , 

Cheek and Cheek (1983) d escri b e d SQ3R as " t h e oldest a nd mo st 

co mm o nl y u se d st ud y strategy " (p . 177) . Followi n g their 

recommendations, th e investigator a nd the ES0L teacher 

devoted five c l ass periods to ex p lai n t h e procedure, to 

di st ribut e co pi es of the met h od for stude n t refere n ce, to 

demonstrate the met h o d, a nd to allow practice with SQ3R . 

The passages a nd co mpr e h ensio n questio n s were the sa me 
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as th e ones us e d with the treatment group . By the conclusiun 

of t he first session , the students were able to read the 

passage, follow the ste p s of the SQ3R method, and complete the 

multiple-choice items . A brief discussion of how students 

selected their responses was held to assist them with 

test-taking skills . A brief review began each session , 

stude nt s worked independe nt ly , a nd feedback was provided either 

independently or as a group. The instructional methods for the 

treatment a nd non-tr eat ment co ndition s are s umm arized in Table 

5 • 

Table 5 

Comparison of Instructional Methods 

Experi mental Group 

Treatment Condition 

Control Gro up 

No n-Tr eatment Condition 

-----------------------------------------------------

Whole Group 
(T) 

1 . PReP 

Small Groups 
(EPF) 

1 . Explanation 

of PReP & 
webbing 
steps 

Whole Group 

~ 
1 . Surv ey 

------------------------------------------------------

2. Topic 
Discussion 

2 . Topic 
Discussion 

2 . Qu estions 

----------------------------------------------------

3 . Webbing 3 . Practice 
of PReP & 
webbing; 
feedback 

3. Read 

----------------------------------------------------

4. Readi n g 4. Reading 4. Recite / Review 

---------------------------------------------------

5 . Multiple
Choice 
(MC) 
Task 

5 . Multiple
Choice 
(MC) 
Task 

5 . Multiple
Choice 
(MC) 
Task 

-----------------------------------------------------

6 . MC dis
cussion 

6 . MC dis
cussion 

6 . MC dis
cussion 
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Data Collection 

The day followi ng the last training session , all 

subjects (N=l52) were tested using expository passage numb er 

six (see Appendix G) . Approximately half of the subjects 

were tested by the investigator a nd the other half by the 

ESOL teacher. Ecological validity was considered by: (1) 

having s ubjects read rather than listen to texts ; (2) using 

texts with appropriate readability; and (3) using texts 

selected from existi ng curricular materi als and texts judged 

a ppropriate by teachers (Baumann, 1982, p .1 73) . 

were tested by treatment group. 

S ubjects 

Prior to data collection the investigator prepared a 

testing packet containing three sets of materials to be 

co mpleted by students in three steps. First, students 

received two sheets, whi c h they co mpl eted seq u e ntiall y . The 

first of the two sheets (the pr edic tion task s h eet) asked 

each student to make pr edictio ns on a 5-poi nt scale (all, 

most, some, a little, or none of it) on the followi n g three 

issues : 

1. How much did s/he know about this topic (i.e ., Mount 

Rushmore National Memorial); 

2. How well did s/he know the topic; and 

3 . How interested was s/he in the topic . 
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The s econd sheet (the PReP sheet) in the first set 

directed students to write down everything which came to mind 

as they thought about the picture of Mount Rushmore National 

Memorial, the topic of the passage they were about to read . 

Ideas listed on the second sheet were subseq u ently judged by 

raters to assess students' prior knowledge about this topic, 

following Langer (1980) and Hare (1982). 

Upon completion of the first two sheets , s tudents 

exchanged these sheets for the second set of materials . 

Students were requested to read the passage silently, to 

complete the confidence sheet (see App e ndix G) and the 

multiple-choice test . 
Since the investigation examined 

reading comprehension, students were permitted to keep their 

passages while taking the multiple - choice test . Prior to 

taking the test, students were also given a blank sheet of 

paper. Trai n ing subjects were asked to do a web while the 

control group was requested to use the SQ3R method . 

Finally, students exchanged these papers for the _third 

set which contained the passage with maze questions . 

Post-Testi n g Procedures 

In order to provide greater specifi c it y a nd ac cura cy , 

the investigator obtained measures of the subjects' oral 

English proficiency in one school and the reading 

comprehension level in both schools . 
The r ese ar c her h a d 

originally proposed to undertake these s teps prior to 

tr a ining. Adjustments had to made b eca u s e o f sc h e dulin g 
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Pr o bl e ms . 

Oral English Proficiency. To obtai n the measure of oral 

langu age proficiency, t h e investigator met with stude nt s i n 

school number two a nd interviewed the m i ndiv id ually for 15-20 

minut es . All the oral interviews followed the four phases 

suggested by ACTFL: war m-up, level c heck, probes, and 

Wind-up. Subjects of interest to the interviewees were 

identified in the warm-up phase; it was in these topics that 

the subjects were pushed to or beyond their level of 

performance, at which point the interview e n tered its wind-up 

phase. All interviews were recorded. The audiotaped 

conversations were s ubs e qu e ntl y rated by two i n depe nd ent 

raters using the ACTFL/ETS oral proficiency scale . The 

rating scale is based on techniques e ndor sed by t h e 

Interagency Language Roundtable (ILR) . Since 1981, grants 

fro m the Department of Ed uca tio n and the National Endowme n t 

for the Humanit ies have e na b led the American Cou n cil on the 

Teaching of Foreign Languages (ACTFL) a nd Educatio nal Testing 

Service (ETS) to modify the Foreig n Service Institute (FSI) 

scale by making it more a ppli ca bl e to academic settings 

(ACTFL Provisional Guidelines, 1982) . 

Reading Co mpr e h e n sio n Level . The subjects ' reading 

co mpr e h e n sio n level was estimated using the reading s ubt est 

of a sta ndardi zed test, the Seco nd ary Level Engli sh 

Proficiency (SLEP) test . The test was ad mini stered by the 

s ubJ·ects ' ESOL or Engli·sh tra · t· l 
. nsi iona teachers during a 
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regularly scheduled class period. Since this test had a 

multiple-choice format a nd the time req uir ed was reasonable 

(45 minutes), taking the SLEP test provided helpful practice 

for these students . ESOL students tend to lack the native 

English pupils' test-taking expertise . Th e SLEP is a higly 

reliable test that is widely used in the United States . 

Stanfield (1982) reported a . 96 reliability on the total test 

and .93 on the rea ding s ubt est . It must be noted that the 

oral section of this test was already used in the 

Participati n g county with s umm er school ESOL students. The 

researcher ass um ed that making these test scores available to 

the county would provide the ESOL Program Supervisor with 

information useful for future instructional planning and 

eval uatio n. 

Scoring Procedures 

Main Question. The dependent measures for the main 

question were obtained by scoring the 10 multiple - choice 

ite ms a nd 34 maze questions. 

two tests us i ng a n a n swer key. 

The i nv estigator corrected the 

Te n points were assigned for 

each correct multiple-choice item and one point for each 

correct maze co mp letio n . The percentage of correct responses 

on each of the instrume n ts was computed and used in the 

a nalyses . 

Related Question No . 1. Two independent rater s judged 

each s ubj ect ' s free associations about the pictur e of Mount 

Ru shmore Natio nal Memorial . The raters, two graduat e 
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forty-minutes by the investigator using classifications 

developed by Langer (1980) . A . f II h" k 
rating o muc nowledge 

required use of superordinate co n cepts , definitions, 
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analogies, or concept linking . A · f II 11 . 

rating o some required 

use of examples, attributes, or defining characteristics . A 

rating of " little " o n ly required use of associations, 

morphemes, sound-alikes, or firstha n d experiences . Ratings 

received scores of 3, 2, and 1 , respectively (see Appendix 

B) . Each score represented t h e qualitative domain-specific 

Prior knowledge estimate for each stude n t that was used in 

the a n alysis for t h e first related questio n. Inter rater 

agreement was . 80 . Cases of disagree me nt were easily 

resolved a n d 100% agree me n t was reached by the raters . 

Related Qu estio n No . 2 . The level of interest, quantity 

a n d quality of the s u bjects ' metacognitive knowledge before 

(predictio n rati n g) a n d after readi n g (confidence rating) 

were obtained u si n g two 3 - ite m surveys . The stude n t 

Self-appraisal s u rveys were . scored by the investigator since 

the possibility of unreliable scoring was reduced by the 

Likert - like scale (1-5) format of the questions. 

Oral Proficie n cy Data . Two other graduate students in 

the TESOL progra m i nd epende n tly rated the audiotaped 

i n terviews of the 79 students enrolled in the second school . 

The raters had been trained by the investigator for two 

one-hour sessions on the use of the ACTFL/ETS Oral 
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Proficiency Scale (see Appendix C) . I nt errater agreement was 

.7 1. The two raters discussed the cases of disagreement and 

reached 100% agreement . 

Reading Comprehension Standardized Score . The 

investigator scored the SLEP scores usi ng the ans wer key 

supplied by ETS . The raw scores were computed into 

percentile ranks followi n g the conversion table in the SLEP 

Manual (1981, pp.20-22). 

Research Hypotheses 

The hypotheses for the study were: 

1. There will be differences between the training and 

co ntr ol gro up favoring the training group among 

intermediate high school ESOL st ud e nt s ' reading 

compre he n sion on a IO -q uestion multiple-choice (MCCQ) 

performance measure . 

2. There will be differences between the training and 

co ntrol gro up favori ng the training gro up among 

intermediate hi g h school ESOL students ' reading 

comprehension on a 34 -i tem maze performance measure . 

3. There will be differences between the training and 

control gro ups favori ng the training group among 

adva n ced high ESO L st ud e nt s ' reading compr e hension on a 

IO-question multipl e-choice (MCCQ) performance measure . 

4 . There will be differences between the training and 

control groups favoring the training g roup a mon g 

adva n ced high school ESOL students ' r ea din g 
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comprehension on a 34 - ite m maze performance measure . 

5 . There will be a positive relatio nship between ESOL 

students ' reading co mpr ehension (i . e ., MCCQ and maze 

scores) a nd the quality of their domain-specific prior 

knowledge, as meas ur ed by performance on the PReP . 

6 . There will be a positive relationship betwee n ESOL 

st ud e nt s ' metacog nitive assessment of the quantity of 

work required by the reading task, the quality of that 

task, the level of interest and their reading 

co mprehension (MCCQ and maze scores) . 

Data Analysis Method 

Multivariate analyses of covariance were used to test the 

four major research hypotheses of this i n vestigation. Because 

of the unequal cell sizes, multivariate tests for t h e main 

effects were co n ducted twice, varying the order of the factors . 

Thr ee other variables (reading comprehension as meas ur ed on the 

SLEP; quantity of education in the U. S . and abroad; and variable 

age) assumed to moderate the treatment were therefore entered 

into the analysis as covariates . Initial tests for homogeneity 

of cova rian ce we re u se d to determine the appro pri ateness of 

mul tivariate a nal yses (MANCOVA). 

For the first related question, a Pearson Product Moment 

Co rr e l atio n was per for me d to determine the extent of the 

relationship between the levels of pri or knowledge and the 

l eve l s of reading comprehension as meas ur ed on the 

mul ti pl e - c h oice test a nd the ma ze exercise . 



132 

For the seco n d related question , the difference was 

co mputed betwee n the i ndex of predicted ge n eral success before 

rea d i n g (predictio n r ati n g) a n d the awareness of o n e ' s success 

( c o n fide n ce rati ng) af t er r eadi n g . A Pearso n Product Moment 

Co r re l atio n was s ub se qu e ntl y ca rr ie d out usi n g the differe nce 

be tw ee n t h e pr e d ictio n a nd co n fi d e n ce rat in gs a nd each of t he 

Cr i t e r io n meas ur es . Th e co rr e l a ti o n coeffic i e n t i n dica t ed the 

ex t e nt of t h e r e l atio n s hip b e t wee n t h e readi n g co mp re h e n s i o n 

Perform a n ce scor e s a nd the as pec ts o f metacog n itive k n o wledge 

d e ri v ed fo m t he a nal y si s o f th e pr e d ict i o n a n d co n fide nce 

rating s . 

Th e in te rvi e ws wer e a n a l yzed by t he i nvestigator in o r de r 

to identi fy g eneral patterns o f s o c i o ps yc h o lin gui stic factors 

th at mi g ht a f f e ct th e subj e cts' re a ding co mpr e h e nsio n. 

Chapt e r S umma ry 

This c hapter ha s des c rib e d: the r esea r ch d esig n; t he 

target population; the exp e rimen ta l ma t e r ials a n d met ho d ; the 

data colle c t i on, post-test i n g a nd s co r i n g proced ur es ; t h e 

r e sear c h h y potheses, and the met hod of d ata analysis . 
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FINDINGS 

This chapter presents the results from an experimental 

st u dy i n whi ch sc h e mata (orga ni zed prior knowledge) was the 

treatme nt variable during a five-day training period for 152 

randomly assigned hi gh schoo l ESOL stude n ts in a county just 

outside Wash ington, D.C . The results of the statistical 

a nalyses are presented accordi n g to the stated experimental 

hypotheses, a nd appropriate tables follow to illustrate the 

r esults . Discussion of these fi ndin gs is presented in 

Chapter V. 

Purpose of the Study 

The primary purpo se of this st ud y was to investigate the 

effects of inducement of sc h e mata , i . e ., domain-specific 

prior knowledge training, upon the reading co mpr ehe nsio n of 

152 intermediate and advanced hi gh sc ho ol ESOL stude n ts . The 

seco nd ary purpo se of this st ud y was to exa mine the 

relationship betw ee n : (1) ESOL st ud ents ' reading 

co mpr e h e n sio n and the quality of their domain-specifi c prior 

knowledge, a nd (2) ESOL st ud e nt s ' reading comprehension and 

their metacog n itive knowledge . 

Major Research Hypothes es 

I n a ddr essi n g t h e main question, the following four 

hyp otheses were tested i n thi s study : 

Hypothesi s 1: There will be differ e n ces betwee n the training 
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a n d co n tro l gro up s favori n g t h e training gro u p 

a mo n g i n te rm e d ia t e hig h sc h ool ESO L st ud e n ts ' 

rea d i n g co mpr e h e n s i o n o n a 1 0 -qu estio n 

mul ti p le - c h o i ce ( MCCQ) pe r for ma n ce meas u re . 

