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ABSTRACT 

This dissertation aimed to achieve two goals. First, it investigated the 

effectiveness of a Web-Based Reading Instruction Program to teach reading 

strategies to college-level ESL students. In particular, this study examined 

how such a program may help ESL students learn and practice reading 

strategies, and develop the academic reading skills, as well as the necessary 

skills to interpret literary works they are exposed to in their freshman 

composition courses, in order to improve their overall reading 

comprehension, strategy use, and reading efficiency. Second, it explored the 

potentials and limitations of using a web-based program for teaching reading 

strategies. 

The subjects of this study were 22 ESL adult university learners 

enrolled in a freshman composition course at the University of Arizona. The 

results of the Nelson-Denny Standardized Reading Test and the Reading 

Comprehension Tasks used to measure students overall reading 

comprehension or reading proficiency show significant differences before 

and after instruction. Significant differences were also found between pre-

and post-treatment measures of the scores on the Reading Strategy Inventory 

indicating that as reading comprehension improved, strategy use was also 
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affected in that students perceived themselves as using strategies more 

frequently following strategy instruction. Significant differences were found 

in the cognitive, memory, and affective areas of reading strategies. 

Qualitative analysis of the students' responses on the Reading 

Comprehension Tasks in terms of patterns of strategy use revealed that 

students used cognitive, compensation, memory, metacognitive, and textual 

strategies more frequently after strategy instruction. Responses on these 

tasks after instruction also demonstrated a greater understanding of the texts 

and textual features. These results render strong support for the relationship 

between reading comprehension and strategy use. As reading comprehension 

improves, students use more strategies, more effectively, and more 

frequently. Results of the Nelson Denny Standardized Reading Test, 

Reading Comprehension Tasks, and Reading Strategy Inventory, indicate 

that computer-assisted strategy training in general and task specific 

strategies has positive effects on the reading comprehension of ESL learners. 

Finally, the students' responses to a post-survey questionnaire were generally 

positive, indicating the beneficial effects of computer-assisted strategy 

training in the area of reading. 
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INTRODUCTION 

Background of the Study 

Second Language Reading Pedagogy 

Interest in second language acquisition, particularly as it relates to 

reading in the second language has burgeoned in the past decade. This has 

resulted in a growing demand for both effective reading courses as well as 

high-quality second language reading materials. Sound second language 

reading pedagogy draws on a variety of sources, including psycholinguistic 

dieories of the nature of second language reading, information about the 

strategies employed by effective second language readers, and the 

accumulated knowledge and wisdom acquired from the study of effective 

teaching practices. Research in this area has demonstrated that in essence, 

reading in a second language is a dynanuc and interactive process in which 

learners make use of background knowledge, text schema, lexical and 

grammatical awareness, LI-related knowledge, and real-world knowledge, 

as well as their own personal purposes and goals, to arrive at an 
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understanding of written material. At the same time, readers' views of the 

nature of reading are seen to be shaped by their own social, cultural, and 

personal histories. 

Reading Strategy Instruction and Reading Comprehension 

The current explosion of research in second language reading has 

begun to focus on readers' strategies. Reading strategies are of interest for 

what they reveal about the way readers manage their interaction with written 

text and how these strategies are related to text comprehension. Research in 

second language reading suggests that learners use a variety of strategies to 

assist them with the acquisition, storage, and retrieval of information 

(Rigney, 1978). Strategies are defined as learning techniques, behaviors, 

problem-solving or study skills which make learning more effective and 

efficient (Oxford and Crookall, 1989). In the context of second language 

learning, a distinction can be made between strategies that make learning 

more effective, versus strategies that improve comprehension. The former 

are generally referred to as learning strategies in the second language 

literature. Comprehension or reading strategies on the other hand, indicate 

how readers conceive of a task, how they make sense of what they read, and 

what they do when they don't understand. In short, such strategies are 
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processes used by the learner to enhance reading comprehension and 

overcome comprehension failures. 

Since the early seventies, for the most part, research in this area has 

concentrated on teaching second language students to use a variety of 

language strategies in order to improve their reading skills and use of 

strategies. These consist of a whole range of strategies including skimming 

and scanning, contextual guessing, reading for meaning, utilizing 

background knowledge, recognizing text structure, predicting content, word 

identification strategies, and so forth. In developing principles for the 

teaching of L2 reading, it has been recognized, as a result of both research 

and teaching practices, that effective teaching strategies should address both 

top-down and bottom-up dimensions of reading, should help learners 

identify appropriate attitudes toward texts and purposes for reading, and 

develop readers' awareness of appropriate reading skills and strategies, and 

at the same time should be meaningful and engaging for learners. 

Reading Theories, Research and Pedagogy 

In the past few decades, there have been profound changes in our 

understanding of the theory and practice of L2 reading. Various theoretical 

frameworks have emerged drawing upon works in other related disciplines. 
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e.g. applied linguistics, cognitive psychology, etc. These theories have 

begun to change L2 reading instruction and have led to fundamental 

pedagogical shifts in the field. The following discussion considers the 

different theoretical perspectives related to reading. It must be recognized 

that while each of these theories has a different focus, the emergence of a 

new perspective does not necessarily imply the end of an old one. Each of 

these theoretical perspectives provides rich descriptions of different aspects 

of reading. 

Reader Response Theory 

Reader response theory was offered as reaction to the model of 

literature education that predominated early in the 20"* century. Rosenblatt 

(1938) proposed that meanings of text will vary somewhat from reader to 

reader; readers will vary in their interpretations of the same texts. This 

occurs because the meaning of a text involves a transaction between a 

reader, who has particular perspectives and prior knowledge, and a text, 

which can affect different readers in different ways. 

Rosenblatt (1938) goes on to point out that what is critical from the 

perspective of reader response theory, is how the reader experiences and 

reacts to die text. Sometimes readers respond emotionally to text. They form 
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impressions of characters, for example, and frequently relate their personal 

and cultural experiences to events encountered in the text, hi order to 

determine what a text means, they may pose questions, or may respond to 

difficult aspects of text by treating the process of establishing meaning as an 

exercise in problem-solving requiring probing analysis of text. 

Reader response theory emphasizes that any reader's experience will 

be unique because of the reader's personal history, their mood at the 

moment, and the state of the reader's world at the time the text is 

encountered. Rosenblatt also states that by reflecting on one's responses to 

literature and various texts portraying different events, and alternative points 

of view, it is possible to learn much about oneself. Readers can experience 

the perspective of others through reading, which can stimulate engagement 

and contemplation of previously unfamiliar ideas. Reader response theory 

also predicts that readers will attend to text at various levels of analysis, 

from the word level to the overall meaning of text. While reader response 

theory places an emphasis on text interpretation and claims that responses to 

texts make readers more aware of their overall comprehension and ongoing 

processing of text, there is little explication as to exactly how such 

awareness is manifested. Reader response theory is also silent to many of the 
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Other kinds of strategies readers employ when constructing meaning from 

texts. 

Metacognitive Theory 

The metacognitive theory of reading is one of the more complete 

models of text processing emanating from cognitive psychology. It argues 

that metacogm'tive awareness is essential for skilled reading. The work of 

Baker & Brown (1984) in particular, highlights the metacognitive process of 

comprehension monitoring as critical to self-regulation. Comprehension 

monitoring is the active awareness of whether one is understanding or 

remembering text being processed. Such monitoring, on the part of the 

reader, was seen as essential to the planned use of reading strategies, and 

shifts in strategies during reading, such as when readers change tactics once 

they are aware that their current approach is not permitting comprehension. 

The metacognitive theory of reading involves an active evaluation of 

understanding on the reader's part. Less mature readers are less strategic, 

largely because they fail to monitor the state of their comprehension as they 

read. In essence, this theory argues that it is essential for readers to know 

when and where to use strategies they know. Using strategies appropriately 
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depends on two types of metacognition - knowledge of the situational 

appropriateness of particular comprehension processes as well as knowledge 

of on-going comprehension as permitted by monitoring processes (Baker & 

Brown, 1984). Metacognitive theory posits that reading can be understood 

in terms of the exact information processing activities of the reader, which 

are operationalized as strategies and monitoring. Subsequent work in this 

area has demonstrated that skillful reading involves complex articulation 

between strategies, knowledge, and interpretive reactions, not one or the 

other (Beach & Hynds, 1991; Devine, 1993; Pressley, 1994; Pressley, 

Borkowski, & Schneider, 1987). 

Schema Theory and Related Perspectives 

Since the 1970's, a number of schema theories have been proposed by 

cognitive psychologists who focused on text processing as related to readers' 

prior knowledge. Despite their slight differences, their common thread is 

that a number of concepts that commonly co-occur in particular situations 

are related to one another in orderly systems and expectations. For example, 

Minsky (1975) proposed frame theory. A frame is a data structure for 

representing a stereotyped situation. Attached to each frame are several 
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kinds of information, some of which is about how to use this frame, some is 

about'what one can expect to happen next, and some are about what to do if 

expectations are not confirmed. Minsky points out that at the "top levels" of 

the fr^es, a network of nodes and relations are fixed, but the lower levels 

have many terminals or "slots" that must be filled by specific instances or 

data. On similar lines, Schank and Abelson (1977) proposed that knowledge 

is represented in scripts. Scripts perform the same function as frames, but 

more thoroughly. Scripts involve a sequence of events. For example, there is 

a particular sequence of events or series of steps one goes through for clearly 

defined or common situations that members in a culture share. 

Although these frame and script theories have been important in 

cognitive psychology, schema theory, as developed by Anderson, et al. 

(1984) has had much more impact in the area of text processing. According 

to schema theory, activation of schemata will occur as concepts are 

encountered in a text. These schemata also permit the reader to make 

appropriate inferences, and activation of a particular schemata would also 

affect how attention is directed in the passage. Over the years, schema 

theory has had a great impact on understanding reading, and researchers 

have identified several specific types of schemata. Content schema refers to 
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the systems of factual knowledge, as well as the knowledge of values and 

cultural conventions readers possess. Formal, or textual schema, refers to the 

organizational forms and rhetorical structures of written texts (Carrell, 

1984). Lastly, linguistic, or language schema, refers to the decoding features 

used by readers to recognize words and their relationship to each other in a 

sentence. This would therefore include knowledge about sentence structure, 

grammatical inflections, vocabulary, and cohesive structures, for example. 

Schema theory acknowledges the importance of prior knowledge in skilled 

reading, although it must be recogm'zed that much reading is not so 

completely knowledge driven, or top-down in nature. 

Theory of Discourse Comprehension 

A number of researchers have argued that the meaning of a text begins 

at the word level, then proceeds to the understanding of sentences, and then 

to overall text meaning. Throughout this process, however, there is 

movement back and forth between levels, so that word level processing 

affect the emerging understanding of the overall text, but the emergent 

overall understanding also affects comprehension of subsequent words (Van 
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Dijk & Kintsch, 1988). This process is often referred to as the bottom-up 

theory of reading. 

Van Dijk & Kintsch (1983) point out that although readers process 

much of the meaning represented in text, they do not remember everything. 

They tend to remember main ideas and how the main ideas relate to one 

another. This interrelation of ideas is referred to as the macrostructure. The 

construction of the macrostructure, occurs throughout reading beginning 

with guesses based on words and a few propositions. Others also emphasize 

the bottom-up theory nature of reading (Kintsch, 1988; Weaver & Kintsch, 

1991). Words and propositions relate to the readers' prior knowledge, which 

produces associations to the words and propositions. Words can have a 

number of different meanings but the one that is favored in any particular 

context is the one related to other concepts and text. While proponents of 

this view of reading do acknowledge that top-down and bottom-up 

processing occur, their strong emphasis on induction of meaning from text is 

not consistent with the reports of readers from think-aloud studies who say 

they make predictions based on prior knowledge and a number of other 

strategies that are not text-based. This framework, for the most part, is silent 

with respect to most other strategies that readers use. 
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Constructive/Interactive Theory of Reading 

All of the theoretical models reviewed here have contributed to a 

better understanding of the reading process. Each perspective, however, 

emphasizes different aspects of what reading involves and how reading 

occurs. While all of the theories reviewed in this chapter are on target, none 

of them go quite far enough. The constructivist view of reading incorporates 

many of the perspectives presented above. Constructivists, or the interactive 

school of theorists, argue that both top-down and bottom-up processes are 

occurring either alternately or at die same time. These theorists describe 

reading as an interactive process as readers continuously transact with the 

text to create meaning. While readers are seeking for the overall meaning of 

text, they are actively searching for information or details that will enhance 

comprehension. Effective readers continuously reflect on parts of a text, or 

ideas presented in a text. Effective readers also engage in conscious 

constructive responses to text by making use of various reading strategies. 

These strategies include, but are not limited to, the following: Overviewing 

before reading, looking for important information in text and paying greater 

attention to it than other information (ie. adjusting reading speed and 

concentration depending on the perceived importance of text to reading 
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goals), attempting to relate important points in the text to one another in 

order to understand the text as a whole, activating and using prior knowledge 

to interpret text (generating hypotheses about text, predicting text content), 

relating text content to prior knowledge, especially as part of constructing 

interpretations of text, reconsidering and/or revising hypotheses about the 

meaning of text based on text content, reconsidering and/or revising prior 

knowledge based on text content, attempting to infer information not 

explicitly stated in the text when the information is critical to comprehension 

of text, attempting to determine the meaning of words not understood or 

recognized, especially when a word seems critical to the meaning 

construction, using strategies to remember text (underlining, repetition, 

making notes, visualizing, summarizing, paraphrasing, self-questioning, 

etc.), changing reading strategies when comprehension is perceived not to be 

proceeding smoothly, reflecting on and processing text additionally after a 

part of a text has been read or after a reading is completed (reviewing, 

questioning, siunmarizing, attempting to interpret, evaluating, considering 

alternative interpretations, etc.), carrying on responsive conversation with 

the author, and anticipating or planning for the use of knowledge gained 

from the reading (Pressley & AfQerbach, 1995). 
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From the perspective of constructivism, readers also attempt to 

understand text by relating it to prior knowledge. This prior knowledge 

includes activation of the various types of schemata discussed previously. 

Schema activation causes readers to form hypotheses and make predictions 

about what to expect in a text. As the reader continues to read, hypotheses 

are either confirmed or revised. Prior knowledge also affects decisions about 

what is potentially important in a text and worthy of differential attention 

and what is not so worthy. Inferences are largely based on prior knowledge. 

Thus, what one knows affects what one is prepared to find in a text. A reader 

who is high in prior knowledge of a text's domain, is better prepared to spot 

information in a new text. It is important to recognize that a reader's 

understanding of a text reflects both his or her prior knowledge and 

responses to information presented in the text, with many of the responses 

determined largely by prior knowledge. 

Lastly, constructive/interactive theorists embrace the idea of reader 

response as conceived by Rosenblatt (1938, 1978). A reader's prior 

knowledge filters information presented in a text, heightening attention to 

content that is responded to emotionally. The passion is responsive in that it 

was elicited by particular points in a text. When constructively responsive 
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readers process texts related to their prior understandings and interests, they 

are less likely either to embrace the messages in text, reject them, or possibly 

embrace some points and reject others. 

Transactive/Interactive Theory of Reading 

Goodman (1992), who falls mider the domain of the constructivist 

perspective of reading, describes the process of reading as being transactive, 

rather than solely interactive. He states that in a transactional view reading is 

seen as a receptive written language whereby meaning is constructed 

through transactions with the text and indirectly through the text with the 

writer who is the producer of the text. In the transactional view, the writer 

constructs a text through transactions with the published text and the 

reader's schemata are also transformed in the process. In other words, both 

the kQower and the known are changed in the process of knowing. 

Goodman describes reading as a socio-psycholinguistic transactional 

process. He states that in order to comprehend a text, readers use language 

cueing systems, employ cognitive strategies, and proceed through various 

cycles. Readers select from three cue systems interchangeably. Readers have 

schemata for die orthography, for the syntax of the language, and for the 
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concepts presupposed by the writer in order to select, use, and supply the 

cues appropriate to a particular text. There are three language levels 

providing cues to readers but their use by readers is simultaneous and 

integrated. Readers use the graphophonic system, the lexico-grammatical 

system, and the semantic-pragmatic system as they read. The graphophonic 

system refers to the relationship between the oral, phonological, symbols for 

speech and the orthographic symbols for writing. In alphabetically written 

language there is a set of relationships between the two systems which we 

call phonics. Readers may use spelling, sound patterns, or phonic 

relationships as cues in reading with patterns in one system invoking 

patterns in the odier. Readers also make use of the lexico-grammatical 

system of the language. Syntactic patterns assign grammatical functions to 

clauses, phrases and words, within the sentences. A series of bound 

morphemes, affixes, form an inflectional system which also indicates 

person, number, and tense in nouns and verbs. A third system in English 

grammar is the small set of function words, determiners, auxiliaries, 

prepositions, etc which have no lexical meaning but which make it possible 

to create sentence patterns to express virtually unlimited meanings. Together 

these syntactic features create the grammatical system of the language. Just 
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as the writer must create a grammatical text to represent meaning, a reader 

must use the grammatical features of the text to create a grammatical text. A 

text cannot be comprehensible to a given reader without being grammatical 

to that reader. Language therefore is much more than a string of words. To 

read the words, readers must first construct a grammar. Lastly, readers make 

use of the semantic-pragmatic cue system as they read. The semantic system 

of a language is not simply a set of definable words. It is the whole system 

by which language may represent highly complex social and personal 

meaning. The extent of knowledge shared by reader and writer will very 

much influence how the text is constructed and how successful the reader's 

comprehension will be. Ultimately the references and coreferences must be 

furm'shed by the reader in response to the text. Pragmatic meaning is also a 

part of the system. This is partly textual and partly contextual. The subtle 

differences between the straight-forward and the sarcastic, the humorous and 

the serious, the profane and the profound, etc., are foimd in cues in both the 

text and the context of the literacy event. In order to achieve pragmatic 

comprehension, appropriate schemata in the reader must be evoked. 

In addition to employing these three cueing systems, Goodman (1992) 

suggests that readers use various strategies which he terms ''general 
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cognitive strategies". These strategies include initiation or task recognition 

(making an overt decision to activate a particular strategy, for example, 

reading the intention of discovering what is new information), sampling and 

selecting (seeking and selecting information from the textual environment 

and directing the eyes where to look and what to look for), inferencing 

(using schemata and knowledge structures to guess on the basis of what is 

known; inference applies to all aspects of reading and to all cue systems), 

predicting (anticipating and predicting what will occur in a text; predicting 

strategies allows the comprehension process to proceed smoothly as the 

reader constructs text and meaning), confirming and disconfirming (self-

monitoring of the inferences and predictions that are made), correcting 

(revaluing information and making alternate inferences, predictions, and 

interpretations, and regressing in the text to gather more information), and 

lastly, termination (deliberately ending the act of reading due to disinterest, 

inability to comprehend, or because one as reached the end of a text). It is 

important to point out that these cognitive strategies interact in reading. For 

example, readers sample on the basis of their predictions and inferences, and 

predict and infer on the basis of the sampling they are doing; readers also 

make new inferences and predictions on the same information used to 
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confum past decisions. These strategies therefore interact with one another 

in various ways and operate in a dynamic search for meaning, a drive to 

make sense of the text. Though they are continuously available, some are 

more likely to occur at particular points in reading than others. 

Goodman also describes the process of reading as a cycUcal 

psycholinguistic process. The transaction theory of reading which posits that 

reading is a transaction between the text and the reader, further holds that the 

transaction depends on visual input. As one reads and perceptual and 

linguistic processing occurs, it affects the quality of the optical information 

since the eyes are being directed by the brain in an informed way. The 

process is cyclical; perceptual processing depends on optical input. Syntactic 

processing operates on perceptual input and semantic-pragmatic processing 

depends on syntactic input Inference and prediction make it possible to leap 

toward meaning without fully completing the cycles. Yet, although this 

occurs, once comprehension has been achieved by the reader, the reader has 

the sense of assigning every syntactic pattern and identifying every word. It 

is schema theory; however, that explains this phenomenon. During the 

reading process, the reader is continually assigning the highest level and 

most inclusive schema available to move toward meaning. Strategies such as 
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inferencing and predicting, for example, allow the reader to read and 

comprehend the text, rather than simply see the text. As readers engage in 

the process of reading, information is assimilated into readers' existing 

schemas. When there is conflict between what we think we know and what 

we are learning, then accommodation must occur to rebuild our schemas. 

Readers must be capable of learning through reading in the sense of 

assimilating new knowledge to established schemas and also in the sense of 

accommodating existing schemas to new knowledge. But as Goodman 

(1992) points out, the ability of a reader to comprehend a give text is very 

much limited by the conceptual and experiential background of the reader. 

However, since comprehension results from reader-text transactions, 

involving the use of strategies and cycles, meaning is ultimately created by 

the reader. 

Constructive/interactive and transactive theonsts have offered a more 

complete description of what reading involves. In sum, they believe that 

readers are extremely active in their pursuit of meaning. Readers construct 

hypothesis about the meaning of new infonnation and test those hypothesis 

against the subsequent input. They filter new information through prior 

knowledge elaborating the new ideas by relating them to what is ahready 
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known. Effective readers, as previously descnl)ed, also employ a range of 

strategies to enhance text comprehension, and to monitor comprehension 

and other aspects of reading as part of the strategic planning process that 

continues throughout the reading, as well as to relate the information in text 

to prior knowledge, permitting both formation of hypotheses about the 

meaning of text, and evaluations of the text and the hypotheses. 

Theoretical Rationale for Reading Strategy Instruction in an ESL 

Composition Class 

Given what we know about second language learning and existing 

theories of second language acquisition and reading, there are a number of 

reasons for including a reading strategy instruction training component in a 

second language composition class. It is important to recognize, however, 

that because so much of the research in second language reading stems from 

research conducted in first language acquisition, one cannot ignore the 

results of these LI studies, which have shown benefits for reading strategy 

instruction. Numerous first language training studies have also been carried 

out which have shown that comprehension abilities of students have 

improved with training in comprehension strategies ^rown, Armbruster, 
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and Baker, 1986; Brown & Palincsar, 1985; Dole, Brown, & Trathen, 1996; 

Hansen, 1981; Hansen & Pearson, 1983; Jimenez & Gamez, 1996; Kucer, 

1995; Miller, 1985; Miller, Giovenco, & Rentiers, 1987; Palincsar and 

Brown, 1984; Pressley et al, 1989). Such research has sought to better 

understand the contexts in which comprehension strategies improve 

comprehension, the training procedures which are most e£fective, and the 

variables which influence strategy instruction. While comprehension 

strategy training studies have been carried out in an L2 context which have 

been directed at improving the L2 readers' use of strategies through traim'ng, 

they have been fewer in number (Bamett, 1988b; Carrell, Pharis and Liberto; 

1989; Kern, 1989). These findings are congruent with the current interactive 

and constructive responsive reading iSaeohes of reading. The interactive 

theory argues that effective readers make use of both top-down and bottom 

up strategies when reading depending on the situation, the task, and the text 

(Bernhardt, 1991; Carrell, Devine, & Eskey, 1988). Similarly, Grabe's 

(1991) interactive perspective posits that fluent readers simultaneously apply 

both higher and lower level skills to comprehend and interpret text. 

Goodman's (1992) transactive theory of reading, and Pressley & 

AfQerbach's (1995) theory of constructive responsive reading is also 
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relevant here as they also emphasize an interaction between the reader and 

the text. In order to maximize comprehension, the reader must actively 

respond to text while reading, the reader must control their use of strategies 

through mom'toring, and the reader must employ both top-down and bottom-

up strategies. An effective strategy training program will therefore allow for 

extended practice in both top-down and bottom-up strategies. 

Reading strategy instruction also enables readers to become more 

aware of when and how to employ strategies effectively, and furthermore, 

allows readers to become more aware of their own reading behaviors and 

processes. Research in the area of metacognitive awareness and reading 

comprehension has shown that if a reader is aware of what is needed to 

perform effectively, then it is possible to take steps to meet the demands of a 

reading situation more effectively. If, however, the reader is not aware of his 

or her own limitations as a reader or of the complexity of the task at hand, 

then the reader can hardly be expected to take actions to anticipate or 

recover from difficulties (Baker & Brown, 1984; Carrell, 1989; Devine, 

1993). 

Finally, reading strategy instruction can make readers more aware of 

factors affecting their comprehension. The interactive theory of reading and 
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schema theory of reading, in part, illustrates the importance of recognizing 

and utilizing schema in order to improve text comprehension. Interaction 

between text and readers also occurs through schema: the content 

(background knowledge), formal (textual), and linguistic Ganguage) 

knowledge a reader brings to a text, is crucial in shaping what happens in the 

reading process. Numerous studies have shown that enhanced awareness of 

these types of schema can enhance reading comprehension (Bamett, 1989; 

Carrell & Eisterhold, 1983, Johnson, 1981,1982; Kang, 1992; Langer, 

Barolome, Vasques, & Lucas, 1990, Shimoda, 1989; Steffensen & Joag-

Dev, 1984; Stone, 1985). 

Given the benefits of reading strategy instruction for second language 

reading, which are congruent with estabh'shed and current theories of second 

language reading, there is strong theoretical support and sound pedagogical 

reasons for including a reading strategy instruction component in the L2 

composition classroom to improve reading comprehension. 

Rationale for Using a Web-Based Program to Teach Reading Strategies 

Since the 1960's computers have made their way into many language 

classrooms, particularly for the purposes of improving reading 
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comprehension. While the early initiatives focused on reading instruction to 

improve reading achievement and reading speed through drill type activities, 

the more recent uses of computers in the second language classroom have 

attempted to focus on teaching learners specific reading skills and strategies 

through various interactive tasks in order to improve reading comprehension 

and reading efficiency. 

The nature of a web-based program itself can facilitate the teaching of 

reading strategies to a greater degree, and can provide the reader with a 

number of additional resources, than perhaps would be possible in the 

traditional instructional classroom setting. This program provides students 

with information about reading strategies, and defines these terms for them 

in order to make them more aware of what strategies are, which in turn 

would facilitate understanding of their own use of strategies and reading 

process. The program also introduces readers to a series of strategy lessons 

and practice exercises that incorporate reading materials, which are part of 

the course curriculum. Close readings of texts that relate to their three essay 

assignments in the course are also included, with links to relevant text and 

content-related materials. In addition to this material, students can also use 

web browsers and electronic databases in order to locate other sources and 
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make connections to texts. Lastly, an on-line dictionary enables students to 

search for unknown vocabulary items. Numerous studies in the area of 

computer-assisted instruction and reading have shown that these features can 

improve overall reading comprehension and strategies (Adler-Kassner & 

Reynolds, 1996; Arroyo, 1992; Lomicka, 1997; Lyman-Hager & Davis, 

1996). Combining these features into one program would therefore lead to 

even greater benefits in terms of improvement in reading comprehension, 

use of reading strategies, and overall reading efficiency. 

Considering the apparent advantages of using a web-based program to 

teach reading strategies, the present study is designed to explore how the 

inclusion of a reading strategy instruction training program into an ESL 

composition class can help students learn to use both general and task-

specific, or curriculimi-specific reading strategies that would enable them to 

further develop their academic reading skills, and improve their overall 

comprehension of academic texts, and the Uterature they are exposed to in a 

first year composition class. 



37 

Purpose of the Study 

The purpose of this classroom-based study is to explore the 

effectiveness of a web-based reading strategy instruction program to help 

ESL students learn and practice reading strategies, and develop academic 

reading skills, as well as the necessary skills to interpret the works of 

literature they are exposed to in their English composition class, in order to 

improve their overall reading comprehension, strategy use, and reading 

efiSciency. In this study, reading strategy lessons and practice exercises will 

be designed and integrated into the freshman composition class. Analysis of 

pre- and posttest measures of a standardized reading test, reading tasks, a 

reading strategy inventory questionnaire, and pre- and post measures of 

patterns of strategy use on the readings tasks, will also be conducted to 

determine how reading strategy training might affect the reading 

comprehension and strategy use of these ESL students. This study aims at 

examining the reading behaviors and reading strategies of ESL students both 

prior to, and after reading strategy instruction. 

A secondary purpose for this dissertation is to explore the potentials 

and limitations of using a web-based program for teaching reading 

strategies. This study is therefore intended in part to provide fiuther insight 
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into the pedagogical implications of incorporating a computer-assisted 

instructional program in second language instruction, particularly in terms of 

designing effective reading exercises and tasks for the improvement of 

reading comprehension and reading strategy use. 

Overview of the Study 

Research in second language reading has for the most part 

concentrated on investigating the general reading strategies of readers and 

whether strategy training can enhance overall reading comprehension. Based 

on these studies, there is general agreement that strategy training in general 

reading strategies does improve comprehension of second language readers. 

However, insufficient empirical research has been done to investigate the 

effects of both general, and task-specific, or curriculum-specific, reading 

strategy instruction on the reading comprehension of adult second language 

learners, and even fewer studies have examined these effects through 

computer assisted reading strategy instruction. 

The description of the proposed study therefore proceeds from the 

assumptions that a) reading comprehension strategies can be explicitly 

taught, b) strategy instruction in both general and task-specific or 
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curriculum-specific strategies can productively support second language 

students to construct not only basic comprehension of various texts, but also 

insightful interpretations of various h'terary texts they are exposed to in their 

first year English classes, c) knowledge about what reading strategies are, 

and how and when they can be used, can improve overall reading 

comprehension, and d) reading strategy instruction should be an essential 

part of the first-year English composition curriculum. 

More specifically the research questions are as follows: l)What is the 

relationship between reading comprehension and strategy use prior to and 

after strategy instruction? 2)What types of reading strategies do ESL readers 

use on various reading tasks in their Engh'sh class? 3)How do ESL readers 

perceive their strategy use prior to and after reading strategy instruction? 

4)What effects does computer assisted strategy training in general and task 

(curriculum) specific strategies have on the reading comprehension of ESL 

learners? Chapter 3 of this dissertation discusses the questions in more detail 

in terms of the data used to investigate each question, and in the context of 

the methodology employed in this study. 

.The subjects for the study were an intact group of 22 ESL students in 

an English 108, freshman composition course. The data of this study 
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consisted of pre- and post-treatment measures of test scores on a 

standardized reading test and reading tasks, as well as pre- and post-

treatment results of a reading strategy inventory. Data also included an in-

depth analysis of patterns of strategy use on the reading task, both before 

and after strategy instruction. Responses to the reading assignments and 

activities completed on-line were also analyzed to provide insight into the 

process these students were engaging in as they read various texts. Both 

quantitative and qualitative methods were employed to analyze the data from 

this study. 

Significance of the Study 

The present study was designed to contribute to the research literature 

in second language reading, focusing primarily on the effects of reading 

strate^ instruction on reading comprehension and strategy use. While 

previous studies have examined strategy use of L2 learners, fewer studies 

have closely examined the reading strategies used by college level ESL 

learners. Studies in the area of reading strategy training have also been 

conducted but most of these studies have focused on teaching learners how 

to use a variety of general language strategies in order to read more 

efSciendy. Less conunon, however, have been empirical investigations into 



41 

the effects of reading strategy training which included instruction in both 

general, and task-specific strategies. General reading strategies consist of a 

whole range of strategies including skimming and scanning, contextual 

guessing, reading for meaning, utilizing background knowledge, recognizing 

text structure, making notes, posing questions, paraphrasing, simmiarizing, 

and so forth. Task-specific strategies, on the other hand, may include, for 

example, use of reading strategies that are specific to certain kinds of 

problems in literary texts. This includes strategies for identifying and 

understanding irony, point of view, and satire, for example. For the most 

part, studies that have been earned out in this area, have focused on LI 

learners (Booth, 1974; 1983; Smith, 1989). Given the interest in the area of 

reading strategies, there are, however, several areas of conflict within the 

research community over the range of reading strategies that should be 

emphasized, particularly at high levels (Smagorinsky & Smith, 1992). Some 

researchers emphasize the teaching of general reading strategies, while 

others' emphasize the importance of teaching task-specific strategies. This 

study focused on instruction in both general and task-specific reading 

strategies. 
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Since the present research is situated in the context of computer-

assisted instruction as well, it is also intended to contribute to the field of 

computer-assisted language learning (CALL), particularly in the area of 

computers and reading instruction. Although computers have been 

increasingly used in reading instruction and language classrooms, most 

studies have focused on teaching general reading strategies through drill and 

practice type exercises. Most of these studies have also involved younger 

learners rather than adult learners. Such studies, for the most part, have not 

considered how the implementation of a web-based computer program can 

affect the reading comprehension and strategy use of adult learners. 

The present study is therefore grounded on an interdisciplinary base of 

theoretical frameworks from several related disciplines, drawing upon 

theories and research from the fields of L2 reading research, CALL research, 

and second language acquisition theories. It is hoped that the findings of this 

semester-long classroom based research project, which involves the 

integration of technology into the L2 curriculum will shed some light on the 

implications for applying computer technology in second language 

instruction, particularly in the area of integrating computer-assisted 
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instruction in the L2 composition class to improve the overall reading 

comprehension, reading efiBciency, and strategy use of ESL learners. 

Definitions of Important Terms 

Since this dissertation focuses on L2 reading and reading strategies, 

and the effectiveness of a web-based program to teach reading strategies, it 

is important to clarify some of the more important terms that are used 

throughout the subsequent chapters of this dissertation, which in turn, will 

enable the reader to make sense of the ensuing discussions. 

Reading comprehension 

Assessment of reading comprehension requires knowledge of what the 

reading process entails. This includes the assessment of various areas, some 

of which include the awareness and use of cues in a text, perception of the 

writer's plan, insights into the nature of the text, strategies for retrieving 

information before, during, and after reading, schemata selection, cognitive 

monitoring skills, and the knowledge of summarization rules. For the 

purposes of this study, reading comprehension is defined and 
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operationalized as reading proficiency in order to allow for a quantifiable 

measure of reading comprehension. 

Reading strategies 

In simple terms, strategies are defined as learning techniques, 

behaviors, problem-solving or study skills which make learning more 

effective and efficient (Oxford and Crookall, 1989). As previously stated, in 

the L2 context, a distinction can be made between strategies that make 

learm'ng more effective, versus strategies that improve comprehension. The 

former are generally referred to as learning strategies in the second language 

literature, while the latter are referred to as comprehension or reading 

strategies. In short, such strategies are processes used by the learner to 

enhance reading comprehension and overcome comprehension failures. 

Because numerous studies have investigated strategies used by L2 

learners, before proceeding to an overview of these studies in the following 

chapter, it would be beneficial to provide the reader with a conceptual 

framework in order to allow for consistency in the terminology used 

throughout this dissertation. Although a number of studies have attempted to 

conceptualize the notion of strategies used by language learners, as stated. 



45 

Oxford (1990) offers a useful and comprehensive classification scheme of 

the various strategies used by learners. Within the broader context of reading 

strategies, the following six strategies can more appropriately be referred to 

as sub-strategies. Cognitive strategies are used by learners to transform or 

manipulate the language. In more specific terms, this includes note taking, 

formal practice with the specific aspects of the target language such as 

sounds and sentence structure, summarizing, paraphrasing, predicting, 

analyzing, and using context clues. 

Techm'ques that help the learner to remember and retrieve information 

are referred to as memory strategies. These include creating mental images 

through grouping and associating, semantic mapping, using keywords, 

employing word associations, and placing new words into a context. 

Compensation strategies include skills such as inferencing, guessing while 

reading, or using reference materials such as dictionaries. Metacognitive 

strategies are behaviors undertaken by the learners to plan, arrange, and 

evaluate their own learning. Such strategies include directed attention and 

self-evaluation, orgam'zation, setting goals and objectives, seeking practice 

opportunities, and so forth. In the context of reading, self-mom'toring and 

correction of errors are further examples of metacognitive strategies. 
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Learners also use affective strategies, such as self-encouraging behavior, to 

lower anxiety, and encourage learning. Lastly, social strategies are those that 

involve other individuals in the learning process and refer to cooperation 

with peers, questioning, asking for correction, and feedback; for example, 

while reading, a student may ask another individual for feedback about 

his/her reading responses. 

It is important to recognize that the above strategies can be used to 

facilitate learning, or can be used to facilitate comprehension. For example, 

a learner can employ the memory strategy of grouping in order to leam 

vocabulary words more quickly and more effectively. Similarly, grouping 

can also be used to facilitate the understanding and meaning of words. 

Furthermore, such strategies will vary depending on the language area or 

skill to be mastered. In other words, task requirements help determine 

strategy choice; learners would not use the same strategy for writing an 

essay as they would for engaging in informal conversation in a second 

language. 



47 

Task-soecific strategies 

Students in this composition class will also be exposed to a number of 

literary texts, which may include poems and short stories, as well as short 

essays falling into the more common categories of the narrative, descriptive, 

and expository, essay formats. While general reading strategies, as described 

above will be a part of the strategy instruction program, it will be important 

to inform students about more specific, or task-based strategies that will help 

them interpret the literary works in this course. Task-specific strategies 

therefore include use of reading strategies that facilitate the interpretation 

and comprehension of literary texts. This includes strategies for identifying 

and understanding specific literary devices such as, paradox, personification, 

metaphor, irony, as well as recognizing narrative structure, point of view, 

and satire, for example (Booth, 1974; 1983; Smith, 1989). The learning of 

such strategies is essential, and as Gajdusek (1988) appropriately points out, 

the devices often used in literary texts are far less explicit than in other types 

of prose. Task-specific strategies can also include recognition of the 

rhetorical structure or textual organization of various genres and types of 

essays such as the expository, argumentative, compare and contrast, cause 
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and effect types of formats, as well as recognition of rhetorical strategies in 

various texts, such as journal articles, for example. 

Academic reading in a second language 

Academic reading in a second language is defined, for the purposes of 

the present study, as the ability to use reading strategies to efficiently 

process the kinds of written discourse that are commonly required of L2 

learners in academic contexts, i.e. at the universities. This can include the 

most common genres such as narrative, descriptive, expository, and 

argiunentative prose, but also includes the more diverse, complex, and 

discipline based texts that are common to academic writing. Academic 

reading further requires that readers are aware of the rhetorical context in 

which something is written since academic writing is clearly defined and 

specified by topic, purpose, and audience. Academic reading involves being 

able to understand the rhetorical structure of such texts, the purpose of these 

texts, and how various rhetorical or literary features are used to reach a 

particular audience. 
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Computer-assisted instruction 

Computer-assisted instruction, in a general sense, refers to computer 

use in educational settings including drill and practice, tutorials, learning 

activities and exercises, or simulation activities, offered either by themselves 

or as supplements to traditional teacher-directed instruction. Computer-

assisted instruction can provide learning experiences that are not possil)le 

with other media. Multimedia computer tools, for example, involve the 

integration of media such as text, sound, graphics, animation, video, 

imaging, and spatial modeling. Computer-assisted instruction also involves 

curriculum-based instruction that is individualized because the computer 

serves as a tutor for an individual. It is also interactive because it involves 

two-way communication between a student and the computer. Other 

applications of computer-assisted instruction include collaborative learning 

environments involving groups of students communicating through email or 

on-line computer conferencing. Lastly, being a form of instruction, 

computer-assisted instruction implies guidance. Computer-assisted reading 

instruction refers to the teaching of reading that is facilitated by the use of 

computers. 
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Web-Based Reading Program 

This reading instruction program was written in HTML (Hypertext 

Markup Language) script so that it could operate on the World Wide Web. 

The WWW is an area of the Internet comprised of a huge collection of 

interconnected documents. Such a medium allowed the teacher-researcher to 

post information, assignments and exercises on-line. Questionnaires and 

assignments were completed on-line and sent via email to the instructor. The 

web uses hypertext which is an easier method of navigating the Internet, 

where text is used to link documents. With hypertext, a simple click of the 

mouse enables one to move from one web site to another page, link, or 

another site. This would allow students greater freedom in terms of 

accessing information and resources in the program itself, or on any other 

web site. Furthermore, because of the mix of text and multimedia, and 

because the web is extremely user-friendly, this type of computer-assisted 

instructional format was chosen over other possibilities. A detailed 

description of the Web-Based Reading Program is provided in Chapter 3. 