Hypot h esis 2 : Th e r e wil l b e dif fere n ces b e t wee n t h e trai n i n g 

a nd co ntrol g r o up s fa v o r i n g t h e trai n i n g gro up 

a mo n g int e rm e diate hi g h sc h oo l ESO L st u de n ts ' 

r ea d i ng co mpr e h e n sio n on a 34 - ite m maze 

p e r fo rm a n ce mea sur e . 

Hy p ot h es i s 3 : Th e r e will b e di ffe r e n ces b etwee n t h e trai n i n g 

a nd c ontrol g roup s f a v o r i n g t h e trai nin g g r o up 

a mon g a dv a n ce d hi g h sc h oo l ESOL st ud e n ts ' rea din g 

co mpr e h e nsi o n on a 1 0- qu es ti o n mu lti p le-c h ojce 

(MCC Q) perf o rm a n ce meas u re . 

Hy po t h e si s 4: Th e r e will b e di ffe r e n ces b e tw ee n t h e trai n i n g 

a nd c ontrol gro up s fa v o rin g th e trai nin g gro up 

among a d v an ce d h ig h sc h ool ESO L st ud e n ts ' rea d i n g 

compr e hen s ion on a 3 4- i t e m maze p e r for ma n ce 

me a s ur e . 

De sc riptiv e Analysis 

Mea n s a nd s t a nd a rd d ev i at i o n s a r e p rovi d ed fo r each of 

th e co v a ri ates (readin g co mp re h e n sio n score o n the SLEP ; 

e du catio n; age) a nd eac h of t h e de p e nd e n t variables 

( multipl e - c h o i ce it e ms a nd maze res p o n ses) in th e st u dy (se e 

T a bl es 6 a nd 7 , r es p ec t ive l y) . 



Table 6 

Means and Standard Deviations for 

Training and Control Groups on the Covariates 

Training Control Language Proficiency INT ADV INT ADV 
M SD M SD M SD M SD 

SLEP 46.558 (24 .789 ) 62.552 (22 .594) 50.061 (21. 919) 56.417 (19.091) 

Education 
Abroad. 8.151 (2.248) 7.346 (3.095) 7. 601 (2. 315) 6.87 5 (2.963) 

USA 1.82 6 (.8 53) 2.821 (1. 330) 2.074 (1. 001) 2. 778 ( • 866) 

Age 16. 894 (1. 62 9) 17 . 251 (2.011) 16.411 (1.594) 16.411 (1.591) 

NOTE. Standard deviations appear in parentheses. 

Total 
Mean 

53.745 
(22,982) 

7.520 
(2 .757) 

2.362 
( 1. 113) 

16.922 
(1.752) 

I--' 
w 
V, 



Language Proficiency 

Reading Comprehension 
Multiple-choic e 

Maze 

Table 7 

Sample Means and Standard Deviations for 

Training and Control Groups on the Criterion Variables 

Training Control 

INT ADV INT ADV 

M SD M SD M SD M SD 

53.023 (12 . 637) 57.436 (14 . 818) 51. 765 (15.661) 55.00 (13.416) 

50.558 (15.924) 62.923 (15,009) 53.759 (16,654) 56. 722 (16.459) 

NOTE. Standard deviations appear in parentheses. 

Total 
Mean 

54.342 
(14.127) 

55.605 
(16.414) 

I-' 
w 

°' 



Multivariate Analyses 

Prior to the analyses of covariance procedures, 

preliminary analyses were performed to test the assumptio n s 
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of the MANCOVA. The test of homogeneity of covaria n ce (SLEP 

score, education, and age) was found to be nonsignificant. 

The test of h o mogeneity of regression was also found 

nonsignificant (see Table 8) . 

Table 8 

Preliminary Tests of Homogeneity of Regression 

of All Covariates with Both Criterio n Variables 

Homog eneity of 

Regression 

F 

1.165 

(Wilks Lambda Cr iteria) 

df df (error) 

24 .00 258 . 00 . 275 

Si n ce t he analysis of covariate ass umpt ion of 

homo geneity of r egressio n was not statistically significant, 

the MANCOVA assumptions were met and t h e groups were 

considered homogeneous. 

Multivariate a nalyses for the interaction of criterion 

variables (language proficiency and treatment conditions) 

were co ndu cted . Results were as follows : 



Variables 

Table 9 

Interaction Effects by 

Blocking a n d Independent Variables 

(Wilks La mbda Criteria) 

F df df (error) p < 

Language Proficie n cy 

By 

Treatment Co n ditio n 
. 694 2 . 00 141.00 . 501 

As shown i n Table 9 , the MANC0VA res u lts were not 

statistically sig n ificant for interaction . This meant that 

the main effects for the treat me n t co nditio n and the 

languag e proficie n cy co u ld be i n terpreted directly . 

S ub se qu e n t a n a l yses of the mai n effects were perfor med 

for both variables (See Table 10) . 

Variables 

Language 

Proficie n cy 

Tr e at me n t 

Conditio n 

Ta b le 10 

Main Effects for La n g u age Proficiency 

and Treatme n t Condition 

(Wilks Lambda Criteria) 

F df df (error) 

1 . 747 2 . 00 141 . 00 . 1 73 

. 056 2 . 00 141.00 . 946 
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Results indicated that the training was n ot 

statistically sig nificant at either levels of proficiency. 

Minor Research Hypotheses 

Two other hypotheses were advanced in this study . 

Hypothesis 5 : There will be a positive relationship between 

ESOL students ' reading comprehension (i . e . , MCCQ 

and maze scores) and the quality of their 

domain-specific prior knowledge, as measured by 

performance on the PReP ratings . 

Hypothesis 6 : There will be a positive relationship between 

ESOL students ' metacognitive assessment of the 

quantity of work required by the reading task, 

the quality of that task , the level of interest 

and reading comprehension on the MCCQ and maze 

performance measures . 

Descriptive Analysis 

Means and standard deviations of the prior knowledge 

variable, addressed in hypothesis 5, are reported in Table 

1 1 . 
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Table 11 

Sam pl e Means an d Sta ndard Deviations for Training 

a nd Co ntrol Gro ups on the Prior Knowledge Variable 

Prior Knowledge 

Variable 

PReP 

Qu estio n No . l 

Qu estio n No . 3 

Total 

Training 
M SD 

1 . 549 

1 . 305 

1 . 4 2 7 

. 548 

.4 89 

. 370 

Control 

M SD 

1 . 500 

1 . 257 

1 . 379 

. 608 

. 472 

. 429 

For the mea ns and sta ndard deviations of the metacognitive 

knowledge variable addressed in hy pot hesis 6 , see Table 12 . 
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Table 12 

Mea n s and Standard Deviations for Training and 

Control Groups on t h e Metacog n itive Knowledge Variable 

Metacognitive Knowledge Traini n g Co nt rol 

Variable M SD M SD 

Prediction Rating 

Quantity 1 . 561 . 668 1 . 957 1 . 055 

Quality 1.585 . 860 1 . 900 1 . 194 

Interest 2 . 841 1 . 094 2 . 857 1 . 081 

Confide n ce Rati n g 

Qua n tity 3 . 561 . 944 3 . 543 1 . 099 

Quality' 3 . 244 1 . 072 3 . 329 1 . 224 

Interest 3 . 561 1 . 020 3 . 429 1 . 314 

Statistical Analyses 

As s hown i n Table 13, Pearso n Prod uct Mome n t Correlatio n 

coefficients were co mput ed in order to determine the extent of 

the relationship bet wee n the levels of prior knowledge and t he 

reading co mpr e he nsion o n the mul tiple choice a n d maze 

Performance measures . 



Table 13 

Product Moment Correlatio ns Bet ween 

Levels of Prior Knowledge and Reading Co mpr ehe n sion 

Criterio n 

Variables 

Reading Co mpr ehe n sion 

Multiple-choice 

Maze 

r 

. 0742 

. 1652 

PReP 

. 182 

. 021 

A p ositive a nd significant relationship was fo und between 

l evels of prior knowledg e and r ea din g co mp rehension on the 

34-item ma ze p e rformanc e me as ur e . 

The students' meta cog nitive knowledge i nd ex was o bt ai n ed 

by t aking the difference b etwee n the prediction (before 

re adi ng) and confidence (after reading) estimates . These 

rat ings co mprised three co mpon e nt s : (1) predicted quantit y of 

reading co mpreh e ns io n; (2) predicted quality of r eadi ng 

co mpr ehensio n; a nd (3) pr edicted level of interest . A Pearson 

Product Moment Correlation was performed between the 

metacog n itive knowledge ratings for each component and the 

reading co mpr e hen sio n on the multiple- c hoi ce a nd ma ze 

Performance measures (see Ta bl e 14). 
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Table 14 

Product Moment Correlations Between Metacognitive 

Knowledge Index and Reading Comprehension 

Criterion 

Variables 

Reading 

Comprehension 

Multiple-choice 

Maze 

Metacog n itive Index 

Quantity 

r .£ 

. 246 

. 114 

. 001 

. 082 

Quality 

r .£ 

. 285 

.285 

. 000,:

. 000°:-

Interest 
r 

-. 057 

. 070 

.£ 

. 243 

. 195 
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A positive and significant relationship was found between 

Students ' metacog n itive assessment of the q u a n tity of reading 

comprehension they would obtain a n d the reading comprehension 

multiple-choice perfor mance measure . 

A positive and significant relationship was also found 

betwee n students ' metacognitive assessment of the quality of 

reading co mprehension they wo u ld obtain and both dependent 

variables (reading comprehension measures) . 

The relationship between the reading co mpr ehe nsion 

Performance measures and students ' met acognitive assessment of 

their level of interest was not statistically significa nt . 

Additional Analyses 

The oral interviews of the subjects in the second school 

(N:79) were rated by two independent raters using the ACTFL/ETS 

oral profici e ncy scale . A qualitativ e analysis was performed 
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the investigator . 

Qral English Proficiency 

A group comparison was made between the oral English 

Proficiency rating of the 79 subjects and the general English 

language estimates obtained according to the placement criteria 

used by the participating county ' s ESOL office . 

information, see Table 15. 

For this 

Table 15 

Group Comparison Between Subjects ' 

General English Language Proficiency Levels 

and Oral English Proficiency Ratings 

English Language 

Co ndition General 
Proficiency 

Oral 

Int Adv Novice Int Adv 

Training 25 17 10 29 3 

Control 22 15 13 23 1 

.lli:!_alitative Analysis 

An analysis of the 79 interviews lasting 15-20 minutes each 

Was performed in the two-week post-testing sessions . Topics of 

interest to the interviewees that were discussed willingly by 

them included : home-related and school-related issues, advice 

and information about future career goals, cultural values, 

adjustment to the United States and d e aling with Americans . 

General patterns of sociopsycholinguistic factors identified 
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t hr oug h the i n te r vie ws a r e d isc u sse d i n Chapter V. 

Cha p ter S umm ary 

Descri p ti v e sta ti s t ics i n c lud i n g mea n s a nd sta nd ard 

d eviatio n s have bee n r e p o r ted . Mult ivariate a na l yses of 

c ov aria n ce u si ng t h e Wi l ks -L a mbd a s t at i st i cs were co ndu cte d to 

i n ves t igate t h e ef f ec t s of indu ce d sc h e mata o n t h e rea d i n g 

c omp re h e nsio n of 152 i n te rm e d ia t e a nd a d va n ce d hig h sc hool ESO L 

s tud e nt s . 

Pea r so n Produ c t Mom e nt Co r re l a t io n s were perfor me d bet wee n 

th e ES OL s tud e nt s ' c ompr e h e n s ion, as meas ur e d by t hei r 

Pe r fo rm a n ce on 1 0 mul t ipl e - c h o i ce qu e s t i o n s a nd 3 4 maze i t e ms , 

a nd : (1 ) th e ir PR e P r es pons es , and ( 2 ) t hei r me t acog n itive 

a ss e ss me n t o f q u a lity, qu a n t i t y of rea d i n g co mp re h e nsio n, a nd 

l e v e l of int e r e st . 

A qu a litativ e a nal ys i s of th e a ud iota pe d int e rvi e ws was 

Co ndu c t e d . Res ult s r e l a tin g t o eac h hy po t h esis we r e re porte d . 

Th ese f inding s a r e di sc uss e d in Cha pt e r V. 



CHAPTER V 

SUMMARY , CONC LU SIONS , AND IMPLICATIONS 

This sectio n includes a s umm ary of the study, 

co n clusio ns, limitations for i nt erpreting results of the 

st ud y, discussion of t he h ypotheses, and implications for 

theory, researc h, a nd instructional practic e . 

S umm ary 

Purpose 

This study was a n effort to determine wh et her high 

schoo l ESOL st ud e nt s who had intermediate or advanced 

Englis h-pr oficie n cy co uld be trained to organize a nd u se 

th ei r prior knowl e dg e in order to facilitate their 

co mpr e h e nsion wh e n reading . Additionally, the res earc her was 

interested in the relationship betwee n the subjects ' readi n g 

comprehension and l eve l of prio r knowledge, as well as 

read i ng co mpr e h e n sio n a nd metacog ni tive knowledge . 

Subj ects 

Su bj ects in this st ud y were 166 st udents wh o were 

atte nding t wo publi c hi g h sc hoo ls in a Maryland s uburb a n 

area . Th e gro up was heterogeneous i n terms of language and 

c ultu ral ba ckgro und. To be e ligible for the study, subjects 

ha d to: (1) meet the participating co unt y ' s criteria for 

i n ter me d iate or a dva n ced (tra n sitio nal) English proficiency ; 

(2) ret urn parent permi ssio n slips for participation i n the 

s tudy, a nd (3) at t e nd all six sessions of the st udy. On e 

hundr e d sixty - six s ub jects were selected; 83 s ub jects were 
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randomly assigned to a trainin g condition, the other 83 to a 

co ntrol co ndition. Because of absenteeism and mi ssi ng 

Parental consent letters, 14 subjects wer e excluded from the 

posttest sessio n (N=l52) . 

males and 74 females . 