Structure of the Dissertation 

This dissertation consists of 5 chapters. Chapter 1 describes the 

background of the study, discusses the relevant theories of reading, states the 
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purpose of the present investigation, provides an overview of the study, 

discusses the significance of the study, defines key concepts pertaining to 

subsequent discussions, and outlines the dissertation. Chapter 2 reviews the 

empirical literature, which relates to second language reading, the teaching 

of reading strategies, and the application and effectiveness of computer 

technology to teach these strategies. This literature review lays the 

groundwork for the analysis and discussion of the research findings of this 

study. The literature review encompasses several relevant bodies of 

literature: LI and L2 reading theories, reading strategy, and strategy training 

research and pedagogy, and computer-assisted instruction and reading. 

Chapter 3 discusses the principles and procedures of the methodology 

employed in the present study. It states the research questions, provides the 

definitions of the variables being investigated, describes the measurements 

of these variables and the subjects involved in the study, and discusses the 

procedures of data collection from various sources, as well as the methods 

used for quantitative and qualitative analysis. This chapter also includes 

detailed descriptions and explanations of the web-based reading strategy 

training program, in terms of overall goals, organization and content, the 

standardized reading test, the reading tasks, the reading strategy inventory. 
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and how each of these were analyzed to determine the effective of the 

program, and the subjects reading comprehension and strategy use before 

and after the strategy instruction phase. The final interview questionnaire is 

also described in terms of how it was utilized to determine the effectiveness 

of this web-based reading strategy instruction program. Chapter 4 reports the 

results of the analysis conducted according to the procedures described in 

the preceding chapter. The reports are presented in order following the 4 

major research questions. Tables are provided where appropriate to help 

interpret and substantiate the presentation. Chapter 5 discusses the findings 

with reference to previous studies on second language reading and reading 

strategy instruction, and the application of computer technology to second 

language reading instruction. It also addresses the limitations of the study, 

discusses pedagogical implications for reading strategy instruction in the L2 

freshman composition classroom, and via a computer medium, and provides 

recommendations for future research. 
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Chapter 2 

REVIEW OF LITERATURE 

Introduction 

This chapter will review the empirical literature, which has relevance 

to reading strategy instruction and the application of computer technology to 

L2 reading instruction. The review will lay the groundwork for the analysis 

and discussion of the research findings from this study. The chapter begins 

with a brief overview of reading theories, and how such theories relate to 

pedagogy in terms of reading. This discussion is followed by a review of 

research on reading strategies, and strategy training studies. The chapter also 

reviews the literature on reading and CALL, and some of the research 

endeavors focusing on reading strategy training through computer-assisted 

instruction. The chapter closes with a summary of the literature review and a 

call for research. 
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Research in Reading Strategies and Reading Comprehension 

Reading Strategies of Successful and Unsuccessful Learners 

Since much of the research in the area of reading strategies has 

stemmed from first language studies in reading, a review of both the major 

research in first language and second language learning is included. In many 

first language studies, the use of various strategies has been found to be 

effective in improving students' reading comprehension (Baker and Brown, 

1984; Brown, 1981; Palinscar and Brown, 1984). Some studies have also 

investigated the reading strategies used by successful and unsuccessful 

language learners. In a second-language study, Hosenfeld (1977) used a 

think-aloud procedure to identify relations between certain types of reading 

strategies and successful or unsuccessful second language reading. The 

successful reader, for example, kept the meaning of the passage in mind 

while reading, read in broad phrases, skipped inconsequential or less 

important words, and had a positive self-concept as a reader. The 

unsuccessful reader on the other hand, lost the meaning of the sentences 

when decoded, read in short phrases, pondered over inconsequential words, 

seldom skipped words as unimportant, and had a negative self-concept 
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Block (1986) also used a think-aloud procedure in her study of non-

proficient readers from which she was able to obtain information about four 

charactenstics, namely integration, recognition of aspects of text structure, 

use of general knowledge, personal experiences and associations, and 

response in extensive versus reflexive modes which differentiated successful 

from less successful, non-proficient readers. In the reflexive mode, readers 

related affectively and personally, directed their attention away from the text 

and toward themselves, and focused on their own thoughts and feelings, 

rather than on information from the text. In addition, they tended to respond 

in the first or second person. In the extensive mode, the reader's focus was 

on understanding the ideas of the author, not on relating the text to 

themselves. They tended to respond in the third person. Among the non-

proficient readers Block investigated, one group which she designated as 

"integrators", integrated information, were generally aware of text structure, 

responded in an extensive mode by dealing with the message conveyed by 

the author, and monitored their understanding consistently. The "non-

integrators" on the other hand, failed to integrate, did not recognize text 

structure, and were more reflexive in that they relied much more on personal 

experiences. Overall, the "non-integrators" made less progress in developing 
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their reading skills and demonstrated less success after one semester in 

college. 

Strategy Use and Individual Differences 

Knight, Padron and Waxman (1985) conducted a study to determine 

whether there were differences in either the type or frequency of cognitive 

strategies reported by ESL and monolingual students. Individual interviews 

which were audiotaped for analysis were conducted with 23 Spanish-

speaking ESL students and 15 monolingual students from the third and fifth 

grades of an inner-city public school. The San Diego Quick Assessment was 

used to determine their reading levels. A matched passage from the Ekwall 

Reading Inventory Manual (Ekwall, 1979) was used to identify the strategies 

the students were using during a reading task. Spanish-speaking students 

were permitted to speak in their native language in order to clearly explain 

the strategies being used. Using an adapted version of a structured interview 

format from Chou Hare and Smith (1982), the students' strategies were 

categorized as follows: 1. Rereading, 2. Selectively reading, 3. Imaging, 4. 

Changing Speed, 5. Assimilating with personal experiences, 6. 

Concentrating, 7. Assimilating with passage events or thinking about 
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previous events, 8. Noting/searching for salient details, 9. Summarizing, 10. 

Predicting outcomes, 11. Self-generated questions, 12. Student perceptions 

of teacher expectations, and 13. Rehearsal. It was found that English 

monolinguals cited the strategy of Concentrating the most, while the strategy 

of Student's Perceptions of Teacher's Expectations was least cited. ESL 

students, on the other hand, cited this strategy the most. The categories of 

Imaging, Noting Details and Predicting outcomes were not cited by any 

bilingual students during the interviews. The use of three strategies. 

Concentrating, Noting Details, and Self-Generated Questions was reported 

significantly more often by monolinguals than ESL students and overall, 

English-speaking subjects used more strategies than ESL students. One 

explanation that the authors offered for these results was that ESL students 

may not have had enough time to develop these strategies in their first 

language and were transferred to English texts too quickly. 

Differences in strategy use were also examined by Anderson (1991). 

He carried out a study to investigate the individual differences in strategy 

use by adult second language learners while engaged in two reading tasks: 

taking a standardized reading comprehension test and reading academic 

texts. The subjects consisted of twenty-eight Spanish-speaking students 
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enrolled at a university level intensive ESL program in the Southwestern 

United States. Their English proficiency level as determined by a placement 

test ranged from beginning to advanced level. Students were administered 

two forms of the Descriptive Test of Language Skills (DTLS) and The 

Textbook Reading Profile (TRP). The questions on the DTLS were grouped 

into clusters according to the type of reading skill being measured. The TRP 

questions asked the subjects to use think aloud protocols as they responded 

to comprehension questions at the end of the passage. Analysis of both 

quantitative and qualitative data revealed that there was no single set of 

processing strategies that significantly contributed to success on these two 

reading measures. Both high and low scoring readers appeared to be using 

the same kinds of strategies while answering the comprehension questions 

on both measures; however, high scoring students seemed to be applying 

strategies more effectively and appropriately. Anderson's (1991) study 

seems to indicate that strategic reading is not only a matter of knowing 

which strategies to use, but in addition, the reader must know how to apply 

strategies successfully. This may be one factor contributing to the 

relationship between proficiency level and reading strategies used by 

readers. 



59 

Olshavsky's (1977) study was designed to identify reader strategies 

and to relate their usage to three factors; interest, proficiency and writing 

style. A 2x2x2 design was used with two types of reader interest, high and 

low; two types of reader proficiency, good and poor; and two types of 

writing styles, abstract and concrete. The subjects included fifteen boys and 

nine girls enrolled in a tenth grade Engh'sh class. Each subject was asked to 

read a short story and to stop at various points in order to answer questions. 

At predetermined stopping points in the story, they were asked to talk about 

what happened in the story and about what they were doing and thinking as 

they read it. Despite a number of limitations in this study, Olshavsky's 

(1977) study showed that readers do use strategies. While this is a well-

known fact today, the types of strategies that were identified lent support to 

the theoretical position that reading is a problem-solving process. This study 

seemed to indicate that a reader identifies problems and applies strategies to 

solve those problems. Although the types of strategies do not change with 

the situation, the firequency of use of strategies does change. As stated, most 

strategies were applied when readers were interested in the material, with 

readers that were proficient, and when they were faced with abstract 

material. 
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Reading Strategies and Younger Learners 

Various other studies in the area of reading strategies have found that 

younger and less proficient students use fewer strategies and use them less 

effectively in their reading comprehension (Gamer, 1987; Waxman and 

Padron, 1987). Waxman and Padron's (1987) study involved 82 Hispanic 

ESL students in the third, fourth, and fifth grades of a pubh'c elementary 

school. The reading comprehension section of the Stanford Diagnostic 

Reading Test (Karleson, Madden and Gardner, 1966) was administered 

twice in a four month period to determine the relationship between the 

strategies cited by students and gains in reading comprehension. The 

Reading Strategy Questionnaire, a fourteen item Likert-type questionnaire 

(Waxman and Padron, 1987) was administered to the subjects so that 

students could indicate the extent to which they used a particular strategy. A 

score of 3 meant that the student perceived using the strategy all the time, a 

score of 2 meant it was used some of the time, whereas a score of 1 indicated 

that the student perceived using the strategy none of the time. The results 

showed that the most cited strategies were asking questions about the parts 

of the story that weren't understood, checking through the story to see if the 

student remembers all of it, imaging or picturing the story, and looking up 
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words in the dictionary. The least cited strategies were reading as fast as one 

could, thinking about something else while reading, writing down every 

word, and skipping parts in the story that were not understood. Results of the 

questionnaire were compared to results on the task which indicated that 

student's perceptions of the strategies they use have predictive validity for 

their reading comprehension. These findings support previous metacognitive 

research conducted with monolinguals which has found that lower achieving 

students use less sophisticated and inappropriate reading strategies during 

reading (Brown, Armbruster, and Baker, 1983). This study also suggests that 

the use of negative strategies by Hispanic students, specifically strategies 

that are ineffectively applied, may be another factor other than Engh'sh 

proficiency that interferes with their reading comprehension and hence 

reading achievement. Both studies indicated that there is indeed a 

relationship between the types of reading strategies readers use and 

proficiency level. Overall, these studies suggest that high proficient students 

seem to use different strategies than low proficient students, and also appear 

to apply them more effectively. 

Other studies have shown that students who use metacogm'tive 

strategies, such as those who monitor their reading comprehension, adjust 
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their reading rates, consider the objectives and so on, tend to be better 

readers. A two-part first language study by Paris and Meyers (1981) was 

carried out to examine comprehension monitoring and study of strategies 

good and poor readers. The initial part of their study investigated the 

differences in comprehension monitoring between good and poor fourth 

grade readers during an oral reading of a story. Their ability to monitor 

comprehension of difficult anomalous information was measured by 

spontaneous self-corrections during oral reading, by directed underlining of 

incomprehensible words and plu-ases, and by study behaviors. Their study 

demonstrated that poor readers do not engage in accurate mom'toring as 

firequently as good readers. Furthermore, poor readers also demonstrated less 

accurate comprehension and recall of the stories than good readers. The 

second phase of their study was conducted to provide additional information 

about the differences between good and poor readers' comprehension skills. 

The researchers paid particular attention to children's strategies for deriving 

meaning for difBcult vocabulary words. It was found that good readers used 

comprehension strategies far more fi-equently than poor readers. For 

example, good readers wrote notes and summaries related to the text. The 

children were also asked to defme specific vocabulary words. Most good 
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readers reported using strategies of asking questions or referring to the 

dictionary to determine word meaning, while none of the poor readers did 

so. Poor readers were more concerned with the pronunciation of words 

rather than meanings. Overall, poor readers engaged in a few spontaneous 

smdy behaviors, failed to ask questions, take notes or use a dictionary as 

often as good readers. High proficient readers, on the other hand, used 

cognitive, memory, metacogm'tive, compensation, and social strategies to a 

far greater extent than low proficient readers. Although the above discussion 

pertaining to reading strategies and second language learning is by no means 

exhaustive, it does provide one with an overview of the kinds of 

investigations and range of studies that have been carried out by researchers 

in this area. 

From the above findings of research in reading strategies, it becomes 

clear that there are indeed differences between successful or good readers, 

and less successfiil or poor readers in terms of strategy use. There is also a 

strong relationship between reading strategies used by readers and 

proficiency level. Overall, successful readers or high proficient readers 

appear to be using a wider range of strategies. Moreover, these readers also 

appear to use strategies more frequently than less successful or poor readers. 
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Results of some studies have also shown that successful readers know when 

and how to apply reading strategies on a given task. A pertinent point to 

note; however, is that while many of these studies have examined strategy 

use by different types of readers, (successful vs. less successful, good vs. 

poor, and so forth), such simplistic dichotomies can tend to be limiting in 

natiu'e. While descriptions are needed to identify different types of readers, 

such broad categories may also overlook subtle and important differences 

between learners and strategy use. One must use caution in employing 

descriptions as mere labels. These differences must be examined closely in 

order to assist learners in improving their reading abilities, and skills. 

Metacognitive Awareness, Reading Strategies 
and Reading Comprehension 

Metacognitive Awareness and Comprehension 

Research in the area of reading has also begun to focus on the role of 

metacognition. While previous research has focused on strategy use, 

researchers are examim'ng readers' awareness of strategies during the 

reading process - their metacognitive awareness. Metacognition is a 

relatively new label for a body of theory and research that addresses 
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learners' knowledge and use of their own cognitive resources (Gamer, 

1987). Metacognitive knowledge or awareness is knowledge about 

ourselves, the tasks we face, and the strategies we employ (Baker & Brown, 

1984). Knowledge about ourselves may include knowledge about how well 

we perform on certain types of tasks or our proficiency levels. Knowledge 

about tasks may include knowledge about task difBculty level. For example, 

in the area of reading, we may know that familiar-topic material is easier to 

understand than unfamiliar material; explicit sentences assist us in tasks that 

require reduction of texts to their gists. About strategies, we may know that 

verbal rehearsal and elaboration of material assist in retrieval, or that 

prediction of article content based on titles improves comprehension, and so 

forth. Metacogm'tive awareness therefore, also involves the aw^eness of 

whether or not comprehension is occurring, and the conscious application of 

one or more strategies to correct comprehension (Baumann, Jones, & 

Seifert-Kessel, 1993). This body of work has enormous explanatory power 

for description of the reading process in both the LI and L2 contexts. First 

language reading researchers, most notably Baker and Brown (1984) have 

investigated several different aspects of the relationship between 

metacogm'tive ability and effective reading. Two dimensions of 
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metacognitive ability have been recognized: 1) knowledge of cognition or 

metacognitive awareness; and 2) regulation of cognition which as stated 

includes the reader's knowledge about his or her own cognitive resources, 

and the compatibiUty between the reader and the reading situation. For 

example, if a reader is aware of what is needed to perform effectively, then it 

is possible to take steps to meet the demands of a reading situation more 

effectively. If, however, the reader is not aware of his or her own limitations 

as a reader or of the complexity of tlie task at hand, then the reader can 

hardly be expected to take actions to anticipate or recover from difficulties 

(Carrell, 1989). 

Related to this is the reader's conceptualization of the reading process. 

Devine (1983) has investigated L2 readers' conceptualizations about their 

reading in a second language. Analysis of transcnpts of reading interviews 

provided information on beginning ESL readers' theoretical orientations 

toward reading in their second language. Devine's results are reminiscent of 

first language reading research which has generally shown that younger and 

less proficient readers tend to focus on reading as a decoding process rather 

than as a meaning-making process (Myers and Paris, 1978; Gamer & 

Krauss, 1982). Some of these first language studies using self-report data 
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have also found a lack of correlation between what readers say they do and 

what they actually do when reading. While at other times, a reader does not 

describe how to use a particular strategy but in fact does use it when reading. 

To explain this, Baker & Brown (1984) point out that "knowing that" 

(declarative knowledge) is different from "knowing how" (procedural 

knowledge), and that knowledge that a particular strategy is use&l 

(awareness) precedes its routine use, which in turn precedes the ability to 

describe how it is used. 

Some studies have shown that better readers are also better strategy 

users. Carrell (1989) for example, conducted a study to investigate the 

metacognitive awareness of second language readers about reading 

strategies in both their first and second language, and the relationship 

between their metacogmtive awareness and comprehension in both first and 

second language reading. Two groups of subjects of varying proficiency 

levels-including forty-five native speakers of Spam'sh enrolled at an ESL 

intensive program at a university, and seventy-five native speakers of 

Enghsh studying Spam'sh were involved in the study. A metacognitive 

questionnaire was developed to elicit relevant information from subjects to 

tap their metacognitive awareness and judgments about silent reading in 
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their first and second language. Subjects were also tested in both their first 

and second languages by reading a text in each language and then answering 

comprehension questions pertaining to the text. The findings of the study 

yielded some interesting results. For reading in the LI, local reading 

strategies such as focusing on grammatical structures, sound-letter, word 

meaning and, text details tended to be negatively correlated with reading 

performance. For reading in the L2, there were some differences between the 

Spanish LI and the English LI groups. The ESL group, of more advanced 

proficiency levels, tended to be more global (used background knowledge, 

text gist, and textual organization) or top-down in their perceptions of 

effective and difficulty-causing reading strategies, while the Spam'sh-as-a-

foreign language group, at lower proficiency levels tended to be more local 

or bottom-up, perhaps because they may have been more dependent on 

bottom-up decoding skills. Carrell (1989) cautions these results are to be 

taken as suggestive as further research in this area is needed. 

In another recent study of L2 reading involving 278 French language 

students, Bamett (1988a) investigated the relationships among reading 

strategies and perceived strategy use on reading comprehension. The initial 

part of the study required students to read an unfamiHar passage and write in 
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English what they remembered. The second part of the study asked the 

students to answer a series of background knowledge questions before 

reading a text, and the third part of the study required students to continue 

the ending of a text. The final part required the subjects to answer a 

seventeen-item questionnaire in English about the types of reading strategies 

they thought best described the way they read. ''Background knowledge 

scores", "comprehension scores" and "strategy-use scores" were used for 

analysis which revealed that students who effectively consider and 

remember context as they read, (ie. strategy use) understand more of what 

they read than students who employ this strategy less or less well. Moreover, 

students who think they use those strategies considered most productive (ie. 

perceived strategy use) actually do read through context better and 

understand more than do those who do not think they use such strategies" Q). 

156). 

Given the above discussion, there appears to be a strong relationship 

between reading strategies used by readers, metacognitive awareness, and 

reading proficiency. In essence, successful readers appear to use more 

strategies than less successful readers and also appear to be use them more 

frequently. Better readers also have an enhanced metacognitive awareness of 
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their own use of strategies and what they know, which in turn leads to 

greater reading ability and proficiency (Baker & Brown, 1984; Gamer, 

1987; Pressley & AfQerbach, 1995). In essence, researchers in this area have 

found that more proficient readers are more aware readers, and therefore, 

they tend to exhibit the following types of reading behaviors: 

• Overview text before reading 

• Employ context clues such as titles, subheading, and diagrams 

• Look for important information while reading and pay greater attention to 

it than other information 

• Attempt to relate important points in text to one another in order to 

understand the text as a whole 

• Activate and use prior knowledge to interpret text 

• Reconsider and revise hypotheses about the meaning of text based on text 

content 

• Attempt to infer information firom the text 

• Attempt to determine the meaning of words not understood or recognized 

• Monitor text comprehension 

• Identify or infer main ideas 
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• Use strategies to remember text (paraphrasing, repetition, making notes, 

smnmarizing, self-questioning, etc) 

• Understand relationships between parts of text 

• Recognize text structure 

• Change reading strategies when comprehension is perceived not be 

proceeding smoothly 

• Evaluate the qualities of text 

• Reflect on and process additionally after a part has been read 

• Anticipate or plan for the use of knowledge gained from the reading 

(Aebersold & Field, 1997; Pressley & Afflerbach, 1995). 

While this list is not prioritized or complete, it does provide one with a 

description of the characteristics of successful readers, and continues to 

grow as more research into reading and metacognition is conducted. 

Methodological Concerns in Reading Strategy and Metacognition 

Research 

Protocol analysis is the main methodology through which the reading 

comprehension is investigated. In most of these studies, interviews or think-

aloud procedures are used. Interviews may occur during or after the task. 
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while in the think-aloud method, the researchers provides a task and asks 

subjects to say aloud "everything they think and everything that occurs to 

them while performing the task" (Gamer, 1987). Think-alouds require a 

reader to stop periodically, reflect on bow a text is being processed and 

understood, and relate orally what reading strategies are being employed. In 

other words, think alouds involve the overt, verbal expression of the 

normally covert mental processes readers engage in when constructing 

meaning from texts. Investigations of reading have used protocol analysis 

both as an exploratory methodology (inductively) and as a means of testing 

hypothesis about reading that emanate from initial explorations (ie. 

deductively). Protocol analysis has been used to investigate the range of 

reading strategies and behaviors as subjects read, and to better understand 

the cognitive processes during reading (see Afflerbach & Johnston, 1986; 

Ericsson & Simon, 1980; Pressley & Afflerbach, 1995; Wade, 1990). 

While protocol analysis based on verbal interviews and think-aloud 

data continues to be used in reading research, it is not without its problems. 

The most basic concern expressed in the literature is that we may not be able 

to observe the workings of our own minds with any accuracy. In other 

words, we may be unaware of the operations of memory, attentions. 
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comprehension processes, and the like - perhaps because many of these 

processes are so automatic. Ericsson & Simon (1980) point out that as 

processes become more automated, and hence unconscious, only the final 

products are left in memory available for reporting to an interviewer. 

Subjects may draw inferences about what probably occurred in processing 

and report these events rather than what actually occurs. Memory failure can 

also be a particularly serious problem for verbal-report data. Reports taken at 

a great distance fi'om processes they are intended to tap, may reveal little 

about the reading comprehension process and strategies used by the reader. 

Such methodology has also shown that while students may report using a 

particular strategy, it is not used at all, and by the same token, strategies that 

are used by readers, are not reported. Therefore, the discrepancy between 

knowledge versus use should be recogm'zed when using think-aloud report 

data. Lastly, verbal facility of the reader may affect the outcome of the 

interviews. Learners, especially younger children can fail to provide a full 

response for a number of reasons other than lack of knowledge. One reason 

is limited language skills. Even in instances in which cognitions are 

generally accessA}le and remembered, it is possible that they cannot be 
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verbalized. It must also be recognized that considerable differences exist in 

the tendency to speak aloud. 

Despite the criticisms of verbal report data, most researchers do 

believe that a great deal can be learned about the reading comprehension 

process and the psychology of thinking by making subjects think aloud 

about definite problems. Ericsson and Simon (1993) and Gamer (1987) offer 

the following methodological recommendations and conclusions about how 

verbal-reports should be collected. 

1. Avoid asking about processes that are engaged in automatically and 

which are therefore inaccessible upon reflection. Complex, difficult, and 

novel tasks may provide more information than much-practiced simple 

tasks. 

2. Reduce the interval between processing and reporting. 

3. Use multiple methods to assess knowledge and use of strategies 

(interview questions, questionnaires, data from verbal-reports and think-

alouds). 

4. Avoid general questions asking subjects to provide a generalized 

description of their processing as this may fail to reflect processing 

accurately. 
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5. Emphasize that reporting should reflect exactly what is being thought. 

6. Provide directions to subjects that encourage intermediate and final 

products of processing rather than descriptions of explanations of 

processing. 

7. Use reliable categories to code verbal and think-aloud reports. 

8. Recognize that there are individual differences in the ability to provide 

think-aloud reports and in thinking. 

In simi, verbal protocol and metacognitive research has made important 

contributions to our understanding of reading which provide rich 

descriptions of ways in which younger and less successful readers differ 

from older and more proficient readers. We can conclude that less effective 

readers often have misconceptions about the reading process, fail to monitor 

their comprehension, underutilize effective reading strategies, and employ 

fewer reading strategies when reading. Skilled readers, on the other hand, 

know and use many different strategies in coming to terms with text. They 

employ both '1)ottom-up" and "top-down" reading strategies, use a wider 

range of strategies and use them more frequently, and employ metacognitive 

knowledge, that is knowledge of when and how comprehension and 

monitoringprocesses apply. 
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Reading Strategy Instruction 

Strategy Training Studies 

A number of first language training studies have been carried out 

which have shown that comprehension abihties of students have improved 

with training in reading and comprehension strategies (Brown, Armbruster, 

and Baker, 1983; Miller, 1985; Palincsar and Brown, 1984; Pressley et al, 

1989). Such research has sought to better understand the contexts in which 

reading strategies improve comprehension, the training procedures which are 

most effective, and the variables which influence strategy instruction. Fewer 

strategy traim'ng studies have been carried out in an L2 context which have 

been directed at improving the readers' use of strategies through training. 

The following discussion; however, will consider research in both LI and L2 

contexts. 

Carrell, Pharis and Liberto (1989) showed that strategy training with 

semantic mapping and with the ETR (experience, text, relationship) method 

both improved reading comprehension scores. Their study specifically 

examined if strategy training enhances L2 reading. The study involved a 

heterogeneous group of 26 ESL students in a level 4 intensive ESL program 

at a university. Two experimental groups were formed of which one 
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received the semantic mapping training and the other received the ETR 

training. A control group simply received the pre and posttest. During a four 

day training session, the first group was given a series of reading passages. 

Questions were used to stimulate discussion and semantic maps were 

created. The ETR group received the same passages, however, group 

activities included note-taking, discussion, comprehension questions and 

vocabulary activities that related to the texts. Subjects received a pretest 

prior to the onset of training and a posttest nine days after the training. The 

tests included questions in varied formats and two out of three passages on 

the test required the subjects to complete semantic maps. Scoring was done 

according to predetermined criteria. The results indicated that the control 

group did not have sigm'ficant gains scores between their pre- and posttests 

on any of four dependent measures which were multiple-choice questions, 

open-ended questions, cloze semantic mapping, and open-ended semantic 

mapping questions. Each training group, however, showed significant gain 

scores on the open-ended questions. Carrell, Pharis and Liberto (1989) do 

caution, however, that such results need to be supported by i^irther research 

in this area. 
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Kem (1989) conducted a study involving fifty three students enrolled 

in a French class to determine the effect of strategy training on reading. One 

treatment group received explicit instruction in reading strategy use in 

addition to the normal course content and the control group received no 

instruction in reading strategy use but covered the same material. Subjects 

were presented with a passage in French and were asked to report what they 

were thinking as they read each sentence, what they understood, what they 

did not understand, how they went about determining the meaning of 

unfamiliar words, whether they made predictions or inferences, and whether 

they translated into English. Both a comprehension and word inference 

measure were derived from the reading task. Data analysis revealed that 

reading strategy training had a strong positive effect on L2 readers 

comprehension gain scores. Those who had the most difficulty reading, 

appeared to benefit the most from reading strategy instruction which 

suggests that mid and high abihty readers may have already transferred more 

of their effective LI reading strategies to the second language reading task. 

In terms of the effects of such strategy training on word inference ability, the 

results were less clear. Overall, Kem (1989) reported significant 

improvement with FL readers of French over a semester of training with 
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emphasis placed on word, sentence, and discourse analysis strategies. 

Similar strategy studies performed widi LI readers have yielded similar 

results (Geva, 1983; Singer and Donlan, 1982). Bamett (1988b) also 

reported improvement in reading comprehension from a year-long strategy 

training experiment in reading. In a related experiment over one semester, 

however, she did not see significant improvement in the training group. 

Strategy instruction was also found to be beneficial to low-level 

readers as illustrated in a year- long case study conducted by Jimenez and 

Gamez (1996). During a two week period in a middle school, three 

Spam'sh/English bilingual students were taught how to engage in think-

alouds while reading, and explicit metacognitive and cognitive reading 

strategies in order to improve their poor reading skills. Use of culturally 

relevant texts, student-generated discourse, and instruction designed to 

promote comprehension was found to have a strong potential for promoting 

and fostering the reading ability of such students who were performing at 

low levels of literacy in the middle school grades. In another study involving 

third grade Spanish/EngUsh bilingual students, Kucer (1995) spent one year 

in a classroom teaching students a repertoire of strategies to help children 

become more effective and efGcient readers. Through collaboration with the 
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students, the teacher developed a series of strategy wall charts. Students 

were encouraged to use these charts whenever they encountered difficulties 

in reading. "Problem-Solution" and "Response Conferences" allowed 

students to share their difGculties in reading. Over the year, students became 

much more aware of how to both talk about strategies, and how to use 

strategies which was reflected in both their reading and writing activities. In 

another investigation of reading strategies involving younger learners, sixty-

seven fifth and sixth grade students participated in a study by Dole, Brown, 

& Trathen (1996). The authors compared a teacher-directed strategy in 

which teachers read prepared scripts designed to activate prior knowledge 

with interactive instruction in which students and teachers together activated 

and discussed students' pnor knowledge before reading. Results indicated 

that at risk readers who received strategy instruction made superior gains in 

comprehension performance over their peers who received story content or 

traditional basal instruction. 

Hansen (1981) carried out a study to investigate the effects of two 

experimental methods intended to improve inferential reading 

comprehension of twenty-four second grade children. The children were 

grouped into three experimental conditions. The Strategy Group had practice 
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in pre-reading strategies and focused on integrating text information and 

prior knowledge before reading; the Question Group received practice in 

answering questions which required inferencing practice between the text 

and prior knowledge; and the Control Group received traditional story 

instruction and the typical mix of Uteral inferential probes. The instruction 

was applied to ten basal-reader stories. Results of comprehension questions 

revealed that the performance of the children in both experimental groups 

surpassed that of the control group. Standardized test scores and scores on an 

experimenter-designed test also favored the experimental groups. In a 

similar study, the inferential comprehension of good and poor fourth grade 

readers was investigated by Hansen and Pearson (1983). Forty fourth grade 

students were assigned to one of four instructional groups, two groups of 

good readers (an experimental and a control group), and two groups of poor 

readers (an experimental and a control group). The experimental treatment 

consisted of three parts: a) making students aware of the importance of 

drawing inferences between new information and prior knowledge 

structures; b) getting students to discuss some of their own experiences that 

were similar to events in the text; c) and providing students with many 

inferential questions to discuss after reading the texts. The results showed 
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that poor readers benefited significantly from the instruction, but good 

readers did not, indicating that instructional procedures in reading do have 

positive effects on reading comprehension. 

Brown and Palincsar (1985) report the results of another line of 

research using a successfril technique of instruction, reciprocal teaching, 

which is an example of explicit comprehension instruction. Subjects in this 

study were taught to use four key strategies: summarizing the main content; 

formulating potential test questions; clarifying difficult parts of the text; and 

predicting future content. An expert worked with the students to model how 

the strategies were to be used until gradually the students assumed 

responsibility for using them on their own. Using such a technique, the 

independent test scores of poor readers improved dramatically going from 

below 40% correct to over 75% correct. This study led further evidence that 

comprehension can in fact be taught. This study also suggested that current 

instructional paradigms need to include teacher modeling of specific reading 

strategies for learning how to improve reading comprehension. 

Other studies examining reading strategy instruction have focused on 

specific strategies such as comprehension monitoring. Miller, Giovenco, & 

Rentiers (1987) examined the benefits of self-instruction training on 



83 

performances of below average and above average readers. Forty-eight 

fourth and Mh grade students were tested on their abih'ty to detect between-

sentence contradictions in short expository texts after receiving either three 

sessions of self-instruction or equivalent didactic instruction. The twenty-

four children in the self-instruction group were taught a series of self-

statements designed to define the task, to designate an approach to complete 

the task, to evaluate the approach taken, to reinforce the learners efforts, and 

to check on the completion of the task. The tasks closely resembled 

metacognitive and monitoring reading strategies. Subjects in the control 

group were not exposed to the self-verbalization strategies. Results of think 

aloud protocols and post reading questions on nine passages indicated that 

self-regulatory remediation strategy in reading was successful in enhancing 

students' regulatory process while reading. 

A similar study was carried out by Loranger (1997) to determine 

whether students who were taught specific research-based strategies using a 

transactional strategies instruction (TSI) approach would a) improve in 

comprehension achievement, and b) would be more engaged during reading 

groups. The TSI refers to an approach that involves teaching readers to use 

comprehension strategies as they jointly construct interpretations of text. 
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Vocabulary instruction occurs as needed when students encounter difficulty 

while reading and extended discussion of text replaces comprehension check 

questions. The emphasis is on grasping meaning of the text, which is 

codetermined by teachers and students in "transaction" with the text. The 

participants in this study were 32 fourth grade students between the ages of 

8-10. The treatment group was taught four comprehension strategies -

predicting, questioning, clarifying, and summarizing, following the TSI 

approach. The comparison group was conducted as a traditional reading 

group. The study was conducted over eight weeks for a total of three hours 

of instruction per week. The reading sessions were videotaped, and pre- and 

post interviews to determine knowledge of strategies were conducted with 

the students. Students were also required to write response journals about 

their reading sessions. The fuidings favor the strategies treatment and 

include observations of greater focus and engagement during reading 

sessions, improved knowledge and use of strategies, and improved 

achievement in comprehension. 

From the above discussion, it is clear that reading strategy instruction 

improves readers' comprehension of specific texts, specifically texts that are 

less familiar or somewhat challenging to readers. A growing body of 
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research suggests that strategy instruction is indeed beneficial and should be 

a requirement in all areas of h'teracy learning. In general, these studies 

support the notion that students can be taught to use strategies, and that 

strategy use increases students' awareness of their own performance as they 

read. Overall, comprehension could be improved by teaching students to 

monitor the process of comprehending - that is by helping students become 

aware of where they get information to answer questions in a text (Gamer, 

1987, Pressley et al., 1989; Pressley et al., 1992). 

Computer-Assisted Instruction and Reading 

Background and Survey of Research 

Interest in using computers to enhance learning began in the mid 

1960's (Rupley & Chevrette, 1983; Thompson, 1980). The first well-known 

study to develop these programs was the Stanford Computer Assisted 

Instruction project. This was an on-going study to develop programs capable 

of individualized reading instruction for kindergarten through third grade. 

Simultaneously, two counterpart projects, TICCIT and PLATO began to 

develop computer-based strategies for learning to read. The goal of the 

project was to develop a complete curriculum for all grade levels. Over time. 
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however, these initiatives gradually faded. In the seventies, other research 

projects examined computer use and reading, and various studies were 

conducted to determine how specific computer programs affected students' 

reading ability. Fletcher and Atkinson (1972) conducted one of the earlier 

studies in which children of an experimental group received eight to ten 

minutes of computer assisted instruction per day for five months; the 

remainder of the day was the same for all children. Results of post-test gain 

scores showed that most students who received CAI performed better than 

those who did not. 

In a similar study, Fletcher and Suppes (1972) used the Computer 

Curriculum Corporation reading curriculum for grades four to six with 162 

students, ten minutes a day for the entire school year. They found that 

students learned twice as many new words as students using traditional basal 

texts 6nly. A number of other studies conducted in the seventies were 

research projects that addressed major issues related to student achievement 

with computer assisted instruction. 

In the eighties and nineties, many studies involved the implementation 

of courses, which combined the teaching of reading skills with computer 

aids that provided various types of support. One such study was earned out 
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at Duquesne University in Pennsylvania (Omdorff, 1987). The rationale 

behind the development of such a program was that it was believed many 

college students lacked the ability to read and think critically. Generally, 

those students who achieved high marks in university, were those that were 

better readers. The researchers employed two computer programs in the 

sequence of two courses in critical reading and thinking. The program 

"Abstract" was designed to teach students how to analyze a work for literary 

genre and structure, and was designed to be used with a book. The program 

"Interlocutor" allowed teachers to create tutorials, which featured various 

kinds of question and answer formats, screen manipulations, and the ability 

to have an on-line dictionary of words and concepts. Various activities 

included summary writing, short essay questions, sections which focused on 

form of the texts, and quizzes. The author points out that because of such 

programs, both student achievement and retention levels increased. 

Krasilnikov (1989) describes a course developed in Russia using 

computer assisted instruction for the development of second language 

reading skills. Nine computer programs consisting of learning modules were 

developed to address specific reading skills not likely to have been attained 

by students at that level of second language literacy. The modules provided 
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practice in word recognition and word comprehension, recognition of word 

boundaries and sentence structures, recognition of the devices used to create 

textual cohesion, sentence completion, vocabulary development, skimming 

skills, scanning, and practice in reading for global understanding, and 

reading for total comprehension. While the effects of this particular program 

are not discussed as this was merely a description of a computer program 

created to teach specific reading skills, the creators of these modules do 

emphasize the teaching of particular skills, although this list is not 

comprehensive by any means. In addition, the activities described appear to 

provide practice in both top-down and bottom-up reading comprehension 

strategies. 

Various studies in the area of reading and CAI have investigated how 

reading intervention programs or training affects comprehension. 

Carrasquillo & Nunez (1988) investigated the effectiveness of two 

computer-assisted metacognitive strategies, the Tutorial-Direct Monitoring 

Strategy (TDMS) and the Schema-Direct Monitoring Strategy (SDMS), on 

the reading skills and reading comprehension of sixty-eight ESL fourth 

grade students. Both treatment conditions used computer-mediated texts as 

the instructional materials. The Tutorial-Direct Monitoring Strategy 
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consisted of monitoring techm'ques including summarizing, clarifying and 

questioning, skill modeling reading texts, and comprehension exercises, 

whereas the Schema-Direct Monitoring Strategy used reading texts, 

comprehension exercises, and a monitoring strategy in flowchart form. In 

the TDMS program, reminders of monitoring comprehension strategies were 

available throughout, however, in the SDMS program, this option was not 

availa'ble and students had to refer to the flowchart each time a 

comprehension failure occurred. The results of the study demonstrated 

significant differences in favor of the TDMS illustrating that training in 

metacognitive strategies can enhance reading comprehension performance, 

as well as reading comprehension skills. 

A study by Arroyo (1992) examined the effect of extended use of 

computers on reading achievement. The subjects consisted of 75 grade seven 

students attending an elementary school located in a predominantly low 

income socio-economic neighborhood of South Chicago. Of this total, 15 

students were subjected to an intensive computer assisted instruction 

program for the entire school year, while 15 others, randomly selected from 

the remaining group of 60 received no computer training and served as a 

control group. Results of the Iowa Tests of Basic Skills indicated a 
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statistically significant increase in reading achievement of the students who 

used computers. In addition to an improvement in reading scores, Arroyo 

also points out that use of the computer also appeared to increase student 

motivation to learn. 

Another interesting study in the area of reading and CAI was carried 

out by Pederson (1986) to determine if passage availabih'ty (making the 

reading passage available on a computer screen while answering 

comprehension questions) affected reading comprehension. Eight class 

sections of French students participated in the study. Subjects answered 

questions related to the texts from French periodicals; the subjects were 

either in the "passage available" condition or "passage unavailable" 

condition in which the passage was removed from the computer display 

when the subject pressed the return key to view a question. Data indicated 

that subjects consistently answered questions about a passage when it was 

unavailable for reinspection. Regardless of the students' level of verbal 

ability or level or difficulty level of the question, the "passage unavailable" 

treatment always resulted in a comparatively higher comprehension rate. It 

may have been that the demands of the "passage unavailable" condition 

required subjects to read very carefully. This condition may have induced 
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the use of specific types of reading strategies which the author's point out 

need to be investigated in ftiture research. 