Method 

Participants in the st udy were 78 

Subjects in the training group were instructed with the 

PReP procedure and the webbing technique u si n g a series of 

(approximately) 300-word expository passages . The PReP is an 

assessment/instructional procedur e (see Appendix B) which is 

designed to activate, organize, and elaborate the st udents ' 

domain-specific prior knowledge (Langer, 1980). Webbing is a 

graphic technique which aids students in organizing and 

integrating conceptual structures (schemata) a nd becoming 

cognizant of their relationships (Freeman & Reynolds, 1980) . 

Subjects in the control group were taught using a study 

skills strategy, SQ3R , considered to be very effective by 

many reaiing experts (Robinson, 1961 ; Cheek & Cheek, 1983). 

Training sessions were given at two different sites . 

Subjects in each group met with the investigator for half of 

the sessions and with an ESOL teacher for the other half. 

Training scripts were used to e n s ur e unif or mi ty of 

instruction . There wer e five training sessions , each lasting 

50 minutes . During each session, students used the PReP and 

webbing (training) or the SQ3R (control), read the same 

social st udies passage about an American monument or symbol, 
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took the sa me multiple-choice practice test, an d discussed 

reasons for selecti ng the i r responses . 

Feedback was provided to the groups every day . On 

alternating days, while students worked in s mall groups, they 

were given feed back almost on an individual basis . Students 

in both gro ups were e ncouraged to apply the newly learned 

technique to other subject areas and wer e give n examples of 

their usefuln ess in studying for a test or planning for a 

writing assignment. 

Testing 

The day following the last training session, all 

subjects (N=l52) were tested using the same expository 

passage and the same testing instrume nt s, i . e . , 10 

multiple-choice q u estions and 34 ma ze items . 
Students in the 

training group did the webbing whil e the co ntrol group 

subjects used the SQ3R method . Prior to testing , all 

students utilized the PReP procedur e and co mpl eted a 

prediction and confidence rating sheet . Subjects (N=79) in 

one school were interviewed . 

Analyses 

Multivariate analyses of covaria n ce (MANCOVA) were u se d 

to determine the training-control group differences in their 

comprehension on a 10-question multipl e - choice a nd a 34-item 

performance measures. The three covariates that wer e us e d in 

the MANCOVA were the standardized reading co mpr e hen sio n score 

obtained on the SLEP, the years of e ducation, a nd the age . 



149 

Pearso n Prod uct Mo me n t Cor r e latio n s were co mp u te d to 

evaluate : (1) t he exte n t of the relatio n s h i p betwee n the 

levels of p rior kn o wle dge an d t h e co mpre h e nsion perfor ma n ce 

o n t h e mult i p le - c h oice a nd maze qu estio n s ; a nd (2) t h e 

relatio n s h i p bet wee n t h e metacog n itive k n o wledge (i . e ., 

predictio n of q u a n tity a nd qu ali t y of work, a n d level of 

i n teres t ) a nd t h e rea d i n g co mp re h e n sio n meas ur es (MCCQ a n d 

maze scores) . 

Fi nding s 

Th e r es ults o f thi s st ud y ca n be s umm a r ize d as follo ws : 

1. Th e in ter me d ia t e En g l is h- proficie n t t rai n i n g gro up 

a nd th e c ontr o l g roup d i d no t di ffe r at the p < . 05 

l e v e l o f si gnific a n ce in r ea d i n g co mp re h e nsio n o n th e 

10-questi o n mult i pl e - c h oice a n d 34- item perfor ma n ce 

meas ur es . 

2 . Th e a dv a n ce d Engl i s h-p roficie n t t r ai n i n g gro up a nd 

c on t rol g r o up did n ot d iffe r at the ~ < . OS level of 

s i g ni fica n ce i n c omp re h e nsio n o n t h e 10 - questio n 

mu l t ipl e - c ho ice a nd 3 4-it e m maze perfor ma nce 

meas ur es . 

3 . Th e r e was a positive a nd sig n ifica n t (£< . 021) 

r elatio n s hip bet wee n ESO L st ude n ts ' r eadi ng 

c ompr e h e n s i o n o n t h e maze ite ms a n d the quality of 

t hei r d o mai n -s pecific p rior k nowledge, as measured by 

p e r for ma n ce o n t h e PReP rating . 

4 . Th e r e was no sig n ifica n t relationship between ESOL 



students ' reading co mp re h e nsio n on the multiple-choi ce 

test a n d the quality of their domain-specific prior 

knowledge , as measured o n the PReP rating (£< . 182) 

5 . There was a positive a nd sig ni fi c a nt relationship 

(p < . 001) between ESOL students ' reading comprehension 

on the mul tiple - c ho ice test a nd the metacognitiv e 

assess me n t of th e quantity of reading com p rehension 

t h at t h ey would obtain. 

6 . There was no signif i ca nt relationship between ESOL 

st ud e nts' reading co mpr e he nsio n on the maze exercise 

a nd their predicted quantity of reading co mp rehe nsion 

o n the metacog ni tive meas ur es (p < . 082) . 

7. There was a positive a nd significant relationship 

between ESOL students' reading co mpr ehe n sio n o n the 

multipl e-c hoi ce questions a nd the st ud e nt s ' predicted 

quality of reading co mpr ehe n sio n or metacognitive 

knowledge (p < . 000). 

8 . There was a po sitive a nd sig n ificant relatio nship 

between ESOL st ud e nt s ' reading co mprehe n sion o n the 

maze task a nd their predicted q uality of readi n g 

co mpr e h e nsio n on the metacognitive measures Ct< , 000) 

9 . There was no sig ni fica n t relationship between ESOL 

st ud e nt s ' level of int erest as meas ur e d o n the 

prediction a nd confide n ce ratings, and reading 

co mpr ehensio n performance on the multiple-choice 
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measure (p < .243). 

10 . There was no sig nif ica nt relationship between ESOL 

st udents' level of i n terest as meas ur ed on the 

prediction a nd co n fi d e n ce r ati n gs , and reading 

co mpr e h e n sio n perfor man ce on the maze measure (E < . 195) . 

Co n cl u sio n s 

On t h e basis of the fi nd i n gs of t h is researc h study, it 

would see m j u s ti fia bl e to dr aw the fol l owing major 

co n cl u sio n s : 

1. Int er me di a t e st ud e nt s in the training gro up 

(X=53.023) did not differ at the p < . 05 level of 

sig n ifica n ce fro m t h e co n trol gro up with simi l ar 

English profi cie n cy (X = S l. 765) on the 10-question 

multipl e - c hoi ce p e rform a n ce meas u re . 

2 . I nterm e diat e s tudent s i n the training gro up 

(X=50.555) did not diff er at the p < . 05 level of 

significance from the co ntr ol gro up with si milar 

English profi cie n cy (X=53.759) o n the 34-item maze 

p erfor ma n ce meas ur e . 

3 . Advanced students in th e trai n i n g gro up (X=57 . 436) 

did not d iffe r at the p < . 05 level of significance 

fro m the co n trol gro up with similar profici e ncy 

(X = 55 .00) o n t h e 10-question multipl e - c hoice 

perfor ma n ce meas ur e . 

4. Advanced st ud ents i n the training group (X = 62 . 923) 

did not differ statistically at the . 05 level fro m 
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t h e co nt rol g r o up with si milar Englis h proficiency 

(X = 56 .7 22) on t h e 34 -it em maze performance measure . 
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5 . Th e i n teractio n of t h e level of language proficiency 

with the treat ment co ndi tio n did not affect the 

co mpr e h e n sio n meas ur es sig n ificantly (£= . 694 , 

df= 2 ,141, p < . 501). 

6 . St ud e n ts generally perfor med better o n the maze than 

the multipl e - c h oice p erfor ma n ce measures . 

Diff ere nc es we r e not statistically sig ni fica nt. 

7. The qualitativ e rating of st ud ents prior k nowl e dg e 

significantly co rr e lat ed (~< . 02 1 ) with t h eir readi n g 

comprehension p e rform a nc e o n a 34 - item maze 

exercise, but did not co rr e l ate sig ni fica ntl y on the 

multiple- c hoice test . 

8 . Ther e was a pos itive r e l atio nship bet wee n th e 

students ' met acog nitiv e assess me n t of the predicted 

quantity of co mpr e hen sio n a nd the reading 

comprehension p e rformanc e on the mul tiple-c hoice 

measure (r= . 246 , p < .001 ) a nd a n al most sig ni fica nt 

relationship on th e maze meas u re (r= . 114, p < ,0 82) . 

9. S ubj ects ' metacog nitiv e assess me n t of the predicted 

quality of co mpr e h e n s ion correlated sig n ificantly at 

.000 lev el on both the mul tiple-choice a nd the maze 

performan ce meas ur es . 

10. No significant cor r elatio n was found between 

s ubj ects ' metacog nitive assessment of their level of 



i n terest a nd their co mpr ehe n sion o n either the 

mul tip l e - c hoi ce (p < . 243) or the maze (p < .195) 

measures. 

Qualitative Anal ysis 

Observat ions mad e by interviewees i ndi cated a range of 

sociopsyc holin g ui stic factors whi c h may be influenci n g their 

ed u catio n a nd, consequently, their reading performance. A 

co mf orta bl e int er vi e wer -int ervie wee relationship was 

esta bli s h e d a nd s ubj ects willingly a nd ca ndidl y talked a bout 

t h e ms elves . So metim es they s hare d information. Other tim es 

t hey req ur es ted information. Most of the time they 

d e mo n strate d a desire to co mmuni cate . A range of to p ics of 

interest or concern to t he interviewees wer e i dent ified in 

t he wa rm-up phase of the interviews. They i nclud e d: 

1. a wareness of language, e.g., pr eocc up atio n with 

pronunci a tion, co nc er n with bei n g und erstoo d a nd 

understanding meaning; 

2. bilingu a lism / bi c ulturalis m--what did t hi s mean for 

them? 

3 . co nfiden ce a bout their abi li ty to cope, yet 

i nability to ex pr ess themselves, es pecially their 

feeli ngs; 

4 • satisfying t heir basic needs: 

they need; 

working to get thi ngs 

5 . h e lping t heir fa milies ; gratitude toward their 

p a r e nt s ; pr essure to aid t heir sibli ngs; 
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6 . future career goals; inexperience about obtaining 

financial support for their educational goals ; 

7 . pride in themselves and their ability to work; 

self-sufficiency ; 

8 . ethnicity : maintenance or rejection of their 

native land; 

9 . acc ultu ratio n; adjustment to the United States and 

to Americans; co nflicting values; 

10. friendship: lack and desire for friendship ; 

alienation; 

11. difficulties in school; getting off easy ; need for 

improvement; and 

12 . interests, e . g., sports, fashion . 

The potential that these factors had on subjects' reading 

performance was tentatively proposed by the investigator . 

Further analysis was not deemed nec essary since this was not 

a major thrust of this study . 

Limitations 

The discussion a nd implications of this study should be 

viewed with the following limitations in mind: 

1. There was language, cultural, age, and educational 

variability among the subjects , although they were 

esse ntially low to middle-class ESOL students 

attending a public school system. Thus, the 

findings of this study are only generali z able to 

other similar students in a similar school syst e m in 
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a si mil ar geograp hi c locatio n. 

2 . The participation a nd cooperatio n of s ubj ec ts may 

hav e bee n affected by the drawing of pri zes at the 

e nd of the st ud y . 

3 . The training period was so mew hat short in duration, 

slight l y over fo ur hours total. 

4. The reliability of the multipl e-c hoice and maze 

performance meas ur es is open to question. The 

instruments were ass um ed to be reliable measures but 

wer e not used befor e . Increasing the number of 

questions might co rre s pondin gly increase the 

reliability. 

5 . Multiple-choice tests may provid e evi d ence of 

recognition of information but ma y not indicate th e 

global comprehension of concepts and the integration 

of new information with existing information. 

Guessing may have pot e ntiall y affected the findings . 

6. The measures u se d to assess prior knowledge (PReP) 

and metacognitiv e knowledge (predictio n a nd 

confide nce ratings) relied heavily o n students ' 

self - assess ment or su bj ective dat a . 

7. Due to a mal fu nct io nin g tape r ecorder a nd 

poor-quality tapes, there is no audiotape of a few 

training sessions. 

8 . Findings are restricted to expository passages and 

are not n ecessarily generalizable to narrative 

155 



tests. 

9. Because of scheduling constraints, s tudents in only 

one school could be interviewed. Greater insights 

might have been gained by conversing with all th e 

stude nt s . In addition, all interviews wer e 

conducted by the same interviewer, which limits 

infere n ce on how much variance in students' ratings 

might be ca used by the interviewer and interviewee 

interaction. 

10 . The use of similar topics for all of the training 

sessions ma y have decreased the subjects ' interest 

in t h e training technique. 

Discussion 

While the pr ese nt st ud y investigated the eff e ct s of 

i ndu ce d sc h e mata , the co n cl usio n s which were drawn ar e both 

limited a nd s ug gestive . Interpretatiins of findings must 

take into co n sideratio n the num erous limitations of t h is 

research effort . 

unu s u al c h a ll e n ge . 

The population of this study provided a n 

It may have been overly optimistic to 

ex p ect to se parate a nd co nt ro l the mu ltiplicity of factors 

experie n ced by ESOL stude n ts when reading . 

Within the limits of the study, the researcher 

atte mpt ed to investigate t h e effect s of sc hemata induc e ment 

i . e ., domain-specific prior knowledge trainin g upon the 

reading co mpr e h e n sio n of 152 intermedi a t e or advanc e d high 

school ESOL st ud e n ts . The inve s ti g ator al s o sou g ht to 

' 
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examine the relationship between: (1) ESOL students ' 

reading comprehe n sion and the quality of their 

domain-specific prior knowledge, and (2) ESOL students' 

reading co mp rehension and their metacognitive knowledge . 

Inducement of Schemata 
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Theorists and researchers (Rumelhart & Ortony, 1977) 

have discussed the role of prior k n owledge in learning . 

Au su bel (1968) recognized the importance of u si n g mea nin gful 

material to p ro mot e a reader's personal involveme n t with 

text . Anderson (1977) hypothesized that new information 

would become part of a n individual's cognitive structure 

when the individual co uld relate it to prior knowledge . 

Und ersta nd i n g the integratioin of n ew information into 

existi n g knowledge has remained a major research question 

(Bransford, 1979) . 

The statistical a n alyses performed in this study do not 

confir m the hypotheses that i n d ucement of schemata yields 

sig nifi ca nt effects upon the s ubj ects ' comprehension . The 

descriptive d ata favor the training gro up, yet not enough to 

e mp irically s upport the causal role of schemata in 

comprehe ndin g a text. 

A numb er of varia bl es may have moderated subjects' 

performance during testing . These might include 

II . 

.. . aca d e mic performance, scholastic motivation, health, a n d 

parental support for ac h ieve ment , to name only a few " (Kirk, 

1978, p.107). During the oral interviews, subjects revealed 
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co n ce rn a bout their et hn icity, acc u lturation, socioeco n omic 

situatio n s, future career goals , a nd rejection or mai nt e nan ce 

of the native culture . 

The time eleme n t should be taken into co n sideratio n. 

The t r a i n ing group was r e quir e d to do the sa me numb e r of 

activities as the co ntrol g r o up. How ever , o n e of t h e 

acti viti es , nam e ly webbin g , required mor e time a nd effor t 

than th e SQJ R. Theoretically, webbi n g was i n co n cert wi t h 

sche ma principles. Howev e r, in pract ica lit y , t he SQJR 

method may have given the control g r o up t h e adva nt age of 

additio nal t hinkin g t ime, thereby providin g so me relief fro m 

th e pr ess ure of the testi n g situation . 

The decision to e mplo y what may a pp ea r to b e reliable 

instr um e nt s, i.e., mul tiple - choice and ma ze pr oce dur e , 

d eter mined the type of perfo r ma n ce criteria sc h e ma 

th eo r e tical fra mework used in th e study. Increasi n g the 

number of questions might hav e correspondingly increased the 

relia bility of the in s trument s . Additio nally , the fra me work 

for t h is study e mbr aces a n interactive view of reading 

c omprehension. Results bas ed on d isc r ete ele me nt s (e . g ., 

multipl e- choic e qu es tions) ma y b e mor e indicative of 

bottom-up pr ocessi n g a nd, therefore, not reflect the goal 

es tablished for th e training - -the total process, the Gestalt 

of r ea ding compre h e n sion . 

Data d i d not rev eal a sig n ificant interaction between 

the training a nd the levels of Englis h language proficie ncy . 
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This fi n di n g appears to co n fir m Johnson ' s (1981, 1982) 

evide n ce in that su bj ects did not differ at a significa nt 

l eve l across 1 2 proficiency levels. However, restructuring 

the parameters u sed to d efine inter mediate a nd advanced 

language pr oficie n cy might produ ce different result s . 

The training period wa s relatively short . Effective 

integration of schemata may require practice and a ppli cat ion 

to natural reading assig nments rathe r t han experimental 

tasks . In fact, so me of the co ntrol gro up s ubj ects did 

receive additional practice, as the experimenter discovered 

during the training sessions. A science teacher in one of 

the schools was instructing the students u sing the SQ3R 

method. This may partially account for the results obtained 

by the control group. Training transfer s h o uld be eval uat ed 

in order to make a more definitive state ment. 

An attempt wa s made to co ntrol for some subject 

variables, for example, reading ability , education, and age , 

by using them as covariates in the MANCOVA . As Lipson 

(1983) pointed out, reading ability could represent a 

sig nificant factor. Howev er, with s ubje cts similar to the 

popul atio n of this st ud y , it mi ght be e qually important to 

co ntrol for conceptual ability a nd cog nitive sty l es thr o u g h 

cog nitiv e ability tests. 

Relationship with Prior Knowledge 

Prior knowledge studies which have involved assessi n g 

the subjects' prior knowledg e bef ore a nd after reading have 



supported the notion that students with greater prior 

knowledge tended to recall more information (Anderson, 

Reynolds, Schallert, & Goetz, 1977 ; Steffensen, 1981) . 

Other researchers have exami n ed the predictive value of 

levels of prior knowledge to the quality or quantity of 

recall or co mpr ehensio n (La n ger, 1980; in press; Langer & 

Nicolich, 1981; Hare, 1982). 
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The findings of this study corroborate Langer's (1980, 

in press) results . The quality of the subjects' prior 

knowledge correlated with the reading comprehension 

performance on the maze measure (p < .021). The 

non-significant relatio n ship on the multiple-choice items 

can be explai n ed b y exa minin g the greater reliance on 

language c u es that is inherent in both the PReP and the maze 

procedure but not n ecessarily in the multiple-choice format. 

The low correlatio n coefficients warrant a cautious 

interpretation of the results. 

Relatio nship with Metacognitive Knowledge 

So me evidence was fou nd for the positive relationship 

between subjects ' co mpr ehension performance and 

self-assessment of predicted quantity of comprehension 

Cf< . 001) as well as predicted quality of comprehension 

(p <. 000). These fi nd ings reinforce Peters' (1978) 

contention that supplemental forms of cognitive assessment 

ca n be employed when attempting to measur e reading 

performance . Findings support the r e s ea rch e r's assumption 



that ESOL adolesce nts have insights about their cog nitiv e 

processes. 

diagnosis . 

Th ese insights co uld be e mpl oyed in reading 

Res ult s do not cor robor a t e Mize's (1983) 

co n cl u sio n that "r ea ders at all levels of ability are not 

aware of wh ether they have comprehended adequately " (p . 37) . 

I n s umm ary , the numb er of variables c haracterizi n g the 

ESO L population of this s tud y may have mod erated t h e 

results. Further r esearc h is ne eded i n d eter minin g which 

variables have an interactive effect a nd wh ich variables 

influence L2 readers' co mpr ehe nsion to va ryi n g degrees . 

S pecific implications follow i n the n ext sectio n of this 

c hapter . 

Implication s 

Theory 

Schema theorists hav e speculated that the reader ' s 

pr e - exis ting knowl e dg e structures, sche mata , facilitate 

comprehension by providin g a higher - level struct ur e to wh ic h 

to attac h the d etai l . Within this fra me work, the reader 

uses two modes of proce ssi n g information- - top-do wn a nd 

bottom-up proc ess in g . Result s of this study warrant 

ca utiou s interpretation; however, a n implicatio n that may be 

drawn concerns pr ocessi ng . I n order to refine the theory , 

it may be important for theori s ts to make pr e dictions abo u t 

what typ e of text faci l itates whi c h mode of processing . 

Additionally, i n view of the dynamic natur e of 

k now ledge , it may be necessary to co nsider the natural 
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evolveme n t of knowledge when exa min i n g the effects of 

induced sc h e mata. 
How ca n nat ur ally occ u rring prior 

knowledge be measured sepa r ately fro m induced sche mata? 

Research 

Fi ndin gs fro m this s tud y raise f ur ther methodological 

concerns . These include: 
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1 . For training st udi es, ex t e nd ed practice sho u ld be 

pr ovi d e d over a long period of time u sing a variety 

of mat e ri al . 

2 . Multiple mea s ur es mi ght b e used to exa min e t h e 

effects of sc hem ata , induced or naturally occ urr ing , 

upon processing. 

3 . Because of th e multiplicity of factors affecti n g 

co mpr e h e nsion, two typ es of st ud ies are indicated by 

the prese nt investigation : (a) s mall , i n-d e pth 

longitudinal studies, a nd (b) l a r ge - scale 

investigatio n s that would permit co mp lete 

statistical ana l yses a nd greater ge neralizibility . 

4. I n order to respond to c r iticisms that have attacked 

sc h e ma theories (Thorndyke & Yekovic, 1980), 

researchers s h o u ld exercise strict control over the 

following variables: (a) ability range; (b) 

demographic data (e . g ., age, sex) ; (c) learning 

styles ; (d) et hn icity ; (e) language background; (f) 

type of topics; (g) type of passage; (h) 

pr ese nt atio n of material; (i) method of assessment ; 



and (j) type of questions (text-impli ci t, 

te xt-explicit, script-implicit, pa ssa g e 

independent). 
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5 . Finer measures of self-diagnosis could be develop e d. 

Practice 

The relationship betwee n these instruments and mor e 

objective ones mi ght be an i nt eresting area to 

ex plor e . 

The findings of this study have only potential 

implications for ed ucation. The low, but significant, 

correlatio ns be tween the prior knowledge estimate (PReP 

score) and the maze measure, as well as the s ignificant 

correlations between the metacognitiv e 

assessment--quantitative and qualitative--and the reading 

comprehension performance me as ure s , i ndicat e a need to plan 

instruction and cater to students' l eve l of knowledge and, 

just as Ausubel (1968) stated , to start where the learner 

is. Assuming teachers ' co mp ete ncy, teachers might be in the 

best position to determine and evaluate students ' nee ds. 

Implications tentatively proposed by this st udy 

include: (a) assess me nt of naturally occurring prior 

knowledge (see Langer, 1980); (b) student involvement in 

self-diag nosis; (c) e mpha sis on pr ereadi ng activities lik e 

webbing, especially for expository passag es that are not 

excessively detailed; and (d) e mph asis o n co nc e pt 

development in co njun ction with la n g uage i nstructio n. The 
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nature of the interactio n amo n g the various variabl e s, e.g . , 

students ' language a nd c ultur al background, may have affected 

subjects ' reading performance, or induce ment of schemata . 

In recent years , researchers 

multidimensional natur e of reading 

have recognized the 

(La n ger & Smith -Burke 
' 

1982) and educatio n (Kirk, 1978). Although data gathered 

throug h t h e interviews requires se nsitive interpretation, it 

co u ld be a source of valuable information. A ca u sal 

relatio n ship between the qualitative data collected through 

the interviews and the quantitative data c u lled from the 

reading co mpr ehe nsion performance measures ca nn ot be 

inferre d. How eve r, the interviews confirmed the 

investigator ' s belief about the importance of dealing with 

ESOL stude nt s as whole persons a nd the need not to consider 

social , psy c h ological , or linguistic factors as separate 

entities , but to exa mine the interaction among them . The 

effects of this sociopsycholinguistic interaction upon 

reading remains an area in need of attention from theorists, 

researchers, a nd educators alike . 

Chapter Summary 

This c hap ter has presented a summary of this 

investigation. The limitations and findings were discus s ed . 

Implications of this study for theory, research, and 

instructional practice were also suggested . 
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Dear Pare n ts/G u ar d ians : 

I a m a f or me r teac h er who is c u rre n tly enrolled as a 

doctoral s tud e n t at t h e Un i v e r s i ty of Maryla n d . I a m worki n g o n 

a st u dy to lear n mo r e a b o u t h o w a d o l esce n ts co mp rehe n d what t h ey 

read . My s tud y i nv olves as kin g so me st ude n ts qu estio n s to 

d etermi n e wh a t th ey know a bo u t give n to p ics an d s h owi n g t h e m a 

way to o r ga nize in f orm a ti o n r e l ate d to t hose to p ics . Oth er 

st ud e n ts wi ll c ont i nu e t o r ecei v e readi n g i n str uctio n as 

o ri gi n a ll y pl a nn e d by t h ei r t eac h e r . 

I s hall be wor k i n g wit h t h e st ud e n ts participati n g i n the 

st u dy fo r s i x c l ass per i o d s . I n a dd itio n, I will be aski n g the 

sc hool to hel p me i n se l ect in g a pp ro pr iate rea d ing passages by 

i n s pecti n g t he ir sco r es o n s t a nd a rd ized tests t hat have bee n 

g iv e n a t sc hool . Your so n / d a ug h ter ' s na me will not be mentioned 

in th e st udy; onl y numb e r s will be u se d fo r ide n tifica t io n. 

I would lik e yo ur y oun gs t e r t o be part of t h is lear n i n g 

ex p e r ie n ce a nd a m h e r e wit h r e qu esti n g yo u r p er missio n for yo u r 

so n / d a u g h te r t o pa r tici pa te . P l ease sig n th e for m at t h e botto m 

o f t h is le t t e r a nd c ompl e t e th e at t ache d Perso n a l Da t a F o rm . 

Kindl y r et urn bo th f o rm s t o y our c h i ld' s ESOL/E nglis h 

tr a n sitio n a l teac h e r i n th e n ex t week . 

If y ou hav e a ny qu es t i on s o r co ncer n s abo u t t h is st ud y , 

Pl ease c onta c t me a t th e De p a r t me n t of Cu rric u l um a n d I n str uctio n 

of t h e Univer s it y o f Ma r y l a nd, 4 5 4- 6 41 5 . 

Thank y ou s o mu c h for y o ur hel p a nd coo peratio n. 

S incerely , 

Alba C. Be n - Ba r ka 

APPROV ED: 
Gr a du a t e Te achi n g Assis t an t 

( Pr i n c ip a l) 

-------------- - - --- -------- - - ---- - ---- - --------- - ------ - ---

( na me of s tud e nt) 
may or may not 

Partici pa t e i n t h e Unive r sity of Maryla n d study . 

Date Parent /G u a rdi a n ' s S i g na tur e 
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St ud ent# 

PERSONAL DATA FORM 

Please give the i n for matio n req u ested in the q u estions below . It 

Will be use d i n my researc h stu d y , n ot for gradi n g p u rposes . Names 

will n ot b e publ is h e d a nd i d e nt ifia b le reco r ds will not be 

maintai n e d. T h a n k yo u for yo u r coo peratio n. 

Al b a C . Ben-Ba r ka 

* * * * * * * * * * * * * ~ * * * * * * * * * * * * * * * * * * * * 

Directio n s : Please p r in t at all times . Fill in yo u r n a me and 

birt hda t e o n t h e lin es b e l ow . Rea d each qu estio n carefully before 

Yo u a n swe r it. Ch eck ( ) o n ly o n e a n swe r. Fill in the a n swer 

wh e n ever it i s a ppr o p riate . 