Computer instruction or intervention has also been used to improve 

reading rate and efficiency. Wepner, Feeley and Wilde (1989) conducted a 

study to assess whether a commercially prepared reading package. Speed 

Reader, could be utilized as effectively as traditionally printed paper text 

with college students over time to improve reading efficiency, namely, rate 

and comprehension. Two of four sections of a second-level basic skills 

course were randomly designated as the experimental group and the other 

two were control groups. All sections read a novel and spent one period a 

week using Speed Reader II miAQxisHs. The only difference was in the mode 

of delivery as the experimental group used the materials in the computer lab 

and read passages on a computer screen. At the end of eight weeks, all 

students were tested using the Fast Reading Section of the Stanford 

Diagnostic Reading Test. While no sigm'ficant differences in rate gain were 

found, different reading efficiiency patterns were found for the experimental 

group. The authors conclude that computers can be used as effectively as 

traditional approaches in delivering timed, whole text readings with 

comprehension checks to improve the reading efficiency of college students. 
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In addition, motivation benefits were also observed for the computer-

displayed group. 

Adler-Kassner and Reynolds (1996) also implemented computer use 

in basic composition classes at the University of Minnesota's General 

College. Although specific computer assisted instruction packages were not 

utilized, the computer was used as a reading tool in order to help students 

become more aware of their reading processes. Real-time conferencing was 

used so tliat students could engage in real-time discussions about texts and 

vanous questions they had about their readings. Students also had 

opportunities to enter into dialogic readings with one another or with an 

instructor through electronic mail. Overall, the researchers found that 

students tended to disclose more about their interaction with readings over 

email than they did in the classroom. The authors also point out that the 

feedback students received in terms of email responses also strengthened 

confidence about their encounters with unfamiliar academic texts. 

In addition to these types of uses, students were also shown how to 

use Web browsers and electronic hbrary databases in order to locate other 

sources and make connections to their texts and readings. The main goal was 

to show students how to read widely across several documents or screens. 
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with the purpose of enhancing their responses to texts. In effect, these efforts 

were intended to help students make links from their individual texts to 

authoritative academic texts. 

In addition to the studies described above, more recent studies in the 

area of computers and reading have examined the effects of multimedia 

reading software on reading comprehension. Lomicka's (1997) study aimed 

to explore how multimedia annotations influence the level of 

comprehension. Twelve college students enrolled in a second semester 

French course were instructed to think aloud during the reading of text on 

the computer screen. Participants read the text under one of three conditions: 

full glossing, limited glossing, or no glossing. In addition, a tracker was set 

up in the software to record the amount and type of glosses, and length of 

time that each was consulted. The data indicated an increase in the number 

of causal inferences generated for students who had access to full glossing. 

She concluded that computerized reading with full glossing may promote a 

deeper level of text comprehension. 

Lyman-Hager and Davis (1996) also examined vocabulary 

acquisition and student glossing choices for intermediate level students 

studying French. Two conditions were used in this study: computerized 
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reading and non-computerized reading of an excerpt from the story by F. 

Oyono, Une Vie de Boy. Both groups had access to glosses; the computer 

group had access to multimedia annotations, while the text group could 

consult printed text with the same glosses. Subjects were asked to perform a 

written recall protocol immediately after reading the text. A week later, an 

in-class vocabulary quiz of "critical" words in the story was distributed 

following a class discussion. Lyman-Hager et al. (1996) concluded that 

students who worked with the multimedia program were better able to retain 

vocabulary words than students who worked with non-computerized text. 

In an article exploring multimedia annotations and vocabulary 

acquisition, Chun and Plass (1996) present the results of three studies with 

students in their second year of German who used CyberBuch, a multimedia 

application offering annotations through pictures, text, and video. 

Specifically, the goals of their investigation include exploring incidental 

vocabulary learning, examining the effectiveness of multimedia annotations, 

and investigating the relationship between look-up behavior and vocabulary 

test performance. Students were introduced to the program and watched a 

video which provided an overview of the story before working with the 

multimedia application. After reading the story and using the multimedia 
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annotations, students took a vocabulary test and wrote a recall protocol. 

Chun and Plass (1996) report that the recall protocol for visual annotations 

(i.e., words annotated with text and pictures, text, and video) was higher than 

for words annotated with text alone. While both Lyman-Hager and Davis 

(1996) and Chun and Plass (1996) investigated vocabulary learning through 

the use of recall protocols, some researchers point out that recall or post-

reading measures may be more representative of a memory test used to 

simply "recall" knowledge. 

A more recent endeavor in the area of computers and reading involves 

the R-WISE project - Reading and Writing in a Supportive Environment 

(Carlson and Larralde, 1995). R-WISE is a software program which teaches 

the use of language as a vehicle for critical thinking. The developers of this 

program have designed a battery of "procedural facilitators" staged so as to 

promote progressively sophisticated forms of reading comprehension. 

Specifically, R-WISE promotes three qualitatively different types of 

activities and models each for the student: 1) identifying concepts and units 

of meaning in a text, 2) formulating interpretations and making inferences, 

and 3) metacognitive control over performative skills. 



96 

At the beginning of each new lesson, the student is asked to go 

through a preliminary activity that helps to 1) delineate the requirements of 

the task, 2) identify features of the text, such as level of difBculty, structure, 

and aim of the discourse, 3) identify strengths (such as prior knowledge) and 

weaknesses (such as limited experience with the type of discourse) the 

reader brings to the situation. This introductory section of the program is 

designed to increase metacognitive awareness and encourages the student to 

formulate a loose plan for the cognitive task about to take place. 

The second way R-WISE encourages the active construction of 

meaning during reading fits in with the current emphasis on "visual 

referents" for teaching abstract concepts. The interface of R-WISE represent 

visual organizers for specific intellectual processes. R-WISE contains a 

"concept mapper" - the workspace that encourages the deconstruction of 

linear prose into more symbolic on semantic networks. Similar to "webbing" 

or "schematicizing" paper and pencil techniques used in the traditional 

classroom, this technique encourages the student to formulate a "meta-view" 

in a more visil)le language. The student can consult the text in one section of 

the screen or window, but the main focus of the activity is in the woricspace 

on the opposite side of the screen where the student builds a model of the 
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knowledge structure of the text passage. The student can click on an icon 

representing one of four aspects of comprehension: 1) identify the main idea, 

2) locate a major support statement, 3) identify a supporting detail, 4) draw 

an inference from the text. Multiple occurrences of icons are acceptable and 

icons are movable, meaning that students can use placement of the tokens to 

construct a visual illustration of verbal statements. The process of mapping 

allows readers to see things as a synoptic overview. However, an even 

deeper processing of the concepts of the text is encouraged by having the 

student elaborate on the meaning for each icon. 

The program also contains what is termed "four strategic elements" 

which include nodes (main ideas, key concepts, details, and inferences), 

author's purpose (to explain, inform, persuade, entertain), text type (genre, 

form), and reader's purpose (to obtain information, leisure reading, etc). In 

addition, 600 advice statements consisting of prompt questions related to 

reach of the four main areas are included. These statements offer additional 

information to students and also prompt them to consider questions related 

to the text content and textual charactenstics. The prompts operate as a fonn 

of embedded instruction and students can have the flexibility of moving 

from one area of the program to another. All written observations the 
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students make on icons in the elaboration interface are transferred to the 

notebook section of the program where they are available for review. These 

observations can be modified at anytime based on any new information the 

students may have obtained through the question and information prompts. 

While the program appears to be highly segmented in nature, it does 

seem to contain some important elements relevant to text processing and 

comprehension. For example, the elaboration segment encourages students 

to examine and link their previous knowledge with the new knowledge 

presented in the text. Second, the object-oriented nature of the tutor provides 

a visualization for obscure mental operations. By mapping and elaborating, 

the process becomes more explicit so that the student can become both an 

observer and a participant in these higher-order thinking skills. Third, while 

many reading software programs visual representations or simulations of 

texts, this program combines the manipulations of constructing a model with 

guidance. R-WISE's interactive feedback provides functions of self-

appraisal, gives knowledge about one's own knowledge, and initiates self-

management of cognitive activity. Lastiy, the inclusion of the adaptive 

advice statements which serve as embedded cueing, represent the monitoring 

process of text processing. These activities enable the reader to modify or 
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abandon a particular strategy, if necessary, and provide students with 

additional information, which may forther facilitate their comprehension of 

texts. 

Other studies in the area of second language reading have also made 

use of a tracking tool for keeping a record of reading behaviors that students 

engage in which cannot be made available for study through print-based 

media (Blake, 1992; Chun & Plass, 1996; Davis & Lyman-Hager, 1997). 

Blake (1992) created a Spam'sh HyperCard program consisting of several 

components including the main text, cultural notes and background 

information, grammar tutorials, and a dictionary. While reading, students 

had the option of clicking on any of the above. A log record showed every 

card that opened, every button clicked, every word searched, every question 

answered, and the time when each action was taken. Overall, Blake found 

that first semester students relied more on native-language glossing of words 

than more advanced students. Less advanced students were also not able to 

take advantage of the vast number of cognates that exist between English 

and Spanish across all lexical categories. While Blake's study was not 

designed to advocate the computer as a methodolopeal-advancement over 
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other traditional formats, he was advocating the use of the computer as a 

unique means of tracking second language reading behaviors and strategies. 

Effectiveness of Computer-Based Reading Instructional Programs and 

Research Studies 

It is clear from the earlier discussion that various efforts have been 

made to include the computer in the reading classroom as an instructional 

tool. Research has also been carried out to determine and assess the 

effectiveness of various kinds of computer uses, programs, and interventions 

in terms of improvement in reading achievement and comprehension. 

However, despite these efforts, some of these programs have failed to 

include a sound pedagogical foundation or theoretical base in terms of how 

reading should be taught, and what should be emphasized in a reading 

program or curriculum. 

It is important to recognize that many studies that show benefits of 

CAT in relation to reading involved short-term instruction and then measured 

gains in reading achievement. One would expect an immediate improvement 

after a few hours or days of instruction, even due to memory effects, but 

there is often no follow-up in these studies to ensure whether students have 



in fact learned specific reading strategies and skills in order to effectively 

and efBciently apply them to future tasks. Other projects have instituted 

various computer instructional programs in their existing curriculum, but 

again little information is provided as to how students have in fact benefited 

from such instruction. While the goals of the program are clear, the results 

are less straightforward because some of the studies described above do not 

provide such information. Furthermore, those studies that do emphasize the 

teaching of specific skills and strategies (Krasilnikov, 1989; Omdorff, 1987) 

via the computer do not seem to present information within a context. For 

the most part, the exercises are isolated drill and practice type activities. 

Numerous studies have also focused on reading speed and accuracy of 

decoding, rather than on meaning-making and overall comprehension 

(Fletcher & Atkinson, 1972; Warren andRosebery, 1988; Wepner, Feeley, 

& Wiide, 1989). In such studies, the process of reading is viewed solely as a 

bottom-up process in which students are focused on aspects of the text itself 

such as individual words and sentence structure. Many studies to date in this 

area have been concerned with gains in reading achievement based on pre-

and posttest scores. Finally, the more recent studies (Chun & Plass, 1996; 

Lomicka, 1997) examining effects of multimedia reading software on 
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reading comprehension, and the research on glossing and multimedia 

annotations, have concentrated primarily on vocabulary learning, 

acquisition, and retention, and have only scratched the surface of research 

involving computer-assisted reading comprehension and multimedia 

annotations. Few studies have been longitudinal and have failed to 

implement programs that teach students a range of reading strategies/skills 

to become more aware of their own reading processes, and to use strategies 

effectively in different reading contexts in order to make sense of what they 

read.. 

Based on the above discussion, it is clear that current theoretical views 

about what reading is, and what the reading process entails need to be 

considered when both designing and implementing computer programs for 

reading instruction. Computer-assisted instruction and computer programs to 

teach reading can become powerful instructional tools that increase students' 

engagement in reading, enhance reading comprehension, and improve 

reading skills. Such tools can also assist the teacher in developing a truly 

individualized reading program that can better meet the varied needs of 

students found in most classrooms. By using such a tool, teachers can vary 

the pace of instruction, review and reinforce learning, teach and address 
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specific skills, improve motivation, and provide immediate feedback. Such 

featm'es increase the likelihood that students' engagement in reading 

instruction will be increased. 

Conclusion 

The literature review in this chapter has revealed various beneficial 

aspects of reading strategy instruction involving both instruction in general 

reading skills and strategies, and metacognitive awareness (Baker & Brown, 

1984; Bamett, 1988b; Brown, Armbruster, & Baker, 1986; Carrell, Pharis, & 

Liberto, 1989; Dole, Brown, & Trathen, 1996; Gamer, 1987; Jimenez & 

Gamez, 1996; Kern, 1989; Kucer, 1995; Miller, 1985; Palincsar & Brown, 

1984). Moreover, findings of some recent studies in the area of computer 

assisted reading instruction have also shown that reading instruction, when 

applied in the L2 classroom, can increase students' engagement in reading, 

improve reading skills and overall reading comprehension (Chun & Plass, 

1996; Davis & Lyman-Hager, 1997; Krasihiikov, 1989; Lomicka, 1997; 

Lyman-Hager & Davis, 1996). However, as has akeady been pointed out, 

although the potential benefits of reading instruction on reading 

comprehension and strategy use seem apparent to 12 teaching and learning. 
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research to date in this area has focused primarily on yoimger learners, and 

the teaching of general strategies in order to read better. Empirical 

investigations into the effects of reading strategy training which includes 

instruction in both general, and task or curriculum-specific strategies have 

been less common. Moreover, while computers have been increasingly used 

in reading instruction and language classrooms, most studies have continued 

to focus on the teaching of general reading strategies to younger learners 

throu^ drill and practice type activities. Such studies, for the most part, 

have not considered instruction in both general and task-specific reading 

strategies, either through a computer-medium, or to adult L2 learners. 

Furthermore, no empirical attempt has been made to examine how a web-

based reading instruction program implemented in a college level ESL 

composition class may assist students in developing reading skills necessary 

to comprehend academic and literary texts, or how such instruction may 

affect adult ESL learners' overall reading comprehension and strategy use. 

Thus anses the research conception of the present study. The next chapter 

will describe the procedures used to estabUsh the research design of the 

present study. 
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Chapter 3 

METHODS AND PROCEDURES 

Introduction 

This chapter will describe the principles and procedures of the 

methodology employed in the present study. The chapter will first state the 

research questions, provide defim'tions for the variables to be investigated, 

and discuss procedures used to measure the variables. The participants of the 

study are described, and finally a detailed discussion of the procedures used 

for data collection and methods used for the quantitative and qualitative 

analysis is provided. 

Research Questions 

As reviewed in the previous chapter, research in second language 

reading has for the most part, concentrated on investigating the general 

reading strategies of readers and whether strategy training can enhance 

overall reading comprehension. Based on these studies, there is general 

agreement that strategy training in general reading strategies does improve 
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comprehension of second language readers. However, insufficient empirical 

research has been done to investigate the efifects of both general, and task-

specific, or curriculum-specific reading strategy instruction on the reading 

comprehension of adult second language learners, and even fewer studies 

have examined these effects through computer assisted reading strategy 

instruction. The following section presents the major research questions to 

be investigated in this study. The definitions of the dependent and 

independent variables included in the research design will be provided in the 

subsequent section of this chapter. 

Research Question #1: What is the relationship between reading 

comprehension and strategy use prior to and after strategy instruction? 

Reading comprehension here is referring to reading proficiency. Reading 

comprehension will therefore be detemuned by pretest and posttest scores 

on a Standardized Reading Test and three reading comprehension tasks. 

Subjects' strategy use will be determined by results of the pretest and 

posttest questionnaire, the Reading Strategy Inventory, as well as through an 

analysis of their patterns of strategy use based on responses to the Reading 
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Comprehension Tasks, prior to and after strategy instruction. The details of 

these tasks will be discussed in the subsequent section of this chapter. 

Research Question #2: What types of reading strategies do ESL readers use 

on various reading tasks in their English class? 

To further investigate the types of reading strategies these students are using, 

once again strategy use will be determined by results of the pretest and 

posttest questionnaire, Reading Strategy Inventory, as well as through an 

analysis of their patterns of strategy use based on responses to the Reading 

Comprehension Tasks, before and after instruction. The strategy training 

progr^ itself consists of a variety of exercises and activities to teach 

reading strategies within a meaningful context. The responses to the 

assignments themselves may also shed some light on the kinds of strategies 

these ESL learners are using on various reading tasks in their composition 

class. 

Research Question #3: How do ESL readers perceive their strategy use 

prior to and after reading strategy instruction? 
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The pretest and posttest results of the Reading Strategy Inventory will be 

used to determine whether subjects perceive their strategy use as being any 

different before and after strategy instruction. 

Research Question #4: What effects does computer assisted strategy 

training in general and task (curriculum) specific strategies have on the 

reading comprehension of ESL learners? 

To examine the effectiveness of the web-based reading instruction program, 

it will be necessary to consider pretest and posttest scores on the 

Standardized Reading Test and three Reading Comprehension Tasks. 

Furthermore, results of an Interview Questionnaire will also be used to 

provide further insight into the effectiveness of this strategy training 

program. 

Definitions and Measurements of Variables 

The following section operationally defines the variables to be 

investigated, provides justifications for the components of the research 

design, and discusses the measurements for the variable to be studied. 
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Independent Variables 

Web-Based Reading Instruction Program 

To test the hypothesis that ESL students' reading comprehension will 

improve through a strategy training program, a Web-Based Reading 

Instruction program was designed and implemented in the English 108 

composition class. The program included several components such as 

general information on reading and reading strategies, activities and 

exercises designed to provide practice in using both general and task specific 

strategies, as well as on-line resources. A more detailed description of the 

program itself is provided in a latter section this chapter. 

Dependent Variables 

Students' overall reading comprehension constituted the dependent 

variable in the present research design. Reading comprehension was 

operationally defined as reading proficiency based on the results of a 

Standardized Reading Test and three Reading Comprehension Tasks. 

Results on the Reading Strategy Inventory were also relevant here as they 

provided fiuther information on whether the Web-Based Reading Instruction 

Program affected students' perceptions of their strategy use. Reading 
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comprehension was thus assessed through objective measurements focusing 

on pretest and posttest scores of the Standardized Reading Test, Reading 

Comprehension Tasks, and Reading Strategy Inventory. 

To determine how strategy use was affected as a result of the Web-

Based Reading Instruction Program, patterns of strategy use on the Reading 

Comprehension Tasks were analyzed. Reading strategies were identified and 

categorized in order to evaluate the relationship between reading 

comprehension and strategy use, prior to and after instruction. 

Subjects 

Twenty-two students enrolled in EngUsh 108, a freshmen composition 

course for ESL students at the University of Arizona in the Spring semester 

of 1999 participated in this study. Students enrolled in 108 are L2 students 

completing their second Engh'sh course in a series of two, in order to satisfy 

the English composition requirements at the University of Arizona. Students 

who speak English as a second language are sheltered in courses equivalent 

to native speakers but are attended by ESL students only. The ESL sequence 

of composition courses offered at the University of Arizona consists of 

English 106, which is equivalent to English 100, English 107 which is 
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equivalent to English 101, and English 108, which is equivalent to English 

102. Students are placed into English 108 as a result of their scores on a 

placement exam, or because they have successfully completed Engh'sh 107. 

Table 3.1 presents some basic demographic characteristics of this 

group of subjects. 

Table 3.1 Demographic Characteristics of the Subjects 

Gender Females (9), Males (13) 

Average age 20.89 years 

Native languages Japanese (5); Arabic (3); Bahasa Indonesian (2); 

Length of residence in the US 7 months - 4 years 

Year at the University Freshman (3); Sophomore (12); Junior (4); 

Senior (3) 

As shown in Table 3.1, among the subjects 9 were females and 13 

were males. Their average age was 20.88 years old. They came from 12 

language backgrounds, i.e Japanese (5); Arabic (3); Bahasa Indonesian (2); 

Years of English study 

Academic majors 

Malay (2); Cantonese (2); Urdu (2); Greek (1); 

Hebrew (1); Lamba (1); Tamil (1); Turkish (1); 

Uzbek (1) 

Engineenng/Computer Science (8); 

Business/Accounting/Finance (7); Social 

Sciences (3); Fine Arts (2); Natural Sciences (1); 

Architecture (1) 

Minimum 3 years - 8 years Maximum 
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Malay (2); Cantonese (2); Urdu (2); Greek (1); Hebrew (1); Lamba (1); 

Tamil (1); Turkish (1); and Uzbek (1). They were enrolled in varied 

academic programs at the University including computer science, 

engineering, natural sciences, business, accounting, finance, fine arts, and 

architecture. The majority of them were either engineering majors (8), or 

business/accounting/fmance majors (7). All of them had formal instruction 

in English, and their years of English study ranged from 3 years to 8 years. 

Length of residence in the United States ranged from 7 months to 4 years; 

however most of the students had not been in the U.S. for more than 2 years. 

Most of these students therefore, have had little experience in the United 

States and little exposure to the academic environment at an American 

university at the outset of the present study. Twelve students out of 22 were 

sophomores, while the rest were freshman (3); juniors (4); and seniors (3). 

Since an intact group of students was used for this study, rather than a 

random sampling of subjects, this study adopted the ex-post facto design, 

which is used when the requirements of experimental design is not satisfied 

for one to make causal claims. This particular research design allows the 

researcher to examine the type of strength of the relationship between 

independent and dependent variables without considering what went on 
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before (Hatch and Lazaraton, 1991). Therefore this design is appropriate for 

this study which uses a single group of students without an experimental and 

control group. This study involved within-subject repeated measures taken 

from the same data source, e.g., the same subjects on different tasks over the 

course of a semester. 

The teacher-researcher explained the purpose of the present research 

to the students on the first day of class and students were asked to complete 

a consent form indicating their willingness to participate in this project. The 

consent form specified that participation in this project was voluntary. It was 

explained to the students that the tasks to be used for the data collection 

would be integrated with the regular course work. If they did not want to be 

included, their responses to tasks and written assignments would be removed 

from the database. 

Instructional Context 

The composition program at the University of Arizona where this 

present study was conducted describes English 108 as a course which 

prepares students for writing across the University cuiriculimi. More 

specifically, this course focuses on writing about fiction and non-fiction 

texts from various disciplines (See Appendix A for a copy of the course 
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syllabus). In this course, students learned about the reading process, and 

were introduced to the skills of critical reading, and text analysis through a 

web-based instruction program consisting of various activities, exercises, 

and readings. English 108 helped students read more closely in order to 

enable them to see how texts are constructed, and how texts can be situated 

in broader symbolic, historic, and socio-cultural contexts. 

In this course, students were engaged in a variety of classroom 

activities designed to enhance their comprehension of both academic and 

literary texts. For example, they practiced using various reading strategies 

such as paraphrasing, summarizing, identifying main ideas and text 

structure, identifying word meanings, and so forth. The^ read a variety of 

materials from different genres, and of different organizational formats and 

styles, and responded to these texts in various ways through journal 

responses, or questions related to the texts. All of the readings, related 

assignments and practice exercises were on-line. The course emphasized text 

comprehension through close reading and analysis of texts. Furthermore, 

through strategy lessons and practice exercises, students were taught to use 

various reading strategies in order to facilitate their reading process, and 

comprehension of texts and how such texts were constructed. An extensive 
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description of the web-based instruction program is provided in the 

subsequent sections of this chapter where the contents of the program are 

discussed. 

Data Collection 

The data of this study were collected from several sources: 

Student Profile Questionnaire 

The Student Profile Questionnaire was administered prior to 

conducting the study and was used to provide additional information on 

student characteristics, in order to better understand the results of the study 

in context. This questionnaire was designed to gather information on 

students' demographic data and information about the students' education, 

language backgrounds, and reading interests. Students completed the 

questionnaire on-line during the first week of class. The questionnaire 

consisted of 26 items asking students to supply information regarding their 

age, gender, nationality, native language, major, length of residence in the 

US, year at the University, time and place of English study, self-rating of 

their Enghsh proficiency, and reading proficiency. Other open-ended 
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questions asked students to indicate why they wanted to learn English, the 

types of materials they read and the number of hours they spend reading per 

week. (See Appendix B for a copy of the questionnaire). 

Reading Strategy Inventory (RSI) 

The Reading Strategy Inventory, a 34-item Likert-type questionnaire 

adapted from Oxford (1990) and Waxman and Padron (1987) was be used to 

indicate the extent to which the subjects perceived themselves as using the 

described strategy on a reading task by responding either (a) Never, (b) 

Rarely, (c) Occasionally, or (d) Frequently. Each was phrased in the form of 

a statement. A scale of 1-4 was used to define these categories. A number 4 

meant that the student reported using the strategy most of the time or 

frequently, 3 meant the student reported using the strategy occasionally, 2 

indicated that the student rarely reported using the strategy, and 1 indicated 

that the student does not use the strategy when reading. This particular 

questionnaire format was used to collect information on how frequently a 

student thought he or she used a particular strategy when reading in a second 

language. The reading strategies on the questionnaire were divided into sub-

strategies for the purposes of later analysis. Oxford's (1990) classification of 



strategies is quite comprehensive and can be applied to the four language 

areas, and therefore, similar terminology is used in the area of reading 

strategies. Items on the questionnaire included: 1) ten statements related to 

cognitive strategies which are used by readers to manipulate or transform the 

language to facilitate understanding, 2) three statements pertaining to 

compensation strategies which include using context clues and using 

reference materials, etc. 3) four statements related to memory strategies such 

as making associations which readers employ to facilitate text 

understanding, 4) ten statements pertaining to metacogm'tive strategies 

which refer to behaviors undertaken by the reader to plan and evaluate their 

reading, 5) four statements pertaining to affective strategies which refer to 

strategies used to lower task anxiety and lastly 6) three statements related to 

social strategies which refer to obtaining correction and feedback from other 

individuals (See Appendix C for a copy of the questionnaire). In terms of 

the reliabihty and validity issue of employing such an instrument, this 

questionnaire has been used in a previous study to indicate the extent to 

which subjects perceived themselves as using the described strategy when 

reading (Singhal, 1997). Similar questionnaires/inventories have also been 

used m previous research studies carried out in the area of reading and 
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comprehension strategies (Hahn, 1984; Oxford, 1990; Paris and Myers, 

1981; Waxman and Padron, 1987). Furthermore, some studies have shown 

that learners' perceptions of the strategies they use have predictive validity 

for their reading comprehension (Bamett, 1988a; Waxman and Padron, 

1987). 

Nelson Penny Reading Test 

In order to obtain pretest and posttest measures of students reading 

proficiency and comprehension, it was necessary to administer a reading 

test. For the purposes of this study, the Nelson-Denny Reading Test, a 

standardized reading test, was admim'stered so that a measure of reading 

proficiency could be obtained for each student. This particular test was 

chosen for a number of reasons. The Nelson-Denny Reading Test measures 

vocabulary development and comprehension of college level students. The 

comprehension passages are drawn from widely used college texts, and the 

test has been carefully designed to avoid racial and gender bias. It has been 

widely accepted as a reading survey test and has undergone rigorous 

reliability and validity testing as outlined in the Nelson-Denny Manual for 

Scoring and Interpretation. Furthermore, a unique feature of the 1993 
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edition, is the extended-time administration of the test to meet the needs of 

special populations such as ESL students. Comprehension scoring tables are 

provided and the test comes in a Form G and Form H, which are parallel 

forms that have been equated and can be used interchangeably as pretests 

and posttests. The test itself is composed of two subtests, Vocabulary and 

Comprehension. The Vocabulary section consists of 80 items, each with five 

answer choices. The Comprehension section contains seven reading 

passages and a total of 38 questions, each with five answer choices. Total 

admim'stration time for the entire test is one hour. 

Reading Comprehension Tasks (Class Test) 

Students also took an additional reading test consisting of three 

reading passages. Text 1 is entitled "Sociolinguistic Rules" and is the kind of 

text that one would find in an academic journal related to language learning 

or applied lingu'stics, or a sociology journal or text, for example. The author 

of this text describes the importance of learning sociocultural /pragmatic 

knowledge, in addition to mastering the grammatical aspects of language if 

one is to effectively learn a second language. Text 1 contained 19 questions 

worth a total of 64 points. Text 2 is entitled "The World We Lost". It is a 



short story and therefore falls under the category of English Literature. The 

story describes an anthropologist's experience when confronted with a pack 

of wolves in a cave. While he was terrified of the animals, the am'mals 

themselves feared his intrusion. The story makes a comment about the 

separation of man and nature. Text 2 contained 21 questions worth a total of 

70 points. Text 3, an argumentative essay which would normally appear in a 

newspaper or magazine, is entided "The Internet? Bah!" This piece describes 

the author's view on the Internet and its usefulness in society. Text 3 

included 17 questions worth a total of 61 points. This test was used in order 

to gather specific data about the reading strategies used on each reading 

passage (reading comprehension task). The chosen texts were of appropriate 

difficulty level and varied in genre. These texts were selected because they 

could be integrated as part of the regular material students were exposed to 

in English 108. Secondly, it was unlikely that students in this class had 

previously read these passages. Lastly, using a variety of passages in terms 

of topic and genre would allow for a number of reading skills to be tested, 

for which learners would have to use a variety of strategies. Each of the 

three reading passages included a series of questions testing various skills 

and comprehension questions which were interspersed between various 
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sections of each passage. The questions were designed to eUcit from students 

the types of strategies they were using on each of these three reading 

comprehension tasks. Such questions were also intended to obtain more 

detailed information about the learner's thought processes while they 

completed the task and provided responses to the questions. The learners 

responded to the questions on a computer while working on these tasks. In 

essence, the procedure was similar to the traditional think-aloud procedure, 

however, students typed their responses to the questions, and their responses 

were sent via email to the researcher for further analysis. An overall score 

out of 195 points was obtained for each student on the three reading 

passages (See Appendix D for a copy of die Reading Comprehension Task 

Questions). 

Web-Based Reading Strategy Instruction Program 

The actual Web-Based Reading Strategy Instruction Program was 

designed specifically for this study (See Appendix E for a series of screen 

shots of the program available at: 

httD://www.coh.arizona.edu/English/Inst/engll08sl/Droiect^ntroductioii 

.htmH. Before proceeding to a more detailed description of the various 
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sections of the program, it would be beneficial to provide some information 

about.the overall organization of the program. The program itself is a web-

based computer program to teach students about reading skills and 

strategies. The introductory section of the program simply familiarizes 

students with the layout of the program and helps students become aware of 

how the program works. The program is comprised of various sections and 

topics. The four sections entitled. What is Reading?, What are Reading 

Strategies?, Mental Processing, and Reading College Texts provide students 

with a general idea of what the reading process entails and the types of 

general reading strategies that can be used to read effectively. These sections 

also include information on specific mental processing or monitoring 

strategies that can be used to enhance text comprehension and processing, 

such as activating prior knowledge, inducing images, avoiding regressions, 

and eliminating subvocalizing. Information about strategies that can be used 

to facilitate the reading of college texts such as surveying, questioning, 

reading, recording, reviewing, reciting, highlighting, and making notes is 

also included in this section. The next few sections of the program consist of 

a series of reading strategy lessons. The strategy lessons focus on general 

reading strategies such as skimming, scanning, paraphrasing, using context 
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clues, identifying work meanings, identifying main and supporting ideas, 

identifying rhetorical organizations of texts, using background knowledge, 

and so forth. In addition to providing definitions and explanations of each 

strategy, each strategy lesson is presented with examples. The interactive 

part of the program allows students to practice using various strategies. 

Strategy lessons also include a section on task-specific reading skills, skills 

or strategies that relate more specifically to the English 108 curriculum. The 

topics in this section are entitled. Paraphrasing, Summarizing, 

Skimming/Scanning, Point of View, Using Context Clues, Vocabulary 

Related Strategies, Recognizing Paragraph Structure, Identifying 

Continuing Ideas, Predicting, Recognizing Text Structure, Essay with 

Examples and Illustrations, Personal Narrative Essay, Process Essay 

Structure, Compare and Contrast Essay Structure, Classification Essay 

Structure, Cause and Effect Essay Structure, md Argumentative Essay 

Structure. 

In English 108, students are required to write three essays: the 

Literary Analysis essay, Text-in-Context research paper, and a Reader 

Response essay. Reading strategy lessons in the program are also task or 

curriculum specific in that students are provided with exercises to enable 



them to comprehend both the content of such texts, literary and academic, as 

well as recognize the rhetorical organization and discourse used in these 

texts. This section therefore includes topics entitled. Rhetorical Analysis, 

Academic Writing, Literary Analysis Essay, Text-in Context Essay, Reader 

Response Essay, Short Story Elements, and Literary Devices. There is also 

additional information on-line including a section on Abstracts, Library 

Resources, and an On-line Dictionary. Because the program is web-based, 

numerous links are provided in each section allowing students to obtain 

more information about a particular topic. For example, in the essay 

sections, students can click on the writer's name to obtain biographical 

information about an author. In the Vocabulary section, students can click on 

various links taking them to other sites such as Top 100 SAT Words, Latin 

Etymology, and so forth, each of which contains additional practice 

exercises. These are just a few examples, but illustrate the idea that students 

had access to a great deal of information provided to them. Furthermore, 

students could use search engines to access additional information. All of the 

exercises and assignments were completed on-line. Because it is simply not 

feasible, given the size of the program, to provide the contents of the Web-



125 

Based Reading Strategy Instruction Program in their entirety, brief 

comments about each major section of the program are provided below. 

Overview of Web-Based Reading Strategy Instruction Program 

• What is Reading? This section provides a defim'tion of reading, describing it 

as an interactive process involving both the reader, writer, and text. 

Definitions and explanations of content, formal, and linguistic schema are 

also provided in order to make readers aware of schema and how schema 

can affect text comprehension. 

• What are Reading Strategies? This section contains information on various 

reading strategies such as cognitive, metacognitive, compensation, memory, 

affective, social, and textual strategies. A chart is provided, identifying 

particular strategies and a description of that particular reading strategy 

behavior. 

• Mental Processing - Thinking About Your Thinking. This section contains 

detailed information on enhancing text comprehension through 

metacognitive (mental processing/monitoring) strategies. Various topics 

include Concentration, Distractions, Activating Prior Knowledge, Inducing 

Images, Creating Mental Pictures, Avoiding Regressions, and Eliminating 

Subvocalizing. Students also have an opportunity to complete a short 
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exercise asking them to indicate the kinds of distractions they encomiter 

when reading. They are also asked to consider how their distractions can be 

eliminated. An excerpt from "Bell's Forbidden City - A Novel of Modem 

China" is also provided as an exercise to practice avoiding regression 

(backward eye movements) which encourages slower reading and word by 

word reading. 

• Reading College Texts - Detailed information about specific strategies such 

as surveying, questioning, reading, recording, immediate and periodic 

reviewing, reciting, highlighting, and making marginal notes, and how they 

can be used to facilitate the reading of college texts is included in this 

section. 

• Paraphrasing - This section marks the beginning of the general reading 

strategy lessons. The term paraphrasing is defined, and detailed 

explanations of how and why paraphrasing is used are also provided. 

Examples of sentences, both original forms, and paraphrased versions are 

also given, followed by practice exercises. 

• Summarizing - The term summarizing is defined and detailed explanations 

of when and why smnmaries are used are provided. Specific guidelines on 

writings summaries are also presented. This section also contains an article 
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entitled "Why a Liberal Arts Major Makes Business Sense", as well as a 

summary of the article. Seven questions related to the article and sunmary 

are included so that students can engage in a close reading of the two texts to 

better understand the qualities and parts of a smnmary. 

• Skimming/Scanning - This section contains definitions of each term, and a 

variety of practice exercises allowing students to practice both skimming 

and scanning. A diagram titled "The March of Time" (a diagram indicating 

time differences across the globe) asks students to study and comment on its 

general plan. Next, students are presented with a Temperature Graph and are 

required to answer a series of T/F questions pertaining to the graph. Finally, 

students are presented with classified section of a newspaper containing job 

opportunities. Students are required to answer ten questions related to this 

advertisement, designed to focus on skimming/scanning skills. 

• Point of View - This particular section contains information about strategies 

to better understand and recognize point of view, and the intended audience 

of various genres/texts. The first exercise includes a paragraph firom a 

medical journal. The questions related to this piece are designed to make 

students aware of the fact that point of view, opinions firom an expert on 

such a specific/technical topic, and language/jargon used by such a person 
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can in fact lead to exclusion of a select audience. The second text is an 

article entitled "What, Me Read? - The Trials of Teaching and Writing to 

Students Who Don't Read for Pleasure". Practice questions on this section 

once again emphasize the importance of point of view, and how point of 

view is expressed by writers. As readers they are also asked to evaluate the 

article, and the argument presented. The third text is a short narrative 

entitled "A Story About the Body" which describes the experience of a 

woman with a mastectomy. The students are asked to write from each 

character's perspective in order to understand the effects and importance of 

point of view. The final piece entitled "Gehenna" is a short story in which 

three characters recount the same experience in their own words. In this 

case, students are asked to consider how the author's purpose (in which he 

states that we experience and interpret the same event differently), parallels 

the form or structure of the text (each section of the text presents a different 

interpretation of the same event by each character, and therefore the story 

itself is comprised of three parts). 

• Using Context Clues - Introducing vocabulary in the context of the topic of 

the reading text, and not as h'sts of words separate from the topic or context 

is vital to comprehension. Context provides a framework of meaning within 
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which readers comprehend and remember words. This section addresses this 

issue by providing information on strategies and procedures requiring the 

use of context in a number of different ways, which can be of use to students 

during reading. 

• Vocabulary Related Strategies - This section provides information on 

various strategies, such as the context strategy, and word structure analysis 

strategy to determine the meaning of unknown words. A comprehensive 

word structure analysis chart showing word parts ie. (chron), meaning 

(time), and sample words (chronological) is given as well. This section also 

includes information about dictionary usage (explains guide words, entry 

words, superscript numbers, pronunciation, part of speech labels, definitions, 

word etymolgies, and synonyms). Practice exercises are interactive in nature 

and include links to topics such as Top 100 SAT Words, Practice 

Vocabulary (Latin forms in English words, SufSxes, Verb Forms, Latin 

Etymology Quiz, Vocabulary Quiz, Etymology SAT Quiz, and Flash Cards). 

• Recognizing Paragraph Structure - The internal structure of a paragraph can 

take numerous forms in terms of rhetorical organization. Such patterns of 

organization include the chronological order format, comparison and/or 

contrast, cause and effect, listing format, and the definition and example 
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format. Because it can be useful for students to see relationships as they 

read, the exercises in this section are designed to provide students with 

practice in recogm'zing internal structure. This section includes 15 questions 

about the structure of paragraphs. Students are asked to identify the patterns 

of internal structure used in each paragraph. 

• Identifying Continuing Ideas - This section provides information on using 

connectors, and the various ways in which writers continue talking about an 

idea from one sentence to the next. Examples and explanations are provided 

and specific reading strategies related to the recognition of continuing ideas 

are presented. An exercise, "Understanding Connections" consisting of 15 

questions follows. For each question, students are asked to underline the 

continuing idea in the pair of sentences, and answer a related comprehension 

question. 

• Predicting - This section describes a strategy known as the Hypothesis 

Formation and Testing Strategy which presents a detailed chart outlining the 

steps in predicting and anticipating content while reading. Practice exercises 

consist of paragraphs and related multiple choice questions asking students 

to identify the correct main idea for the given paragraph, or appropriate 

proceeding idea of the paragraph. 
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• Recognizing Text Structure - This section provides students with access to a 

number of different texts differing in topic, genre, and organizational format. 

Students have an opportunity to read a number of different texts on-line and 

are asked to respond to questions about the text. Such questions are designed 

to have students critically analyze the text content and form. Students are 

also asked to identify the genre and classify the text according to 

orgamzational format/rhetorical pattern. Titles of some pieces are: Summer 

Reading (Narration), My Daughter Smokes (Narration), Sleepless in El Paso 

(Example/Illustration), How to Wash a Dog (Process), Columbus and the 

Moon (Comparison or Contrast), Ethmix (Definition and Analysis), The 

Changing American Family (Classification), The Issue isn't Sex, It's 

Violence (Persuasion). Each text is followed by a series of comprehension 

questions, as well as questions which ask students to analyze various textual 

features, identify the rhetoncal organization of the texts, and evaluate the 

text. 