Na me : Birt h d ate : I I 
( Las t, Firs t, 

Co un try of origi n: _ _ ______ ____ _ ___ _ 
Midd l e I n it i a l ) (Mo)(Day)(Yr) 

Sex : __ Male 
__ Female 

1. 

2 . 

3 . 

4 . 

Wh at is yo u r c u r r e n t st ud e n t stat u s? 

__ a . Fo r eig n s tud e n t 

b. Immi g r a n t 
__ c . Ref u gee 
_d. U. S . ci ti ze n ( bor n i n the U. S . or U. S . 

__ e . Nat ur a li ze d cit i ze n 
possessio n ) 

__ f . Ot h e r ( pl ease s pecify : ___________ ) 

Ho w l o n g h ave yo u l ived i n t h e Un ite d States? 

_ a . Less t h a n 6 mo n t h s 
_ _ b. 6 mo n t h s to 1 year 

_ c . Mo r e t h a n 1 year , but less than 2 years 

_ d . More taa n 2 years , b u t less than 5 years 

__ e . More t h a n 5 years, b u t not all my life 

_ f . All my life 

How lo n g h ave yo u st u die d English in the United 

- a . Less t h a n 1 yea r 
b. More t h a n 1 year , but less than 2 years 

- C • More t h a n 2 yea rs 

States? 

How lo n g h ave yo u st u died En glish outside the United States? 

__ a . No n e 

_ b . Less t h a n 1 year 

_ c . Mo r e t h a n 1 year ,l b u t less than 2 years 

_ d . More tha n 2 years 



5 . How long have you been e nr olled at this school? 

a . Less tha n 6 month s 
b. 6 mo nth s to 1 year 
c . More tha n 1 year , but less tha n 2 years 

d. More than 2 years 

6 . When or where do yo u use English? (Please check all 

those that are ap pli cable) 
a . At sc ho ol 
b. At hom e 
c . When I play 

__ d. In stores 
e . Other (Please s pecify : ) 

-------------

18:S 

7. With whom do yo u speak En g li s h ? (Please check all t h ose that 

are a pplicable) 
__ a . My family 

b. Americans 
C • Non-Americans 
d. Teac h ers a nd school staff 

e . Other (Please s pec i fy : ________________ ) 

8 . How many years of sc hool did yo u atte n d o u tside the 

Un ited States? 
a . Less than 2 years --
b • More than 2 ' but less t ha n 3 years 

--
C • More than 3 ' but less than 5 years 

--
d . More than 5 ' but less than 7 years 

--
e . Mor e th a n 7' but less th a n 9 years 

f. More than 9 (P l ease specify : ) 
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Co d er # - ----
Pre Reading Plan Response Checksheet 

(PReP) 

PHASE 1 
PHASE 2 
PHASE 3 

Wh a t co mes to mind when ... ? 

What mad e yo u think of ... ? 

Hav e yo u any n e w ideas a bout ... ? 

STIMU LUS 
( not e word , 

pi ct u r e , or 
phr ase ) 

Stude n t Na mes 

1. 

2 . 

MUC H 
s u p e rordi n ate 

co n ce pt s , 
d efi n itio n s , 

a nalogie s , 
linking 

1 3 

SOME 
exa mpl es, 
attri but es , 
d efi n ing 
c h aracteristics 

1 3 
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LITTLE 
morphemes, 
so und alikes 
recent 
ex p erie n ces 

1 3 

3 . _____________________________ __ _ 

4 . 

5 • 

6 . 

7 . 

8 • 

9 . __________________________ _____ _ 

10 . __________________________ _____ _ 

S OURCE : La n ger , J . A . (1982) . Facilitating text processing The 

ela boratio n of pri or k n owledge . In J . A . La n ger & M. T. 

S mith - Bu rke (Eds . ), Reader meets a u thor/B ridging the gap . 

Ne wark , DE : Internatio nal Readi n g Association, p . 159 . 
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ACADEMIC (ACTFL/ETS) RATING SCALE 

0: No ability whatsoever in the language . 

NOVICE LOW 
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Unable to function in the spoken language . Oral production is 

limited to occasional isolated words . Ess e n tially no 

comm unicative ability . 

NOVICE MID 
Able to operate only in a very limited capacity within very 

~redictable areas of need. Vocabulary limited to that ne cessary 

to express simple elementary needs and basi c co urt esy formulae . 

Syntax is fragmented, inflections and word endings frequently 

omitted, confused or distorted and the majorit y of utteran ces 

consist of isolated words or short formulae . Utterances do not 

show evidence of creating with language or being able to cope with 

the simplest situations. They are mark ed by repetition of an 

interlocutor's words as well as by frequent long pauses. 

Pronunciation is frequently unint e lligible and is strongly 

influenced by first language. Can be understood only with 

difficulty, even by persons such as teachers who are used to 

speaking with non-native speakers. 

NOVICE HIGH 

A_ble to satisfy immediate needs using learned utterances . There 

is no real autonomy of expression, although there are some 

emerging signs of spontaneity and flexibility . There is a slig ht 

increase in utterance length but frequent long pauses a nd 

repetition of interlocutor ' s words may still occur. Can ask 

questions or make statements with reasonable acc uracy only where 

this involves short memori ze d utt e ran ces or formulae . Most 

Utterances are telegraphic and word e nding s are often omitted , 

confused or distorted . Vocabulary is limited to areas of 

immediate survival needs . Can produc e most phonemes but when they 

~re combined in words or groups of word s, errors are frequent and, 

ln spite of repetition, may severely inhibit co mmuni catio n eve n 

With persons used to d eali ng with such learners. Little 

development in stress a nd intonation is evident . 

INTERMEDIATE LOW 

A_ble to satisfy basic s urvival n eeds and minimum courtesy 

.E_eguirement s . In areas of immediate need or o n very fa mili ar 

topics, ca n ask a nd a n swer sim pl e question s , initiate a nd respond 

to si mple sta tement s , and mai nt ain very si mpl e face -to-face 

co nv ersatio n s . When asked t o do so, is able to for mulat e some 
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questions with limited constructions and much inaccuracy . Almost 

every utterance contains fractured syntax and other grammatical 

er rors. Vocabulary inadequate to express anything but the most 

elementary needs . Strong interference from Ll occurs in 

articulation, stress and intonation . Misunderstandings frequently 

arise from limited vocabulary and gra mmar and erroneous phonology 

but, with repetition, can generally be understood by nativ e 

s peakers i n regular contact with foreigners attempting to speak 

their language . Little precision in information conveyed owing to 

tentative state of gra mmatical development and littl e or no u se of 

modifiers . 

INTERMEDIATE MID 

Able to satisfy some s u rvival needs and some limited social 

dema n ds . Some evidence of gra mm atical accuracy in basic 

constr uctions, e . g . , subject-verb agreement, noun -a djective 

agreeme n t, some notion of inflectio n . Vocabulary pe rmit s 

discussion of topics beyond basic survival needs, e . g . , personal 

history, leis u re time activities . Is able to formulate some 

questions when asked to do so . 

INTERMEDIATE HIGH 

Able to satisfy most s u rvival needs and limited social demands . 

Developing flexibility in a rang e of circumstances beyond 

immediate survival needs. Sh ows spontaneity in language 

production but flue n cy is very uneven . Can initiate and s ustain a 

general conversation but has little understanding of the social 

conventio n s of conversation . Limited vocabulary rang e 

necessitates much hesitation and circumlocution . The co mmon e r 

tense for ms occur but errors are frequent in formation and 

selection. The com moner tense forms occur but errors are frequent 

in for mation and selection . Can use most question forms . While 

some word order is established, errors still occur in more co mpl ex 

patterns. Ca nn ot sustai n coherent structures i n longer utt era nc es 

or unfamiliar situations . Ability to describe and give precise 

information is limited . Aware of ba sic co hesive features (e.g . , 

pronou ns, verb inflections), but man y are unr eliable , es pecia lly 

if less immediate in reference . Exte nd ed discourse is largely a 

series of short, discr ete utt e ran ces . Articulation is 

comprehensible to native speake:s us ed to dealing with foreig n ers , 

and can combine most phonem es with reasonable co mpr ehe nsibility 

but still has difficulty in producin g certai n so und s , in certai ~ 

positions, or in ce rtain co mbination s , and s peech will u s ually be 

labored . Still has to repe at utt era nc es frequently to be 

understood by the ge n eral publi c . Abl e to produce narration i n 

eit her past or future . 
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ADVANCE D 

Able to satisfy routine socia l demands and limite d work 

requirements. Ca n handl e with co n fi d e n ce but not with facility 

most social situatio n s including introd uc tio n s a nd cas ual 

co nv ersatio n s a bout c urr e nt eve n ts , as we ll as work, fa mily , and 

autobiographical information ; ca n ha ndl e limited work 

requirements, n ee din g hel p in ha ndl i ng a n y complications or 

difficulties . Has a s peakin g vocabulary s ufficient to respo n d 

si mpl y with so me c ir c umlo c ution s ; acce nt, t h ough ofte n quite 

faulty, is inteligible; ca n u s ually ha nd le elementary 

co nstr uctio n s quit e acc ur ate l y but does not have thorough or 

co n fide n t co ntr o l of the gra mm a r. 

ADVANCED PLUS 

Able to satis fy mo st work requirements a nd s h ow so me ability to 

.£.Ommuni cate on co ncret e topics r e lat i ng to particular interests 

..§__nd s p ecia l fields of co mp ete n ce . Of t e n shows remarkable fluency 

a nd ease of s p eec h, but und er tension o r pr ess ur e language may 

br eak down. Weaknesses or un eve nn ess in o n e of t h e foregoi n g or 

i n pr o nun ciation r es ult in occasio nal mi sco mmun ication . Areas of 

weakness range fro m si mpl e co nst ru ctio n s s uch as plurals, 

articles, pr e po sit ion s , and nega tiv es to mor e co mpl ex str u ct u res 

s u c h as tense u sage , pass iv e co nstructio n s , wor d order, a nd 

r elative c laus es . Normally co ntrols ge neral voca bul ary with some 

g ropin g for everyd2.y vocabulary s till evide n t . 

SUPERIOR 
All perfor ma nce a bov e adva n ce d pl u s is rated as superior . 
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Training Script - Day 1 

Hello ! My na me is ________ I will be working with you 

all this week . I a m a teacher who is ve r y interested in helping 

you lear n to rea d bet t e r. 

Each d ay we will do so me activities together . Please try to 

participate as much as possible . You will not be gra d ed , but yo u 

wi l l receive some extra credit from yo u r teacher. Feel free to 

ask questions if yo u do not und erstand . 

Here is what we will do 

1. I a m goi ng to sho w you a picture . The picture is of the 

United States Flag (show picture of flag) . 

2 . I will now ask you thre e qu estio n s . Try to think of 

everyt hin g you know about the flag (PReP questions) . 

What co mes to mind wh e n yo u look at the flag 

or a pi ct ur e of the flag? 

What made yo u think of ..... ( use st ud ents ' 

responses to complete the sentence) 

Hav e you any n e w ideas about the flag? 

3 . Good , I ca n see you are doing well . 

4 . Do yo u like to dr aw? 

help me make a web? 
I do. I hope you like it too . 

5 . Who ca n tell me what a web is? 

Will you 

6. That ' s right. A web is what a spider makes . Well, we are not 

~oi ng to draw a s pid er web . We ' ll draw something that· looks like 

lt which will help us understand what we read better . 

? . First , we start by drawing a circle . Inside the circle we 

Write down what the mo st important idea is in the passage you are 

goi n g to read . 

8 • 
is? 

Who wants to take a guess at what the main idea of the passage 

Good . Let ' s write it in . 

9. What kind of information would you want to know about the 

flag? (Give ti me to think. Start drawing the web strands . 

Write i n the subtopics ; draw in the strand supports and strand 

ties as st ud e nt s respond . ) 
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10. (If st ud e n ts d o n' t respo n d) 

Let ' s see . 

why it was 

Excelle n t . 

(Allow for 

Perha p s yo u wa n t to k n ow the size or who made it ... or 

made . What ca n we write i n t h is circle? (Wait) 

And i n t h is o n e? OK, that ' s good . Anyt h i n g else? 

d isc u ss i o n; fi ll i n the we b. ) 

1 1. Ve r y goo d. I ' ll leave t h e we b o n t h e blackboard so that it 

may h elp yo u as yo u r ea d. 

1 2 . No w, I a m goi n g to give y ou t h e passage to read . 

sile nt ly t o yo ur selves . Wh e n yo u fi n is h a n s wer the 

mu lti p le-c h oice qu esti on s . (A ll o w ti me) 

Read 

13. Is e v e r y bo d y f ini s h e d ? Grea t. Was it too easy for yo u ? 

1 4 . Le t ' s t a l k a bo ut t h e qu e sti o n s o r, r a th er , a b o u t yo u r 

res p o n ses . 

15 . Wh a t i s th e best a n s we r for numb e r l ? 

( Disc u ss o pt i on s ). 

(Wait) (Praise) 

1 6 . Wh a t is th e a n s wer t o numb e r 2? 

( Disc u ss o pti o n s ) . 

(Wait) (Praise) Wh y? 

17. ( As k t h ese qu es t i on s £o r numb e r s 3 - 10) . 

Why? 

1 8 . E x ce ll e nt. Do es a nyb o d y have a n y q u estio n s about wh at we did 

to d ay? Go od. Tomorr o w we will rea d a n ot h e r passage a nd yo u will 

ge t a c h a nc e t o pr ac tic e s om e activities by yo ur selves . 

1 9 . ( Th a nk t h e s tud e n ts a nd as k t h e m n ot to tell t h eir class mates 

a b o u t wh at th ey ha d d o n e . ) 



H . I l. 

Training Scri pt - Day 2 

How are you today? 
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Who ca n tell me what we are going to do today? That ' s right . 

We 'll ask questions, do some webbing, read, answer the 

multiple-choice questions and talk about them . 

1. First , let's do so me webbing. Remember, th e mai n idea goes in 

the ce nter and all the s upportin g d etai ls a ll aroun d it . Here are 

so me qu estio ns yo u can ask yourselves which will h elp yo u organize 

the informatio n. 

2 . 

What is the passage going to be a bout ? 