• Essay with Examples and Illustrations - This section contains an essay 

entitled "AIDS - An Epidemic of Fear" in which two prominent writers on a 

medical subject show us another aspect of the disease and the fear that 

accompanies the mention of aids and the reaction of people. In addition to 
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general questions testing for overall comprehension, the follow up questions 

in the section entitled "Analyzing the Writer's Strategies as a Reader" ask 

students engage in a close reading of this text. Students are asked to identify 

examples used by the writer, and explain how and why they are used. They 

are asked to consider how the content of each paragraph supports the 

author's points; they are also asked to consider and explain the purpose of 

the extended examples and anecdotes. And lastly, they are asked to judge the 

effectiveness of the examples, and write an outline of the text. A section 

entitled "Transitional Expressions in Essays Using Examples" appears after 

the questions. 

• Personal Narrative Essay - This section contains an essay entitled "The 

Fourth of July" which describes a trip of a 13 years old girl to her family in 

Washington. The account also provides a portrait of the state of the nation in 

the 1940's. Follow up questions in the section entitled "Analyzing the 

Writer's Strategies as a Reader" relate to overall text comprehension and 

specific textual elements. For example, students are asked questions about 

short story elements such as setting and point of view. They are asked to 

determine the kinds of transitions used in a narrative, and consider how and 

why they are used. They are also asked to consider how and why quotations. 
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descriptive details, and specific examples are used in a personal narrative. 

The students are also asked to write an outline of the text. Lastly, they are 

provided with a list of transitions commonly used in personal narrative 

essays. 

• Process Essay - This particular section contains an article entitled "How to 

Short-Cook Vegetables". In the follow up questions in the section entitled 

"Analyzing the Writer's Strategies as a Reader", students are asked questions 

related to the writers purpose, rhetorical organization of the text, and 

conclusion. They are also asked to write an outline of the text. Students are 

provided with list of transitions commonly used in process essays. 

• Compare and Contrast Essay - This section contains an article entitled, "The 

Computer and the Brain" in which the workings of the modem computer are 

compared with the workings of the human mind. Follow up questions in the 

section entitled "Analyzing the Writer's Strategies as a Reader" relate to 

overall text comprehension, rhetorical organization, and the specific 

strategies/tools the writer uses to compare/contrast these the computer and 

the brain. Students are also asked to identify specific textual features used by 

the writer, and are required to write an outline of the text. Students are also 

provided with a h'st of expressions commonly used in compare and contrast 
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essays. 

• Cause and Effect Essay - This section contains an essay entitled "Requiem 

for the Champ". This section also contains a Imk to other information on 

Cause and Effect essays. Some of these topics include. Ways to Plan a 

Cause and Effect Essay, Cause and Effect Diagrams, Types of Causes, 

Signal Words in Cause and Effect Essays, and Possible Cause and Effect 

Topics, 

• Argumentative Essay - This section includes an essay entitled, "It's Time We 

Helped Patients Die", written by a medical doctor who supports euthanasia. 

Questions once again are designed to assess students overall comprehension, 

but specific questions related to textual features, rhetorical organization, and 

use of rhetorical strategies are included. Students are asked to identify, and 

evaluate each of these areas. This section also includes a link to additional 

information on understanding and writing argumentative essays. This 

particular site is quite comprehensive and includes topics such as: signaling 

the thesis of an argument, developing a thesis, signaling a reason, suggesting 

another way, signahng a conclusion, showing awareness of both sides of an 

issue, making debatable and non-debatable statements, using connectives, 

and adding information to an argument. This site also includes links to 
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various other sample argumentative essays, as well as links to sites such as 

"Critical Reading Strategies" and "How to Read for the Argument 

Presented". 

• Rhetorical Analysis - This section provides information on the rhetorical 

strategies writers use to make an argument or to present a particular point of 

view. Various topics include. Defining Rhetorical Situations, Text and 

Contexts, Rhetorical Triangles, and Analyzing Rhetorical Situations. Part of 

being able to effectively understand academic texts involves being able to 

discuss a text's context, identify the debate, probable audiences, underlying 

authorial assiunptions, and rhetorical design and strategies. This section 

informs students about how to identify the author's purpose in a given text. 

Through close examination of writing and a writer's strategies, students can 

identify what a writer is attempting to do. Information about various appeals 

writers use to keep a reader engaged is provided. These include examples of 

pathos (the appeal by a writer to the emotions of the audience/reader), ethos 

(how a writer establishes their credibility), and logos (how well or fairly an 

author presents evidence or frames an argument). Furthermore, a list of 

writing techniques that authors use to persuade readers is included. This 

section defines suchtechm'ques and provides examples. This includes 
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techniques such as personal experience, style of language, diction as a tool, 

nods to the opposition, questioning the motivation of the opposition, 

satirizing or stereotyping the opposition, targeting the concerns of the 

audience, and knowledgeability and use of credible sources. A practice 

exercise including an essay entitled "We Do Abortions Here" with 15 

practice questions focusing on the above features is included in this section. 

Students are asked to identify the purpose, audience, underlying assumptions 

of each group in the debate, and rhetorical strategies. Students are also asked 

to write a rhetorical analysis of a self-selected article from the Internet. 

• Short Story and Novel Elements - This section provides information on the 

elements of short stories and novels including plot (protagonist, antagom'st, 

exposition, initial incident, climax, denouement, conclusion), character types 

(static, roimd), point of view (omniscient, limited omniscient, first person, 

and objective), and theme. A short story entitled "A High Dive" by Farley 

Mowat is provided on-line in this section and students are asked to answer 

related questions. As they read the story, questions asking them to make 

predictions based on the information they have read so far are interspersed 

throughout the text. Follow up questions related to the overall meaning of 

the text, and to the above elements are included. Students also have the 
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option of clicking on the name of the author to obtain biographical 

information. 

• Literary Devices - Definitions of various literary devices are provided in this 

section. These include information on metaphors, similes, personification, 

symbolism, paradox, diction, irony, tone, mood, setting, character portrayal, 

narrative structure, flashbacks, and foreshadowing. 

• Academic Writing - This section included links to a variety of topics relating 

to the writing of academic essays. In order to understand the construction of 

academic essays, it was felt that by drawing students' attention to the various 

features of such texts, students could better comprehend the essays and 

articles they were reading during the term. Topics included Developing a 

Thesis Statement, Quoting and Paraphrasing, Documentation, Writing about 

Literature, Using Literary Quotations, Research Papers, Writing Annotated 

Bibliograpliies, Writing Reviews, Reading for a Review, Critical Reviews, 

Writing a Review of Literature, Science Writing, and Scientific Reports, The 

Writing Process, The Written and the Spoken, The Audience's Expectations, 

The Nursery, the Novelistic, the Journalistic, and the Academic, 

Paragraphing and Coherence, and Refinements of Style. For the Text-in-

Context Essay in this course, students were required to read academic essays 
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and journals from a variety of disciplines. Information obtained from such 

sources was used to support their interpretation of a particular literary text, 

so this section was considered to be an important part of this program. 

The Web-Based Reading Instruction Program also contains 

assignments/activities focusing on curriculum or task-specific reading 

strategies; in other words, they expose students to the types of strategies that 

will specifically aid them in English 108. Students were able to practice such 

strategies through the following activities and exercises. 

• Literary Analysis Essay - This assignment requires students to do a close 

reading of a chosen text in order to argue for a particular interpretation of it. 

The students are given a choice of writing a Literary Interpretive Analysis 

in which they must offer an interpretation of a poem of their choice. They 

must support their interpretation by considering the literary devices used, 

such as point of view, diction, tone, symbolism, imagery, language use and 

level of formality, and so forth, and how and why the author used such 

devices. Students also have a choice of writing a Rhetorical Analysis, which 

involves an in-depth analysis of rhetorical strategies the writer of the text 

uses in order to get his/her message across to an audience. This section 

includes a link to a sample literary analysis essay entided, "Humbling 
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Death" based on John Donne's poem, "Death be not Proud" which is also 

on-line. Links to biographical information on Donne, and to the definitions 

of literary devices, and rhetorical strategies is provided. This section also 

includes an exercise consisting of 15 questions. In addition to general 

comprehension questions, these questions focus on students' understanding 

of text structure, orgam'zation, and textual features. By engaging in such a 

close reading of a poem and a related Literary Analysis Essay, students 

learn how to summarize the poem, paraphrase various sections of the text, 

recogm'ze main ideas, supporting details, and text structure and 

organization, and lastly, recognize literary devices, rhetorical strategies, and 

the specific features of this type of essay. 

• Text-in-Context Essay - Tlie students in English 108 are required to write a 

Text-in-Context essay in which they explore the surrounding context of a 

piece of literature. By placing these literary works in a broader firamework, 

or by examining related context, students may come to a greater 

understanding of the text. Contexts may include biographical, socio-

cultural, political, historical, or psychological, context. In other words, 

students explore a realm of knowledge - a context related to a story and then 

show how the story fits into that reahn. For example, one of the stories the 
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students are required to read is "The Yellow Wallpaper" by Charlotte 

Perkins Gilman. In order to argue the interpretation that the main character 

in the story fell into a depression because of her relationship with her 

husband, students nught research causes of depression, psychological 

context, to determine if in fact the nature of a relationship can lead to such a 

state. This section includes links to the Text-in-Context assignment sheet 

which defines different types of contexts. A sample context essay entitled, 

"Fatliers' Ideals and Sons' Realities" is provided. Several questions related to 

this piece require students to engage in a close reading in order to better 

understand rhetorical organization, and the way in which a particular 

context is used to explain a specific issue in a story. Questions also ask 

students to closely examine and critically analyze how effective the context 

and writer's argument is in supporting the issue. Because this is a research 

paper requiring analysis of an issue tlirough research of a particular context, 

links explaining docmnentation formats, and the collection of research 

material are included. More specifically, such information is included to 

assist students in locating and evaluating relevant secondary sources to 

support an analysis, and for developing research strategies for locating, 

incorporating, and documenting quotations, summaries, and paraphrases. 
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Other links include extensive descriptions of textual contexts which explain 

ways in which texts can be analyzed. These include topics such as New 

Criticism (examining the relationship between form and meaning and 

overall structure of the work). Rhetorical Approach (examining the patterns 

of development and organization of the text, as well as use of rhetorical 

strategies and appeals). Biographical Criticism (examining the life of the 

writer to provide further insight into the meaning of a text). Psychological 

Approach (examining a text within a psychological framework). Traditional 

Historical Approach, (examining how history shapes literature), Genre 

Approach, (examining how the text exempUfies a particular genre of 

writing) and the Moral Approach (examining literature in light of its 

connections or references to tlie religious foundations or beliefs of the 

culture within which it exists. In essence, this section provides information 

that will help students to view both artistic and formal texts purposefully to 

establish contexts for analysis, analyze text rhetorically, and develop an 

argument supported by close reading of the primary text (story), and 

secondary (supporting) materials. 

• Reader Response Essay - The students in EngHsh 108 are required to write a 

Reader Response Essay. This essay gives students an opportunity to 
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examine the personal element in textual interpretation. The main purpose of 

the assignment is to illustrate how personal experience, background 

knowledge, one's beliefs and values, as well as previous encounters with 

texts affect one's interpretation or reading of a text. Students are asked to 

further consider how a text has made them think more critically about their 

own ideas, beliefs, their identity or a specific issue. The exercises allow 

students to engage in a close reading of a reader response essay entitled, 

"Significant Brevity" based on a story by Ernest Hemingway, "A Clean 

Well-Lighted Place". Additional links providing biographical information 

on Hemingway are also provided. Questions intended to enhance their 

overall understanding of both the sample essay and the story are included. 

Such questions allow the students to better understand the purpose and 

structure of the reader response essay, textual organization, and how a 

literary work can be analyzed through the personal lens or framework. 

Questions also encourage students to think about the underlying message of 

the story, and how and why specific literary devices or tools are used to 

accomplish this. Through such exercises, it is hoped that students also come 

to realize the role personal experiences play in textual interpretation. 

The Web-Based Reading Instruction Program also contains additional on-line 
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information and resources, and links to various other relevant sites that the 

instructor/researcher believes is necessary to the composition classroom. Such 

resources serve not only to provide additional information, but are also 

included as they are considered to be the kinds of materials that can facilitate 

reading and comprehension of texts. 

• Abstract - The program includes a section on abstracts because in this class, 

students are required to do a research paper based on articles which often 

contain abstracts. Their research also involved searching databases which 

present abstracts of articles as well. This particular section defines an 

abstract and provides information on the qualities and length of abstracts. 

Examples of both descriptive and informative abstracts are provided. 

• Library Research - Students are required to do a research paper in this 

course and therefore an inclusion of such a component was seen to be 

beneficial to the students in a number of ways. There was therefore a link to 

the University of Anzona RIO Web page which includes a series of self-

paced lessons and tutorials which would allow students to learn about the 

library's gateway to a variety of resources, and assist them in sharpening 

their research, critical thinking, and term paper writing skills. This site also 

included information on finding library material, searching electronic 
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databases, searching and locating magazine, newspaper, and journal articles, 

searching and evaluating information found on the World Wide Web, and 

writing research papers. An additional link was also created in order to 

connect this information with the second research paper, the Text-in-

Context essay. This section included detailed instructions on how to use and 

locate articles tlirough the electronic databases specifically required for the 

second essay and some of the assignments in English 108. Because the 

focus of this section was on locating and evaluating materials/literature to 

be used for research papers in this course, links to documentation formats 

such as MLA and APA are also included. Students therefore become 

familiar with the conventions of academic writing, research papers, and 

appropriate documentation. 

• Grammar and Writing - The web program includes a link to a section 

entitled, "Grammar and Writing". A link to this web site was included 

because it provides a great deal of information that is useful to students in 

English composition courses. This site is quite comprehensive and includes 

the following topics: Grammar (Sentence Parts and Word Functions, 

Clauses, Sentence Fragments, Run-on sentences. Comma Usage, 

Punctuation Marks, Articles and Determiners, Noun Forms, Pronouns and 
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Pronoun-Antecedent Agreement, Placement of Modifiers, Subject-Verb 

Agreement, Tenses, Using Italics and Underlining, Parallel Structures, 

Vocabulary Bm'lders, and Spelling Rules), Interactive Quizzes, Writing as a 

Process (Types of Essays, Writing Your Essay, Organizing Your Essay, 

Proofreading and Presenting Your Essay, Doing a Research Paper), 

Developing and Ordering Paragraphs (Function of the Paragraph, Paragraph 

Order, Paragraph Transitions), Choosing and Using Words (Language 

Usage, Gender Inclusive Language, Spelling), Acknowledging Sources 

(Style, Plagiarism, Bibliographies, Quoting Material in Your Work, 

Acknowledging Sources in Your Text, Footnotes, Citing Books and 

Articles), Literary and Rhetorical Terms (Narrative Genres), Rhetorical 

Language (Figures of Speech, Figures of Thought, Poetic Tools), Over Fifty 

General Literary Terms, Preparing Summaries, Presenting Arguments, and 

A Grammar Glossary. While the site emphasized information related to 

grammar and writing, it is believed that by providing such information, 

students can also become more aware of specific textual features, which in 

turn can improve their reading comprehension, and use of specific reading 

strategies. 

• Dictionary - The web program includes the Newbury House Dictionary of 
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American English, an on-line dictionary containing over 40,000 entries. 

Providing simple and clear definitions, this on-line tool provides a wealth of 

sample sentences, idioms and a wide array of cultural facts and figures. To 

obtain a definition of a word, students simply have to type in the word and 

press search. The words are always presented within a context with a key to 

pronunciation. This on-line version is also linked to a 50,000 photo 

database, so one can quickly browse through photographs related to a word 

search. Students can access the dictionary at any point while working on the 

web program. 

Overall, the web program provided a great deal of information on readiag 

strategies and activities to practice various strategies, a variety of readings 

which differed in topic and genre, thereby exposing students to a variety to 

texts, links to useful sites in English composition such as outlined above, and 

links to a number of resources which would allow students to obtain further 

information on specific topics in order to improve both their general 

knowledge, and their academic reading and writing skills. 
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Interview Questionnaire 

The Interview Questionnaire, which was also completed on-line, 

consisted of IS open-ended questions. This questionnaire allowed students 

to express themselves freely about their experiences in the class and their 

experiences with the reading program, make suggestions about the program, 

identify any perceived benefits or advantages of this experience and the 

program, and describe any difficulties they encountered during the 

instruction. Students were also asked to comment on whether this program 

affected their reading and writing. And lastly, students were asked if their 

reading behaviors or strategy use had changed in any way as a result of this 

program, and whether they were applying what they had learned in this 

course to their other courses (See Appendix F for a copy of the 

questionnaire). 

Data Collection Procedures 

Following completion of the Student Profile, subjects took the 

Nelson-Denny Standardized Reading Test so that pretest scores could be 

obtained on each student. The following day, students spent a session in a 

CCir.Lab being trained on how to use the computers and the Intemet. On 
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the following class meeting, students took the Class Reading Test consisting 

of three readings. This test was taken on the computer directly and students 

responded to various questions on line (Reading Comprehension Tasks). 

Questions on the Reading Tasks consisted of vocabulary and comprehension 

questions designed to elicit the various strategies being used by each student 

while reading. The questions were interspersed throughout the text in order 

to obtain data on tlieir thought processes at various points. This test allowed 

for overall reading comprehension scores, and enabled the researcher to 

obtain information on the types of strategies the students were using in order 

to answer various questions related to the texts. On the following class 

meeting, the students were asked to complete the Reading Strategy 

Inventory (RSI) which took approximately 30 minutes to administer. As 

previously stated, using a Likert-type scale (l=Never, 2=Rarely, 

3=Occasionally, 4= Frequently) subjects judged thirty-four statements about 

their reading behaviors and use of reading strategies. The RSI was 

administered after completion of the Nelson-Denny Standardized Reading 

Test and Reading Comprehension Tasks (Class Reading Test) so that 

students were not influenced in any way by their explicit knowledge of 

reading strategies prior to the strategy instruction phase. Students then 
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began work on the reading program which initiated the reading strategy 

training phase of the study. Students spent twelve class periods of seventy-

five minutes each in a CCIT Lab working on specific strategy lessons and 

activities. Each time students worked on a specific activity, they were 

required to sign on, and upon completion of each activity or exercise, their 

responses were automatically sent to the instructor/researcher by email. All 

of the students worked on the same lessons and activities on the same day. 

Upon completion of the web-based reading strategy instruction phase, the 

Nelson-Denny Reading Test and Reading Comprehension Tasks were re-

administered so that information on posttest scores and strategy use could be 

obtained. The following day, tlie Reading Strategy Inventory was re-

administered to determine if there was any change in perceived strategy use 

on the part of the students and if this was reflected in their overall reading 

scores. Finally, the Interview Questionnaire was admim'stered which took 

30-45 minutes to complete on-line. 

Data Analysis 

Both qualitative and quantitative analyses of the data was conducted 

to answer each of the major research questions. 
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Research Question #1: What is the relationship between reading 

comprehension and strategy use prior to and aiter strategy instruction? 

This question was investigated quantitatively based on results of the Nelson-

Denny Reading Test, Reading Comprehension Tasks, and Reading Strategy 

Inventory. It was also investigated qualitatively based on the data obtained 

from the Reading Comprehension Tasks on patterns of strategy use. As 

previously stated, reading comprehension, as used here, refers to reading 

proficiency. Reading comprehension was therefore determined by pretest 

and posttest scores on the Nelson-Denny Test and the three Reading 

Comprehension Tasks. Subjects' strategy use was determined by results of 

the pretest and posttest questionnaires, Reading Strategy Inventory, as well 

as through an analysis of their patterns of strategy use based on responses to 

the Reading Comprehension Tasks, prior to and after strategy instruction. 

The following provides a more detailed description of how results obtained 

from the instruments were analyzed. 



Nelson-Denny Reading Test - Answers to the pretests and posttests were 

scored as correct or incorrect. Each student obtained an individual score on 

this test. 

Class Reading Test (Reading Comprehension Tasks) - Pretest and 

posttest responses on the three tasks/readings were scored as correct or 

incorrect. However, specific questions, such as those pertaining to 

vocabulary, or summaries and retellings required a scoring scale to more 

accurately reflect the differences and quality of responses between readers. 

This was taken into consideration when marking. Overall, pretests and 

posttest scores on the Nelson-Denny Standardized Reading Test and 

Reading Comprehension Tasks were considered to determine if the reading 

strategy instruction affected reading proficiency in anyway. The responses to 

the questions on each of these three tasks/readings, were also analyzed to 

determine the student's strategy use and reading behaviors on each task. It is 

important to recognize that this particular methodology, protocol analysis, 

specifically analysis of think-aloud data, was used, as it is the main 

methodology through which reading comprehension is investigated 

(Afflerbach & Johnston, 1986, Ericsson & Simon, 1980; Pressley & 

Afflerbach, 1995; Wade, 1990). Think-alouds require a reader to stop 
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periodically, reflect on how a text is being processed and understood, and 

relate orally what reading strategies are being employed. In other words, 

think-alouds involve the overt, verbal expression of the normally covert 

mental processes readers engage in when constructing meaning from texts. 

In this case, subjects were responding to the texts and various questions in 

writing (on-line). 

An initial framework for analyzing the think-aloud data, (the 

responses to the questions on these tasks) was developed by the researcher. 

In the process of constructing this framework, information from previous 

studies examining reading strategies was compiled. It must be pointed out, 

however, that analysis of student protocols resulted in the identification of 

additional strategies. Because a number of reading strategies could be 

classified in general terms as being either cognitive or metacognitive, etc, 

this framework allowed the students' responses to be coded in more specific 

terms, "Strategy Type" + "Strategy Behavior". For example, on the Reading 

Task, students were asked to define a particular word. In addition, the 

students were asked how they determined the meaning of the word. One 

student stated that the word sounds like a word in his first language, so this 

was classified as a memory strategy (Strategy Type) + (Strategy Behavior) 
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First Language Association (the student associated the word in the L2 with a 

word in the LI). This allowed for a more accurate description of the strategy 

being used by the student. Previously such two part coding had not 

specifically been used to classify reading strategies. More often reading 

strategies are simply grouped together into broader categories such as 

cognitive, metacognitive strategies, etc. However, this does not begin to 

cover the range of strategies used in second language reading. It was 

therefore beUeved diat this coding scheme could assist in more accurately 

identifying the strategies being used by the students, on both the pretest and 

posttest (See Appendix G for Strategy Coding Scheme). Such an analysis 

also enabled the researcher to compare readers in order to determine how 

they differed and resembled one another in terms of strategy use on each 

task. 

Reading Strategy Inventory - Students' responses to the 34 item inventory 

were scored. An average score, a measure of anywhere from 1-4 was 

obtained for each general category of reading strategies (cognitive, 

metacogmdve, compensation, memory, social, and affective) for each 

student This allowed the researcher to determine patterns of perceived 
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Strategy use by the student. The RSI was used to obtain additional 

information about the reader's use of strategies when reading, so this data 

was also a way to corroborate data obtained from the Reading 

Comprehension Tasks. The RSI was administered both prior to the strategy 

instruction phase, and after the training phase to determine if there was any 

change in students' perception of their strategy use and reading behaviors. 

Research Question #2: What types of reading strategies do ESL readers use 

on various reading tasks in their English class? 

To further investigate the types of reading strategies these students were 

using, once again strategy use was determined by results of the pretest and 

posttest questionnaire, Reading Strategy Inventory, as well as through an 

analysis of their patterns of strategy use based on responses to the Reading 

Comprehension Tasks, before and after instruction. The answer to this 

question therefore, involved qualitative analysis for the most part. 

Research Question #3: How do ESL readers perceive their strategy use 

prior to and after reading strategy instruction? 
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This question was investigated quantitatively based on the pretest and 

posttest results of the Reading Strategy Inventory to determine whether 

subjects perceive their strategy use as being any different before and after 

strategy instruction. An average score, a measure of anywhere from 1-4 was 

obtained for each general category of reading strategies (cognitive, 

metacognitive, compensation, memory, social, and affective) for each 

student. This allowed the researcher to determine patterns of perceived 

strategy use by the student. 

Research Question #4: What effects does computer assisted strategy 

traming in general and task (curriculum) specific strategies have on the 

reading comprehension ofESL learners? 

This question was investigated both quantitatively and qualitatively. To 

examine the effectiveness of the web-based reading instruction program, it 

was necessary to consider pretest and posttest scores on the Nelson-Denny 

Reading Test, Reading Comprehension Tasks, and the Reading Strategy 

Inventory. Furthermore, results of the Interview Questionnaire were also 

used to provide further insight into the effectiveness of this web-based 

strategy instruction program. 
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Summary 

This chapter has discussed the principles and procedures of the 

methodology employed in the present study. It has stated the research 

questions, provided the definitions of the variables being investigated, 

described measurements of these variables, and the subjects involved in the 

study. Furthermore, this chapter has discussed the procedures of data 

collection from various sources as well as the methods used for the statistical 

and qualitative analyses. Table 3.2 provides an overview of the four main 

research questions, the measurement instruments, and the data analysis 

procedures discussed in this chapter. The proceeding chapter will report and 

analyze the results of the present study. 
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Table 3.2.0verview of Research Questions and Methodology 

Research Questions Measurement Instruments Data Analysis 
I. What is the relationship 
between reading 
comprehension (reader 
proficiency level) and strategy 
use prior to, and after reading 
strategy instruction? 

• Pretest and Posttest Scores on 
Standardized Reading Test and 
Reading Comprehension Tasks 

• Results (scores) on Reading 
Strata hiventory (RSI) 
(Before and after strategy 
training 

• Patterns of reading strategy use 
based on responses to the 
Reading Comprehension Tasks 
completed on-line (Before and 
after strategy training) 

• OveraU 
Reading 
Comprehension 
(Scores on 
tests) 

• Strategy use on 
eachr^ing 
task 

2. What types of reading 
strategies do ESL readers use 
on various reading tasks in 
their English class? 

• Results (scores) on Reading 
Strategy Inventory (RSI) 
(Before and after instruction) 

• Patterns of reading strategy use 
based on responses to the 
Reading Comprehension Tasks 
completed on-line (Before and 
after instruction) 

• Strategy Use 

3. How do ESL readers 
perceive their strategy use 
prior to and after reading 
strategy instruction? 

• Results (scores) on Reading 
Strata Inventory (RSI) 
(Before and after instruction) 

• RSI results 

4. What effects does computer 
assisted strategy training in 
general and task (curriculum) 
specific strategies have on the 
r^ing comprehension of ESL 
Learners? 

• Posttest Scores on Standardized 
Reading Test and Reading 
Comprehension Tasks 

• Results (scores) on Reading 
Strategy Inventory (RSI) 

• Interview (^estionnaire 

• Overall 
Reading 
Comprehension 
(Scores on 
tests) 

• RSI results 
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Chapter 4 

RESULTS AND ANALYSES 

Introduction 

This chapter reports the results of the analyses conducted according to 

the procedures described in Chapter 3. Quantitative and qualitative analyses 

of the data were performed to investigate the major research questions raised 

in this study. For research question #1, #2, and #3, statistical tests were 

conducted to determine the relationship between reading comprehension and 

strategy use before and after instruction. In addition, for research question 

#2, qualitative analysis was carried out to uncover the patterns of strategy 

use before and after instruction to provide insight into the types of reading 

strategies students were using. Lastly, results of the statistical tests, 

qualitative and quantitative analyses of the Reading Comprehension Tasks, 

and a qualitative analysis of the final Interview questionnaire was conducted 

to address research question #4, which examines the effects of the computer-

assisted instruction program. 
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In order to present the results of these analyses in a clear and coherent 

manner, the discussion of the findings is organized by the research questions 

posed for this study. 

Research Question #1: What is the relationship between reading 

comprehension and strategy use prior to and after strategy instruction? 

This question was investigated quantitatively based on results of the 

Nelson-Denny Reading Test, Reading Comprehension Tasks, and Reading 

Strategy Inventory. It was also investigated qualitatively based on the data 

obtained, specifically patterns of strategy use on the Reading 

Comprehension Tasks. Overall, results show that the relationship between 

reading comprehension and strategy use prior to instruction differs fi'om the 

relationship between reading comprehension and strategy use aiter 

instruction. Reading comprehension, as defined here, refers to overall 

reading proficiency on these tasks. Reading comprehension was therefore 

determined by pre- and posttest scores on the Nelson-Denny Standardized 

Reading Test, and the three Reading Comprehension Tasks. Table 4.1 

presents the means and standard deviations of the Nelson-Denny Reading 

Standardly^ Test, scored out of 118 points, prior to and after instruction. 
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Table 4.1 T Test Results for the Dependent Variable - Scores on Nelson-Denny Reading 

Test 

N Mean SD SE 

Pretest 22 67.5455 17.0956 3.6448 

Posttest 22 76.6364 16.4969 3.5171 

T value DF 

-4.811 21 

a = .05 

The subjects in this study achieved a gain from pre- to posttest scores on the 

Nelson-Denny Standardized Reading Test. The difference between means 

(67.5455 to 76.6634) was in the expected direction and T tests indicate that 

the gain was statistically significant at the a = .05 level. The results as 

indicated in Table 4.1 show that there is a significant difference in reading 

comprehension scores obtained on the Nelson-Denny Reading Test before 

and after reading strategy instruction. 

Table 4.2 presents the means and standard deviations of the Reading 

Comprehension Tasks prior to and after reading instruction. These tasks, as 

previously mentioned, consisted of three texts differing in topic and genre, 

and related questions. The tasks were scored out of 195 points. 
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Table 4.2 T Test Results for the Dependent Variable - Scores on Reading Comprehension 

Tasks 

N Mean SD SE 

Pretest 22 152.6818 24.2926 5.1792 

Posttest 22 167.4545 19.0706 4.0659 

T value DF 

-8.767 21 

a =.05 

As shown in Table 4.2, the subjects in this study achieved a gain from pre-

to posttest scores on the Reading Comprehension Tasks, The difference 

between means (152.6818 to 167.4545) was in the expected direction and T 

tests indicate that the gain was statistically sigm'ficant at the a = .05 level. 

The results show that there is a significant difference in reading 

comprehension scores obtained on the Reading Comprehension Tasks before 

and after reading strategy instruction. 

Question 1 was also investigated quantitatively based on results of the 

Reading Strategy Inventory. This questionnaire was used to indicate the 

extent to which the subjects perceived themselves as using the described 

strategy on a reading task by responding either (a) Never (1), (b) Rarely (2), 

(c) Occasionally (3), or (d) Frequently (4). A scale of 1-4 was used to define 
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these categories (See Appendix C for a copy of the questionnaire). As 

previously stated, items on the questionnaire included statements related to 

cognitive, compensation, memory, metacognitive, affective, and social 

strategies. The questionnaire consisted of 34 items on which a student could 

obtain a total score of 136. Table 4.3 presents the means and standard 

deviations of the Reading Strategy Inventory prior to and after instruction. 

Table 4.3 T Test Results for the Dependent Variable - Scores on Reading Strategy 

Inventory 

N Mean ® ^ 

Pretest 22 101.3182 10.6788 2.2767 

Posttest 22 106.4545 13.3906 2.8549 

T value DF 

-2.091 21 

a = .05 

As shown in Table 4.3, as a group, the subjects achieved a gain from pre- to 

posttest scores on the Reading Strategy Inventory. The difference between 

means (101.3182 to 106.4545) was in the expected direction and T tests 

indicate that the gain was statistically significant at the a = .05 level. The 
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results show that there is a significant difference in scores obtained on the 

Reading Strategy Inventory before and after reading strategy instruction. 

The results of the Reading Strategy Inventory were also analyzed in 

terms of patterns of strategy use. An average score out of 4 was obtained for 

each student before and after strategy instruction in each of the areas of 

reading strategies. Table 4.4 reports the means and standard deviations in 

each of these areas. 

Table 4.4 Means and Standard Deviations of the Dependent Variable: Reading Strategy 

Scores on Reading Strategy Inventory 

Variable Pretest 
Mean 

SD Posttest 
Mean 

SD 

•Cognitive 2.9136 .4074 3.0636 .3685 

Compensation 3.3632 .4238 3.3336 .5351 

•Memory 2.7614 .1512 3.1668 .1160 

Metacognitive 3.0000 .3767 3.0955 .4766 

•Affective 2.9205 .5198 3.2727 .5112 

Social 3.1209 .6641 3.1664 .1365 

a = .05 'Indicates gain was statistically significant 

As shown in Table 4.4, as a group, the subjects achieved a gain from pre- to 

posttest scores on each category of the Reading Strategy Inventory. The 
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means scores on the pretest increased in five out of six areas - the Cognitive, 

Memory, Metacognitive, Affective, and Social strategy categories. Results 

of T tests as indicated in Table 4.5 below show that the gain was statistically 

significant for the Cognitive, Memory, and Affective strategy categories at 

the a = .05 level. 

Table 4.5 below represents a summary of the results from the pre- and 

posttest Reading Strategy Inventory. 

Table 4.5 T Test Results for Reading Strategy Inventory 

Variable T Value 
Cognitive -1.827 
• Summarizing/Paraphrasing 
• Using titles/illustrations 
• Using contextual information 
• Analyzing 
• Previewing 
• Skimming 
• Word division 
• Sounding out words 
Compensation 
• Guessing 
• Using synonyms 
• Using reference materials 
Memory 
• Creating associations 
• Finding word similarities 
• Word associations 
• First language associations 
Metacognithre 
• Self-monitoring 
• NoticingCorrecting errors 

.250 

-2.787 

-.847 
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• Recognizing Purpose 
• Directing attention to task 
• Reading accurately 
• Recognizing unknown words 
• Distinguishing relevant/non-relevant information 
Affective -2.773 
• Taking risks 
• Making self-encouraging statements 
• Paying attentions 
• Relaxing while reading 
Social -.315 
• Seeking clarification 
• Seeking verification 
• Seeking feedback 
a = .05 tent =1.721 

Results of! tests as indicated in Table 4.5 show that the gain was 

statistically significant for the Cognitive, Memory, and Affective strategy 

categories. Therefore, in each of these categories, students' perceived their 

strategy use as being different prior to strategy instruction than after strategy 

instruction. Overall, students perceived themselves as using Cognitive, 

Memory, and Affective Strategies to a greater extent after instruction, 

than prior to instruction. The relevance of these findings are discussed in 

Chapter 5. 
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Reading Comprehension Tasks: Patterns of Strategy Use Prior to 

and After Instruction 

To determine the relationship between reading comprehension and 

strategy use prior to and after strategy instruction, this question had to be 

investigated qualitatively based on the data obtained, specifically patterns of 

strategy use on the Reading Comprehension Tasks. The following findings 

provide insight into research question #1 and #2. 

Research Question #2: What types of reading strategies do ESL readers use 

on various reading tasks in their English class? 

Analysis of patterns of strategy use prior to strategy instruction 

revealed some interesting results. Table 4.6,4.7, and 4.8 illustrate 

frequencies of strategy use on each of the three Reading Comprehension 

Tasks both prior to and after strategy instruction. In other words, it provides 

a description of the kinds of strategies used by students on the Reading 

Comprehension Task and the extent to which they were used both before 

and after instruction. Furthermore, each of the patterns uncovered during 

analysis of the Reading Comprehension Task is presented and illustrated 

with examples taken from student responses. It must be noted, that these 

strategies do not represent all the strategies the students may have been 
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using while responding to the questions related to the readings, but rather 

observable strategies, or strategies that could be inferred from the students' 

responses to the items on the Reading Comprehension Task. There are, 

however, instances where one can assume certain strategies are being used, 

although this is not directly evident from student responses. This is 

discussed in a latter part of the chapter. The following table presents the 

results of the frequency of strategy use on Text 1, Sociolinguistic Rules, 

before and after strategy instruction. 

Table 4.6 Frequency of Strategy Use on Reading Comprehension Task Before and After 
Reading Strategy Instruction; Text U Sociolinguistic Rules 

B=Befoie Strategy Instruction 
A^AAcr Strategy fostnictioii 
'̂ Strategy employed but mostly unobservaUe 

Stiatenr B A Representative Response of Strategy 
COGNmVE 
Paraphrasing 

51 57 In paragraph 3, it says that sociolinguists believe that 
nusinteipretations ttat arise, despite the use of technically 
correct language, are proof that there are rules governing 
linguistic speech, which are culturally taught and practiced. 

In this paragraph, sociolinguists found that nusundeistanding 
in language use of people fiom other countries offers proof 
that there are rules for socially appropriate speech. Th  ̂
fules are usually applied unconsciously by members of each 
culture. 
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Summarizing 16 19 The text is about the importance of learning not just the 
technical aq)ects, but the social rules of a second language. 
Learning the granunar, vocabulary, and pronunciation in a 
second language on its own does not lead to effective 
conununication. It is more important to leant sociolinguistic 
rules whidi differ fiom culture to culture. 

This text is about sociolinguistic rules and there are different 
standards for each culture. Thus the learners of a second 
language need to know that the rules for polite interaction 
are not all universal 

AnU'cipating/Predictiiig 18 22 It will be about the connection between social trends or 
conditions and language. 
It will be about the relationship between society and 
language. 
I think the text will be about the structure of language in a 
social context - how our lanKuage is related to our society. 

Analyzing/Evaluatmg « * The incident illustrates the existence of different 
sociolinguistic rules in different cultures. The U.S. host was 
applying his culture's rules when he stopped offering the 
student dessert after he asked twice; the student was 
applying his own culture's rules when he rejected the host's 
offer twice under the assumption that he was going to be 
asked again. 

We need those references because thQr are the evidence. 
The references at the bottom of the page tell us where 
specific quotes and statistics are taken fiom. These are 
needed to make the text look authentic. If somebody doubts 
the authenticity ofthe text, they can check for himself. Also, 
if he wants to make fiirther references, he can make 
connections or me references. 

Word Division 24 27 The first word is sociolinguistic which can be divided into 
two parts: socio - sodal and linguistic - the research of 
language=the social research of language. 
Intercultural consists of inter and cultural so the meaning is 
the cultural relations between nations. 
By breaking down words into parts, I figure out meanings. 

Us  ̂Htles/Subheadings to 
Mer/Piedict 

18 22 From the title, 'Sociolinguistic Rules". I word "rules" also 
suggests there is some kind of pattern in the connection. 
This text will deal with issues of the use of language in 
society and rules which apply when using it I guess by the 
title of the essay. 

COMPENSATION; 
Guessmg/Hypothesizing 

16 25 Attribute- special. I just guessed. 
1 think empirical data means statistics. I just take a guess. 

MEMORY: 
Associating/Us  ̂Prior 
Knowledxe 

* * Modify - to adjust 1 know this fiom post knowledge. 

WoidAiwnciating/ 
Pint Language Associate 
Cognates 

2 3 Hypothetical • it is something suggested m theoty. 
Linguistic • I know this word finm my language. 
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METACOGNmVE: 
Recognizing Text 
Organization 

12 21 Introduction - Definition, Examples, Fact Presenting 
Solution, Conclusion. There is a clear structure in this ess .̂ 
When you read it, it is like climbing stairs. You go onebjr 
one until you teach the last step of the roof. 

Recognizing Genie 16 21 It is an article. Iti a sociology book or linguistic book. 
Recognizing Specific Textual 
Features and Rhetodcal 
Strategies 

51 60 Christopher is a researcher. 1982 is the year of publication of 
his bode. The year of publication follows the author's last 
name in parentheses when making references. 

Recognizing Main Ideas of 
Essay/Recognizing Writer's 
Ovei  ̂Message 

17 21 Hie main idea of paragraph 3 is that there is some evidence 
for the existence of rules of behavior in each socie  ̂and that 
tliey differ from country to country. 
The text highlights the problems that occur due to the 
sociolinguistic and linguistic problems between native and 
second language speakers. 

Recognizing Connectors 18 20 "These rules" refers to the rules for "socially appropriate 
speech". "This question" refers to "Does it follow, however, 
tliata second language learner needs to master these 
standards, or rules?" 

TEXTUAL 
Respondmg/Connecting to 
Text 

19 21 Yes, back home, in inviting people to my home, I must invite 
them many times to come in and have some food or drink 
and politely force them to do that, which is inappropriate 
think to do here in the U.S. 

I have been in similar simations many times - most of them 
were about linguistic problems. 