Who made it? (Origin/histor y) 

Where was it made? (Origin) 

(Main idea) 
Q. 
Q. 
Q. 
Q . 
Q . 
Q . 
Q . 
Q . 

1. 
2 . 
3 . 
4. 
5 . 
6 • 
7 . 
8 

What does it look like? (Physical description) 

What material is it made of? 

How big is it? (Size) 

Why was it made? (Sig n ificance) 

Where is it ? (Locatio n) 

Q . 9 • 
Q . 10. 

What is it called? 

Who paid for the monum ent? 

it cost (expense)? 

Q.11 . Who maintains the monum ent? 

How much did 

To s um up, her e are the parts that make up a web : 

- a ce ntr al idea or question 

- web strands (subtopics or answers to the question) 

- stra nd s upp orts (supporting facts , inferences, 

ge neralizations) 

- s trand ties (relationships among stra nds) 

Do you have a n y qu es tion s? (Give st ud e nt s feed back) 

3 . I would like you to work with two ot her people . Talk softly 

that yo u won ' t disturb the ot h ers . I'll go aro und a nd work with 

the different groups . 

so 

find out as much as you ca n about what all three of you know a bout 

!_he Lib e rty Bell . 

4. Look at the blackboard a nd follow the steps I have suggested . 

(PReP questions: Allow fo r di sc ussio n ) 

- What comes to your mind when you see a picture of the Liberty 

Bell? 
-What mad e you think of ...... . 

-Have you a ny n ew ideas abo u t the Liberty Bell? 



5 . Please read passage #2 quickly. 

filli n g in a ll t he parts. 
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Then co mpl ete yo ur web by 

6. When yo u finish, answer the mul tiple c ho ice questions. 

7 • 

8 . 

I am glad you ' re doing so well . 

ca n we go over your a nswers ? 
Would yo u lik e mor e time or 

Fine. (Go over each qu estio n a nd di sc u ss all optio n s) 

9 . The bell is going to ring soon. Before yo u leave , who will 

tell me why organizing your thoughts before a nd during reading 

s hould help you understand it better? (Allow for response. 

Elaborate, if n ee ded.) 

10. Thank you for doing such a f in e job. Please don't tell yo ur 

friends about the activities we are do ing un til n ext week . 
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Training Script - Day 3 

Hello ! How are yo u today? 

Today we are 
T u esday . 
ex perts . 

goi n g to repeat the same activities that we did on 

By the e nd of t h e week I think yo u will all be 

First , I'll ask you so me questions. Secondly, we 'll do a we b. 

Then you rea d a pas sage about th e Great Seal of the United 

States a nd, final ly, you ' ll answer so me multipl e -choi ce 

questions. 

Remember, try to think of everything you know about th e Seal 

1 . I am going to show you a picture of th e Seal. 

picture) 

(S how the 

2 . I will n ow ask you three questions . Think about the Seal or 

anyt hin g that reminds you of it. (PReP question s) 

What comes to mind when you look at the Sea l or 

a pi ct ure of the Seal? 

What made you think of .... (use s tudents ' responses 

to co mplete the se ntenc e. 

Hav e you any new ideas about the Seal? 

3 . Good, keep it up. 

4 . Today's passage 

S tat es . Who is 

of the web ? 

is called The Great Seal of the United 

going to tell me what to writ e in the ce nt er 

5 . Very good, ________ Exactl y what I was hop i ng you would 

say. Yes, so methi ng like the U.S . Sea l is the mai n idea so we 

write it in the big circle . 

6 . What other questions are you going to ask yo ur selves? What 

are the strands of this web ? (E . g . , origin, designers, 

location, significance, purpose, fu n ctio n, size) 

(Allow for discussion) 

7 • 

8 . 

(Fill in web as stude n ts r es pond) 

Fi ne. 
refer 

I'll leave the we b on t he blackboard so that you ca n 

to it as yo u read a nd co mp lete yo ur web. 

I a m going 
si lently. 

to pas s around the passage . Please read it 

Fill i n t he a nsw ers o n your web a nd a n swer the 
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qu est i o n s . 

9 . Ve r y goo d. I see yo u have al most finis h ed . On e more minute 

a nd th e n we ' l l tal k a b o u t yo u r res p o n ses to the 

mu lti pl e - c h oice ite ms . 

10 . What is th e best a n s we r fo r numb er l ? 

(Disc u ss o pt io ns) 

1 1 . (Ask t h ese q u estio n s fo r numb ers 2- 10) . 

(Wait) (Prai s e) Wh y? 

12 . Wh a t wi ll yo u r e me mb e r to d o to morro w as yo u are g e tting ready 

to d o th e we b ? (S umm arize i mp or t a n t p oi nt s of we bb i n g . 

St ud e nt s s h o uld f ill in t h e ma in idea , web st r a n ds , stra n d 

s upport s , a nd s t ra n d ties . ) 
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Training Scri pt - Day 4 

H.' l . How are yo u doing today? 

Today we're goi n g to work very quickly . I would really like to 

take so me time at th e e nd of t he class to answer questions or 

help anybody who is unsur e of the activities we have been 

doing thi s week . 

1 . Before we start , l et ' s review how to orga n ize the material 

i nto a web. 

2 . 

3 . 

4 . 

5 . 

Who ca n tell me what goes in the middle? Good , ------

The main idea or qu estion goes i n the circle at the 

ce nter of the web. 

What goes all around the circle? Very good, 

Th e we b strands which are actually the s ubt opics or 

a n s wers to the question go aro und th e circle . 

How can we make the web stra nd s stronger? 

That's right. 

Yes, 

The strand supports add the supporting details and your 

ideas about them . 

What is the relationship a mo n g these lin e s or strands? 

for discussion) 

(Allow 

6. Break up i nto gro up s of threes, the same people you worked 

with on Tuesday. You may talk softly, but don ' t disturb the 

others. I'll go aro und a nd work with the differ e nt groups . 

Find out as much as possible what all three of you know about th e 

Stat ue of Liberty 

7. Look at the bl ackboard and follow th e s t e p s I ha v e s ugge st e d. 

(PReP questions : Allow for discussion) 

What comes to your mind when you s ee a pi c tur e of the 

Statute of Liberty ? 

- What made you thi n k of .... (use s tudent s ' r e spon s es to 

complete the se nt ence) 

- Have you any new ideas a bout t h e S t a tut e of Lib e rty ? 

8 . Here is the passage on the S tatu e of L i b e rt y . Pl ease r ea d 

it sile n tly . As you ar e re a din g , f il l in t h e imp o rt a nt part s 

of the web. 
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9 . Ready? 
so me help. 

Go a head and start . 

(Allow for webbing) 
Raise your hand if you ne e d 

Very good . 

10 . Very good . 
Believe it or 

minutes. 

Now answer the mu lti pl e - choice questions. 

not, you managed to do everything in less than 

Excelle n t . 

11 . Let's see how yo u did o n the multipl e - choice questions . 

(Go over eac h item a n d discuss all alter natives) 

1 2 . Thank you so much for doing s uch a fine job. Tomorrow 

we ' ll read one more passage and review everything . Pl ease 

don't tell yo ur friends about our activities un til next week . 



H . I 
l. 

Training Scri p t - Day 5 

How are you today? 

2 Ol 

Today is t h e last day t hat we'll work on these activities . I 

want you to be sure and ask questions if you are not sure of 

what we have been doing. Monday, I ' ll give you a quiz using a 

different passage. Don't worry. You will all do fine . 

(Review the PReP. 

purpose.) 

(Review webbing. 

parts of a web.) 

Make sure the students understand the 

The students s h ould know the purpose and 

(Have students read the passage entitled The Washington 

Mo num ent a nd do a web.) 

(St ud ents will fill in the multiple-choice questions. 

Afterwards , check on st ud ents' strategies for taking this type 

of test.) 

(Allow for discussion.) 

(Thank students a nd ask them not to talk to their friends 

abo ut the activities till the following week.) 
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Ge neral Script 

Days 1-5 

(SQ3R, ada pt ed fro m Cheek and Cheek, 1983) 
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After the initial introduction (in the case of the 

investigator), the st ud ents are i n troduced to the purpose of 

the st udy (Day 1) or reminded of it (Days 2-5) . Specifically, 

the instr uctors say: 

The purpose of the exe r cises you will be doing this week is 

to assist yo u in organizing your thoughts a nd ask questions 

which will hel p yo u to co mpr ehe nd better. 

This week you are go ing to learn and practice a st ud y skill 

met hod whi c h is useful not only with English bu t also with 

the other subjects . Here are t he steps yo u follow i n the 

SQ3R method: 

1 . S ur vey : S urv ey mea n s to look over the passage and get a 

ge n eral id ea of what it i s about . Introductory 

s tatem e nts, titles, co ncl usio n s usually give you a 

qui ck id ea of the meani n g of the article . 

2 . Quest ion s : Now you are ready to work . Turn the first 

se n tence of eac h paragraph into a question . This will 

h e lp yo u to und ersta nd and remember the im portant 

ideas . 

3 . Read : Read sile nt ly to a n swer the questions . 
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4 . Recite : Answer the questions by reciting them to 

yourselves . Yes! That ' s right, use your own words, 

trying to give exa mples whenever you can . If you are 

having trouble, glance over the passage again and look 

for the a nswers . 

5 . Review : Now, reread portions of the book or notes to 

verify if yo u r answers to the questions are correct. 

- - Do yo u have any questions? 
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PASSAGE #1 

Th e United States Flag* 

The national flag of the United S t ates is known as the 

Stars and Stripes . No one knows wh e re this nam e came from, but 

we do know the origin of several other names . Francis Scot t Key 

first called the U. S. flag the Star-Spangled Banner in 18 14 when 

he wrot e t h e poem that became the national a n t h e m. William 

Driv er , a sea captain fro m Sale m, Mass ., gave the name Old Glor y 

to the United States f lag in 1824 . 

The Stars a nd Stripes stands for th e l a nd, the peopl e , the 

govern ment , a nd the ideals of the United States , no matt er when 

or where it is di s play e d . So me o th e r flags, fo r exa mpl e the 

Navy Jack, also stand £o r the Unit e d States or its go v e rnm e nt, 

in certain s ituations. 

It was in Philadelphia, Pennsylvania, that the Co nt i n e nt al 

Co ngress adopte d the first official American flag . The date was 

June 14, 1777, almost a y ear after the a dop tio n of the 

De c laration of Ind e pend e nce . Th e Co ntin e n tal Co n g r ess resolved 

that "th e Flag of the Unit e d States be 13 stripes alte rn ate red 

a nd whit e , and the Un ion be 13 sta r s while i n a blu e field 

r e pr e s e ntin g a n e w co nst e llation." However, the size , number of 

points, arra nge me nt of stars , s hade of red and blu e a nd 

dir ectio n of str ipe s we re not described . 

As mor e states joined the Union, Congress did n ot wa nt to 

co ntinu e adding n ew s t ars a nd stripes because the flag wo u ld be 

too cl utt e r e d. Sa mu el Ch este r Reid ' s (a navy captai n ) propo s al 
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for a f l ag of 1 3 s trip es , with a star for each state , was 

a pprov e d on April 4, 18 18 . 

Th e original symbolism of the colors is not known . 

However, wh e n th e Continental Cong r ess chose the sa me colors for 

the Great Sea l of the United States in 17 82, they i nd icated that 

red stoo d for hardin ess and valor ; white , purity and innocence; 

an d blu e fo r vigilance, persevera n ce , and justice. 

, 0 Adopt e d from The World Book En cyclo p e di a , © 1984 Worl d 

Book, Inc. 



PASSAGE #2 

The Liberty Bell* 
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The Liberty Bell is a treasured memorial of the early days 

of American independence . It was rung on July 8, 1776, with 

other church bell s , to announce the adoption of the Declaration 

of Independence. Its inscription, "Pro claim Liberty throughout 

all the land unto all the inhabitants thereof ", is from the 

Bible (Leviticus 25:10). 

The Liberty Bell weighs over 2,080 pounds . It is 12 feet 

in circumference at the lip and 7 feet , 6 inches around the 

cro wn. The distance from lip to crown is 3 feet . The overall 

height is 5 feet, 3 inches. The bell is 3 inches thick at the 

lip and 1 1/4 inches at the crow n. The province of Pennsylvania 

paid about $300 for it in 1752 . It now hangs in Liberty Bell 

Pavilion, just north of Independence Hall in Philadelphia. 

The Lib erty Bell was first cast in England . It broke after 

its arrival and was recast i n 

with the same inscription, in 

Philadelphia from the same metal 

1753 . The Liberty Bell rang at 

each 

until 

s ucc essive a nniv ersary 

1835 . The bell broke 

of the adoption of the Declaration 

on July 8 that year, whil e bei ng 

rung during the funeral of John Marshall, Chief Justice of th e 

United States . The bell became known as the Liberty Bell about 

1839, when abolitionists began to re fer to it that way. 

Previously, the bell had been called the Old State House Bell, 

the Bell of the Revolution, or Old Indepe nd e nc e . 

' 
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The Liberty Bell is no longer used, but it has been struck 

on special occasions. On June 6, 1944, when Allied Forces 

Sound 
landed in France, Philadelphia officials struck the bell. 

equipment transmitted the tone to all parts of the nation. 

Independence Hall was the permanent residence of the bell from 

1755 until January 1, 1976, when it was moved to the pavilion. 

➔:-Adapted from The World Book Encyclopedia, (s) 1984, World 

Bood, Inc. 
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PA SS AGE #3 

Th e Gr ea t S e al o f th e Un ite d Sta t es* 

Th e Sea l of t h e Unit e d States is a sy mb o l of t h e natio n ' s 

s ov e r e i g nt y . Cr ea tio n o f th e sea l was a u t ho r ize d by t he 

Co nt i n e nt a l Con g r ess , whi c h a pprov e d it i n 17 82 . Willia m 

Ba rt o n, a n a uthority o n he r a ldr y , d esig ne d mos t of t he o bv erse , 

o r f ac e , s id e of t h e Sea l , a n d Cha rl es Th o mso n, sec r eta r y of t h e 

Con g r es s, prepar e d th e d es i g n u se d o n t h e r eve r se side . 

Th e f ace o f t he Sea l bea r s t he d es i g n use d o n official 

d oc um e nts . The eag l e , c lut c h i n g a n ol i ve br a n c h a nd ar r o ws , 

a l s o displ a y s a 13 s trip e d s hi e ld. I t sy mb olizes self-relia nce 

a n d the nat i o n' s pow e r of peace a nd wa r . I n its beak is a 

s croll i n scribed E Plurib u s Un um . Thi s Lati n ph rase was u se d 

to r e pres e nt th e unity of th e peo pl e , t h at is , o n e n atio n o u t of 

ma ny s t a t es . Abov e it s hea d is t h e 13 - star n ew co nstellatio n of 

th e 1777 flag, e nclose d in a g l o r y , or golde n radia n ce , b r eaki ng 

through a c lo u d . 

Th e r e v e r se s i de of t h e seal may be seen o n t h e back of a 

on e -dollar bill, but i t has ne v er bee n u sed as a seal . An 

un f in is h e d pyr a mid wi t h 13 t i ers , represents the stre ngth a n d 

dur a tion of t he un oo n. Above it is the eye of the Provi d e n ce 

a nd th e La tin wo rd s Annu it Coe p tis (He [God] has favo r ed o u r 

und e r ta kin g ) a nd belo w it , No vu s Or do Seclorum (A New Order of 

t h e Ages) . 

1 7 76 . 

On t h e pyra mid ' s base is the year of indepe n de nce , 
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The fifth die, made in 1904, is still in use. It is on 

per ma n ent exhibitio n in the Department of State Building in 

Was h ington, D.C. It may be seen while it is being used, but an 

appoi ntm e n t is needed. 

,!-Adapted for The World Book Encyclo pedia, Q 1984 , World 

Book, Inc. 
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PASSAGE #4 

The Statue of Liberty* 

The Stat ue of Liberty is an inspirational monument that 

represents "L iberty Enlightening the World ." The copper statue 

stands on a 12-acr e plot of land called Liberty Island, in New 

York Harbor. The Stat u e of Lib erty has become a symbol for the 

free dom a nd de mocracy of the United States . 

The fig ur e is that of a di g ni fied woman dressed in a 

flowing robe. In her rig ht hand she holds high a blazing torch . 

In h er left hand is a ta bl et with the date of the Declaration of 

Indep e ndenc e . A crown rests on her head . The stat u e is 151 

feet tall, and weigh s 225 to n s . The over - all height from the 

foundation of the pe destal t o the tip of the torch is 305 feet . 

The index finger alo n e is 8 feet long . 

Th e Stat u e of Liberty was a gift fro m the people of France 

to t h e p eo pl e of the United States . A Fre n ch artist, named 

Frederic A. Bartholdi , was appointed to design the statue . 

France gave the gift to the United States for its 100th 

a nniversar y i n 1876. The gift stre n gthened the friendship 

betwee n the tw o natio n s. 

The French people co n tributed more than $250,000 for the 

stat u e . The people of the United States donated about $350,000 

for the pedesta l. Although construction of the gigantic statue 

was beg un in 1876, it was not completed and dedicated until 

1886 . 
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The Statue of Liberty was made a national monument in 1924. 

Thousands of tourists visit Liberty Island every year. Tourists 

can take an elevator to the top of the pedestal. They can climb 

the stairs inside the statue all the way to the c rown . The 

whole city of New York can be seen from the crown . 

0<Adapted from the Britannica Junion Encyclopedia , G)l981, 

Encyclopedia Britannica, Inc. 
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PASSAGE #5 

The Washington Monument* 

The Washington Monument is a great obelisk building in 

honor of George Washington. It s tands in Washington, D.C., ne a r 

the Potomac River, about halfway between the Capitol and the 

Lincoln Memorial. 

The Monument has the s hape of the obelisks of ancient 

Egypt , but it is several times larg e r than they wer e . It is 555 

feet 5 1/8 inches hi gh, and measur es 55 fee t 1 1/8 inch es alo ng 

eac h of its four sides at the bottom. 

with white marble from Maryland. 

Inside, the monument is hollow. 

The walls a r e cove r e d 

The inner wall s are se t 

with 1 89 carved memorial stones, man y of historical interest . 

The stones were pr esente d by individuals, soc i eties , c iti es , 

states , and other co unt ries . Visit o rs must tak e a n ele vator to 

the top of the monument. To de sce nd, th ey ca n eit h er take the 

elevator or walk down the 8 98 s t e ps leading f rom th e top . Th e 

view of Wa s hington, D.C., is impressive . More than a milli o n 

persons visit the Washington Monument eac h yea r. 

So me persons pl a nned a me mori al to Washington wh i l e h e was 

still alive, but he objected to t he expe nse . In 1833, t he 

Wa s h i n gto n National Monument Society began raising f und s for a 

monument. A d esig n by Robert Mills had already been acce p te d in 

par t. The government a pprov e d the project, a nd t h e cor nersto n e 

was laid on July 4, 184 8 , with the sa me trowel that Was h i n gton 
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had used to lay the cor n erstone of the Capitol in 1793. But 

engineers found t h e gro und too soft to support the monument, so 

they moved the site to the north . 

Work began on August 17, 1880 . It was completed on 

December 6, 18 84. The monument was dedicated on February 21, 

1885, and opened to the public on October 9, 1888 . Its total 

cost was $1,187,710 . 31 . The monument is maintain e d as a 

national memorial by the National Park Se rvi ce . 

➔<Adopted fro m The World Book Encyclopedia, (01984 World 

Book , Inc . 
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Circ l e the stateme nt with the letter that best describes the 

ans wer . Not all the answers ca n be found in the passages . If 

yo u are unsure of the answer, circle the r es ponse that mak es 

more se ns e to you . Use the extra space in each section to add 

any co mm e nts about your answers . 

1. 

2 . 

3 . 

4 . 

5 . 

What do the stri pes sta nd for : 

A. 
B • 
C . 
D. 

Who 
A • 
B. 
C. 
D. 

Why 
A. 
B. 
C . 
D. 

the thirteen colo nists 

the patriots 
the thirteen colonies 

the new nation 

made the first flag? 

No one knows 
Francis Scott Key 

Betsy Ross 
Sa muel Chester Reid 

did the Continental Congress 

to oppose Great Britain 

as a symbol of forcefulness 

to avoid quarr els 

as a sy mbol of independence 

want a flag? 

What does the American flag represent? 

A. the nation 
B. the national a nth e m 

C. the government 

D. the union of the states 

Where is the Navy Jack displayed ? 

A. on a ship 
B. at a school 
C . on a Naval base 

D. at a mari n a 

6 . If Puerto Rico is admitted to state hood, what is likely to 

happen to the American flag? 

A. a new stripe will be added 

B. a new star will be added 

C . a star a nd a stripe will be added 

D. nothin g will happen 



7. Where was the first flag adopted? 

8 . 

A. Washington, D.C. 

B. New York City 

C . Philadelphia, Penn. 

D. Boston, Mass. 

Who 
A . 
B. 
C . 
D • 

n amed the U.S. flag OLD GLORY? 

No one knows 

Francis Scott Key 

William Driver 

Sa mu el Chester Reid 

9. What color(s) in the flag represent(s) " truth " ? 

A. red and blue 

B. blue 
C. blu e a nd white 

D. white 

10. What is the relationship between each star and 

its placem e nt on the American flag? 

A. Each star designates a particular state . 

B. The relationship was established by Betsy Ross. 

217 

C . The Continental Congress followed a predesignated plan. 

D. There is no relationship. 
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------------------ - - - - - - --- - ------

Circle the statement with the letter that best describes the 

answer . Not all the answers can be fo u nd in the pas sages . If 

you are unsure of the answer , circle the response that mak es 

mor e sense to you . Use the ex tra space in each sectio n to add 

a ny comments about your answer . 

1. 

2 • 

Why 
A . 
B . 
C . 
D. 

How 
A • 
B • 
C . 
D. 

was the Liberty Bell made? 

to honor the nation 

as a reminder of the war 

to proclaim freedom 

as a reminder of the past 

wide is 
3 feet 
9 feet 
12 feet 
15 feet 

the Liberty Bell at the bottom? 

3. Which of tnese names does not refer to the Liberty Bell? 

4. 

5 • 

A . Old State House Bell 

B. Freedom Ri n gs 
C. Old Independence 

D. Bell of the Revolution 

Who 
A. 
B. 
c . 
D. 

owns the Liberty Bell? 

the City of Philadelphia 

the revolutionists 

When 
A . 
B • 
C. 
D. 

the people of England 
the U.S. government 

did the Liberty Bell 

during the journey 
in casting 
upon its arrival 
in testing 

first break? 

6 . If the Liberty Bell wa s rung again, what kind 

of event might be taking place ? 

A. a betray al 
B. a treaty 
C. a nuclear war 
D. a defeat 
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7 . Where do es the inscription o n t h e bell come from? 

A. t h e Co nst itu tio n 

B. the Bible 
C . the Dec l aratio n of Independence 

D. the Bill if Rights 

8 . Wh e n was th e Libert y Bell ru n g? 

A. when a Preside nt took office 

B. e very fou r years, in the mon th of July 

C . on the an niversary of the adoption of the Declaration 

D. eve ry Janaury 1st to welcome a New Year 

9 . Where is the Lib erty Bell? 

A. in the State of Was h ington 

B . in one of the original states 

C. in Wash i ngton, D.C. 

D. in o n e of the last a ppro ved states 

10. What does the Lib e rty Bell sy mb olize? 

A. peac e 
B . pers everance 
C . i nd e p e nd e nc e 
D. power 
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---- ----- ---------------------

Ci rcle the state me n t wit h the lette r that best describes the 

a nsw er . Not all the a n swers ca n be found in the passages . If 

yo u are unsure of the answer, circle the response that makes 

more sense to yo u. Use the extra space i n each section to add 

any com ments about your answer . 

1 . What does the Sea l of the U. S . symbolize? 

A. i nd ependence 

B. sove r eig n ty 

C . un ity 
D. bravery 

2 . What is t h e Seal use d for? 

3 . 

A. to validate the a u thority of the U. S . 

B . to decorate official letters a nd coc um ents 

C . to make a U. S . paper look official 

D. to e nsure privacy in sendi n g documents 

Wh y 
A . 
B . 
C . 
D. 

was the seal adopted by the U. S . ? 

to be used on U. S . dollar bills 

to co n ceal u nity of the n ew states 

to sig n ify eq u al rank to other nations 

to remember its loyalty to another state 

4 . What can yo u do to see the official Seal i n use? 

A . Stop by the State Department Building and 

see the Sea l on display . 

B . Call the State Department and schedule an 

appoi n t me n t 

C . Writ e to the President and ask for his 

permission 

D. Offer to buy the die that reproduces the Seal 

5 . Whic h side of the Seal may be seen on a one-dollar bill ? 

A. the face 

B . the obverse 

C . the inverse 

D. the reverse 

6 • What is o n t h e Sea 1 that is a sign of heraldry ? 

A. the br a n c h es 

B . the stars 
C . the shield 
D. the stripes 



7. What does the eagle symbolize? 

8 . 

A. brutality 

B. self-relia n ce 

C . natural resources 

D. mag n ificance 

Who 
A • 
B • 
C . 
D. 

authorized the creatio n of the Seal? 

the Co nt i nental Congress 

the President 

the S upr e me Co urt 

the Hou se of Representatives 

9 . What makes a " seal " different fro m other sy mbols ? 

A. the ex p e n se 

B. t h e locatio n 

C . the size 
D. the d esig n 

1 0 . What do es each of the 13 tiers o n th e rev e rs e 

side of th e Great Seal represent? 

A. a n original colo ny 

B. th e growth of the union 

C . a Founding Father 

D. a da y spent to form the union 

22 1 
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---------------------- -------------

Circ l e the statement with the letter that best describes the 

answer. Not all the answers can be found in the passages . If 

you are unsure of the answer, circle the respo nse that makes 

more sense to you . Use the extra space in each section to add 

any co mments about your answer . 

1. Why did France donate the Stat ue of Liberty to the u. s . ? 

A. to show they liked the u. s . 

B . to indicate the so v ereig nt y of the u. s . 

C. to ask the U. S . for protection 

D. to co mm emorate u. s . and Fre n ch alliance 

2. When was the Statue of Lib erty made? 

A. before the Declaration of Independence 

B. at the same time as Indepe n dence Day 

C. after the 100th anniversary of the U. S . 

D. around the yea r 1924 

3 . What is the complete height of the Stat ue of Liberty ? 

A. 225 feet 
B. 80 feet 
C . 305 feet 

D. 151 feet 

4. Which purpos e does the torch of liberty serve ? 

A. to guide ships and planes 

B. to inspire Americans 

C. to attract tourists 

D. to illuminate Liberty Island 

5 . Which is the real nam e of the Statue ? 

A. the Statue of Liberty 

B. Liberty Enlightening the World 

C . the American Liberty Stat u e 

D. the Liberty Memorial Monument 

6 . Whom does the inscription written on the tabl e t wel c ome ? 

A. the Pilgrims 

B . all peopl e 

C . Americans 

D. immigrants 



7. 

8 • 

Which of these 

of the Statue 

A. 625,000 
B. 2 50, 000 
C. 500,000 
D. 350,000 

When did France 

fig ur es is closer 

of Liberty? 

give the Stat ue 

A. on the fourth of July of 1774 

to the total cost 

of Liberty to the 

B • on the 100th anniversary of the u. s . 
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u. s . 

C. on the arrival of t h e first Frenchmen to the u. s . 
D. on the inaguration day of the first President 

9. Where is the Stat ue of Liberty located? 

A. Philadelphia, fenn. 

B. Los Angeles, Ca . 

C. Lyons, Fra n ce 

D. Liberty Island, N.Y. 

10. What does the Statue of Liberty represent ? 

A. friendship 
B . peace 
C. freedom 
D. valor 
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------------------- ------ -----------

Ci rcle the stateme n t wit h the letter that best describes the 

answer. Not all t h e answers can be found in the passages . If 

you are un s ur e of the answer, ci r cle the response that mak es 

more sense to you. Use the ext ra space i n each section to add 

a ny com me nt s about your answer . 