Paraphrasing 

Prior to strategy instruction, for the most part, students appeared to be 

using ̂  wide range of cognitive strategies, but these strategies were not 

always used effectively. For instance, some students provided overly long 

paraphrases or incoherent summaries, therefore their responses were 

considered inadequate. Prior to instruction, 77% of the students provided 
* 

adequate paraphrases and after strategy instruction, 86% of the students 

provided adequate paraphrases for Text 1. Students were asked to paraphrase 

various sections of the text; however, some students were not able to provide 

appropriate responses. While almost three-fourths of the students were able 
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to paraphrase sections of the text, some students had difQculties 

paraphrasing. Their responses were inefGcient paraphrases in that they were 

too wordy and sometimes tended to be longer than the author's own words. 

For example. Student 12 writes, "The rules of the appropriate speech differ 

from one culture to another. In the example that happened between the host 

and the international student, they misunderstood each other because food 

has to be offered three or four times to be accepted by the student. But the 

host thinks one or two times are more than enough to do. Different attitudes 

assure that these rules exist and they differ. For example, Japanese do not 

say no directly if they want to refuse something. Unlike Americans and 

Europeans, South Asians do not thank close friends, shopkeepers, or family 

members." This particular student retained many of the author's own words, 

rather than restating the ideas in his own words. Furthermore, additional 

details not needed in a paraphrase were provided which caused the 

paraphrase itself to be longer than what was stated in that particular section 

of the text. 

SiiininariVinp 

Prior to instruction, 73% of the students provided adequate summaries 

of the text; however, one-fourth of the students seemed to have difficulty in 
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this area. Student 1 provided the following summary of Text 1 

Sociolinguistic Rules. "The text talks about the rules that the second 

language learners should follow, and how to respond to people in different 

cultures." Student 21 states, "This text is talking about the social idealism. 

As different cultures has different standard on social conversation, this text 

gives example of it and given reason that second language students should 

get used to the standard in different culture. It also gives some example of 

the rule of politeness." Student 3 states, "It is about social and cultural 

differences. It talks about that there are not any universally accepted rules 

for being polite. For example, there is an example in the text which shows 

that foreign student rejects dessert even if he wants it because in his culture 

you have to wait till they offer you several times and the people that offered 

him the dessert did not offer him again, because they think that offering the 

dessert again would not be polite." As can be seen from these examples, 

these summaries are at times incoherent, and do not include the main ideas 

of the text. Furthermore, these summaries so not include a clear beginning, 

middle, or end. Rather than presenting the main points or ideas of the text, 

students tended to provide specific details which should be left out in 

summaries. Student 12 provided the following summary, "Modem linguistic 
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researchers found that knowing grammar, vocabulary, and pronunciation for 

a new language are good to make you an effective speaker but do not enable 

you to make appropriate utterances. These utterances can cause many 

conflicts and misunderstandings in the conversations between two speakers 

of two languages." It is interesting to note that while this student recognizes 

the general idea of the text, he fails to use objective language characteristic 

of summaries. Fewer students demonstrated an ability to effectively 

summarize this text. Student 19, for example, provides the following 

summary. "Learning the grammar, vocabulary, and pronunciation in a 

second language, on its own, does not lead to effective communication. It is 

more important to learn sociolinguistic rules, which differ from culture to 

culture. Otherwise communication will be hampered by misunderstandings 

that result from different ideas of appropriateness." After strategy 

instruction, 86% of the students provided adequate summaries of this text, as 

shown by the representative responses in Table 4.6. 

Recoemang Genre 

Some of the questions on these tasks asked students to identify the 

genre or to identify where these texts would normally appear. Text 1, 
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Sociolinguistic Rules, was an article that would most likely be found in an 

Applied Linguistic or Language related journal. Prior to strategy instruction, 

73% of the students correctly identified the genre, while after instruction this 

number increased to 95%. Some students stated that the first piece was from 

"a socio-science textbook or a socio-science journal" while others stated that 

it could be found in a "psychology or sociology book" or in an "ESL book." 

For the most part, students recognized that it would appear, as they stated, in 

a "Linguistic book or Sociology book"; however, only two students more 

specifically identified this piece as a journal article. Student 15 even stated, 

"I think one can find this text in the introduction package for the 

International Students at U of A." Im'tially therefore, some students were 

unclear about the genre and where such a text might appear, despite the fact 

that textual features inherent in the text were those of an academic article. 

Recognizing Rhetorical Oreamzation 

Specific questions on the Reading Comprehension Tasks asked 

students to identify the rhetorical organization of each text. Students were 

also asked questions pertaining to textual features that were unique to each 

text. Prior to strategy instruction 55% of the students provided an accurate 

description or outline of the rhetorical organization of the text. For Text 1, 
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Student 19 provided the following outline of the text: "Paragraph 1-

Introduction: Main ideas for whole article. Paragraph 2 -Example of incident 

between U.S. host and student (detailed description of example to support 

thesis). Paragraph 3 - Mention sociolinguist's view. Apply example, 

specifically connecting example to view (explanation of example to show 

how it supports thesis). Paragraph 4: More examples (described generally). 

Paragraph S - Presenting question that arises from findings mentioned. 

Paragraph 6 - answering the question. Paragraph 7 -explaining answer, at 

the same time reiterating main thesis." Student 21 stated, "First the text 

brings out problems of the sociolinguistic rules in different cultures. Then it 

gives examples, dien it gives solutions to solve the problems. Student 8 

writes, "Comparison of what modem linguists and sociolinguists think about 

how we should be leaning a second language. Then an example/event to 

prove the sociolingm'sts' belief. Next, a general information of how 

universally the traditional rules might be different. And finally, repeat the 

main idea." While the students' responses varied, about half the students 

were able to identify rhetorical organization to some extent prior to 

instruction. 
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Others provided vague, incomplete, or inadequate outlines of this text. 

Student 2 writes, "This text discussed a social problem that an outcomer 

always faces - misunderstanding situations by society. Linguists introduced 

how to overcome grammar and pronunciation. Student 11 writes, ''In the 

beginning, the author introduced the subject and in the following paragraphs 

he gives examples to show what he means. Very few students identified this 

text as a problem-solution text. After strategy instruction, it was interesting 

to note that 95% of the students correctly described the rhetorical 

organization of this article. 

Recoemzing Textual Features and Rhetorical Strategies 

Questions on tlie Reading Comprehension Tasks were also specific to 

genre and were therefore aimed to determine whether students could identify 

specific textual features that were common to various genres. For example. 

Text I could be classified as an article/research paper because of it's content, 

organization, and textual characteristics and features. Students were asked 

to define the phrase "empirical data" as used in the article. Prior to strategy 

instruction, 23% of the students were not aware of the term and provided 

interesting responses. Student 21 stated, "I think empirical data means 

statistics. The paragraph that talks of empirical data gives information on 
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how statistics grow." Student 20 writes, "It is any kind of data that has a 

pattern." Student 12 writes, "It simply refers to facts or attitudes the writer 

uses." Prior to instruction, approximately three-fourths of the students 

appropriately identified empirical data as research or evidence from previous 

studies. Because the text was a research article, it contained a number of in-

text citations including names of authors and dates. Students were asked to 

explain the significance of this information, and to identify who a particular 

author was. His name appeared in parenthesis in the text; In order to 

determine diis information, it would be necessary to consult the list of 

references. One would assume it would be natural for students to be exposed 

to such texts similar in format at some earlier stage in their university 

courses; however, some students were uncertain about the meaning of the in-

text citations. Two students stated that the name of the person referred to a 

reporter because the phrase "he reported" is used, and the date referred to the 

time the report was made. Seventy-seven percent of the students answered 

these questions correcdy prior to strategy instruction. For example. Student 

19 stated, "Christopher is referring to the author of a book. The name of this 

book appears in the reference list He is therefore a pubUshed author and the 
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date is the book's publishing." After strategy instruction, 91% of the students 

recognized the specific textual features of this text. 

Recognizing Overall Message/Theme 

Students were also asked to identify the writer's overall message or 

theme of each text. For the most part, students were able to provide adequate 

responses for Text I botii prior to and after strategy instruction. For 

example, one student stated, "The text highlights the problems that occur 

due to the sociolinguistic and linguistic problems between native and second 

language speakers." Another student stated, "The text is about the 

importance of learning not just the technical aspects, but the sociolinguistic 

rules of a second language." Prior to strategy instruction 77% of the students 

correctly identified the overall message of the text, while after strategy 

instruction, 95% of the students were able to identify the message or theme 

of the text. 

Responding to Text 

The last few questions on each task were included to determine if 

students were employing textual strategies; in other words, to determine if 

they could react to text, and express their opinions toward these texts as a 

result of their interpretations. Furthermore, such questions asked students to 



make personal connections to these texts. For the most part, students could 

make personal connections to Text 1 because they had experienced similar 

situations, or as non-native speakers could relate to the situations described 

in the text. Prior to instruction, 86% of the students employed textual 

strategies, while the remaining 14% stated that they could not make 

connections or had no comments about the text. After strategy instruction, 

95% of the students responded to the text in some manner. Most of the 

students provided examples of misunderstandings they have had as a result 

of the differences in sociolinguistic rules of their native language and the 

target language, or example of culture-specific rules. For example. Student 

12 stated, "Back home when I invite people to my home, I must invite them 

many times to come in and have some food or drink. I must politely force 

them to do that which is an inappropriate thing to do in the U.S." Student 13 

stated, "When you go out on a date (the third or fourth time and you are a 

student) with a girl - In the U.S. the men are always expected to pay for the 

girl. Not paying will be considered from the girls' part (most of them) as lack 

of interest or purely being a cheap person. In Israel; however, it is conmion, 

normal, and can even add some positive dimension to share together the 

expenses related to a date. This happened to me in my first semester at U of 
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A when I want on some dates with an American girl, soon realizing the hard 

way, the common attitudes that women have here. The good thing is that I'm 

a fast learner; however, the bad thing is my bank account!" Student 19 stated 

the following, "I always thought of the common American greeting 'What's 

up?' as a genuine question, and thought Americans to be hypocritical as they 

tend to say this, then show no interest in my answer, for instance, by not 

looking at me when I'm replying. I know the literal meam'ng of'What's up?', 

and so do the Americans, so I don't think it's a linguistic problem but a 

sociolinguistic one, in which I took the question literally without knowing it 

was a common form of greeting in America." This student makes a very 

personal connection with the text by providing an example of a cultural 

misunderstanding she experienced related to the idea of sociolinguistic rules 

as described in the text. 

Table 4.7 below presents the results of the frequency of strategy use 

on Text 2, the literary piece. The Worid We Lost, before and after strategy 

instruction. 
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Table 4.7 Frequency of Strategy Use on Reading Comprehension Task Before and After 
Reading Strategy Instruction: Text 2 -The World We Lost 

Stiatexy B A Representative Response of Stiatexy 
CCXjNmVE 
Panphrasing 

17 19 He was ashamed that he had been terrified of the wolves, 
which had been afraid themselves as they were cowering, 
that he had been angry at the wolves even when thqr were 
not intentionally challenging him, that he had forgotten 
about his knowledge gained from his experiences with 
wolves, which he thought had changed his misconceptions. 
He means that he has been humbled by this particular 
incident 

Summarizing 15 19 It is a first hand account about the author's attempted 
investigation of a wolf den, an experience which led to the 
reminder of a lost world. 

This essay deals with a person, the author who goes into a 
wolfs den in order to bener understand the wolfs family life. 
The author is unaware about the fact that the den at the time 
was occupied by the mother wolfand her pups. Afterthe 
initial reaction of fear, the author climbs out of the den later 
realizing that society has changed the way people interact 
with nature. 

The author had to investigate a wolf den to complete his 
stuify of wolf family life. On his way to the den, a loud plane 
flew over, so that he instinctively lowered himself. He soon 
recovered finm his surprise, and continued towards the den. 
With difficulty, he made her way through the entrance 
tunnel. Upon reaching a turn, he switched on his torchlight 
To his dismay, he saw four green ̂ es. Overwhelmed by 
fear, despite his knowing that he was probably safe from the 
wolves, he made his way out When his shock subsided, he 
became angry at the wolves who instilled fear in him. Upon 
hearing the male wolfs howl, the author reflects upon the 
loss of a world that he had almost returned to, but had denied 
due to himself. 

Anticipating/ftedicting 19 22 The thunderous roar could be the sound of a plane or the 
noise of the propeller. 

The sound of an aircraft 
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Analyziiig/Evaluattng * * To me it definitely looks like fiction because of its nature. 
The story has no relevance and has been an act of creativity. 
The reason why I say this is because an outsider in any house 
would be considered an enen  ̂if it has entered without 
pemussion. For an animal like wolves who are aggressive on 
the whole, act even more aggressively when it come to 
saving their own ofi^ring. 

From reading the text, we understand that Angeline is the 
mother wolf and George is the&therwolf. 
It is a type of airplane. I was referred to as "the" Norseman 
so we know it is an object, not the name of a person. It 
"came over" "roared," "lifted," and had "wings" and a 
"propeller." 

Since the plane skimmed the "crest of the wolf esker", 
"esker" is a noun, and since it has a crest, it's probably a roof 
top. In the sentence in which "gopher" was u  ̂the word 
"even" suggests that the gopher usually does not attack. As 
for "engendered", it was followed by "naked tenor" so I 
thought it might have the same meaning as "aroused" which 
is fieauentlv used in the context "engendered" was used in. 

Word Division 2 3 Claustrophobia - this is afiraid of something. I know this 
because phobia is fear but Fm not sure what claustro is. 

Using Titles/Subheadings to 
bifer/Predict 

19 22 This text could be about losing our identity to one another or 
to nature. I guessed that from reading the title. 

It may be about a change or changes that have occurred in 
the author's homeland, or just the world in general. By 
inferring firom the title. The pronoun "we" could refer to the 
author as a member ofhis specific group, oraspartof 
humankind. 

COMPENSATION: 
Guessing/Hypothesizing 

32 43 Esker • the entrance to the burrow. I have no clue. I just 
guessed. 
I have guessed most of the words in this stoiy by reading the 
passage and sentences. 

MEMORY: 
Associating/Using Pria* 
Knowledge 

* * The text does remind me of incidents related to my pets. 
Most of the words I already knew so all I did was to go back 
to the text to make sure thqr had the same meanings in the 
textas thev usually do. 

Word Associating/ 
First Language Associating-
Cognates 

19 24 Bravado -brave? It sounds similar. 
Squirmed • sounds like squeezed. 
Engendered • something to do with gender. 
Tum'c is like a dress (the same word is used in Arabic, in my 
language). 
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METACCXjNmVE: 
Recognizuig Text 
Organization 

15 18 It has a veiy recognizable structure. It is part of an incident 
which is being told in various portions - a descriptive 
narrative. 

Introduction - background information, middle paragraphs -
events that happened (dironological) on the way to the den 
and in the den; emotions aroused. Paragraphs 16 and 17-
after the events; analysis of emotions. Conclusion-reflection 

Recognizing Genie 17 20 One might find this in a fiction novel. 
Perhaps a story in a nature magazine. 
This is a descriptive first-person narrative. Type of text: 
prose 

Recognizing Specific Textual 
Features and Rhetorical 
Strategies 

60 76 Literary Devices; Symbolism and Personification: 
The four green lights die author refers are the eyes of the 
wolves. 

The Norseman (plane) is compared to a bird. "As it roared 
past the plane waggled its wings gaily in salute." 
The story is told from the author's point of view. 

Metaphor; George's howl is compared to a human voice. It 
was familiar to the writer because he had heard it many 
times - literally, during his study of wolves, and 
metaphorically, because it is like his own voice expressing 
his sense of regret and loss of a world in which humankind 
had been closer to nature, and to one another and which 
human kind had not yet altered. 

Recognizing Main Ideas of 
Essay/Recognizing Writer's 
Overall Message 

14 19 The whole idea is about the fact that humans don't care about 
other living things. 
We no longer respect or value other living animals as we 
once used to. 
The overall message is that sodety has to stop thinking that 
human beings can do whatever th  ̂want widi nature and 
other animals. We should learn to respect animals and stop 
seeing them as a tool for our self-amusement 
His overall message is that human beings have distanced 
themselves, through their own doings, firom the world. 

Recognizing Connectors 22 22 "The thunderous roar" refers to the aircraft that flew over the 
author. 
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TEXTUAL 
Responding/Coiuiecting to 
Text 

17 19 When I was ia the amqr I we got an assignment to take over 
a base camp for 30 di .̂ The base was located near our 
border with Joidan. Our mission was to operate from this 
camp doing patrols along the border in order to prevent 
any teiron'sts fiom entering Israel or ai  ̂drug trafficking. 
The Israeli fence is an electronic sensory fence and any 
touch will send signals to the base camp in a specific area 
and will alert armed patrol cars to the location. Lots of 
wildlife animals live in this area and in most cases, pigs 
cause the fence to go off. Sometimes we get penm'ssion to 
"eliminate" the problem. One day while on patrol, as the 
commander, I answered a "code red" for the fourth time that 
day. Until that time we only spotted the wild pig. I got off 
the armed car and yelled, "He is mine!" I ran 100 feet aimed 
my M>16 at the pig who was about 300 yards away. It took 
four quick shots to stop the pig from running. I felt very bad 
about taking the pig's life for such a stupid reason - for Just 
touching the fence. 

Summarizing 

Text 2 seemed to cause the most difficulty for students in terms of 

overall comprehension. Few students provided accurate retellings/summaries 

of the text. Prior to receiving strategy instruction, 68% of the students 

provided adequate summaries of the text, while after strategy instruction, 

86% were able to provide summaries. Student 13, for example states, "This 

essay deals with a person, the author, who goes into a wolfs den in order to 

better understand the wolfs family life. The author is unaware about the fact 

that the den at the time was occupied by the mother and her pups. After the 

initial reaction of fear, the author climbs out of the den, later realizing that 

society has changed the way people interact with nature." Student 19 states, 

"The author had to investigate a wolf den to complete his study of wolf 
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family life. On his way to the den, a loud plane flew over, so that 

instinctively lowered himself He soon recovered from his surprise and 

continued towards the den. With difSculty he made his way through the 

entrance tunnel. Upon reaching a turn, he switched on his torchlight. To his 

dismay, he saw four green eyes. Overwhehned by fear, despite his 

knowledge that he was most probably safe from the wolves, he made his 

way out. When his shock subsided, he became angry at the wolves who had 

instilled fear in her, then ashamed of his anger. Upon hearing the male wolfs 

howl, the author reflects upon the loss of a world that he had almost returned 

to, but had been denied due to himself" The summaries provided by these 

students clearly indicate their comprehension of the text and their ability to 

provide an organized overview of the text. Many students, however, were 

unable to obtain a general sense of what this story was about. Student 3, for 

example, appears to have grasped the gist of the text, but not completely. He 

writes, "This text is about a man who has been studying wolves. In this text, 

he describes that once he went to a wolfs den and when he came out, there 

were wolves and he thought they would attack him, but they did not. And he 

was surprised because as he said he would kill them if he had his gun with 

him and he felt ashamed." Student 20 states, "This is story about a person 
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who is trying to measure the entrance of a wolfs den. He has nothing for 

protection like a gun or knife. As he goes into the den, he comes to know 

that there are two wolves in the den. After a while, his fear is reduced. He 

thinks that before we came in as aliens it was all their land and they were the 

rulers." Lastly, Student 1 writes, "It is about a man who was trying to 

discover an unknown life - the life of wolves. He suffered a lot just to reach 

the inside of the den. When he reached about a depth of eight feet, he saw 

the eyes of the two wolves. He was so scared, but he came out safely. Most 

students grasped the literal meaning of the text but were not able to identify 

the underlying theme or message of the text. Furthermore, many summaries 

were vague, perhaps because of this reason, and perhaps because the 

underlying meaning of the text had to be implied from the events that 

occurred. This text also contained a number of textual features which 

appeared to be problematic for students as is discussed in the ensuing 

sections of this chapter. 

RefinpniVing Genre 

As was the case for Text 1, students were asked to identify the genre 

of the text or identify where such a text would appear. Text 2, The World 

We Lost, is a short story and therefore falls under the domain of EngUsh 
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Literature. Prior to instruction, 77% of the students correctly identified the 

genre, while after instruction, 91% of the students were able to do so. For 

Text 2, Student 9 stated it was a "lecture on the human environment or an 

essay" while Student 16 said, "You might find this text in a nature-

concerned magazine." Student 6 stated that it would appear in an 

anthropology journal and Student 20 stated that this text would most likely 

be found "in books talking about African jungles." As stated, some students 

did identify this explicitly as being a story or literary text. Such responses 

included, "This is part of a story. Stories that may be fiction and/or a novel. 

It is a narrative like those we read in English." 

RftrnpniVin^ Rhetorical Organization 

Specific questions on the Reading Comprehension Tasks asked 

students to identify the rhetorical organization and pattern of each text. For 

the second text, it was more difficult for students in general to identify the 

form or type of text. Initially 68% of the students were able to correctly 

identify or describe the rhetorical organization of the text, while after 

instruction 82% of the students were aware of the text's organization and 

form. Prior to instruction, students provided inaccurate outlines of the text 

and some even stated that the text did not have a clear structure. Tb's was 
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interesting as it was a narrative describing a sequence of events. A few 

students such as Student 13 appropriately stated the text was in a self-

reflection format describing events. Student 19 stated it was chronological in 

that particular events took place in a sequence. Others recognized somewhat 

of a structure even though they were not able to appropriately identify the 

significance behind such events or the overall theme. Student 4 writes, 

"There was an introduction where they talk about the den. The body 

included the part about the wolves in the den and the conclusion included the 

main point and the thesis." In general, students stated they could not classify 

the text as having a particular form; however, the few students that could, 

described the text as a narrative piece, which was appropriate. Student 7 

writes, "This text is a narrative with one main character. The story is told 

fi-om the point of view of the author." 

ttftrnpnizing Textual Features and Rhetorical Strategies 

Students were also asked to classify the text as fiction or non-fiction; 

however, most students classified it as being fiction. As a group, they 

seemed to feel that these incidents could simply not occur even though 

information in the story does not suggest this. Student 19 was the only 

student who recognized that it could be both. She states, 'The story could be 
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fiction or non-fiction. It could have been an imaginary account by the writer 

to convey his message, or it could have been a real experience and the 

message could have been thought by him only after his reflection." 

As was the case for Text 1, questions on the Reading Comprehension 

Tasks were also specific to genre and were therefore aimed to determine 

whether students could identify specific textual features that were common 

to various genres. For example, in Text 2, students were also asked to 

identify various literary devices in the texts. Literary devices include tone, 

symbolism, personification, metaphor, irony, paradox, satire, point of view, 

character portrayal, diction, and narrative structure, for example. Before 

instruction, 68% of the students recognized specific textual features 

including tone, symbolism, personification, metaphor, and point of view. 

Following instruction, 86% of the students recognized these features in the 

text. Students were also asked to identify specific examples of literary 

devices such as symboUsm, and to identify how this was used. At one point, 

the author mentions "four green lights" which are referring to the eyes of 

two wolves. Most students recognized this. Student 14 writes, "The four 

green lights that the author refers to are the shining eyes of the wolves who 

were standing right in front of the writer. In the daik he could not see the 



wolves themselves but the eyes were so bright that they were easily 

recognized." A few students, however, were unable to recognize this 

example of symbolism or representation. Student 11 stated that the lights 

were simply "four green h'ghts in the murk" so she read this phrase on the 

literal level. Students also appeared to have difficulty identifying other 

literary devices in the text such as personification. One of the questions 

asked student to identify what the "thunderous roar" was referring to. In 

order to answer this question, students would have had to use context in the 

text to infer what this was referring to. Some students simply stated it was "a 

loud noise". Student 19, the only one to accurately identify all examples of 

persom'flcation stated, "It was a plane and it was compared to animals, 

namely a lion and a dog. The personifying verbs "roared" and "waggled" 

suggest this." Eight students recognized the specific literary device of 

metaphor after instruction while twelve students recognized it after 

instruction. Student 19 stated, "George's howl is compared to a human voice. 

It was famih'ar to the writer because he had heard it many times - literally, 

during his study of wolves, and metaphorically, because it is like his own 

voice expressing his sense of regret and loss of a world in which humankind 

had been closer to nature, and to one another and which human kind had not 
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yet altered." Students were also asked to identify the point of view of each 

text. For the most part, this question posed Uttle difficulty for students, 

however, two students stated it was told from the wolves' perspective rather 

than the authors. Few students were able to further recognize that the 

character in the story may have been a researcher or anthropologist. 

Ri»r.np^iVing Overall Messa£e/Theme 

Students were also asked to identify the overall message or theme of 

each text. The literary piece. Text 2 appeared to be more problematic for the 

students than the other texts. Sixty-four percent of the students were able to 

identify the theme of the text prior to instruction, while after instruction, 

86% of the students were able to recognize the theme and overall message of 

the text. Student 13 was one of the few students who provided an accurate 

reading of the author's underlying message. He writes, "His overall message 

is that human beings have distanced themselves through their own doings, 

from their original world. The separation of George (the wolfs) family from 

him is symbolic of the increasing separation between human beings and 

nature." Others had difficulties in identifying the overall theme of this piece. 

Student 1 stated, "I think that the text was hard to understand - and what the 

author was trying to prove -1 did not imderstand the whole concept." 
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Student IS stated, "I think the whole message is about caring and owning up 

to one's actions" while Student 9 stated, "I guess that we should not forget 

our friends and maybe trust them more. And not let a difficult situation 

eliminate us from them. Lastly, Student 2 stated, "The author experienced an 

adventure in a wolfs den, faced with the wolfs eyes and survived. The 

lesson gained from this is to overcome your fear." Overall, students had 

difiSculty comprehending the purpose, the main idea, and the message of the 

text as compared to the other readings. 

Responding to Text 

The last few questions on each task were included to determine if 

students could react to text, and express their opinions toward these texts as 

a result of their interpretations. Furthermore, such questions asked students 

to make personal connections to these texts. Once again, it appears that 

strategy instruction affected their strategy use in this area. Prior to 

instruction, 77% of the students could respond to the text by making 

personal connections, while after instruction, 86% were able and willing to 

do so. Student 13 wrote an elaborate description of how he connected to the 

text. He stated, "When I was in the army we got an assignment to take over a 

base camp for 30 days. The base was located near our border with Jordan. 
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Our mission was to operate from this camp by doing patrols along the border 

in order to prevent any terrorists from entering Israel or any drug trafGcking. 

The Israeli fence is an electronic sensory fence and any touch will send 

signals to the base camp in a specific area and will alert aimed patrol cars to 

the location. Lots of wildlife am'mals live in this area and in most cases, pigs 

cause the fence to go ofif. Sometimes we get permission to "eliminate" the 

problem. One day while on patrol, as the commander, I answered a "code 

red" for the fourth time that day. Until that time we only spotted the wild 

pig. I got ofif the armed car and yelled, "He is mine!" I ran 100 feet aimed 

my M-16 at the pig who was about 300 yards away. It took four quick shots 

to stop the pig from running. I felt very bad about taking the pig's life for 

such a stupid reason - for just touching the fence." Student 11 stated, "It 

reminded me of an experience I had in high school when I found some lost 

little kittens in a cave. Student 19 said, "The text reminds me of myself I 

interpreted the separation of George, the wolf, and his family as being 

symbolic of the separation among humankind, probably because I am 

separated from my family." Those students that did not make connections 

stated that they had no opinion about the text. Some students made 

connections with the text, but in indirect ways and very much at the surface 
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level. For example. Student 12 writes, "It reminds me of a program I used to 

watch when I was 11 years old. It was about the life of animals." After 

instruction; however, students seemed much more willing and confident in 

making connections and expressing themselves in relation to the text. 

Table 4.8 below presents the results of the frequency of strategy use 

on Text 3, The Internet, Bah!, before and aiter strategy instruction. 

Table 4.8 Frequency of Strategy Use on Reading Comprehension Task Before and After 
Reading Strategy Instruction; Text 3-The Internet, Bah! 

Strategy B A Representative Response of Strategy 

COGNITIVE 
Paraphrasing 

18 21 The lack of control over the Internet by ofiBcials has caused 
an overload of data sent by many users, which slows the 
results of information searches and the quali  ̂of the 
information found. 

The information on the Internet is not edited by professionals 
unlike other publications. Thus, it is very hard for us to 
figure out what information is available on the Internet to 
choose. Since literally everyone can put information on the 
Internet, we don't haw means to know who is giving the 
information to us. 

Summarizmg 17 21 In his essay, StoU argues about the disadvantages of using 
the Internet By giving evidence and examples, he tries to 
convince us that there is really no substitute for "old 
fashioned" interactions. Althwgh he supports some of the 
technologies the gives us like speedy communication 
between people, he also reminds us that it cannot replace our 
need to get out of the home and experience daily events. He 
conclude by saying that the overall use of the Internet is 
damaging people. 

Anticipatuig^Itaiictmg 22 22 I think this text will deal with our fear of using the Internet 
The text may be about the effect of the computer and the 
moral and ethics on the Internet 
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Analyzing/Evaluating * « He did not research or quote fiom well-studied sources. 
He should have mentioned that the Internet is a great means 
for people who have trouble getting out of their house to 
interact with others. The Internet deprives us of human 
contact, but for them it is a way of contacting with others. I 
think he overgeneralizes about the Internet to make it fit into 
hiskleas. 

Yes, quotes are important because we believe what the writer 
says since he bases it on what experts say. 

I disagree with the author. The author does not substantiate 
his fects. It is based on opinion alone. 
In a way I agree, but in a way I disagree. 

Cacaphony means media. I got this by looking at the 
sentence. 
Myopic means slanting or faint - from the sentence. 
Perplexed - tired, bored. I understand firom the context 

Word EHvision 21 26 Huckster = somebody very good at hucking. From huck and 
ster 
Cyberbusiness - cyber=internet and business so it means 
Internet business or transactions/sales via the Internet 
Relentlessly - not relent Fm not sure but" less" would mean 
"not" so "not relent". 

Using Htles/Subheadings to 
Infer/Predict 

22 22 It will be about the Internet and the myths about it The word 
"Bah!" in the title can be used to show disbelief - hence, 
some things about the Internet which is not true. 

This text is about how the author criticizes the Internet. I 
know it bccause the format of the title. At the first pan he 
uses"?" and then he uses"!". 

COMPENSATION; 
Guessiiw/Hvpolliesiziiig 

34 52 Affluent -1 think I means large. I'm not sure. I just guessed. 

MEMORY: 
AssociatingAJsing Prior 
Knowledge 

* « Affluent-rich 
Pundits = experts 
I know these words from before. 
Multimedia • interactive media. lam familiar with these 
topics fiom before. 

Wofd Associating  ̂
First Language Associating-
Cognates 

18 22 Leapfrogging - means to jump over. I know the word leap 
fiom before and a fiog jumps. 
The word, "Bahl" • it is daily language and a bad word. I 
know this fiom the wav it sounds. 

METACOGNTIVE: 
Recognizing Text 
Organization 

17 22 There is an introduction, thesis statement, fiicts and 
examples, stronger opinions towards end essay, and 
conclusion with solutioiL 

Introduction- express negative feelings about computers; 
meittion opponents' view. 
Middle Paragraphs - criticize the computer; attack 
opponents' views; give examples. 
Oanclusion-ennAasize maior flaw of comnuters. 
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Recognizing Genre 17 21 Hus is an argumentative essay. A magazine article. 
Newspaper or computer magazine. 
It is a critique. 

Recogniziiig Specific Textual 
Features and Rhetorical 
Strategies 

32 38 Tone: The overall tone of this essay is angry. 
Critidsm, Sarcasm 
This is a mad tone. The author dislikes the Internet very 
much. I dislike the author since I'm a computer majorl 

Recogniziiig Main Ideas of 
Essay/Recogniz  ̂Writer's 
Ove  ̂Message 

18 21 The Internet is becoming popular and it is said to be part of 
every aspect of society. Prople say that it will replace most 
human activities. The author denies those opim'ons. On the 
Internet, a countless number of information is prevailing. 
However, it is useless. 
For the most part, he criticizes the Internet and the related 
computer technology. 

Recognizing Connectors 20 20 "These expensive toys" refers to computers with multimedia 
software tliat is being installed in schrols. 

TEXTUAL 
Responduig/Connecting to 
Text 

22 22 Yes, I do. The Internet is so helpliil and computers are very 
important for efficiency. However, before we apply 
technology to society, we have to consider the effect of 
technology. 

I'm pretty uneasy about this trendy oversold community. 

Summarizing 

Students were asked to provide a summary of Text 3, The World We 

Lost, as well. In general, most students were able to provide more accurate 

summaries of Text 3. This may have been because, although this text was 

also written from the author's perspective, the author was much more 

explicit about his feelings and perspectives. Student 4 states, "The text is 

criticizing the widespread use of the Internet. Even though the Internet is so 

popular today, we will lose special things like human contact. The Internet 

cannot fully replace all aspects of society." Student 22 writes, "The author 

states what the Internet is supposed to be like in the future and then argues 



rather vehemently that the Internet will not be all that it is assmned to be." 

Lastly, Student 13 states, "In his essay, StoU argues about the disadvantages 

of using the Internet. By giving evidence and examples, he tries to convince 

us that there is really no substitute for "old fashioned" interactions. Although 

he supports some of the technologies the Internet gives us like speedy 

commimication between people, he also reminds us that it cannot replace our 

need to get out of the home and experience daily events. He concludes by 

saying that the overall use of the Internet is damaging people." Prior to 

instruption 77% of the students provided appropriate summaries of the text, 

while after instruction there was an 18% increase in this area. For the most 

part, students were able to paraphrase sections of the text without much 

difficulty. Student 18 stated, "In this paragraph the author is saying that the 

Internet is an ocean of unfiltered data because there are not editors, 

reviewers or critics." Like most students, she was able to translate the 

author's ideas into her own, retaining the author's ideas. Prior to instruction 

82% of the students provided accurate paraphrasing for specific sections of 

the text while after instruction, 95% of the students were able to do so. 
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Recognizing Genre 

Students were also asked to identify the genre of this text and where it 

may appear. Text 3, The Internet Bah! Is a persuasive essay describing the 

pitfalTs of the Internet. Text 3 posed less of a problem for the students in 

terms of genre identification. Most of them recognized it would appear in a 

newspaper or magazine and that is was a persuasive piece. One student; 

however, stated that it would appear in a Computer Science magazine, but 

this is unlikely given the overall style and tone of the piece. 

Reco^iyjng Rhetorical Organization 

Some of the questions on the Reading Comprehension Tasks asked 

students to identify the rhetorical orgam'zation and pattern of each text. 

Again, Text 3 posed less of a problem to the students in terms of recogmdon 

of rhetorical organization. Most students were able to identify it as a 

persuasive text. Student 15, for example writes, *1t is an argumentative 

essay. The author's main point is to prove how useless the Internet really is.'* 

Student 9 similarly stated, "This text is a critique of the Internet." Before 

instruction 77% of the students recognized the genre of the text and correctly 

identified where such a text might appear. After instruction, all but one 

student was able to correctly answer this question. 



198 

Recognizing Textual Features and Rhetorical Strategies 

Questions on the Reading Comprehension Task focused on specific 

textual features as well which included both literary devices and rhetorical 

strategies used by the writer. At one point, students were asked to identify 

the tone of the writer. Most students recognized that the writer was sarcastic 

in his overall tone. This was evident from his opinions about the Internet. 

Student 22 stated, "His tone is very strong with a hint of sarcasm," while 

Student 14 stated, "I think the tone is mostly critical and not in favor of the 

issue." One student in particular wrote a lengthy explanation of tone. She 

states, "The tone is sarcastic. For example, he juxtaposes 'meeting great 

people' and 'catching a hacker or two' as if both are good experiences, thus 

alerting my attention to the latter. His matter-of-fact tone, due to its context, 

is actually underlined by sarcasm. He also used dismissive words like 

"baloney' and "bah'. In another instance, he asks a rhetorical question: Do our 

computer pundits lack conmion sense?' His use of the word 'pundits' is 

intentional and designed to give computer experts prestige, so that they 

strike us as being even sillier. Then he also writes, Uh, sure' which is 

obvious sarcasm." The student is not only able to identify the writer's tone, 

but offers an explanation as to how such a tone was created by the writer. 
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Others offered incorrect interpretations suggesting the writer was angry or 

threatening in his tone. For example. Student 1 wrote that, "the tone is [one 

oQ sadness and irony because he kept talking about the uselessness of the 

Internet." In this case, the student is not able to identify the tone, and uses 

the above literary term, "irony" incorrectly. 

In addition to identifying literary devices, students were asked to 

describe specific rhetorical strategies the author was using to make his 

argument and to evaluate whether the author presented an effective 

argument. Prior to instruction, approximately one-third of the students 

recognized that the author provided examples and opinions of others who 

shared his own. Few students were aware; however, that his argument was in 

fact weak, as it contained few effective rhetorical devices to support his 

claim. Student 16 writes, ''The writer is argmng by pointing out the 

weaknesses of the Internet. He really expresses his skepticism toward the 

Internet through certain use of emotional words." She further states, "I think 

it would have been better if he had pulled out more outside references from 

experts because I got the impression on this essay that he was speculating 

based on his perceptions." Following the instruction phase. Student 19 

stated, "He does use a lot of emotional appeals, such as metaphors 



(wasteland of iinfiltered data), and diction. His tone is also strong and his 

organization is clear too. However, he is not effective in letting readers 

know his points; he is not that convincing, especially to a reader who is 

neutral. He relies mainly on emotional appeals, but does establish 

credibility." The above responses were qm'te interesting in that they 

contained much of the language used in the "Rhetorical Analysis" and 

"Literary Devices" section of the web program. Many students, however, 

stated that the author used facts to support his views which was incorrect. 

They also offered various reasons as to why his argument was perceived as 

effective, when in fact it was ineffective. Student 10 writes, ''The author did 

an effective job of making his point because he gave strong evidence to 

support his claims. Student 4 writes, "I think he had a strong argument 

because he brings the advantages of each point first and then the 

disadvantages. He provides sufficient and convincing evidence to criticize 

the Internet." It is apparent here that the student is aware of the rhetorical 

organization of the text but is not reading critically, nor evaluating the 

rhetorical strategies used. Student 15 states, "Well, he does use quotes so the 

text looks authentic to me." Overall, most students seemed to think the 

author offered a convincing argument because they recognized the piece as 
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being an argumentative essay, but failed to recognize the inadequate 

rhetorical strategies the writer used to convince an audience of his views. 

This was interesting because although the author quoted various individuals, 

his sources were weak, and there were no statistics or facts to support his 

argument. In general, students failed to recognize the inadequacies of the 

author's argument. After instruction, 68% of the students stated that the 

author was ineffective in presenting his argument. They based their 

responses on his lack of relevant evidence. For example. Student 21 writes, 

"He did not do an effective job because he mostly expressed his own 

opinions without doing research on this topic. He did not research or quote 

from well-studied sources." 

Recognizing Overall Messaee/Theme 

Students were also asked to identify the overall message or theme of 

each text. Text 3 did not seem to pose any real difSculties for students in this 

area. Prior to instruction, 82% of the students correctly identified the overall 

theme of the text, while after instruction, 95% of the students correctly 

identified the author's overall message. Typical responses included, "The 

main idea of this text is that not everyone welcomes the technology or the 

Internet", and, "On the Internet there is a lot of information; however, most 
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of it is useless and uncontrolled." Following instruction, one student still 

failed to recognize the main idea despite the author's continual criticism of 

the Internet throughout the essay. Student 18 writes, "The main idea of this 

text is that nowadays the Internet has become a popular way of 

communicating." 

Responding to Text 

As was the case for the other texts, a few questions were included to 

determine if students could react to text, and express their opim'ons toward 

these texts as a result of their interpretations. Such questions also asked 

students to make personal connections to these texts. Student 9 stated, "The 

Internet is so helpful and computers are very important for efficiency. 

However, before we apply technology to society, we have to consider the 

effect of technology", while another student stated, "Nothing can replace the 

need for people to interact so I have to say that I agree with this author." All 

students responded to the text is some manner and expressed their opinions 

about this particular topic. 