1 . What are the walls of the Was h i n gton Monument made of? 

A. marble 
B. gra ni te 
C . co ncrete 
D. ca psto n e 

2 . Wh y 
A . 

did Washington object to the memorial ? 

it was unn ecessary 

B • 
C . 
D. 

it was too costly 
build ers were not availa ble 

it was too tall 

3. When was the monument finished? 

A . 1884 
B. 1848 
C. 1876 
D. 1888 

4. Who did not make a contribution of money or items for the 

monument ? 

5. 

A. states 
B. individual s 
C . Know-Nothings 

D. cities 

Who 
A • 
B. 
C . 
D. 

had the origi n al id ea to build 

George Washington 

the cities, states , and people 

Ro bert Mills 
the Continental Congress 

the monument ? 

6. What does the monum e nt sy mbol ize? 

A. George Washington ' s contrib ut ion 

B . George Washington ' s independenc e 

C. George Washington's simplicity 

D. Geo r ge Washington ' s strength 



7 . What s h a pe does t h e Was h i n g t o n Mo n ume n t rese mble? 

8 . 

A. Egy pt ia n pyra mi d s 

B . a n cie n t stat ut es 

C . Egy p tia n obe l isks 

D. Ro ma n mo num e n ts 

Wh o 
A • 
B • 
C . 
D • 

pai d for t h e Was h i ngto n Mo num ent? 

fe d e r al taxes a nd pub lic d o natio n s 

f und s r aise d by t h e h isto r ica l societies 

state taxes a nd publ ic s ub scriptio n s 

t he U. S . De part me n t of t h e I nt erio r 
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9 . Ho w are peo p le a l lo we d to go to t h e to p of the Was h ingto n 

Mo num e n t? 
A. by h e li co p ter 

B. by wa lk i ng up t he s t airs 

C . by c l i mb i n g u p a ro p e 

D. by e l e vato r 

10 . Wh a t age ncy ma intai n s t h e Was h i n gto n Mo nu me n t/ 

A. th e Pa rk a nd P l a nn i n g Co mmi ssio n 

B. t h e go v e rnm e n t o f Was hi ngto n, D. C . 

C . th e Na t io n a l Pa rk Se r vice 

D. t h e Was h i n gt o n ia n mai nt e na nce crew 



APPENDIX G 

Testing Packets With Three Sets of Material 

1 . Prediction Task Sheet, PReP Sheet 

2. Expository Passage #6, Confidence Rating 

Sheet, and Multiple Choice Comprehension 

Questions 

3 . Maze Questions 



PASSAGE# 

(Title) 

PREDICTION TASK SHEET 

Look at the title of the pa ssage . Answer the fo ll owi n g 

questions quickly. Circle the appropriate number for each 

question. 

1. How much do you know about this topic? 

1 2 
none of it a litte 

3 
so me 

4 
most 

5 
all 

2. How well do yo u know this material or information? 

1 
not at all 

2 
mod e rat e l y 

3 . How interested a r e 

l 2 
not at all a little 

interested interested 

3 
fairly well 

4 
well 

yo u in this topic? 

3 4 

so mewhat inter-

interested este d 

5 
very well 

5 
ve ry 

interested 
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PReP SHEET 

Directions: You will be asked three questions . Please work 

quickly. Write down any ideas which come to 

mind (that you think of) as you read each 

question. Spelling does not count . 

I. What comes to mind when yo u look at the pi c ture of 

Mount Rushmore National Memorial? 

II. What made you think of this ( yo ur reply t o the f ir~t 

question)? 

III. Look again at the pictur e of Mount Rushmor e Na ti o n a l 

Memorial . Have you any new ideas a b o ut it? 
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PASSAGE #6 

Mount Rushmore National Memorial* 

Mount Rushmor e National Memorial is a hu ge carving on a 

granite cliff called Mount Rushmor e in the Black Hill Mountains 

of So uth Dakota. It shows the faces of four American 

Presidents : George Washington , Thomas Jefferson, Theodore 

Roosevelt, and Abraham Lincoln . Th e head of Washington is as 

high as a five story building (about 60 feet) . The original 

idea for the Memorial is credited to Jo n ah Leroy "Doan e " 

Robinson, who was Superintendent of the So uth Dakota State 

Historical Society for many years . 

Gutzon Borglum, a famous American sc ulptor not ed for 

carving huge figures in national rock formations, designed the 

memorial and supervised most of its work . Workmen u se d mod els 

that were one - twelfth the size of the Monument to obtain 

measurements for the figures: The mod els were lifted to the 

edge of the cliff to guide the workmen . The men c ut the fig ur es 

from Mount Rushmore's hard rock with drills a nd dynamite. 

Congress authorized the proj ect in 1925, and in 1929 

created the Mount Rushmore National Memorial with 1,558 acres . 

Work on the memorial began in 1927 and continued with periodic 

lapses, for over 14 years. Borglum died in 1941, before the 

memorial was completed, and his so n Lincoln fi ni shed the work. 

Private donors supplied the initial funds, but the United States 

gove rnment paid mo st of the cost . 



Mount Rushmore stands i n 

City, So uth Dakota. It rises 

23 0 

the mo un tai n s 25 miles from Rapid 

5,725 feet above sea level, and 

more than 500 feet above the valley . The memorial is called 

" America ' s Shri n e of Democracy," with the Presidents 

representi n g the fo undin g , ex p a nsion, preservation, and 

unification of the U. S . As a part of the Natio nal Park System , 

it is " ad mini stere d by the Secretary of the Interior through the 

Natio nal Park Service for park/mo num e n t , hi storic, parkway, 

recreational, or ot her purp oses ." 

-le Ad a pted for Th e World Book Encyclo pedia , @1984, World 

Book, Inc. 
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PASSAGE #6 
MULTIPLE CHOI CE 

COMPREHENSION QUESTIONS 
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Circle the statement with the letter that best describes the 

a nsw er . Not all the answers can be found in the passages . If 

yo u are un s ur e of the a n s wer, circle the response that makes 

more se n se to you . Use the extra space in each section to add 

any comments a bout your answer. 

1. Why 
A • 
B. 
C. 
D • 

was Mount Rushmore d esigned? 

to uphold the national image 

to commemorate the pr eside nt s 

to raise public attention 

to pleas e the historical society 

2. Where is Mount Rushmore located? 

3 . 

A. North Dakota 

B. South Dakota 

C. North Carolina 

D. So uth Carolina 

Who 
A • 
B. 
C. 
D. 

completed the Memorial? 

Lincoln Borglum 

Robert Mill s 
Gutzon Borglum 
Gilbert C . File 

4. What wer e the models made of? 

5 . 

6 . 

A. granite 
B. wood 
C. marble 
D. clay 

How 
A • 
B. 
C . 
D. 

Who 
A. 
B • 
C . 
D. 

long did the actual work 

fiftee n years 
six a nd a half years 

fo ur tee n years 
twelve a nd a half years 

ad mini sters the Memorial ? 

the federal gover nm ent 

Rapid City , So . Dakota 

the state gover nm ent 

the Presidents' families 

take ? 
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7. Whose face is not par t of the Mount Rushmore Memorial? 

A . T . Roosevelt 

8 . 

B . G. Wa s hington 

C. A . Lincol n 

D. F .D. Roosevelt 

Who 
A. 
B. 
C . 
D. 

paid for mo st of the me morial ? 

privat e donor s 

the federal go vernm e n t 

donors from other countries 

the state gover nm ent 

9. What may b e the height of President Lincoln's head? 

A. 70 feet 

B . 60 feet 

C . 50 feet 

D. 4 5 feet 

10. Why is the Mount Rushmore National Memorial 

called " America ' s S hr i ne of De mocracy " ? 

A. It originated from democr atic conse n s u s 

of t h e American peopl e 

B . It was donated by the De mocratic Party 

C . It represe nt s the Pre si d e nt s ' ideals 

D. It is a shrine to co mm emorate American 

independe n ce 



PASSAGE# -----

(Title) 

CONFIDENCE RATING SHEET 

Circle the best response. 

1. How mu c h did yo u understand the reading ? 

1 
not at 
all 

2 
very little 

3 
so me 

4 
a lot 

5 
almost 
everything 

2 . How well did you und ersta nd the reading? 

1 
s li g htl y 

2 
moder ately 

3 
fairly well 

4 
well 

5 
very well 

3. How interested were you in this topic? 

1 2 3 4 5 
interested very 
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not at all 
interested 

a little 
interested 

some wh at 
interest e d interested 



DIRECTIONS: 

MOUNT RUSHMORE NATIONAL MEMORIAL 

Please circle the word that best completes the 

sentence. 
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Mount Rushmore National Memorial is a huge carving on a 

gra nite cliff called Mount Rushmore in the Black Hill Mountains 

of South Dakota. It shows the faces 
from of with amount 

four American Presidents: George Washington, Thomas 

-::----- -----------------' Theodore Roosevelt, and 

James Jones Jefferson Jackson 

Abraham Lincoln . The 
of Washington 

figure arms looks he ad 

is as high as 
five story building (about 60 

a some the two-

fe et). 
original idea for the Memorial 

An A The Borglum ' s 

is 
to Jonah Leroy "Do ane " 

accounted credited given awarded 

Robinson, who 
Superintendent of the 

replaced the is was 

South Dakota State 
Histor y President Librarian Historical 

Society for many years . 

Gutzon Borglum, 
famous American 

the a well terribly 

sculptor noted for carving 
figures 

rapidly strong huge clay 

in n at ural rock formations , designed 
Rushmore's the g ranite a 

memorial a nd supervised most of its 
work completion desi g n j o b 
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Workmen used models that were one 
twelfth third twelve f 00 t 

the size of the Monument to 
observe draw obtain collect 

measurements for the figures. The models 

lifted to the edge of the 

have been was had been were 

to guide the workmen. The men 

Cliff mount slope rocks 

the figures from Mount 

excavated cut ejected engraved 

Rushmore 's hard 
with drills 

carving rock soil formation 

and dynamite, 

Congress authorized 
project in 

memorial carving the a 

1925, and in 1929 
the 

developed designed approved created 

Mount Rushmore National Memorial with 
1,558 2,000 1, 158 1,858 

acres. Work on the memorial began 
at 

1927 and continued with periodic lapses, 

before in after 

over 14 years . Borglum died in 
193 7 

the work was co mpleted, and 
one his 

fi nished the work. Private 

to for 

1949 1943 

four 

1941, 

from 

before 

son Lincoln 

the her 

enterprises contributions d o nors sectors 

supplied the initial funds but the 

United Federal Union Americ an 

States gove rnment paid most of t~e 
work co st f ees mone y 



236 

Mount Rushmore stands in the mountains 
125 85 55 25 

miles from Rapid City, South Dakota. 
Memorial He Monument It 

rises 5,725 feet above sea level, 
more 

while and whereas but 

than 500 feet above the 
The 

ocean ground edge valley 

memorial is called "America's Shrine 
of to with toward 

Democracy," with the Presidents representing the founding, 

preservation, and 

division expansion discontinuity building, 

unification of the U.S. As a part of the National Park System, 

it is "administered by the Secretary of the Interior through 

the National Park Service for park/monument, historic, parkway, 

recreational, or other purposes . 
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Sample Interview Checklist 
(ACTFL/ETS Scale) 

Novice: Tried to hav e conversation? 
Covered O + Subject Areas: 

Basic objects 
Basic colors 
Clothing 
Day's date 
Family members 

Months 
Time 
Weat her 
Weekdays 
Year 

Intermediate: Tri e d to hav e con ver satio n ? 
Checked for minimum courtesy requirements? 
Checked that he can handle simple situations 

of daily life and trav e l (S-1 S itu atio n s)? 
Had him ask you questions? 
Tried props when conversation fails? 
Probed for past tense( s) and f utur e? 

Advanced: Checked how he can satisfy routine socia l demands? 
Checked how he talks about autobiographical 

information? Checked how he talks about c urr e nt eve nt s? 
Checked how he uses basic str uctur es? 
Checked how he used more complex str u ctures ? 
Checked for description ? Checked for narr atio n, pa r tic ul arly in past & furure ? 
Checked how he handles s impl e sit uatio n s of daily 

life and travel (S-1 Sit uatio ns)? 
Checked how h e joins se nt e nc es in co nn ecte d 

discourse? Probed for how he handl es a n unknown topic 
or s ituation ? 

Prob e d for s upported opinion? 

Advanced Plus: Checked both e ve ryday a nd abstract s ubm ect matt e·r ? 
Placed him in unf a mil iar situations and t o pi c s ? 
Checke d hi s control of gra mm ar? 
Checke d f o r s upport e d opi n ion? 
Chec ked for description? 
Chec k e d for n ar r atio n ? Checked how h e uses low-frequency stru c t u res ? 
Checked how he u ses co mp lex structures ? 
Checked for broa d voca bu lary? Checked how h e answers hypothetical qu es ti o ns? 
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S up erior (1): 
Checke d both eve r yday a nd a bstract su bj ect matter? 

Placed him in unf a miliar sit uatio ns an d to pics? 

Checked h is co nt rol of g r a mm ar? 

Checked for s upport e d o p i n io n ? 

Che cke d for d escript ion ? 

Checked fo r narratio n ? 

Checked how h e us ed low-frequency struct ures? 

Chec k e d how h e u ses co mpl ex struct u res? 

Ch ec k ed fo r bro a d vocabulary ? 

Chec ked for how h e answers h y pothetical questions? 

Checke d how h e ha ndl es a n unknown si tu atio n ? 

Checked how he tailors hi s speec h to h is a ud ie n ce(s)? 

S up e rior (2): 
Checked both e ve ryd ay a nd a bstra ct subject areas? 

Che c ked for hi g h-level co ll o qui alis ms? 

Checked for pe rtin e nt c ultur a l references? 

Checked hi s ability to co nv e r se freely a nd 

idiomatically in his s pecial fields? 

Checked that he s peaks a nd sou nd s like a nd 

e ducat e d na tiv e speaker i n a ll that he says? 

Checked how he ha ndl es unkn o wn situatio n s and 

topics? 
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