Vocabulary-Related Strategies on the Reading Comprehension Tasks 

Students were asked to define specific vocabulary items from each of 

the three texts on the Reading Comprehension Tasks. Because students used 
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a number of different strategies to determine the meaning of words, the 

following discussion considers only those strategies used on word 

identification items. In order to facilitate comparison across tasks in terms of 

the various strategies used in this area, the results of the three readings on 

the Reading Comprehension Task are discussed as a whole. In general, the 

students appeared to use a wide array of strategies in this area. On some 

occasions, students were already familiar with the word. This was indicated 

by responses such as "I knew this word before", "I know it firom my past", 

"My past knowledge." For the most part, the vocabulary section on Text 1 

appeared to be less problematic for students, which may be the result of the 

level of difficulty of the words themselves, but also because the ideas, and 

therefore the content of the text, may have been more familiar to many of the 

students. After strategy instruction. Student 19 stated, "These words are 

within the vocabulary I know, though I did go back to the text to check their 

contexts to make sure they carry the same meanings they commonly do." 

Some students therefore used context clues to a greater degree than others. 

Student 19 again states the following about some of the words firom Text 2. 

"Most of the words I already knew so all I did was to go back to the text to 

make sure they had the same meanings in the text they usually do. As for the 
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words, "esker", "gopher", and "engendered", I inferred their meanings from 

the text. Esker - roof of a den. Gopher - a non-violent animal, probably 

belonging to a wolf family. Engendered - aroused since the plane skimmed 

the 'crest of the wolf esker' and "esker" is a noun and since it has a crest, it's 

probably a roof top. In the sentence in which "gopher" was used, the word 

"even" suggests that the gopher usually does not attack. As for "engendered" 

it was followed by "naked terror" so I thought it might have the same 

meaning as "aroused" which is frequently used in the context "engendered" 

was used in the text." Student 12 stated, "Murk means dark. I can tell from 

the position of the word in the sentence." It is interesting to note that on the 

posttest results of the Reading Comprehension Tasks, students appeared to 

use context to a greater degree. Prior to instruction, many students simply 

commented that they did not know the meaning of a word. They failed to 

analyze such words, and often seemed apprehensive to guess the meaning of 

a word. In the above examples, students appear to be using not only prior 

linguistic and content knowledge, but also using context, specifically 

syntactic information. Various responses of students indicated that they 

observed the word, its part of speech, and its place in the clause or sentence 

containing it. Students making use of this strategy examined the relationship 



between the clause or sentence containing the unknown word and other 

sentences or paragraphs. Student 15 states, "I have guessed most of the 

words by reading the passage and the sentences and what meaning they 

carry are likely to give." Student 10 says, "I determined the meaning of these 

words by figuring out what the sentence is trying to say." It was interesting 

to note how some students failed to consider context when reading. For 

example, in Text 2, one of the words students were asked to define was 

"ahen" which was used as an adjective in the text meaning "strange" or 

"unfamiliar". One student stated that the word meant "a stranger from space" 

indicating that context was not used in the word identification process. 

Although the overall theme of the text was related to our loss of ties with the 

natural world, and the distance between human beings and the animal world, 

this particular students did not make use of context in the broader sense of 

content either. In Text 2, many students identified the word "Norseman" as 

referring to people. For example, one student stated, "The Norseman is a 

tnl)e of people. I know this from history class." Another student stated, 

"Norseman might be a guide who was living around there. I know this from 

"the Norseman came " Another student, however, uses context more 

effectively when defining the word. She states, "It is a type of airplane. It 
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was referred to as 'the' so we know it is an object, not the name of a person. 

It also says, 'It came over, roared, Hfted, and had wings, and a propeller'." In 

Text 3, one student identified the word "icon" as referring to a statue, while 

another defined it as "a person to be admired" although this word was in the 

context of a discussion about the Internet and computers and therefore was 

referring to a computer icon. Another identified a "pundit" in this context as 

being.a priest rather than a term that refers to an expert. While these are just 

a few of the many examples indicating lack of context usage or ineffective 

usage by students, they illustrate the importance of employing context when 

reading, even when a word appears to be known to the reader. 

Word Analvsis and Word Division Strategies 

In addition to using the general context to determine word meanings, 

some students also used word analysis or word division strategies to 

determine word meanings. Student 22 states, "A huckster is somebody who 

is very good at hucking. I know this firom 'hucker* and 'ster*." While the 

student did not determine the correct meaning of the word, he does make an 

attempt to analyze word parts and their functions. He earlier defines 

"sociolingm'sts" as "people who study languages with respect to social 

influences. I sph't the word into social and lingm'stic." Student 16 states, "I 



207 

fhinlf the word 'cyberbusiness' means business on the Internet. It does not 

have an actual entity - by separating the word into 'cyber (net)' and 

'business'." 

Word Association Strategies 

Students also made use of word association strategies to a greater 

extent after strategy instruction. Such associations included using cognates, 

and word similarities in terms of word structure, graphic and sound 

characteristics. For example, one student stated that the word "bravado" 

looked like the word "brave" and was familiar to a word in his own 

language. Another student stated that the word "relentlessly" meant "strictly" 

because it "fits into the sentence" and "it has to be an adverb". The student 

was making an association between the unknown word and his guess by 

examining word structure. Another student commented that the word "Bah?" 

sounds "angry". When asked to define the word "tunic" in Text 2, one 

student stated it was a type of alcohol. The student was most likely referring 

to the word "tonic" and therefore grapho-phonetic similarity was used to 

determine word meaning, but context was completely overlooked. In a 

similar example, when asked to define the word "afQuent" in Text 3, a 

student stated, "It is something that affects another thing" indicating the 
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Student believed this word to be the same as "influence", once again not a 

possibility given the context in which the word was used. Other examples 

include "engendered" being defined as "generate" and "appalled" being 

defined as "appealed". In each of these cases, the student stated, "I know 

these words belong to the same family." In essence, although the above are 

only a few examples of the kinds of word association strategies being used, 

they illustrate how word association strategies were used in a number of 

different ways. Furthermore, it is interesting to note that in some cases, word 

association strategies alone, such as graphic similarity, aided students, in 

other cases, when used in isolation without context, students often provided 

incorrect definitions of words. 

Guessing 

Often when students encountered an unfamiliar word, they guessed at 

the meaning of the word; however, it appeared that as a group, more students 

guessed at meaning of unknown words after strategy instruction. Prior to 

strategy instruction, there were 82 instances of guessing, while after 

instruction, there were 120 instances of guessing. Guessing is a 

compensation strategy and can be most effective when combined with using 

contextual information. Students appeared to be less apprehensive about 
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risk-taking following strategy instruction, and responses like, "I don't know 

this word" or "I have no idea" were less common on the posttest results of 

the Reading Comprehension Tasks. 

Unobservable Strategies on the Reading Comprehension Tasks 

The above discussion has focused on observable strategies based on 

the readers' think-aloud protocols. The fact that such think-aloud protocols 

to not capture all of the strategy moves that a reader makes is neither 

surprising nor a major drawback as no-one has claimed that think-alouds 

thoroughly reveal all of the strategies used by readers; rather their value 

comes in that they do reveal valuable information about the types of 

strategies they do use. However, despite die fact that some strategies were 

unobservable to tlie extent that instances of such strategy usage were 

difScult to document, this does not suggest that such strategies were not 

being employed by readers before reading or during the process of reading. 

Effective readers, for example, activate prior knowledge before reading a 

new text. Prior knowledge of the topic of a text is stimulated by 

overviewing, with prior knowledge activation often being so automatic that 

it occurs out of consciousness and this is not reflected in self-reports or 

think-aloud protocols. One would suspect that the richer a reader's prior 
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knowledge related to the text, the more automatic the activation may be. 

Alternatively, it may be that readers do not relate a new reading to their prior 

knowledge as completely as they could, at least the beginning of the reading, 

which would be consistent with the observations that students may not 

comprehend fully the significance of the information they encounter, 

because they do not relate new material to what they ahready know as fiilly 

as they might. All readers; however, bring their experiences and existing 

knowledge to a text, hence prior knowledge is used in some manner by all 

readers. There are also a number of activities that occur during the reading 

which have been subcategorized in this study as previewing, assigning 

relative importance to information in the text, making inferences, integrating 

different parts of the text, making associations to what is known, and 

interpreting to name a few. Of course these do not occur in a linear sequence 

but rather are interwoven and relate to one another. Some activities or 

instances of strategy use were occurring at many levels and were difGcult to 

observe on the Reading Comprehension Tasks. Questions on the tasks were 

limited in number and scope in that they did not and to some extent could 

not capture all the strategies that are used by readers. Hence, for the 

purposes of this study, strategies that students were believed to be using, but 
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were unobservable for tlie most part, were recorded by indicating usage of 

the strategy, rather than a specific firequency count. As stated, some 

strategies were being used in many different ways and at different levels. For 

example, analyzing is a cognitive strategy; however, analysis of text can 

occur at the word level, sentence level, and text level. Analysis may involve 

explaining something in a text, pausing to reflect on text, explicitly looking 

for related words, concepts, or ideas in a text and using them to construct a 

main idea or summary, looking for patterns in a text, looking for information 

which is consistent /inconsistent with expectations, examining rhetorical 

structures, and so forth. Such instances of strategy use are largely 

unobservable and were not reflected at every level in the students' responses 

on the Reading Comprehension Tasks. Once again, this does not suggest 

students were not using such strategies. Attempts to tease out strategy usage 

on these tasks were made by the researcher; however, the nature of think-

aloud.protocols does not allow for absolutes, but nonetheless still provides 

valuable information about the types of reading strategies readers do use and 

how they are used. 

In essence, from the above results it is clear that strategy use was 

affected by strategy instruction. This is evidenced by the frequency of 
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Strategy use on each of the Reading Comprehension Tasks, as well as by the 

percentage of students who employed various strategies prior to and after 

strategy instruction. To facilitate comparison of strategy use across tasks. 

Table 4.9 presents the frequency, the number of occurrences of strategy use 

on all three readings on the Reading Comprehension Task before and after 

reading strategy instruction. 

Table 4.9 Frequency of Strategy Use on Three Readings of Reading Comprehension Task 
Before and After Strategy Instruction 

Strategy Tot 1 Teit 2 Tot 3 
SocMinpiistic Rules The World We Lost The Internet? 

Bah! 
Before After Before After Before After 

COGNITIVE 
Paraphrasing 51 57 17 19 18 21 
Summarizing 16 19 15 19 17 21 
Antidpating/Predicting 18 22 19 22 22 22 
Word Division 24 27 2 3 21 26 
Using Titles/Illustrations 18 22 19 22 22 22 
to Infer/Predict 
COMPENSATION 
Guessing/Hypothcstzing 16 25 32 43 34 52 
MEMORY 
Word Assodating and 2 3 19 24 18 22 
Cognates 
METACOGNmVE 
Recogn^gText 12 21 15 18 17 22 
Organization 
Recognizing Genre 16 21 17 20 17 21 
Recognizing Specific 51 56 60 76 32 38 
Textual 
Featuies/Rhetorical 
Stiat^es 
Recognizing Main 17 21 14 19 18 21 
Ideas/Theme 
Recognizing Connectors 18 20 22 22 20 20 
TEXTUAL 
Re^onding/Connecting 19 21 17 19 22 22 
to Text 
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From the above results it is apparent that the frequency of strategy use 

increased for the most part after reading strategy instruction. An increase in 

strategy use occurred for Cognitive (paraphrasing, summarizing, 

anticipating/predicting, word division, using context such as titles and 

illustrations). Compensation (guessing/hypothesizing). Memory (word 

associating and cognates), Metacognitive (recognizing text organization, 

genre, textual features, main ideas, theme, and connectors), and Textual 

Strategies (responding to text) for the article. Text I, Sociolinguistic Rules. 

Similar results were found for the literary piece. Text 2, The World We Lost; 

however, the frequency of the metacognitive strategy of using connectors 

remained the same before and after instruction. For Text 3, the 

argumentative piece entitled "The Internet? Bah!, the frequency of the 

cognitive strategies, specifically anticipating/predicting and using 

titles/illustrations, the metacognitive strategy of using connectors, and the 

textual strategy of responding to text remained the same prior to and after 

instruction. 

Table 4.10 presents the percentage of students who employed 

particular strategies both before and after instruction. Once again it is 
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important to recognize that these refer to observable strategies - those that 

could be inferred from students' responses to task items. 

Table 4.10 Percentage of Students Employing Reading Strategies Before and After 
Instruction 

Stratety Teit 1 Teit 2 Teit 3 
Sociolingwistic Rules TheWorid WeLoit The Internet? 

Bah! 
Before After Before After Before After 

COGNITIVE 
Paraphrasing 77 86 77 86 82 95 
Suminarizing 73 86 68 86 77 95 
Anticipating/Predicting 82 100 86 100 100 100 
Word Division 86 100 9 9 95 100 
Using Titles/iuustrau'ons 82 100 86 100 100 100 
to Infer/Predict 
COMPENSATION 
Guessing/Hypothesizing 64 100 86 100 91 100 
MEMORY 
Wbid Associating and 9 14 91 100 82 100 
Cognates 
METACOGNITIVE 
Recognizing Text 55 95 68 82 77 100 
Organization 
Recognizing Genre 73 95 77 91 77 95 
Recognizing Specific 77 91 68 86 73 86 
Textual 
Features/Rhetorical 
Strategies 
Recognizing Main 77 95 64 86 82 95 
Ideas/Theme 
Recognizing Connectors 82 91 100 100 91 91 
TEXTUAL 
Responding/Connecting 86 95 77 86 100 100 
to Text 

From the above results in all cases there was an increase in the percentage of 

students employing the described reading strategies after reading strategy 

instruction. For text 2; however, there was no increase in the percentage of 

students using the metacognitive strategy of recognizing connectors as all 
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did so prior to and aiter instruction. For Text 3, the cognitive strategies, 

specifically anticipating/predicting and using titles/illustrations, the 

metacognitive strategy of using connectors, and the textual strategy of 

responding to text remained the same, as in these cases, the same number of 

students were employing these specific strategies prior to and after 

instruction. Further interpretation of these results is provided in chapter 5. 

Summary 

The overall results of performance on the Reading Comprehension 

Tasks indicate that students were making use of the range of reading 

strategies as outlined in Table 4.9. These included Cognitive (paraphrasing, 

summarizing, anticipating, predicting, word division, using context such as 

titles and illustrations to infer). Compensation (guessing/hypothesizing). 

Memory (word associating and cognates), Metacognitive (recognizing text 

organization, genre, textual features, main ideas, theme, and connectors), 

and Textual Strategies (responding/connecting to text). After strategy 

instruction, students continued to use these strategies but used them more 

firequently. In addition, a greater number of students employed strategies 

following instruction. It is also interesting to note that as reading 
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comprehension improved as evidenced by the pre- and post measures of the 

Nelson Denny Standardized Reading Test as shown in Table 4.1 and the 

Reading Comprehension Tasks as shown in Table 4.2, the frequency of 

strategy use increased as well. It appears that there is in fact a relationship 

between reading comprehension, as operationalized by reading proficiency 

on these tasks, and strategy use. As reading comprehension improves and 

reading proficiency increases, the number of strategies being used by 

students increases. 

Research Question # 3: How do ESL readers perceive their strategy use 

prior to and after reading strategy instruction? 

The results of Research Question #1, as discussed in earlier sections 

of this chapter, considers this question in more detail This question was 

investigated quantitatively based on results of the Reading Strategy 

Inventory. As previously stated. This questionnaire was used to indicate the 

extent to which the subjects perceived themselves as using the described 

strategy on a reading task by responding either (a) Never (0), (b) Rarely (2), 

(c) Occasionally (3), or (d) Frequently (4). A scale of 1-4 was used to define 

these categories (See Appendix C for a copy of the questionnaire). Items on 
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the questionnaire included 34 statements worth 136 points, related to 

cognitive, compensation, memory, metacognitive, affective, and social 

strategies As shown in Table 4.3, as a group, the subjects achieved a gain 

from pre- to posttest scores on the Reading Strategy Inventory. The 

difference between means (101.3182 to 106.4545) was in the expected 

direction and T tests indicate that the gain was statistically significant. The 

results show that there is a significant difference in the way in which readers 

perceive their strategy use prior to and after reading strategy instruction. 

The results of the Reading Strategy Inventory were also analyzed in 

terms of patterns of strategy use. An average score out of 4 was obtained for 

each student before and after strategy instruction in each of the areas of 

reading strategies. Table 4.4 reports the means and standard deviations in 

each of these areas. As shown in Table 4.4, as a group, the subjects achieved 

a gain from pre- to posttest scores on each category of the Reading Strategy 

Inventory. The mean scores on the pretest increased in five out of six areas -

the Cognitive (2.9136 to 3.0636), Memory (2.7614 to 3.1668), 

Metacognitive (3.0000 to 3.0955), Affective (2.9205 to 3.2727), and Social 

(3.1209 to 3.1664) strategy categories. Results of T tests as indicated in 

Table 4.5 show that the gain was statistically significant for the Cognitive, 
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Memory, and Affective strategy categories. Therefore, in each of these 

categories, students' perceived their strategy use as being different prior to 

strategy instruction than before strategy instruction. Overall, students 

perceived themselves as using Cognitive, Memory, and Affective Strategies 

to a greater extent after instruction, than prior to instruction. Interestingly, as 

shown in the previous discussion, there was an increase in the frequency of 

strategy use including cognitive and memory strategies on the Reading 

Comprehension Tasks following instruction, paralleling the above results. 

Research Question #4: What effects does computer-assisted strategy 

training in general and task (curriculum) specific strategies have on the 

reading comprehension of ESL learners? 

This question was investigated quantitatively based on results of the 

Nelson-Denny Reading Test, Reading Comprehension Tasks, and Reading 

Strategy biventory. It was also investigated qualitatively based on the data 

obtained from the post-activity questionnaire was admim'stered to the 

students in the final week of the semester (see Appendix F for a copy of the 

questionnaire). Overall, results show that computer assisted strategy training 

in general and task (curriculum) specific strategies has a positive effect on 

the reading comprehension of ESL learners. Reading comprehension, as 
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defined here, refers to overall reading proficiency on these tasks. Reading 

comprehension was therefore determined by pre- and posttest scores on the 

Nelson-Denny Standardized Reading Test, and the three Reading 

Comprehension Tasks. Table 4.1 presents the means and standard deviations 

of the Nelson-Denny Reading Standardized Test, scored out of 118 points, 

prior to and after instruction. 

The subjects in this study achieved a gain from pre- to posttest scores 

on the Nelson-Denny Standardized Reading Test. The difference between 

means (67.S4SS to 76.6634) was in the expected direction and T tests 

indicate that the gain was statistically significant. The results as indicated in 

Table 4.1 show that there is a significant difference in reading 

comprehension scores obtained on the Nelson-Denny Reading Test before 

and after reading strategy instruction. 

Table 4.2 presents the means and standard deviations of the Reading 

Comprehension Tasks prior to and after reading instruction. These tasks, as 

previously mentioned, consisted of three texts differing in topic and genre, 

and related questions. The tasks were scored out of 195 points. As shown in 

Table 4.2, the subjects in this study achieved a gain from pre- to posttest 

scores on the Reading Comprehension Tasks. The difference between means 



220 

(152.6818 to 167.4545) was in the expected direction and T tests indicate 

that the gain was statistically significant. The results show that there is a 

significant difference in reading comprehension scores obtained on the 

Reading Comprehension Tasks before and after reading strategy instruction. 

While results of the Reading Strategy Inventory as discussed above, and as 

shown in Tables 4.3 and 4.4 relate to perceived changes in strategy use, 

these results further support the findings of the positive effects of computer-

assisted strategy training in general and task-specific strategies. 

As stated, this question was also investigated qualitatively based on 

the data obtained from the post-activity questionnaire. The questionnaire 

consisted of 13 open-ended questions. The first few questions were designed 

to gather information about students' reactions towards the class and the use 

of the computer in this class. Other questions were designed to obtain 

information about the advantages and disadvantages of this type of program. 

Responses to these questions are discussed in detail in the final chapter of 

this dissertation. The last few questions were specifically designed to obtain 

information on the effectiveness of this strategy training program in terms of 

strategy use and reading comprehension. 
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Table 4.11 below presents some of the students' responses to the 

Interview Questionnaire administered after strategy instruction. For the 

purposes of this discussion, students' responses to all of the questions are 

considered as such responses reveal important insights that cannot be 

overlooked. The responses below are reported verbatim. Some responses are 

followed by a number appearing in parentheses, indicating the number of 

students who gave a similar response. 

Table 4.11 Students' Responses on Interview Questionnaire 

Q: What did you like most aiiout thii class, EngUih 108? 

• Almost everything, the class activities, the new knowledge about reading and writing, and getting 
to know students firom other cultures. 

• My teacher grades us and treats us equally. She grades us on how we improved and also on how 
we devoted ourselves to the work and assignments. 

• Although it was the toughest English class ever, it was worth it to tiy hard because I learned a lot 
about reading and writing. 

• It was a good class because there were many international students (3). 
• Your flexibility because even though there were guidelines to follow, my creativity was not 

restricted. I can tell that you tiy to make the class academic and practical. 
• I liked the essay assignments and the research section. 
• I liked to hear other students ideas. There are a lot of class interactions. (2) 
• The thing I like the most about this English class is we have discussion about the different topics 

weleam. 
• I could choose what I wanted to write about (2) 
• Ilikedtheassigmnents.(2) 
• As we go from English 106 to English 107 and 108, the amount of attention and importance of 

detail increases. I was taught to write this way and read this yvvy in this class. One could feel a 
different level of writing and reading. We came a long way. 

• There were a lot of guidelines and assignments. They helped me and I also felt I had a lot of 
freedom to choose what I wanted to write about 

• Tlie informal discussions and frequent feedbadt 
• I felt like a learned a lot m this cl .̂ (2) 
• The online reading and class readings because they were informative and at the same time 

. interesting. 
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Q: Wbat did you like least about English 108? 

• Too much work load and mai  ̂assignments (6) 
• Sometimes texts were difficult to read. (3) 
• I spent many hours a week doing Engiidi which I was not expecting at first 
• Some web assignments were too long. 
• I hated having to do grammar exercises, even though my grammar is not peiftct 
• I don't like essays which involve personal experience. 
• I think there was too much homework on the web, but cant do without it either. 
• I like everything. The web page was really exciting and helpful. 
• It is only twice a week. That was the worst part I wish it was three times a week. 
• Too much grammar. 
• Doing web questions where we had to Qpe a lot 
• Too many taidu. (2) 
• The thing I liked least was "Writing as Revision", I think the texts are too difficult to understand. 

Q: What are some benefits or advantages of this experience and the program? Do you think the 
types of activities you engaged in are helpful to students in English classes? 

• I think the advantages are that it makes you more aware of various topics and subjects. It is better 
than doing exerdses on paper. 

• Simply, improving reading and writing skills in a better way. (2) 
• I can get information and work on this program wherever there is a computer. 
• For those who study English as a second language, I think it's a good way to communicate to them 

the main things to leam about reading and writing. It is sometimes hard to read fi:om the texts and 
then tiy to figure out main ideas. 

• I think by working on the computer, it took less time to complete exerdses and homeworic and 
enrich my reading comprehension. 

• The oppoitunity for thinking and analyzing. (2) 
• This program just forced me to read more and think more. I think I like reading more now. 
• I learned more about English because the program and materials are veiy detailed. 
• We can improve our knowledge about many things and get information from this program and the 

web. We can also do it anytime we want if we have a computer at home. 
• The activities made me read a lot which increased my vocabulaiy. (2) 
• Yes, this program contained a lot of stuff related to my writing assignments. 
• I do because we can do many exercises from this program and we can practice reading and writing 

different kinds of essays. (2) 
• It is benefidalifthey can get some feedback. 
• We could compreh  ̂passages more. 
• It is easier to leam on tte computer. (2) 
• We have demonstrations and can apply them through exerdses. 
• Yes, I do. Students need as many opportunities for thinking and analyzing work. This kind of 

program helps tbem do that 

Q: DcKribeany diflkultietyQu encouBtered. 

• Not anything in particular. Just the server being down sometimes and the lengUqr assignments. 
• Computers sometiuMs crash or freeze. It was veiy depressing when I was wori  ̂on the 

questions in the computer tab and found there was no "submit" button. Something was wrong with 
the computer diat day. Some assignments were also difficult 
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• I really did not encounter any diffidilties. (7) 
• Sometimes it was difficult when I could not see the whole text and questions simultaneously. (2) 
• I had difficult in vocabulaiy which I consider n  ̂weakest point 
• The new ideas about the fim essay and text-in-context essay were difficult but by looking at the 

example on the computer again and again, I overcame that problem. 
• Some texts were too difficult to understand. (3) 
• At first I was not comfoitable reading on the computer but then it was ea  ̂and convenient. 
• The only difficulty was when the server was down. One time I was kicked offand had to re^lo 

everything. I think there was a problem with the server and the "submit" button did not work. One 
weetend, the ̂ em was down and I could not get access to the program. 

• Sometimes the grstem was not working or the server was down. (4) 

Q: Do you think this program/eipcrience made you a better reader? Do you think your strategy 
use as a reader has changed as a result of this program? 

• Yes, each assignment I did involves and also tests reading skills which I good practice. There are 
also reading assignments, which focus on reading skills so I think my skills have improved. 

• Yes, I at least started reading, which is a big step for me. I also am not afiaid ofliterature because 
I realized it is just about the human experience. This program made me read a lot which increased 
my vocabulary to some extent. 

• Yes it did. The various strategies suggested gave me more opUons and opinions to look at texts. If 
one experiments with the suggested techm'ques, one can feel the results. For example one looks 
for certain key words and methods. Plus there are some things one is already aware of but tends to 
forget. By applying these strategies, not only is one reminded of those things, but one also learns 
new things in the process. 

• Well, I defim'tely got some useful tips and confirmed some tips I didn't realize I was using like 
splitting words to figure out the meaning. I think it is too short a period to notice my change in 
strategies. 

• Yes it did. To answerthe questions on the web based reading assignments, you really had to read 
so I did read, even though Fm not a fan of reading. After I completed the Bist reading assignment, 
I started focusing on my reading, and now I do read and focus on what I read. 

• Yes, I do because I can read more essays fix)m this program. I can practice to read different kinds 
of essays. Yes, fiom this program I can leam what is the best way to read the text 

• I think it did because I had to give more attention to the passages as thqr were on computer. Fm 
not sure if my strategy use changed. But I think it just made me think of the strategies I'm using. I 
mean before I didnt consider the way I read or that I had strategies. 

• I do think so becaux I camc to realize the importance ofcarefiil reading in terms of the writer's 
purpose. Everything has a purpose and I have to read to discover that Because of this, I also 
realized that I need to read objectively. I came to realize to pay attention to the author's intention 
instead of keep reading the texts with no real attentions on the purpose or why it was written. 

• Yes absolutely, learning scanning, skimming, paraphrasing. I can use nqr reading strategies as 
a reader to give me a better understanding of the text. These activities enable students to 
understand a text better and fiister. 

• I think rm a better reader. Tm not sure if strategy use changed. (2) 
• I think this program made me a better reader because when I read more then I become more 

fimOiar to the way of writing as well. Then next time when I read similar texts, I will have a 
better understanding I think the activities I engaged in are helpful to students in Engh'sh classes 
because there are explanations provided for each kind of text For example the Text-in^ontext 
Essay Structure" has provided with the information! need to write and understand this essi .̂ I 
think strategy use as a reader has changed a little as a result of this program but I think I need 
more dme to adapt and leam some reading strategies mentibned in this progrant. 
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• Especially from summarizing and skiinniing, I could improve my understanding and read &ster. 
Before I used this program, I didn't predict what would te written so much. Predicting what the 
author wants to convey and paraphrasing made me understand more clearly so various strategies 
have helped me to become a better reader. 

• Well, I think I cant say too much about my reading abili  ̂in one semester. I think this course 
helped me but in addition, I am reading so maiQr things for other classes that I think that has 
helped me too. In this cla  ̂I have read many English texts, but I have not done these kinds of 
questions in English before. Therefore, I thinik I am able to criticize and analyze Engh'sh texts 
better than before. 

• Yes, Ihad to read a lot ofdifferent texts at the same time while analyzing it or criticizing it I 
think it helped me become a better reader. I am not sure about my strategy use as a reader. I do try 
to use more &cts, examples, and diction in my writing because that is what I noticed in many 
examples that I read. I do notice the tools more which a writer uses in order to catch the reader's 
attention and to convince the reader about whatever he is discussing. The examples on the web 
were a good source for me to find vocabulary or good phrases. 

• Yes, because I had to read all the time. 
• I believe so. I have read many EngUsh texts but I have not done these kinds of questions in 

English. Therefore, I think I'm able to criticize and analyze texts better than before. 
• I was using many reading strategies before but I do realize the usefulness of skimming now. It is 

really a practical strategy in the university context Well, my attitude toward skimming has 
changed. I used to see it as a strategy stemming from laziness or lack of interest 

• Yes, I now use more strategies as a reacterto give me a better understanding of the text 
• Well, Fm not sure but it did make me think of the strategies I'm using. I mean before I didn't even 

consider that I had strategies. 
• Yes it did Aftwl completed these assignments, I started focusing on my reading and now I do 

read and p  ̂more attention to what I read. 
• As mention  ̂before, if one experiments with the suggested techniques, one can feel the results. 

For example, one lodes for certain key words and methods. Plus there are some things one is 
already aware of but tends to forget By applying these strategies, not only one is reminded of 
those things, but also learns new things in the process. 

Q: Do you think tUi program/eiperience made you a better writer? Explain how and why? 

• Yes it did, although I did not know that this program was supposed to help better my writing 
skills. 

• I could experience the strategies mentioned in the program and apply them to my writing as well. 
(4) 

• Yes I do because I can leam how to write a good essay by looking at many essays firom this 
program. (3) 

• It did because I learned the right way to write by reading. Reading helped me understand the 
structure of the ess!  ̂and parts essays. 

• Yes I think it dkl because I had to give moreattention to the passages on the computer. 
• Fm not sure. My teacher can answer this better than I caa 
• Yes because Iteamed how to express n  ̂ideas and thoughts. 
• By reading. This helped me express ideas better on paper. 
• Yes, as a writer we need to put our stance clearly so that tte audience will understand well. 
• Fm not sure tf^the program helped my writing or the feedbadi I got fiomnqr teacher on my essays. 
• Yes I do. I think the most important think for writing is to have opportunities forwritingthis 

program allowed us to read aiid write. 
• I think it did make a difference in n  ̂writing. 
• YeR because we had a lot ofcfaances to waclice our writing. (2) 
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• Well, I think I'm a good writer alreatfy. I did get more tips on how to mam'pulate words for 
desir  ̂effects, and how to make strong arguments. 

• Yes it did. The program has important information that related to the essays I was asked to write 
in this class. Thm are many connections with my assignments. 

• It always helps when I write ai^thing if I have some examples. Those exanq>le essays on the web 
were a good source for me for leam vocabulary. 

Q: In your own words, dcicribe what reading itratcgiea are. 

• Reading strategies involve summarizing, paraphrasing, vocabulary skills and learning how to 
guess, analyzing texts and reacting to them. 

• Reading strategies help to understand texts more closely and deeply. (3) 
• These are tools the reader uses in his/her reading to understand whatever the writer discusses. 
• Reading strategies are methods to read and understand a piece of writing. (7) 
• Reading strategies are ways in which a person achieves understanding of what he reads, regardless 

of his femiliarity with the subject (provided there is not too much technical jargon). 
• The ability to critically analyze texts. 
• They help you read. (2) 
• Reading strategies are used to understand articles. 
• They are practices to help you improve. 
• We should have reading strategies in order to help ourself to understand the purpose of the text 
• They are strategies you use when you read. How you read something, and the ways you use to 

better understand it 
• Reading strategies are ways in which readers approach a text and the ways they go in reading the 

text to understand its meaning. 
• Th  ̂could be the various ways a student handles and remembers what he has just read. 

Q: Would you recoiamcnd tkii clui to your peers? Why or why not? 

• I would recommend this class to those who don't possess the reading strategies and have 
difBculties to read critical readings and literature. 

• Yes because this class was a lot of fiin. This class contains many important elements that every 
class should have like reading, writing, grammar, presentations and poster sessions. 

• Yes I would recommend the class activities. They helped me to write better. 
• Yes I would because the class is very practical. 
• Yes,̂  because I learned a lot fiom the class and the individual conferences on how to be a good 

wrilCT. 
• Yes, because we team many things fiom the computer assignments. (3) 
• Well,lfounditintefesdngsolwould. 
• Yes because the program helped me to become a better reader and also a better writer. (3) 
• Yes I would because this clas improved my EngUsh skills. (3) 
• Yes, because I could communicate more fiwly in this class. 
• Yes, because it provides some training students in writing the kinds of essays thqr will have to 

write in other classes (through the argumentative essay assignments, the text-in^ontext essay). It 
allows students to read different kinds of essays so diat students can understand and practice 
otganizaticamesa .̂Lastfy, it imroducesstiKfcnts to literature. Even those who aie not 
mterested will benefit fiom b^g exposed to a few poems or other forms of liteiatuiei 

• Yes, the teacher is very supportive and fiir. She gave us enough time to work on assignments. I 
feell have done and got many things fijom this class, 
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• Yes, I would Tecomineiid this class to a firiend, that is, I would leconunend the in<lass activities 
and essay assignments that lead to an iiiiprovement in writing skills. (3) 

• Yes and No. If I know someone who wants to pass class without any effort, I won't recommend it 
to him/her because it is a hard and tough class. But if there is someone who wants to work hard 
and get a nice opportunity to leam English, I will recommend this class. 

Q: What auggestioai can you ofTer to improve this program? 

• I think we should have fewer assignments. 
• None, the program is very good. 
• I think that sometimes there were too many assignments and questions. Reduce the number of 

questions. 
• No suggestions. I like the idea of doing it in the lab because we spend more time learning and 

working. 
• To give more examples, information, and exerdses. 
• Nothing. The program was very useful. (4) 
• I cannot suggest anything because in my opim'on, this program has everything an ESL students 

needs and wants. 
• I think maybe after we did the program, we can get the answers on-line. This way we know 

exactly how we did. (S) 
• If we can get more fee^ck. I also want to see what other students wrote so I can compare how I 

did. This might help me to understand more. 
• No comment 
• Nothing really. It was a very heipfiil tool. 
• Less problem with the servers being down. 
• Nothing-it is well done and the program is very orgam'zed. 
• I think the program is really very adequate. 
• I know that we got feedback in class, but if students can get feedback (correct answers) on-line it 

would help students leam more. I wonder what happens if I have access to the answers from other 
stuidents bixause I want to know how they are doing too. 

From the above responses, it is evident that students varied in their 

responses concerning their likes and dislikes. Student seemed to enjoy the 

classroom discussions and interactions. Some commented on the useful 

reading and writing activities, while others indicated their satisfaction with 

the feedback they received. When asked what they liked least about English 

108, most students felt that they had to deal with an extensive workload in 

this course. 
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Students were also asked to comment on their computer-using 

experiences. The above summary of the students' responses to the question 

about their experiences using the computer revealed some interesting 

themes. Some students stated that the computer enabled them to complete 

assignments more quickly. Others also commented on the ease of 

accessibility to the program. Students were able to access the program on 

any computer that had Internet access, enabling them to further practice or 

review aspects of the program. Students also commented on the amount of 

information the program contained and the fact that they could obtain even 

further information through the various links and search engines. A few 

students made comments pertaining to difficulties they had such as having to 

scroll up and down the computer screen while reading. Others stated that at 

times their eyes were strained due to some of the lengthy assignments and 

activities. For the most part, the students' responses indicate that they had 

very positive experiences working on a computer. 

The students' positive responses towards the activities they engaged in 

were further reflected in their responses to a more specific questions which 

asked them what they learned from this program, and whether the 

experience was useful. It is apparent from the above summary of responses 
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that the students felt they benefited from the program in a number of 

different ways. Some students stated that the program led to an improvement 

in reading skills and strategies. For example, one student said: "With this 

program I became more familiar with responding and comprehending 

passages. It was practice and I guess it helped by reading strategies because I 

pay more attention now when I read." Others stated that the program 

exposed them to a number of different texts, thereby allowing them to 

become more familiar with various topics. Students therefore recognized the 

program affected their content knowledge. Some students also stated that the 

program was useful because it provided them with information on writing. 

The program does contain a section on "Grammar and Writing" and in 

addition, contains a number of sample essays and explanations for the 

format of these essays. One student wrote: "There was an explanation for 

each different kind of reading and writing which I have difficulties to figure 

out in the past. Along with those explanations, there were more sample 

essays, so I can actually read it and know the differences between these 

essays." 

It was also interesting to note comments that related to the beneficial 

aspects of using the computer. For example, one student stated: "I have 
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learned that the computer is a great tool for teachers and students to use. 

Students are oiten nervous about reading in front of the class and about 

writing responses. By using the computer, ideas seem to flow better." Such 

student responses indicate that the computer activities served to facilitate 

their writing process. Students also felt that the computer activities were 

helpful because they had the opportunity to engage in out-of-class practice in 

order to improve their reading/writing skills. Some students also noted that 

they were able to improve their overall computer skills by working on the 

program, which was also seen as a benefit for their other courses. 

The students were also asked about specific difficulties they faced in 

the process of completing the web assignments. Many students reported they 

encountered few or no difBculties at all while working on the web 

assigmnents. For a few, however, technology access posed one of the major 

problems. For those students who did not possess a computer at home, 

homework assignments forced them to work at the university labs, which 

may have been crowded at certain periods during the semester, thus causing 

students to spend more time on completion of these assignments. One 

student even stated that because of a computer virus, his computer at home 

was no longer functional, and therefore he had to complete homework 
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assignments at school. The majority of assignments/exercises were 

completed at the University in a computer lab. 

Several times over the semester while this study was being carried 

out, there were problems with the College of Humanities (COH) server. 

Mid-semester, the server was being upgraded causing a failure in the system. 

Students were therefore unable to submit their responses on-line. The 

researcher-teacher had to up-date the software on the server, which took 

approximately a week. Because of this, students were unable to complete 

assignments at school or at home. Other problems students encountered 

related to specific assignments or readings. For example, one student made 

the following comment: "Some of the texts were too difScult to read" while 

another stated: "I had difficulty with vocabulary which I consider my 

weakest point." Overall, while the majority of students felt that using 

computers to do activities and assignments in this course did not cause any 

difficulties for them, a few of them did report frustrations about doing 

assignments on the computer. 

On the questionnaire, students were asked to respond to two questions 

asking them to comment on whether the program affected their reading, or 

use of reading strategies. The students' responses show that for the most part. 
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they thought the program and the experience itself made them more effective 

readers. A few students stated that they are now reading more as a result of 

this program. Others stated that they were exposed to a number of readings 

differing in form and content, which provided them with practice in reading 

different types of texts. While a few students felt they were unable to 

provide a definite opinion about whether their reading behaviors, or strategy 

use has changed as a result of this program, many students, as seen from the 

above comments, believed that this program did affect their strategy use. A 

few students made conmients about using strategies more frequently, while 

others stated that the program made them more aware of strategies that can 

be used to facilitate text comprehension. Others stated that they "focus" 

more when they read now, while others mentioned an improvement in 

analytical and critical reading skills. 

While this study was aimed at examining the effectiveness of reading 

strategy training, one question asked students to conunent on whether the 

program affected or influenced their writing skills. Once again, many 

students conmiented on the usefulness of sample essays which helped them 

to better understand text construction, format, and orgam'zation. A few 
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students stated that the program helped them to improve specific aspects of 

writing such as expression, and diction. 

One of the questions on the questionnaire asked students to explain 

the term "reading strategies". As seen in the following responses, students 

defined reading strategies as approaches, methods, or tools employed by 

readers to enhance or facilitate the comprehension of texts. This question 

was asked to determine if students had come to an understanding of both the 

puipose and importance of the strategies they had spent time learning and 

using over the semester. 

In terms of the students' general evaluations and opinions of the 

course, all students stated that they would recommend this class to their 

peers. One student stated: "I would recommend this class to those who don't 

possess the reading strategies and have difGculties to read critical readings 

and literature." Other students stated that this course and the web 

assignments enabled them to improve their reading and writing skills. 

The final question on the Interview Questionnaire asked the students 

to provide suggestions for improving the web program they had used over 

the semester. From the students' responses, it seems that some students 

would have preferred to have fewer assignments. From previous responses. 
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it was clear tbat some students felt physical strain, specifically on the eyes, 

while reading on a computer screen for long periods of time. A few students 

also indicated their desire for more examples and practice exercises. Finally, 

many students felt that if they could receive immediate on-line feedback to 

their responses, it would be more helpful to them. Others felt that if they had 

access to other students' assignments, once completed, this would further 

enhance their understanding of various assignments. The implication of such 

responses from the students regarding the design and content of the web 

program will be further discussed in a chapter S. 

Conclusion 

This chapter has presented the results of both the statistical and the 

qualitative analyses conducted on the data collected for investigating the 

four research questions raised in the present study. The results of the two 

dependent variables, the Nelson>Denny Reading Test and the Reading 

Comprehension Tasks used to measure students overall reading 

comprehension or reading proficiency show significant differences before 

and after instruction. Significant differences were also found between pre 

and post measures of the scores on the Reading Strategy Inventory 
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indicating that as reading comprehension improved, strategy use was also 

a£fected in that students perceived themselves as using strategies more 

frequently following strategy instruction. Significant differences were found 

in the cognitive, memory, and affective areas of reading strategies. 

Qualitative analysis of the students' responses on the Reading 

Comprehension Tasks in terms of patterns of strategy use revealed that 

students used cognitive, compensation, memory, metacognitive, and textual 

strategies more frequently after strategy instruction. Responses on these 

tasks after instruction also demonstrated a greater understanding of the texts 

and textual features. These results render strong support for the relationship 

between reading comprehension and strategy use. As reading comprehension 

improves, students use more strategies, more effectively, and more 

frequently. Results of the Nelson Denny Standardized Reading Test, 

Reading Comprehension Tasks, and Reading Strategy Inventory, indicate 

that computer assisted strategy training in general and task specific strategies 

has positive effects on the reading comprehension of ESL Learners. 

Furthermore, the students' responses to the various Interview questions were 

quite positive, again indicating the beneficial effects of computer-assisted 

strategy training in the area of reading. The majority of the students felt that 
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the web assignments exposed them to a number of different readings and 

activities, which in turn improved their use of reading strategies. Many 

students felt they are now better readers, and more aware of reading 

strategies and how they can be used effectively as a result of this program. A 

number of students also felt that the activities/readings enabled them to leam 

more about various topics. Others felt that their writings skills had also 

improved by being exposed to different types of texts. The students did 

report some problems they encountered, among which access to computers 

and technological problems were the most frequently cited. The students 

also expressed their expectation for receiving on-line feedback on their web 

assignments. 
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Chapter S 

DISCUSSION AND CONCLUSION 

Introduction 

As stated in Chapter 1, the main objective of this dissertation was to 

investigate the effectiveness of a web-based reading strategy instruction 

program. In particular, this study examined how such a program may help 

ESL students learn and practice reading strategies, and develop the academic 

reading skills, as well as the necessary skills to interpret literary works they 

are exposed to in their freshman composition courses, in order to improve 

their overall reading comprehension, strategy use, and reading efBciency. 

A second purpose for this dissertation was to explore the potentials 

and limitations of using a web-based program for teaching reading 

strategies. Such information was intended to provide further insight into the 

pedagogical unplications of incorporating a computer-based instruction 

program in second language instruction. Analysis of a standardized reading 

test, reading tasks, a reading strategy questionnaire, and qualitative analysis 

of patterns of strategy use on the reading tasks were conducted to determine 

how reading strategy training affected overall reading comprehension and 
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Strategy use of these ESL students. The combination of such analysis and 

students' responses to a post-survey questionnaire provided further insight 

for discussing the potentials and limitations of integrating such a web-based 

program into the second language curriculum, specifically in ESL 

composition courses. 

Based on the results of analyses presented in the preceding chapter, 

this chapter will first discuss the findings with reference to previous studies 

on second language reading and the application of computer technology to 

second language reading instruction. This discussion will proceed following 

the general order in which the major research questions are presented. Then 

the limitations of the study will be reviewed, followed by pedagogical 

implications for second language reading instruction, and computer-assisted 

reading instruction. The last section of the chapter will provide 

recommendations for future research. 

Discussion 

Reading Comprehension. Strateev Use and Strategy Instruction 

The findings from this study indicate significant improvement in 

students' reading comprehension as a result of the web-based reading 

strategy instruction program. Such results render strong support for the 
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beneficial effects of reading strategy instruction. The results of this study are 

supported by both theoretical and empirical findings from previous research. 

The observed differences in students' reading comprehension as 

operationalized by reading proficiency and performance on the Nelson-

Denny Standardized Test and Reading Comprehension Tasks confirm the 

findings of previous studies in both LI and L2 reading, which have 

demonstrated that reading strategy instruction improves reading 

comprehension and performance (Anderson, 1991, Bamett, 1988b; Block 

1986; Brown, Armbruster & Baker, 1986; Carrell, Pharis, & Liberto, 1989; 

Gamer, 1987; Kem, 1989; Palincsar and Brown, 1984, Pressley et al, 1989; 

Waxman & Padron, 1987). While most studies in L2 reading instruction 

have focused on the teaching of general reading strategies, this study sought 

to provide instmction in both general and task-specific strategies. The items 

on the test and tasks included readings which differed in genre and topic. 

The web program itself, consisted of instmction in both general and task-

specific strategies in order to improve the students' reading comprehension 

of both academic and literary works they are exposed to in first-year 

composition courses. From the results of the tests and reading tasks, it is 

evident that reading instmction in both general and task-specific strategies 
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improved students' overall comprehension and reading proficiency of both 

academic and literary texts. 

.Furthermore, the more detailed analysis of the students' responses on 

the Reading Comprehension Tasks revealed that strategy instruction 

positively affected their use of strategies. Overall, students tended to report 

using a wider range of strategies after instruction. In addition, students used 

strategies more frequently following strategy instruction. These findings are 

consistent with previous studies examining the relationship between reading 

proficiency and strategy use (Anderson, 1991; Block, 1986; Km'ght, Padron, 

& Waxman, 1987; Paris & Meyers, 1981). It was also interesting to note that 

the overall quality of student responses to the questions on the Reading 

Comprehension Tasks improved, indicating greater understanding of the 

texts themselves, and textual features. 

One of the goals of the web-based strategy instruction program was to 

make students more aware of reading strategies and how and when they can 

be used. This was accomplished in various ways by including explicit 

information about reading strategies and related terminology, by providing 

information about the process of reading and what it entails, and through 

specific activities involving reading and writing, and close readings and 
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analysis of a range of texts differing in genre and topic. Various activities of 

the program required student to reflect on their own strategy use by not only 

answering questions, but by having to further explain how they came to such 

conclusions. Students also completed the Reading Strategy Inventory both 

before and after strategy instruction to determine if they perceived their use 

of reading strategies to be any different following strategy training. 

Interestingly enough significant differences were found in perceived usage 

of strategies in three out of six areas - cogm'tive (paraphrasing, summarizing, 

anticipating, predicting, analyzing textual features/content/grammatical 

structures, using context), memory (making associations, using cognates, 

using prior knowledge/schema), and affective strategies (self-monitoring of 

factors that may interfere with performance or comprehension, self-

encouragement). The fact that there was improvement in these specific areas 

is of relevance. Cognitive strategies, as stated, are used to transform or 

mam'pulate the language in some way in order to enhance comprehension. In 

addition to the strategies noted above, this includes higher order skills, or 

what have been referred to as problem solving skills, such as analysis, 

synthesis, and transformation (Chamot, 1987; Oxford, 1990; Rubin, 1987). 

Memory strategies are techniques which help the learner to remember and 
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retrieve information. These may include creating mental images through 

grouping and associating, semantic mapping, employing word associations, 

and associating new materials with known material. Affective strategies are 

self-encouraging behaviors used by readers to lower anxiety and encourage 

learning (Oxford, 1990). Various studies have shown that negative affective 

states affect language performance and learning (Ellis, 1989; Maclntyre & 

Gardner, 1991; Skehan, 1989). Oxford (1990) has made a general distinction 

between direct and indirect strategies. Cogm'tive, Memory, and 

Compensation strategies are direct strategies in that they directly involve the 

target language in the sense that they require mental processing of the 

language. Metacognitive, Affective, and Social strategies are indirect 

strategies in that they provide support for language learning through 

focusing, planning, evaluating, monitoring, seeking opportunities to learn 

and understand, and controlling anxiety. In this case, students believed they 

were using cognitive, memory, and affective strategies to a greater extent 

after instruction than before instruction. Such results are consistent with 

scores on the Reading Comprehension Tasks in which there was an increase 

in frequency of strategy use in all areas. Previous research has shown that 

increased awareness about ourselves, the tasks we face, and the strategies we 
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employ can lead to improved comprehension (Baker & Brown, 1984; 

Baumann, Jones, & Seifer-Kessel, 1993; Carrell, 1989; Gamer, 1987). The 

program itself appears to accomplished these outcomes by making students 

more aware of their own strategy use, by increasing their familiarity with 

reading strategies and how they are used, and by providing practice in 

strategy use. 

The last research question of this dissertation investigated the overall 

effectiveness of computer-assisted strategy training in general and task-

specific strategies on the reading comprehension of these ESL learners. This 

question was answered by the students' results on the standardized tests, 

tasks, and questionnaire, as well as the final interview questionnaire. The 

results show that in general, the students believed the reading instruction 

program improved their reading skills and use of strategies. Overall they 

enjoyed participating in the activities and found them to be interesting and 

useful. Recent studies in using computer-assisted instruction in the realm of 

reading have also reported beneficial effects of such instruction. In these 

studies; however, students' reactions to such tasks and experiences were not 

considered, but rather researchers report improvements in pre and post test 

measures of comprehension and reading proficiency (Adler-Kassner & 
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Reynolds, 1996; Arroyo, 1992; Chun & Plass, 1996; Lomicka, 1997; 

Lyman-Hager & Davis, 1996; Pederson, 1986; Wepner, Feeley, & Wilde, 

1989). Some studies in the area of computer-assisted instruction and reading 

have also found an increase in student motivation and confidence (Adler-

Kassner & Reynolds, 1996; Arroyo, 1992). Overall, the results of this study 

render strong support for the inclusion of reading strategy instruction in 

college-level ESL composition courses. The next section will discuss the 

implications of the findings from this study. 

Pedagogical Implications 

This dissertation has focused on examining the effectiveness of a web-

based reading instruction program in both improving overall reading 

comprehension and strategy use of ESL learners. The findings from the 

present study bear important implications in several aspects of reading 

strategy instruction. Given the overall beneficial effects of strategy 

instruction as demonstrated by the findings of this study and previous 

research, the following discussion presents general gm'delines for effectively 

implementing reading strategy instruction in the L2 composition class. 

Before proceeding to a discussion of such guidelines however, it is 
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important to briefly consider the connection between reading and writing as 

it mifolded in the context of this study. 

Reading Instruction in the Composition Class 

Reading Instruction and Writing 

Although this study focused on the teaching of reading strategies, it 

was interesting to discover that most students believed that this reading 

program improved their writing skills. Some of their comments included the 

following: 

• I could experience the strategies mentioned in the program and apply 
them to my writing as well. 

• Yes, I do because 1 can learn how to write a good essay by looking at 
many essays from the program. 

• I learned the right way to write by reading. Reading helped me 
understand the structure of the essays and parts of the essays. 

• I learned how to express my ideas and thoughts by reading. This helped 
me express my ideas better on paper. 

The above conmients further illustrate what has been the focus of a number 

of researchers for decades - that reading and writing are integrally linked. 

Research in the writing-reading connection has demonstrated that the two 

skills are cognitively similar: both writer and reader construct meaning from 

text and interpret meaning from text (Fohnan, 1988; Janopoulos, 1986; 
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Sarig, 1988). In addition, both reading and writing are multifaceted, 

complex, interactive processes that involve many subskills and both depend 

on individual past experience (Rosenblatt, 1988; Stemglass, 1986). 

Furthermore, both writing and reading are interactive, recursive processes in 

which background knowledge (schema) plays an integral part; both activate 

schemata about the language, content, and form of the text, and both lead to 

the exploration of those schemata in discovering meaning. Both writers and 

readers have "drafts" of meaning in their minds as they begin, and both 

constantly revise these "drafts" in light of the "emerging text" (Goodman, 

1996; Straw, 1990). This construction of meaning is facilitated in both cases 

by the use of strategies. For example, in the context of reading, readers use 

strategies that try to account for the writer's intentions, the writing situation, 

as well as the overall meaning of the text (Hass & Flower, 1988). 

Guidelines for Implementing Reading Strategy Instruction 
in the L2 Composition Class 

Awareness of Reading Strategies 

First, in order for students to benefit from reading strategy instruction, 

it is essential that students learn what reading strategies are and how they 

can be used. As teachers of composition and language, much time is spent 
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on increasing students' awareness of writing strategies and terminology to 

assist them with their writing, and to enable them to better understand the 

writing process. Similarly, readers need to be made aware of reading 

strategies and the terminology surrounding the reading process. 

There are numerous ways to inform students about strategies. For 

example, teachers and students can brainstorm lists of reading strategies and 

can create class charts or reference handouts for students to use as they 

work. Each strategy must be clearly defined indicating what the strategy is, 

why it is used, and how and when it can be used. As Banich (1997) and 

Jeannerod (1997) point out, strategies and skills are developed by first 

developing techm'ques, but also developing a clear sense of the goals the 

techniques serve. Glancing back up a page to recall words is a technique, but 

it has little meaning for students who do not understand that the aim of the 

technique is to clarify the passages that follow, estabUshing for instance, 

who is speaking. An important point to note from many of the reading 

studies, is that readers' behaviors are often simply described in terms of 

strategy type, such as '̂ cognitive" or '"metacognitive", but fail to take into 

account the description of the actual reading behavior of the student. A 

chart, similar to that of Appendix G describing both "Strategy Type" and 



"Strategy Behavior" can provide students with useful information and 

definitions of reading strategies. Such a framework can provide students 

with a clearer conceptualization of reading strategies, which in turn can 

enhance their overall awareness of reading strategies. The web-based 

reading instruction program designed for this study included information on 

reading strategies. The four sections entitled. What is Reading?, What are 

Reading Strategies?, Mental Processing, Reading College Texts 

provide students with a general idea of what the reading process entails and 

the types of general reading strategies that can be use to read effectively. 

These sections also include information on specific mental processing or 

mom'toring strategies that can be used to enhance text comprehension and 

processing, such as activating prior knowledge, inducing images, avoiding 

regressions, and eliminating subvocalizing. Information about strategies that 

can be used to facilitate the reading of college texts such as surveying, 

questioning, reading, recording, reviewing, reciting, highlighting, and 

making notes is also included in this section. Providing such information at 

the onset of any reading strategy instruction program can allow students to 

better, understand what strategies are, why they are used, and how they are 

used. Students can also become more familiar with and begin to use such 
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metalanguage and terminology when thinking about their own reading 

process. 

Second, for any reading strategy instruction program to be effective, it 

is important to design effective reading tasks and activities that are not only 

interesting, but also meaningful and relevant to the objectives of the course. 

Since the main objective of this study was to determine the effectiveness of a 

reading program to teach reading strategies in order to improve students' 

overall text comprehension of both academic and literary texts, as well as 

improve strategy use, activities designed for these specific purposes 

comprised the web program. For example, the main portion of the program 

consists of a series of reading strategy lessons. The strategy lessons focus on 

general reading strategies such as skimming, scanning, paraphrasing, 

siminiarizing, using context clues, using background knowledge, identifying 

work meanings, identifying main and supporting ideas, determining 

rhetorical organizations of texts and relationships within texts, evaluating the 

validity of the author's claims, evaluating rhetorical strategies, recognizing 

textual features, monitoring comprehension, and so forth. In addition to 

providing definitions and explanations of each strategy, each strategy lesson 

is presented with examples. The interactive part of the program allows 
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students to practice using various strategies. Strategy lessons also include a 

section on task-specific reading skills, skills or strategies that relate more 

specifically to the English 108 curriculum. The topics in this section are 

entitled. Paraphrasing, Summarizing, Skimming/Scanning, Point of View, 

Using Context Clues, Vocabulary Related Strategies, Recognizing 

Paragraph Structure, Identifying Continuing Ideas, Predicting, Recognizing 

Text Structure, Essay with Examples and Illustrations, Personal Narrative 

Essay, Process Essay Structure, Compare and Contrast Essay Structure, 

Cause and Effect Essay Structure, and Argumentative Essay Structure, hi 

English 108, students are required to write three essays: the Literary 

Analysis essay, Text-in-Context research paper, and a Reader Response 

essay. Reading strategy lessons in the program are also task or curriculum 

specific in that students are provided with exercises to enable them to 

comprehend both the content of such texts, literary and academic, as well as 

recognize the rhetorical orgam'zation and discourse used in these texts. This 

section therefore includes topics entitled. Rhetorical Analysis, Literary 

Analysis Essay, Text-in Context Essay, Reader Response Essay, Short Story 

Elements, Literary Devices, and Academic Writing. There is also additional 

information on-line including a section on Abstracts, Library Resources, and 
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an On-line Dictionary. Because the program is web-based, numerous links 

are provided in each section allowing students to obtain more information 

about a particular topic. For example, in the essay sections, students can 

click on the writer's name to obtain biographical information about an 

author. In the Vocabulary section, students can click on various links taking 

them to otiier sites such as Top 100 SAT Words, Latin Etymology, and so 

forth, each of which contains additional practice exercises. These are just a 

few examples, but illustrate the idea that students had access to a great deal 

of information that was provided to them. Furthermore, students could use 

search engines to access additional information. 

Related to the content issues of a reading strategy program is the 

importance of ongoing guidance and extensive practice. The following 

discussion considers the importance modeling, scaffolding comprehension 

strategies, instructional time and guided practice, feedback, and student 

demonstration of skill. This discussion considers both traditional classroom 

instruction and instruction via a computer mediiun. 

Modeling: To learn how to read strategically, learners need mentors 

who "make explicit and visible the mental processes useful for constructing 

meaning from text" (Palincsar & Klenk, 1991, p.l 17). This requires that the 



teacher model strategies so that students become aware of how to use such 

strategies. Teachers do this by pausing to articulate their thought processes 

while reading aloud, showing students how effective readers actually read. A 

teacher may stop and say, "I'm predicting right now that the butler did it," or 

"I'm not sure what this word means so I'll look at the entire sentence and see 

if I can figure it out from what I know ahready," or I'm still looking for the 

name of this character so I'll continue to read until I find it." By describing 

what they are thinking as they read, they model a hidden process showing 

learners both how they make sense of text and what kind of sense they are 

trying to make (Davey, 1983). Teachers of composition at the college level 

often fail to see the importance of reading text aloud in order to model 

reading strategies. In order for students to better understand that they as 

readers can construct meaning as they read, and how texts themselves are 

constructed, it is useful for a teacher to read sample essays out loud, 

stopping at various points to direct questions to the class. For example, I 

often spend time in the class, reading sample rhetorical analysis essays, 

literary analysis essays, or argumentative pieces. I will stop at various 

sections to point out relevant textual features. I ask the students to make 

predictions, to identify main ideas, to define particular words and ask them 
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how they came to such conclusions, and so forth. Such activities enable 

readers to see the meaning-construction process at work. These kinds of 

activities also allow students to become more familiar with various 

schemata. Reid (1993), for example, has pointed out that for ESL students, 

who have diverse cultural backgrounds and contrasting rhetorics, their 

schemata may be inappropriate or insufGcient. 

Computers can also model these metacognitive strategies. In this 

particular web-program, for example, questions that related to texts were 

often designed to elicit strategy use on part of die readers. Students therefore 

were not only answering comprehension or vocabulary questions, but were 

asked'to consider and explain how they came up with such responses. The 

purpose of having students engage in such activities was to make them more 

aware of their own mental processes and strategy use as they constructed 

meaning. 

Publishers of educational software have experimented with 

embedding think-alouds and other kinds of prompts in text, accessible on 

request by students. These offer students help during reading and can be 

individualized to the extent that students only play them if needed. While 

these pre-recorded think-alouds may not reflect or meet the needs and 



interests of all students, teachers and students can create their own think-

alouds on various computer programs, although this requires more e£fort. 

The Web-Based Reading Program used in this study, contained some think-

alouds in various sections in the form of questions interspersed between 

texts, and some that followed particular texts. Some computer programs, 

such as WiggleWorks for younger children, support bodi the teacher-made 

and student-made think alouds. The message maker available from the menu 

allows teachers to record one message per page which students have the 

option of playing. The record and playback tool, available to students from a 

button on a screen, lets students record one message per page. Teachers can 

use the teacher message to model strategies or to ask students to record their 

own reading strategies. By recording different types of strategies into 

different books, teachers can match models to individual needs. Similar 

effects can be achieved using word processors that permit embedding of 

recorded sound such as Microsoft Word or HyperStudio. The programs give 

teachers and students the option of attaching think-alouds, questions, 

predictions, and ideas at any place in a text. Electronic think-alouds enable 

teachers to individualize content for different students, and for students to 

hear recorded strategies as often as required. They also allow students to 
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practice and to demonstrate understanding by creating their own think-

aiouds. Such annotated texts can also function as reading strategy portfolios 

for students and teachers to review. 

Scaffolding Comprehension Strategies: Effective reading strategy 

instruction should also make use of scaffolds. The most effective scaffolds 

to help students learn how to make sense of connected text support them 

while they are engaging in reading and writing activities. Furthermore, they 

provide just enough support, neither leaving them in the dark, nor giving 

them the "answers". Scaffolds of various types are critical for the 

development of strategic reading skills. Vygotsky (1978) highlights the 

importance of scaffolds provided through interactions with teachers for 

developing higlier order mental functions. In interactions with the student, 

the teacher can provide extra structure to the process of learning by asking 

questions to prompt reflection, by emphasizing or exaggerating certain 

stimuli, by summarizing, by providing background knowledge, and by 

supporting vocabulary. Students can also provide similar scaffolds for other 

students (Brown, Palincsar, & Armbuster, 1994, Rosenshine & Meister, 

1994): 
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Print can provide focus questions, background knowledge, stated 

purpose of reading, and so forth, but it does not offer what teacher-student 

interactions do. Computer scaffolding also has more flexibility, and can be 

individualized, helping learners at different levels develop comprehension 

skills. Typical electronic scaffolds include digital voice word reading, 

vocabulary support, and background knowledge enhancement. Many 

electronic books offer word reading on demand, which can be extremely 

useful for second language readers. Individual words, sentences, or 

paragraphs are read aloud at the click of a mouse. When the learning goal is 

to develop comprehension strategies, providing these basic supports can be 

enormously help&l, enabling students to read text and/or hear text as they 

need it, freeing them to focus on meaning. Programs that read by word, 

phrase, line or sentence are especially desirable because these options 

provide variable support for diverse learners at different levels. Text 

highlighting and digital voice can be synchronized on some reading 

programs to highlight and read whole lines or words and variable rates. Text 

hightlighting can be used without the digital voice to help students follow 

the text, with words being read only when students click on them. This kind 

of flexfl)ility is essential, since scaffolding works when it is appropriate for 
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individual learners. It must be recognized that too little scaffolding may not 

provide the required help, while extensive scaffolding means that the 

computer is doing all the work for the students. Scaffolding can also include 

vocabulary support. Some electronic books and software programs provide 

definitions for certain words. Supporting vocabulary allows learners to focus 

on larger um'ts of meaning and on strategies such as predicting and 

clarifying. It is important to note that definitions should not be at a higher 

reading level than the text. When offered in multiple media, including text 

and speech, images, animation, or video, tliey reach students with varied 

learning styles. Tliis particular web program included an on-line dictionary 

which students could access at any time. The dictionary also provided the 

word within a sentence therefore illustrating its use within a context. 

Background knowledge is one other type of scaffolding support. Research in 

the area of both LI and L2 reading has shown that background knowledge is 

a critical component of text comprehension (Anderson et al., 1991, McNeil, 

1992, Stanovich, 1994). Research has shown that when background 

knowledge is provided before reading, comprehension improves (Kinzer & 

Leu, 1997, Sharp et al., 1995). Such findings have influenced the design of 

commercial software programs. Background knowledge can be provided in a 



257 

number of ways. For example, in this web-program, students could access 

sample essays and more in-depth examples of the types of essays they were 

required to read and write in this class; they could access definitions and 

information related to specific assignments and tasks which was meant to 

facilitate their comprehension of these activities. At some points, students 

could also access biographical information about various authors. Lastly, 

students were provided with a number of on-line resources relevant to their 

course of study in English 108 to facih'tate their comprehension of various 

kinds of texts. Embedded background knowledge scaffolds are particularly 

effective because they appear only on request and communicate compelling 

information interesting for students who do not need help understanding the 

text. Background knowledge scaffolds can therefore enrich the reading 

experience of all readers. 

Guided practice: Extensive practice is an essential part of learning any 

skill including reading. Supporting students as they practice strategic reading 

is challenging, particularly because the activity being practiced is an internal 

mental activity, not directly observable for evaluation and feedback. In print-

based curricula, practice often takes the form of tests. Students read short 

decontextualized passages and answer comprehension questions. Often such 
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exercises fail to provide opportunities to develop mature and effective 

reading strategies. This approach tests what students may have retained from 

reading, but does not support strategic reading as a process. 

Unlike this isolated practice, the "reading process" approach to 

strategic reading makes explicit the skills being practiced (Atwell, 1987, 

Palincsar & Klenk, 1991). In the context of a tutorial, classroom lesson, or 

reciprocal teaching environment, students engage in dialogue about what 

and how they are reading. Exchanges between teacher and student and 

between students can encourage active reading practice. As previously 

explained, the activities in this web-program were designed so that the 

emphasis was on the "reading process". Furthermore, writing about reading 

extends these reading process conversations, and this web program provided 

many such opportunities. Many teachers, for example, ask for written 

responses to reading or start dialog journals in which teachers and students 

exchange thoughts about material they have read. It was interesting to note 

that while students worked on various exercises on this particular web-

program, some students began their own conversations about texts through a 

chat-line medium. Although this was not a component of the web program, 

it was interesting to see how some students began their own conversations 
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and exchanges about texts they were reading in the course. Class discussions 

often revolved around these texts and students' commentaries went far 

beyond the comprehension questions. Students commented on the style of 

the text, and the effectiveness of the text; they often drew parallels between 

the story content and their own lives, and were able to make connections 

between one author's style with another's. Students also become more 

opim'onated and comfortable in expressing their perspectives and about 

various texts. 

It is important to recognize that guided practice involves the social 

context. The social context of process reading supports expression of the 

internal work involved in developing strategic reading. By talking and 

writing about reading, teachers and students uncover normally hidden 

processes for making meaning. This web program not only included 

comprehension questions, but often asked students to respond to text in 

various ways. Students were asked to write about their reading, and to write 

about how they came to various conclusions, thus eliciting strategy use, and 

focusing their attention on the process of meaning-making. Although print 

can support these interactions, electronic media can provide a more powerful 

means. Email interactions, for example, can make reading more purposeful 
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as it allows for discussion and exploration of the various facets of texts. One 

of the most interesting features about electronic text is that on various 

programs, students can actually mam'pulate text by changing it and 

evaluating the results. One of the exercises in this web program included an 

exercise on literary analysis. Students examined words and were asked to 

describe how it created mood and tone. While this text did not enable 

students to manipulate the text on screen, if it had, students could have found 

key elements in the text and create new meanings by replacing these 

elements widi alternatives. Electronic text invites students to enter a piece of 

writing and make themselves at home in it, developing a sophisticated 

understanding of what text is all about through hand-on experience. While 

this program achieved this goal to some extent, manipulating elements might 

help students to further see how various textual characteristics create a 

certain kind of text. It is evident from the discussion above that all of these 

approaches to expressing and exchanging ideas highlight the important 

connection between reading and writing. The two work together at every 

stage of learning to read. Therefore including a more explicit reading 

component in the composition classroom benefits students in a number of 

ways as they have opportunities to practice comprehension skills while 
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building writing skills. Certainly, educators are only beginning to understand 

what vast new opportunities electronic texts provides for strategic reading 

practice, but without a doubt, this area provides many opportunities to 

develop such strategies. 

Guided practice also involves practice time for skills. Teachers must 

care about the processes involved in reading, and must be willing to devote 

instructional time to them through direct strategy instruction. Instructional 

time can involve sustained silent reading, as well as teacher-guided reading 

instruction and strategy practice. A sustained silent reading component 

provides students with an opportimity to read self-selected materials without 

interruption. During this time, there is no reading instruction, no instructor 

intervention or evaluation, only reading for pleasure. The benefits resulting 

from sustained silent reading are many, including student autonomy, 

improved identification and interpretation skills, vocabulary gains, and an 

enjoyment of reading (Krashen, 1993; Silberstein, 1994). One of the 

important considerations pertaining to content of reading instruction 

programs, is that strategy training must be contextualized. Teachers must 

engage in task analyses of how strategies are to be taught. In other words, 

teachers must think about how a particular strategy is best applied and in 
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what contexts. Strategies must be presented as applicable to texts and tasks 

in more than one content domain so that strategies can be applied in a 

variety of reading situations and contexts. Teachers can observe students as 

they read in order to determine students' strengths and weaknesses in terms 

of strategy use, which in turn will help in providing effective and appropriate 

strategy instruction. Once students have been taught various reading 

strategies and have been shown how and when to use them effectively, they 

must be provided with ample opportunity to practice the skills and strategies 

important to proficient reading. Just as one needs practice in learning any 

new skill, readers need practice in reading skills. Furthermore, as Fielding 

(1994.) points out, reading results in greater knowledge which in turn leads to 

more background knowledge, which in turn &els the comprehension 

process. While it is difficult to determine exactly how much time should be 

devoted to such practice, it is clear that sufGcient time is needed for reading 

if students are to benefit fi-om what diey have been taught. 

Overall, this web program provided students with various 

opportunities in terms of guided practice. The "reading process" or 

constructivist approach on which this web program was designed, made 

explicit the skills being practiced. Students learned what reading strategies 
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are and how and when they can be effectively applied through on-line 

strategy instruction. They engaged in dialogue about what and how they 

were reading through class discussions, but also through the numerous 

activities, exercises, and questions on the web program. They had 

opportunities to write about their reading in various ways, and they were 

exposed to a number of different texts in different content domains and had 

opportum'ties to analyze such texts and practice strategic reading in a variety 

of reading situations and contexts. Results of tliis study support the inclusion 

of a reading strategy instructional component in the composition class in 

terms of improved reading comprehension. Given that, while this study did 

not examine the effects of reading strategy instruction on writing, gm'ded 

practice in this area, as described above, appears to have beneficial effects 

on writing as well (Flower & Hayes, 1980; Krashen, 1984; Shih, 1992). 

Feedback: It is important to recognize that feedback is an essential 

part of any language learning classroom. Feedback encourages performance 

and guides effective practice, but discussion opportunities about students' 

performance, dialogue journals in which teachers and students have on

going exchanges, and email are not always available. For this particular 

study, students were given feedback on the exercises and activities in 
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different ways. At times, the instructor-researcher posted answers to various 

assignments on the class listserv. Students' assignments were received via 

email and copies of these assignments were placed in student portfolios. 

These portfolios were collected three times during the term so that the 

instructor could provide general feedback to the students. Responses to 

various texts and assignments were also discussed in class after completion. 

It was interesting, as noted in the previous discussion in Chapter 4, that more 

students desired immediate feedback via the computer once the assignments 

had been completed. Tliis is an essential component of any reading program 

and therefore such modifications will be made to the existing web program. 

While print itself cannot respond to anything the student does, and 

although computers are not yet sophisticated enough to analyze and respond 

to student's strategic work, they can "play back" the results of that work and 

help students evaluate it for themselves. For example, when students explore 

a text by modifying parts of it, they can digitally record and play back 

versions of the text. They can also hear the texts through synthesized speech. 

Such opportunities can allow students to analyze their work, and promotes 

reflection and judgement, giving students perspectives on how textual 

elements effect meaning. In the case of this web program, if students had 
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immediate access to responses after completion of exercises, it would allow 

them to better understand and analyze how and why they responded to 

various questions. It would also have provided greater clarification for some 

students. While computers are not capable of thinking on their own, and 

therefore cannot provide such answers to students, teachers must take the 

time to provide answers and make them available to students. Some sections 

of this program; however, did provide inunediate feedback such as the 

vocabulary sections which consisted of interactive quizzes. While the 

computer cannot evaluate all phases of students' work, software can be 

designed to provide feedback in various ways, thereby enhancing the 

students' ability to evaluate it themselves. 

Demonstration of Skill: Demonstrating progress to peers, mentors and 

themselves is important for students learning reading comprehension. 

Traditional comprehension questions do not elicit enough information about 

how students apply their skills to a text or why, in a given case, diey fail to 

understand something. Perhaps students missed questions because they 

lacked critical vocabulary, lacked background knowledge, or did not use the 

reading strategies needed to make sense of a passage. Written responses to 

reading and marked up electronic texts provide much richer and more 



reliable insight into students' reading strategy strengths and weaknesses. 

They make the strategies explicit, capturing the thinking processes students 

used to understand text. Using a computer, students can write about their 

reading experience, record spoken comments, or even draw representations 

of their understanding on screen. Response and dialogue journals and 

electronic texts altered by students can serve as records of students' thinking, 

understanding, and progress. Students can make their strategic process 

expUcit by turning a digital text into an outline or set of examples that 

support an interpretation of the passage or exemplify particular techniques 

used by the author. Using a word processor with digital text, students can 

highliglit the words tliat led tliem to their conclusions, or cut and paste parts 

of the text, grouping elements that gave them clues to meaning. The web 

program used in this study allowed students to respond to texts by writing 

about them. The questions asked were specifically designed to elicit strategy 

use, and were asked in such a way as to promote thinking aloud, enabling 

the teacher to better imderstand the strategies used, and how meaning of 

texts was constructed. Students had many opportunities to better understand 

and analyze texts through the types of questions asked, to respond to text, to 

make personal connections to text, and to write outlines of texts, thereby 
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demonstrating the^ strategy use and skills. The previous chapter has 

discussed some of the students' responses to the web assignments, which 

provided more insight into students' strengths and weaknesses in terms of 

reading strategy use and reading skills. A teacher of composition, or any 

language course for that matter, must be aware of what students are capable 

of, as well as the areas in which they need further instruction. Such 

information allows for adjustments in terms of lessons, activities and overall 

curriculum design, in order to better meet the needs of students. 

Developing Reading Engagement 

One of the important considerations of any reading program, whether 

earned out in the traditional classroom setting, or a computer-environment, 

is the importance of developing reading engagement. Research suggests that 

students can actually be tauglit to value and enjoy reading. Just as 

recognition skills are built over time and models of strategic action are 

constructed through guidance and practice, patterns of positive feelings are 

estabh'shed over time. Instructors can provide the essential motivation for 

learning to read and being a reader. Engagement depends on a complex mix 

of both intrinsic and extrinsic factors. Instrinsic motivation includes 

curiosity, aesthetic involvement, challenge, feelings of competence, and 
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enjoyment. Extrinsic motivations include recognition and performance 

(Guthrie, McGough, Bennett, & Rice, 1996). Motivation arises from many 

sources including positive views about texts and the experience of being 

read to. The level of challenge offered by tasks and materials, the quality and 

timing of feedback to students about their work, the supports and scaffolds 

available to the learners, students' interests in tasks and content, and the 

nature of the learning context. 

Second language learners who are beginning to read must be engaged 

in the material they are trying to read and in the process of learm'ng. 

Advanced readers learning advanced comprehension skills read more 

effectively if they are interested or confident of their ability to succeed. 

Various studies in the area of composition and reading have shown that 

engagement is a necessary component to effective learning (Ibsen, 1990; 

LeBauer, 1992). Ibsen (1990) fiirther points out, "Literature serves as a 

model and inspiration of language awareness... the learners start from 

something they are engaged in and write from that interest" (p.4). 

Providing Appropriate Levels of Challenge and Text Selection 

Another important consideration related to content of a reading 

instruction program is the difGculty level of texts to be used. While student 
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choice is important in terms of interest and motivation, teachers can monitor 

students and their text selections to ensure that texts chosen are not too 

difficult or too easy, but rather of optimal difficulty. The appropriate level of 

challenge is always changing. As skill improves, the next challenge tests 

new mastery to just the right extent. The same kind of incremental, 

responsive challenge can foster engagement in the language classroom. 

Without new challenges, students become bored; impossible challenges 

frustrate and dishearten them. It is important therefore to choose materials 

that are challenging, but not impossible for students. 

Engagement also depends on text selection and interesting material. 

Though the role of interest in learning is generally acknowledged, many 

underestimate the power as a motivator. Fink's (1995) study of adults who 

had achieved extraordinary professional success despite severe and 

persistent dyslexia, revealed a common thread: "In childhood each had a 

passionate personal interest to know more about a disciphne that required 

reading." (p. 274). While many of these individuals continued to have 

difficulty with reading mechanics, they could read all kinds of materials up 

to highly difficult, speciahzed, technical, and abstract, and could analyze and 

synthesize such readings. One key to their success was deep knowledge in a 
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provided scaffolding that assisted them in comprehending difficult material. 

Famib'arity with content, and linguistic schema allowed them to focus on 

such material. For second language learners as well, interest can lead to 

remarkable engagement and success. It was interesting to note some of the 

comments of the students in this class. Many stated that they were 

intimidated by English because nothing was said in a straightforward 

manner. Literary devices and a writing style often confused students. 

However, care was taken to ensure that the materials selected would be in 

some way relevant to the students' lives. Students were continually asked to 

make connections to texts in various ways. One student even said that once 

he realized tliat the texts were about "people and their experiences", he 

became interested in the material as he no longer viewed it as being separate 

from his own life as a person with experiences. Numerous studies have 

demonstrated that cogm'tive performance improves when students are 

personally interested in the material (Asher, 1980; Fink, 1995; Renninger et 

al, 1992). This suggests that teachers should both monitor text selection in 

order to find suitable topics of interest and difficulty level for the students, 

but at the same time, should provide reading choices to students as well. 



Monitoring students' text selection can also enable teachers to expose 

students to a variety of readings, genres, and rhetorical patterns, which can 

allow students to practice strategy use in different settings. Allowing 

students to practice strategy use with diverse texts exposes students to the 

different styles of texts and various problems they may encounter in such 

texts (Block, 1992). It was interesting to note that results on the Student 

Profile admim'stered in this study revealed that students rarely read for 

pleasure, and for die most part, read course texts relevant to their areas of 

study/major, even though their responses indicated that variety in reading 

material, and practice is important and beneficial in terms of improving 

overall reading comprehension and efficiency. One of the intentions of this 

web-based program was to expose students to a variety of texts, both 

academic and literary, in order to familiarize them with different genres, and 

rhetorical orgam'zation, which in turn would allow them to become more 

aware of text construction, overall meaning and purpose, as well as specific 

textual features. In essence, a number of factors must be taken into 

consideration when designing an effective reading program, or when 

incorporating reading instruction into the L2 composition course. 
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. Computer-Assisted Instruction and Second Language Reading 

Selecting and Implementing Software 

While the above discussion has essentially focused on the pedagogical 

implications for second language reading instruction, this section briefly 

considers the implementation and role of computers in the second language 

reading class. Overall, teachers involved specifically in applying computer-

assisted instruction to second language reading should carefully consider 

how the computer will be implemented in the classroom and to what degree. 

Besides designing effective learm'ng tasks, it is essential to recognize that 

before computers are used in the reading class, teachers should have clearly 

identified objectives and goals for their class. Computer programs designed 

or chosen for reading instruction in the classroom use will therefore depend 

on the overall purpose. Second, teachers must also be aware that there are 

many different types of software available for reading. Some of these 

programs focus on specific skills, and others focus on a wide range of 

reading strategies and skills. While many excellent programs are available, 

others are less stimulating and devoid of instructional potential. When 

selecting software, teachers should diligently peruse the existing literature 

and consult experts to obtain information in this area. Lastly, if teachers 
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choose to design their own computer reading program, they should take into 

consideration the overall objectives of the course, and the knowledge, tools, 

and time required to put together such a program. Effective and successful 

reading computer programs are those that generate students participation. 

The student cannot simply employ the process of eliminating and guessing 

until all choices have been exhausted. An example of an effective program is 

one in which the student has to both identify and type in answers, complete 

sentences or paragraphs, or write ending or parts of texts and stories. Word 

processing programs in combination witli activities that teach reading skills, 

by their very nature, also require active involvement. An appropriate 

computer program must contain reading selections that are varied in a wide 

range of grade levels, but must also be uniformly suitable in terms of 

students' ages and interest. Older students, or more advanced-level students 

will be unmotivated by texts that are too easy for them, for example. The 

programs should contain a variety of selections wherever possible and 

reading materials and activities should be tied to classroom content in order 

for such activities to take place within a meaningful context. Variety of text 

material will also provide students with exposure to different genres, and 

hence different rhetorical patterns which they need to become familiar with 
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as readers. Teachers must also ensure that texts used are of optimal difGculty 

level and are not too easy, nor too difficult for students. Many computer 

programs can be individualized to some extent. Interactive programs, for 

example, can allow more "flow" where the student does not get trapped into 

a particular sequence or become locked into an author's predetermined plan. 

In this medium, students can request more information or reviews, solicit an 

exercise, quiz, or other background information such as additional texts or 

contextual information relevant to tlie text, obtain a dictionary, or ask for 

additional examples. A web-based program, as used in this study, for 

example, can allow learners to access a variety of links, sites, or search 

engines. Interactive reading programs vary a great deal, but they offer 

students flexibility since they can proceed at their own pace and in the 

sequence in which they choose. Many current programs also contain a 

measurement component which can provide feedback to the student in 

various forms. 

For example, one of the more recent computer endeavors that 

carefully considers the L2 reading process was designed by Lyman-Hager 

and a team from Penn State's Educational Technology Services. They 

developed the template-based shell known as GALT (Glossing Authentic 
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Language Texts). The design of this particular software was inspired by 

BemKardt's model of L2 reading (1991). This model defines reading 

comprehension as a result of multiple interacting factors; word recognition 

(understanding individual word meanings), phonemic/graphophonic 

decoding (recognizing words through aural or visual characters), syntactic 

feature recognition (understanding grammatical relationships), intratextual 

perception (linking statements to those that precede or follow), prior 

knowledge (awareness of knowledge brought to text), and metacognition 

(awareness of reader's own cogm'tive processes during the reading process) 

(Davis & Lyman-Hager, 1997). Davis and Lyman-Hager carefully explain 

how the different interacting factors correspond with different types of 

multimedia annotations. Students can click on words or expressions to 

obtain definitions in English or in the target language (word recognition). To 

prevent phonemic/graphophonic errors, readers use the pronunciation feature 

in order to hear words or passages spoken by a native speaker. Further, 

students could access grammatical notes and explanations to enhance textual 

understanding (syntactic feature recognition). In an attempt to enhance 

global comprehension and to assist students in linking statements and ideas, 

readers are able to click on a question control button (intratextual 
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perception). Cultural knowledge is provided to readers both during their 

reading (through a cultural reference control button) and in the introduction 

to the text, to the author, and/or to the author's country of origin (prior 

knowledge). Finally, the tracking device allows instructors/researchers to 

obtain a log of readers' strategies for gathering information. While this is by 

no means the only such program available, it does attempt to apply the 

current theoretical models of reading to a computer instructional program 

and can also keep a record of the student's strategy use, a um'que feature, 

which can allow teachers to determine where comprehension and 

miscomprehension occurred. In addition to providing information about the 

students' reading behaviors and strategies, such information can also inform 

the design of reading software. Overall, Bemhardt's model contributed 

significantly to this project and demonstrates the complexity of the L2 

reading comprehension process. One strong impHcation of the model is that 

L2 readers require much more infonnational support than simply word 

defim'tions. 

In essence, computer-assisted instruction and computer programs to 

teach reading strategies hold great promise for becoming powerful 

instructional tools that increase students' engagement in reading, enhance 



reading comprehension, and improve reading skills and strategy use. By 

using such a tool, teachers can vary the pace of instruction, review and 

reinforce learning, teach and address specific skills, enhance motivation, and 

provide immediate feedback. These features combined increase the 

likelihood that students' engagement in reading instruction will be increased. 

Well-designed multimedia computer programs can allow students to apply 

what they learn in meaningful reading activities that meet their individual 

needs, and such programs can also stimulate interest and increase 

motivation, histructional programs can be developed to teach reading and 

comprehension skills and strategies that go beyond simple busy tasks that 

students often respond negatively to. Reading strategy instruction via the 

computer has the potential to actively engage students in the reading and 

learning process because of the vast amount of information it can provide to 

students, because of the interactive nature of effective computer programs, 

and because of the computer's ability to meet the varying needs of students, 

which in turn can help students perceive their own potential as readers. In 

essence, failing to teach students strategies they do not use, and those they 

could benefit firom, is to fail the students, to neglect to show them ways of 

becoming effective readers. 
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Limitations of the Study 

Although the findings of the present study have supported the major 

hypotheses raised, several factors need to be taken into accomit when 

interpreting the results and generalizing the findings. First of all, the subjects 

of this study were twenty-two ESL students enrolled in a freshman 

composition course. They were placed in English 108 either because of their 

scores on a written placement exam, or due to advancement from English 

107. Thus the findings are limited to subjects with a profile similar to those 

participating in this project. Moreover, a larger number of subjects may have 

allowed the researcher to apply and generalize the findings of this study to 

other language learning contexts. 

Second, while no information was gathered about students' use of 

reading strategies in other academic courses outside of this class, caution 

must be taken to avoid making claims about the relationship between 

reading strategy instruction and students' achievements in overall academic 

reading. A research design which involved pre- and posttest reading tests in 

subject or content areas could have revealed stronger evidence for the 

effectiveness of reading strategy instruction. 
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Third, the two main tasks from which data was collected in this study 

involved pre- and posttest measures of a standardized reading tests and a 

reading comprehension task consisting of three texts varying in topic, genre, 

and rhetorical orgam'zation. These texts are representative of typical texts 

that students are exposed to in composition classes. There are, however, 

other common genres of academic discourse, for example, research papers 

from various disciplines or subject areas, as well as forms of literature which 

were not explored in this study. 

Lastly, the types of data collected in this study were mainly think-

aloud responses and student self-reports. While protocol analysis is the main 

methodology through which reading comprehension data is investigated, it is 

not without its shortcomings. The most basic concern expressed in the 

literature is that we may not be able to observe the workings of our own 

minds with accuracy. In other words, we may be unaware of the operations 

of memory, attentions, comprehension processes, and the like - perhaps 

because many of these processes are so automatic. Ericsson and Simon 

(1980) point out that as processes become more automated, and hence 

unconscious, only the final products are left in memory available for 

reporting to an interviewer. Subjects may draw inferences about what 
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probably occurred in processing and report these events rather than what 

actually occurs. Such methodology has also shown that while students may 

report using a particular strategy, it is not used at all, and by the same token, 

strategies that are used by readers, are not reported. Therefore the 

discrepancy between knowledge versus use should be recognized when 

using think-aloud report data and protocol analysis. Lastly, limited verbal 

skills may prevent learners from accurately reporting their strategy use on 

various tasks. 

Recommendations for Future Research 

Given the findings and the limitations of the present study, several 

recommendations can be made for future research to further investigate the 

effectiveness of using a web-based reading strategy instruction program, 

particularly in the context of college-level composition classes. 

First, an experimental or quasi-experimental design could be used to 

compare the reading comprehension and strategy use of students who 

receive web-based strategy instruction and those who do not. The same tasks 

could be assigned to each group but the experimental group would be 

exposed to instruction via the web, while the control group would receive 
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the traditional mode of instruction. Such a design can also be further refined 

by examining the differences in overall reading comprehension, and 

comprehension mom'toring processes and strategy use of low and high 

proficient readers in each group. 

Second, while this study focused on the effects of strategy instruction 

on reading comprehension and students' use of strategies on various tasks, 

before and after instruction, responses on the post-survey interview 

questionnaire revealed that many students felt their wnting had improved as 

a result of this program. The texts they were exposed to appeared to serve as 

models for them. To gain further insight into the effectiveness of such a 

reading instruction program, one could design a study examining reading 

comprehension, reading achievement, strategy use, and writing achievement. 

In such a study, the additional qualitative data from students' writing prior to 

and after instruction may reveal interesting and important pedagogical 

insights relevant to the composition class. 

Third, since this program did not make use of computer-conferencing 

while students were working on the reading exercises or activities, it would 

be interesting to include this dimension as part of the web-program design. 

In this particular study, on one occasion, two students reported that they 
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logged on to the ICQ chat line and discussed the responses to a particular 

exercise together. Qualitative analysis of students' discussions about various 

tasks/texts may reveal further, more detailed, insights into the 

comprehension processes, and the strategies they employ in order to 

overcome specific difficulties they may encounter with texts. 

Lastly, the consideration of individual learners differences such as 

motivation, attitude, gender, learning styles, and cultural background, and 

how such variables may affect the use of reading strategies, in or out of a 

computer environment, could also lead to a fiitiu-e project that may add 

substantially to the literature on both computer-assisted instruction and 

reading. 

Conclusion 

The findings of this dissertation indicate that reading strategy 

instruction in both general and task-specific strategies does improve reading 

comprehension and strategy use on both academic and literary texts. Based 

on the results of this study there appears to be a strong relationship between 

reading comprehension and strategy use. After strategy instruction, there 

was an increase in overall reading comprehension scores, as well as an 
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increase in the frequency of strategy use by students. This included in 

increase in usage of cognitive, compensation, memory, metacogm'tive, and 

textual strategies. Analysis of the data after reading strategy instruction 

frirther indicated that students' responses on the tasks were more 

sophisticated demonstrating their increased understanding of texts and 

textual characteristics, likely a result of their increased awareness of 

strategies, and how and when they can effectively be applied. The ESL 

readers in this study also perceived their strategy use prior to instruction to 

be different than strategy use after instruction. Following the instruction 

phase, they perceived themselves as using cognitive, memory, and affective 

strategies to a greater extent. Analysis of data also suggested that students 

felt the web-based strategy instruction program for the most part, made them 

more aware of strategies and improved both tlieir reading and writing skills. 

Such findings reinforce the necessity of including a reading strategy 

instruction component in the freshman composition classroom. Furthermore, 

the findings of this study provide pedagogical implications for reading 

strategy instruction and the application of computer technology in second 

language reading instruction, particularly in designing effective tasks that 

could facilitate L2 students' reading skills. 
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APPENDIX A: English 108 Course Syllabus 

English 108 - Syllabus 
Section 1 (9:30-10:45am T/R) 

Spring 1999 

Instructor: Meena Singhal 
Office: CCIT 236 (Q) 
Engb'sh Department: 621-1836 ML 445 
CCIT: 626-4835 
E-mail: meena@u.arizona.edu 
URL http ://www.azstamet.com/~meena/index html (Daily 

assignments posted here) 
Office Hours: 11-lpm T/R 

Required Texts: 
A Student's Guide to First Year Composition, 19''̂  ed. Church, Heifferon, 
and Prineas, eds. (Mimieapolis: Burgess, 1998). 

Writing as Re-Vision: A Student's Anthology for First Year Composition, 
(Needham Heights, MA: Simon & Schuster ̂ blishing, 1996) edited by B. 
Alvarado and B. Cully. 

* You will require a college dictionary 

Other Required Materials: 
-A two-pocket folder for handing in portfolio assignments 
-White, lined loose-leaf paper 
-Copies of your work as needed for group discussions 
-Obtain an email account 

Course Description: 
The purpose of this course is to enable you to become a better writer. 

English 108 is therefore designed to help you further develop many of the 
writing skills you have learned in EngUsh 107: analysis, synthesis, 
evaluation and expression. This course is designed to intr^uce students to 



285 

the skill of writing about texts. In order to come to a better understanding of 
texts, how they are constructed, and how this can be applied to your writing, 
we will engage in a number of different activities designed to improve your 
reading strategies/skills, and hence your writing skills. We will do a close 
reading of texts, consider text structure and rhetorical organization, and 
work on specific skills that will allow you to better comprehend and 
interpret works of literature and various other academic texts. Some of these 
activities will be done through a computer medium. We will read various 
essays, short stories and poetry in which the writers explore the ways society 
and the environment influences individual hves. We will analyze both the 
ideas presented and the ways in which they are presented. Your writing will 
involve analysis to consider both the author's strategies and intent to further 
examine the political and social contexts these works were created in. Since 
the best way to.improve one's writing is to engage in extensive writing and 
reading tasks, this course will be centered around such activities. To this 
end, it must be realized that reading and writing do not occur in a vacuum. 
Both political and social events that occur in your life as a reader, or an 
author's life, can determine how texts are interpreted and how texts are 
created. This course will therefore focus on pieces written during times of 
change. Through essay workshops, this course will also provide you with 
numerous opportunities to discuss and constructively critique each other's 
work. Finally, it is hoped that you will look at this class as a way to improve 
your writing, an essential and vital form of communication. 

Written Assignments: 
Besides three major papers, you will keep a journal of your responses 

to different pieces of writing. You will also have opportunities to discuss 
your reactions to specific activities we will work on in class, and in the 
computer lab. You may be asked to discuss your responses in class so I 
expect that you have read the material beforehand. You will also be required 
to go the hbrary and research events that occurred during an author's life, 
which may have influenced their writing or creation of a particular woric. 
Therefore we will spend some time learning how to use the 
computer/Intemet and library databases for research. The three major essays 
will be explained in greater detail during the semester. Each essay will be 
work-shopped and will be revised through at least two drafts. Revisions 
should indcate significant changes in purpose, audience, organization, or 
evidence. Your final copies should be typed, double-spaced and titled. Make 
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sure you staple your papers together before handing them in. Refer to the 
Student's Guide, pp. 485-486 for a list of computing centers available free 
of charge to students. 

Informal Writing Assignments (Portfolio). These will include journal 
entries, grammar exercises, in-class writings, reader responses, and 
workshop evaluations, and web-based reading activities and exercises. You 
will work on a number of assignments, which will give you opportunities to 
practice reading/writing skills. Many of these assignments will be completed 
on the computer and will be sent to me by email. Some of these writings 
relate to the major project essays and must be submitted to receive full 
credit. This will be announced ahead of time. 

Course Policies: 
Attendance. Regular attendance is mandatory because composition 

classes are workshop classes which include in-class discussion, in-class 
writing, peer group work and conferences. Students who miss more than two 
class sessions may be dropped from the course. If you miss a class, contact 
me or the English Department before the missed class. You are responsible 
for finding out about and making up any missed assignments, including in-
class writing and assignments done on the computer. See pp. 103-104 in the 
Student's Guide for the ofBcial departmental policy on attendance. 

Conferences. I will schedule individual or small group conferences during 
the semester. You should come to the conference prepared to discuss your 
woik. This means that you have completed a first draft. A missed conference 
counts as an absence. See pp. 103-104 in the Student's Guide. 

Grades. The Student's Guide explains grading policies, methods of 
responding to drafts and final copies, and the standards of the Composition 
Program. Although the specific requirements of each essay will differ, my 
evaluation will consider content, organization, development of ideas, 
expression, mechanics, and maturity of thought. To complete this course 
successfully, you must attend class, all scheduled conferences and complete 
all assignments on time. You cannot receive a passing grade unless you have 
submitted all major assignments and completed the final exam. Fin^ drafts 
will not be grad^ unless I have read a previous draft. All final drafts must 
be accompanied by a first draft. Please keep a copy of each assignment that 
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is submitted in the event that is misplaced or lost. Late woik will not be 
accepted without penalty unless students make arrangements for an 
extension. 

Essays and Required Writing 

Essay 1 Literary Analysis 20% 200 points 
Essay II Text-in-Context 20% 200 points 
Essay m Reader-Response 20% 200 points 
Portfolio Journal 

Assignments 
20% 200 points 

Final Exam tn-Class Essay 20% 200 points 
Total 1000 points 

The grades are broken down as follows: To receive an A in this course, you 
must accumulate at least 895 points, B, 795 points; C, 695 points; and for a 
D, 595 points. Please remember that an assignment that is not turned in will 
receive a zero. 

Academic Dishonesty and Plagiarism. All UA students are responsible for 
upholding the Code of Academic Integrity, available through the OfGce of 
the Dean of Students. Read the synopsis of the code published in the 
Student's Guide, and the discussions about plagiarism and the relationships 
between writing and research, pp. 106-108. 

Class Conduct All U of A students are responsible for upholding the 
Student Code of Conduct Please read the sununary of the Code of Conduct 
in the Student's Guide, pp. 109-110. Please remember that all points of view 
and opinions are welcome in this class, so keep an open mind and refrain 
from personal attacks on others. Discussions can be productive only if we 
are polite and respectful while being open and honest This course is for you 
to learn from each other. 

Schedule: Order of assignments may change, so pay attention to updates 
given in class. 
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If you are away for a class, come and see me ASAP to pick up handouts or 
let another student know ahead of time so they can pick up handouts for you. 
Please check web site on a daily basis for changes diat may have been made. 

WAR - Writing as Re-Vision 
SG ' A Student's Guide 
(You will also have a number of other readings, which will be announced in 
class/computer lab) 

Weekl 
Thurs, Jan 14 
Course overview and introduction. Go over syllabus. Read WAR 47-53 
"Disliking Books at an Early Age". What is reading? What is the role of the 
reader/writer? 

Week 2 
Tues, Jan 19 
Discuss WAR p. 47-53. APA Documentation - in-class exercise. Hand out 
MLA Sheets as well. Reading Strategy Inventory 

Thurs, Jan 21 
Computer Lab - (What is Reading? What are Reading Strategies? Mental 
Processing, Reading Comprehension Tasks). 

Weeks 
Tues, Jan 26 
Read p. 36-46 in WAR - Man Made of Words 
Read "El Hoyo" and "Dwelling in Possibility". Read "Floating", "So Much 
Water So Close to Home", "Building a House", "Nuns Fret Not at Their 
Convent's Narrow Room" in WAR. Discussion of texts and making 
connections between texts. 

Thurs, Jan 28 
Computer Lab - Introduction to Reading Strategies. Using connectors, 
making use of contextual information, etc. Paraphrasing and Summarizing 
exercises. Predicting exercises. 
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Week 4 
Tues, Feb 2 
Introduction to Literary Analysis Essay. How do we analyze texts? 
Strategies used by writers (rhetorical/literary analysis review). Read p. 327-
361 SG. 

Thurs, Feb 4 
Computer Lab - Reading Exercise. Explanation of literary devices and 
rhetorical strategies. Close Reading of "Death be not proud" by Donne and 
"Humbling Death". 
"A Cloudy Day" by Jimmy Santiago Baca. Also, work on section on 
Rhetorical Andysis. 

Weeks 
Tues, Feb 9 
First draft of literary analysis essay due. 
Computer Lab -Examples and Illustration Essay 

Thurs, Feb 11 
Computer Lab - Vocabulary Enrichment exercises and understanding Story 
and Novel Elements. Also, read Point of View Section. 

Week 6 
Tues, Feb 16 
Introduction to Text-in-Context Essays. Read "The Yellow Wallpaper" and 
"Sonny's Blues" in WAR. 
Read p. 363-406 SG 

Thurs, Feb 18 
Computer Lab - How to do LA)rary Research: The Internet and Library 
Databases (ERIC, EBSCO Host, etc). 
Read p. 37-60 SG 

Week? 
Tues, Feb 23 
Close Readings of Sample Essays - Text-in-Context. Read "The Fall River 
Axe Murders" in WAR. 
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Thurs, Feb 25 
Computer Lab - The Argumentative Essay (format/structure) and closing 
reading of Text-in-Context essay - Father's Ideals and Son's Realities (text 
organization, etc). 

Weeks 
Tues, March 2 
(The Yellow Wallpaper Monologue) 
CESL 

Thurs, March 4 
Computer Lab - Text Markers, Recognizing Text Structure, Text Cohesion 
Problem-Solution, Cause and Effect, Compare/Contrast 

Week 9 
Tues, March 9 
Grammar Exercises - >vriting pointers, semi-colons and colons, noun phrases 

Thurs, March 11 
First draft of Text-in-Context is due. 
Computer Lab - How to write abstracts and work on Classification and 
Process Essay exercises. 

Week 10 
Tues, March 16 - Spring Break 
Thurs, March 18 - Spring Break 

Week 11 
Tues, March 23 
Poster Sessions and Return First Drafts 
Computer Lab -Work on Academic Writing Section 

Thurs, March 25 
Computer Lab - Working on various reading strategies/skills 
(exercises/assignments) on the computer. 
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Week 12 
Tues, March 30 
Introductioii to Reader Response. Read p. 407-443 SG. Read "Gehenna" in 
WAR and 126-132 SG - "Human Rights Violation: The Need for Empathy 
and Awareness" 
Read "Presenting Enamelware" (page 112 WAR) 

Thurs, April 1 
Computer Lab - Close reading of Reader Response Essay -"A Clean Well-
Lighted Place). Reading Comprehension and understanding text format. 
Read Personal Essay Section. 

Week 13 
Tues, April 6 
Read "Girl" by Jamaica Kincaid and "The Many Interpretations of 
Language" 
and "The Master of Pace" and "In Memory of Myself (handouts). 

Thurs, April 8 
Computer Lab - Recogm'zing text structure, internal organization of texts -
(features of academic texts) 

Week 14 
Tues, April 13 
Language Autobiographies 
Read "Woven Stone" in WAR and 2 related handouts. 
Read "A Sense of Myself' (page 372) and "The Aztec Palimpsest" (page 
329) 

Thurs, April 15 
Computer Lab - Vocabulary Practice and other computer 
assignments/activities 

Week 15 
Tues, April 20 
First draft of Reader Response due. 
Computer Lab -Reading Texts - Reading Comprehension/Reading Strategy 
Inventory 
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Thurs April 22 
Computer Lab - Reading Comprehension Tasks 

Week 16 
Tues April 27 -Student Group Discussions of "The Literate Essay: Using 
Ethnography to Explode Myths" by Shirley Brice Heath (Reading for Final 
Exam). 

Thurs, April 29 
Computer Lab - Interview Questionnaire 

Week 17 
Tues May 4 - Final Exam Preparation 

Thurs, May 6 - Final Exam Preparation 

Friday, May 7 -Final Exam 8-lOam 
Location: TBA 

Good Luck on all your exams! 
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APPENDIX B: Demographic Data Survey; Student Profile 

Please provide the following information. Try to be as specific as possible. 
This survey takes approximately 20 minutes to complete. 

Complete Name: 

Age: 

Country of Origin: 

What is your native language? 

What level of education did you complete? (high school, college, 
university). 

How long have you been outside your native country? 

How long have you been in the U.S.? 

What is your major here at University? 

Indicate the languages you speak, read and write. 
Language Speak Read Write 
1. 
2. 
3. 

Have you taken any English courses in your native country or outside the 
U.S.? Describe them. What were these courses about and what did you 
learn? 

Have you taken any English courses here? 

Describe the courses that you took and what did you learn? 

What languages do you communicate in the most? 
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What do you think is the most difficult part of learning a language? 

How do you rate your overall proficiency in English as compared to that of 
your classmates? 
Excellent Good Fair Poor 

How important is it for you to become proficient in English? 
Very important Important Not so important 

Why do you want to learn English? (Check those that apply) 
—Interested in the language 
—Interested in the culture 
—Have fiiends who speak English 
—Need English courses for future post-secondary studies 
-Need for future career 
—Need it for travel 
-Other 

Do you enjoy learning English? Yes No 

How many hours per week do you spend reading? 
What do you read? 

Do you like to read in English or another language? Which language? 
Explain why? 

Do you like English class? Why or why not? 

What do you find most difficult about Engh'sh? 

How did you learn to read English? 

Do you think you are a good reader in EngHsh? Why or why not? 

What makes a person a good reader? 
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APPENDIX C: Reading Strategy Inventory (RSI) 

This form of the Reading Strategy Inventory is for ESL students. You will 
find statements about reading English; which relate to various strategies used 
while reading. Please read each statement carefully. Indicate your response 
(1,2.3 or 4). 

1. Never 
2. Rarely 
3. Occasionally 
4. Frequently 

Answer the questions in terms of how well the statement describes vou. Do 
not answer the questions based on what you think the answers should be. 
There are no rig^t or wrong answers to these statements. This questionnaire 
usually takes 25-30 minutes to complete. 

Part A: Cognitive Strategies 

1. When I read part or whole of a story, I summarize or paraphrase those 
parts for a better understanding of the text. 
2.1 use the title page and illustrations to help me understand the story. 
3.1 use information in the story to help me determine the overall meaning of 
a text. 
4. If I don't understand the meam'ng of a word or expression, I spend time 
analyzing it for meaning. 
5.1 reread the parts of a text several times if I don't understand. 
6.1 preview the text to get a general idea of what it is about, how it is 
organized, and how it relates to what I already know. 
7.1 use clues in the text to help me predict the outcome or future events of a 
story. 
8.1 skim the reading passage first to get the main idea, then I go back and 
read it more carefully. 
9.1 find the meaning of a word by dividing the word into parts which I 
understand. 
10.1 sound out words or repeat words that I do not know. 
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Part B: Compensation Strategies 

1. If I don't know the meaning of a word I read, I guess the general meaning 
by using any clue I can find, for example, clues from the context or situation. 
2. If I don't know the right word for something or can't think of the correct 
expression, I find a different way to express the idea. For example, I use a 
synonym or describe the idea. 
3.1 use reference materials such as glossaries or dictionaries to help me with 
the new language. 

Part C: Memory Strategies 

1.1 create associations between the new material and what I akeady know. 
2.1 place the new word in a group with other words that are similar in some 
way. 
3. don't know the meaning of a word, I make an association with a word 
I already know rather than giving a nonsense word. 
4.1 remember a new word by identifying it with a familiar word in my first 
language which sounds like or resembles the new word. 

Part D: Metacogm'tive Strategies 

1.1 am continually self-monitoring and evaluating myself while reading. 
2.1 read without looking up every unfamiliar word. 
3.1 try to notice and correct my language errors and find out reasons for 
them. 
4.1 try to identify the purpose of the language activity. 
5.1 d^ect my attention to the task. 
6.1 read without omitting words or parts of words. 
7.1 read without adding words or parts of words. 
8.1 read without reversing order of letters in words or words in a sentence. 
9.1 am able to recognize unknown words by repeating them. 
10.1 am able to recognize what is unportant and not important and can skip 
those words. 
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Part E: Affective Strategies 

1.1 take risks wisely when I read. 
2.1 make encouraging statements to myself so that I will continue to try hard 
and do my best. 
3.1 pay attention to factors that may interfere with doing my best. 
4.1 try to relax when using the new language. 

Part F: Social Strategies 

1.1 ask for clarification when I don't understand something. 
2.1 ask people to verify that I have understood or said something correctly. 
3.1 ask other people for feedback. 
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Worksheet for Answering and Scoring 

1. Write your response to each item (write 1,2,3 or 4) in each of the blanks, 
which are numbered to correspond to each item on the Reading Strategy 
Inventory. 
2. Total each column and put the result on the line marked "Sum". 
3. Divide by the number under "Sum" to provide an average for each 
column. 
4. Calculate your overall average. Add the "sums" for the different parts of 
the Reading Strategy Inventory. This gives you a total raw score. Divide by 
34, the number or items on the Reading Strategy Inventory. This will give 
you an overall average which will fall somewhere between l.O and 4.0 

Part A PartB Parte PartD PartE PartF 
1. 1. 1. 1. 1. 1. 
2. 2. 2. 2. 2. 2. 
3. 3. 3. 3. 3. 3. 
4. 4. 4. 4. 
5. 5. 
6. 6. 
7. 7. 
8. 8. 
9. 9. 
10. 10. 

Sum— Sum Sum Sum Sum-
/10= /3= /4= /10= /4 = 
Overall Average: /34 

Results on the Reading Strategy Inventory 

Part Strategies used in reading Your average on this part 
A Cognitive Strategies 
B Compensation Strat^ies 
C Memory Strategies 
D Metacognitive Strat^es 
E Affixtive Strat^ies 
F Social Strategies 

Sum-
/3 = 
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APPENDIX D: Reading Comprehension Tasks 

Text 1: Soclolinguistic Rules (Article) 
Making Connections: An Interactive Approach to Academic Reading by 
Kenneth Pakenham 

Before reading the text itself: 
1. What do you think this text will be about? 
2. How do you know? Read the text. 
3. Tell me what this text is about? Provide a summary. 
4. The writer of the text offers a specific example of an incident between a 

U.S. host and a student. What is that all about? 
5. Can you give me another example that is similar to this to make the 

author's point? 
6. What is the writer saying in paragraph 3? 4? 5? Paraphrase these 

sections, identifying main idea in each paragraph). 
7. What does "linguistic competence" mean? 
8. Define die following terms: (do not use a dictionary): In addition, tell me 

how you determined the meanings of the words. Be very specific about 
this. 

-unintentionally (paragraph 1) 
-reinforced 
-sufScient 
-shortcoming 
-sociolinguists (paragraph 2) 
-hypothetical 
-breakdown 
9. In paragraph 3, it states " These rules are acquired and applied...". What 

is "these rdes" referring to? 
10. In paragraph 5, what is "this question" referring to? 
11. What does "empircal data" mean in paragraph 4? Read the first sentence. 

What kind of information do you expect to read in this paragraph? How 
do you know? 

12. Who is Christopher? What does 1982 mean? How do you know? 
(paragraph 4) 
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13. What comparisons can you make between South Asians and Americans? 
(Apte, 1994). Where will you look to find this information? How will 
you find this information quickly? 

14. What is meant by "socially inappropriate behavior?" How do you know? 
15.Define the following terms: (do not use a dictionary): In addition, tell me 

how you determined the meanings of the words. Be very specific about 
this. 

-intercultural (paragraph 6) 
-attribute 
-universal 
-modify 
-conform 
-conventions 
16. Where might you find such a text? 
17. What kind of text is this? (story, poem, etc?) What are the references at 

the bottom of the page? In other words, why are these references needed 
and what do they tell us? 

18. Have you ever been in a situation where you feel there was a 
misunderstanding between you and a native speaker of English? Did the 
misunderstanding occur because of lingm'stic or sociolinguistic 
problems? 

19. Write a brief outline of this text. Does this text have a recognizable 
structure? What is it? In other words, can you classify this text of being a 
specific type in terms of structure? 

Text 2: The World We Lost (English Literature) 
Farley Mowat 

Before reading the text itself: 
1. What do you think this text will be about? How do you know? 
Go ahead and read the text. 
1. What do you think the "thunderous roar" is referring to? 
2. Tell me what this text is about. Provide a summary. 
3. From whose point ofview is the story told? 
4. Why did the author need to see inside the wolf den? How do you know? 
5. Why was it difficult for the author to get into the den? 
6. What did the author see upon entering the den? 
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7. Who is Angeline? Who is George? How do you know? 
8. What or who is the Norseman? How do you know? 
9. What is the Norseman compared to? How did you determine that? 
10. What are the four green lights the author refers to? 
11 .Define the following terms (do not use a dictionary): In addition, tell me 

how you determined the meam'ngs of the words. Be very specific about 
this. 

-diameter, burrow (paragraph 1) 
-moss, esker (paragraph 2) 
-shed, tum'c (paragraph 3) 
-squirmed, claustrophobia, admit (paragraph 4) 
-murk (paragraph 6) 
-gopher (paragraph 8) 
-save (paragraph 10) 
-bravado (paragraph 11) 
-rage, brute (paragraph 13) 
-somber, engendered (paragraph 14) 
-appalled, refuge (paragraph 15) 
-alien (paragraph 16) 
13. What does the author mean in paragraph 15? Explain in yoiu- own words. 
14. Wliat is the author's overall message he wants to get across to readers? 
15. What is George's howl compared to? 
16. Explain what the last paragraph of the story means? 
17. Where might you find such a text? 
18. What kind of text is tlus? 
19. Did this text remind you of any event, person, or specific experience? 

Ejqjlain? 
20. Write a brief outline of this text. Does this text have a recognizable 
structure? What is it? In other words, can you classify this text of being a 
specific type in terms of structure? 
21. Is this fiction or non-fiction? How do you know? 

Text 3: The Internet? Bah! By Clifford Stoll (Argumentative Essay) 
The Writer's Workplace with Readings 

Before reading the text itself: 
I. What do you think this text will be about? How do you know? 
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2. What does "Bah!" mean or refer to. How do you know? 
3. Read tiie text. Tell me what the text is about. Provide a summary. 
4. What is the thesis statement of this text? 
5. What is the writer saying in paragraph 4? Paraphrase this section. 
6. What is the overall tone of this text? How do you know? 
7. Define the following terms: (do not use a dictionary): In addition, tell me 

how you determined tlie meanings of the words. Be very specific about 
this. 

-hacker (paragraph 1) 
-perplexed 
-pundits (paragraph 2) 
-clamor 
-leapfrogging (paragraph 3) 
-cacaphony 
-myopic 
-hucksters (paragraph 4) 
-affluent (paragraph 5) 
-multimedia (paragraph 6) 
-cyberbusiness (paragraph 7) 
-icon (paragraph 8) 
-relentlessly 
8. What kind of essay is this? In other words can you classify it as fitting 

into a particular structure? 
9. Does the author use any quotes from experts? Why is this important? 
10.Wliat is the purpose of the "Andy Spano" example? 
11.In paragraph 6, what does "these expensive toys" refer to? 
12. Wliere might you find such a text? 
13. What kind of text is this? (story, poem, etc). 
14. What is the author's main point? 
15. Do you agree or disagree with the author? Why? 
16. Did the author do an efiTective job of making his point? Explain your 

answer. 
17. Write a brief outline of this text. 

Total: /195 points 
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ineaaî  to die initteii sjfinbols ia that lot The lot and llie reader are botfinecessafy 
for dte readiog process to begD. It is, hoivever, like iBteractioA beMeen llie text and tbe 
reader diM coostitules actual reading. Beading is aniuteraciiw process ibivladi readers 
imeract wA die text a order to make meadqg Has process involves like use of 

orieadiag strategies Beadenbriqgto each text, areas of knowkdge 
(coiteiit. fbnul, and kngjOkslK schenui), pkis reading straieg^s fbal are crucial B shaping 
what happens in the reading process. the teit remains the saote, die inCmoation 
die reader brings to die text fluctuates as coflDprehenswo grows. Cooient scheauk - refers 
to systems of fitttual knowledge, values, and cdtunil coaveotions Provides readers widi 
afoundabon or a basis of coapanson Por example, youmagr be very bmdiar widi how 
amamnge is peifoimedinyour own oiure butaaa^notbe aware ofdtese ctihural 
convcaiioiuiianodMr culture or cootext Poimal schema-(textual schema)-refers to 
ofgaoixatioftal forms andiheiohcalstnicnires oftesBs (genres and text formats), ie. 
mysteiy novels, recipes, advertisements, auiobiograpl̂ , plsQrs, letters, ̂  stones. 



VOCABULARY SlKATECaES 

If you m looldqg for cluipier A1 tadbook that ivi suddeoljr solve ill of your 
problentt iviih vocilHdaiy, it juit doesn't exut The pdmaiy wtf to apmd your 
vocabulaiy is, of coune, to read morel You cao aalicipate tfaat the iDore you read, die 
noie process mi happen itaturily. on its own. However, as yoa read there ire 
certinitrateyes that diould hecome second natwe to you. Hope&ly. by the end of this 
cowse you wiuie coaMt, word stroctne milysis. ndthe dictioMiy as oatunlpiiti of 
yowreadioK 
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 ̂cliî  the'entnenby* box and chck'be^n search.' 

o 
00 



309 

APPENDIX F: Interview Questionnaire 

Please answer the following questions. Try to be as specific as possible in your responses. 
This questionnaire is to determine the overall effectiveness of the Web-Based Reading 
Instruction Program you worked on in this course, English 108. This questionnaire 
usually takes 30 minutes to complete. 

1. What did you like most about this class, English 108? 

2. What did you like least about English 108? 

3. Comment on your experiences with using the computer? Describe any positive and/or 
negative experiences. 

4. What did you learn from this Reading Program (from these activities in the Computer 
Lab)? 

5. Was the Reading Program, or time spent working on the activities in the lab, useftil or 
beneficial to you? Explain how and why? 

6. What are some benefits or advantages of this experience and the program? Do you 
think the types of activities you engaged in are helpful to students in English classes? 
Explain how and why? 

7. Describe any difficuhies you encountered? 

8. Do you think this program/experience made you a better reader? Explain how and 
why? 

9. Do you think this program/experience made you a better writer? Explain how and 
why? 

10. In your own words, describe what reading strategies are? 

11. Do you think your strate^ use as a reader has changed as a result of this program? 
Explain in detail. 

12. Would you recommend this class to your peers? Why or why not? 

13. What suggestions can you offer to improve this program? 
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APPENDIX G: Strategy Coding Scheme 

STSB Reading Strategics (Strategy Type+Strategy Behavior) 

STRATEGY 
TYPE 

STRATEGY 
BEHAVIOR 

DESCRIPTION 

Cognitive Paraphrasing^ 
SununarizioK 

The reader rephrases content using different words but retains 
the same sense. 

Cognitive Antidpating/ 
Predicting 

The reader predicts what content will occur in succeeding 
portions the text 

Cognitive Previewing Text The reader previews the text to see how it is organized and 
related to what they know. 

Cognitive Employing 
Context 
Clues 

The reader uses clues in the text in order to make predictions 
or increase understanding. The reader uses lexical or syntactic 
context to determine word meaning. 

Cognitive Repeating Words The reader repeats unknown words. 
Cognitive Analyzing The reader analyzes word structure, granunalical structures, 

expressions, text format, or author's argument and strategies 
to determine the meanings of these 
words/sentences/expressions and text overall. 

Cognitive Word Division The reader divides the words into parts to make it 
comprehensible. 

Cognitive Using DIustrations The reader uses Qlustrations/graphs, etc. in order to facilitate 
understanding of the text 

Cognitive Using Titles The reader uses titles/headings to fadlitate understanding of 
the text 

Cognitive Rereading The reader rereads parts of a text several times in order to 
fedlitate comprehension. 

Cognitive Using Prior 
Knowledge 

The reader uses prior knowledge such as context, textual, and 
linguisticschemato make sense of text 

Compensation Guessing/ 
Hypothesizing 

The reader guesses the general meaning of a word by using 
context clues. 

Memoiy Assodating The reader creates an assodation between new material and 
what is already known. 

Memory Word Grouping The reader places the new words in a group with other similar 
known words to determine meaning. 

Memory Wont Assodating The reader associates a word with a known word in order to 
determine meaning. 

Memory First Language 
Associating-
Cognates 

The reader remembers a new word by identifying it with a 
word in their first language. 

Metacognitive Monitoring The reader self-monitors their own 
understandinc/pacinK/pionunciation of words. 

MetacoKnitive Correcting Errors The reader tries to correct their language/reading errors. 
Metacogu'tive WordRecogm'tion The reader is able to recognize unknown words by repeating 

them. 
Mietacognitive Recognizing Text 

Organizatioii 
The reader recognizes the riKtorical pattern of the text 

Metacognitive Recogntdng 
Genie 

The reader recognizes the type of text/genre. 
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Metacognidve Recognizing 
Connectors 

The reader recognizes connectors as they are used by the 
writer to continue ideas/themes. 

Metacognitive Recognizing 
Textual Features 

The fcaderiecognizes q)ecific textual features such as Uteraiy 
devices and/or rhetorical strateides. 

Metacognidve Distinguishing The reader recognizes what is important and not important 
and can skip those words or information 

Affective Self-
Encouiagement 

The reader makes encouraging statements to his/herself and 
pays attention to Actors that m^ interfere with performance 
or comprehension. 

Sodal Clarifying The reader asks for clarification when something is not 
understood. 

Sodal Verifying The reader asks for verification that something has been 
understood or said correctly. 

Sodal Seeking Feedback The reader asks others for feedback about his or reading, 
responses, etc. 

Textual Reacting to Text The reader can react to a text and express opinions about the 
text and textual characteristics or features. 

Textual Interpreting Text The reader draws a conclusion about the text in terms of 
theme or interpretation of text. 

Textual Emotional 
Reaction 

The reader reacts emotionally to the text and can make 
personal connections. 
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