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ABSTRACT 

An assiimption of the Whole Language model of reading is 

that self-selected text use is beneficial to students' 

reading proficiency. This experiment tests that assumption, 

and broaches a hitherto unexplored aspect of the reading 

process, namely students' reasons for text selection. 

The 68 college-level Spanish foreign language students 

in this study completed two types of reading comprehension 

tests, multiple choice and retelling tests, which permitted 

an evaluation of the effects of self-selected vs. assigned 

text use on reading proficiency. In addition, they responded 

to two questionnaires. The first, administered during the 

second week of classes, elicited information about students' 

demographic characteristics, computer literacy, Spanish 

experience, and perceived language and reading proficiency. 

A second, weekly questionnaire asked about the texts students 

read from the WWW, specifically targeting text topic, sources 

of prior knowledge about the topic, and reasons for text 

selection. 

An analysis of variance found no effect on reading 

proficiency of the use of self-selected vs. assigned texts. 

However, students' scores were significantly lower on the 

posttest than the pretest in both groups, raising the issue 

of backsliding in reading proficiency. 
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Chi squared tests of independence explored the existence 

of a relationship between text selection behaviors and 

reading proficiency level. However, no evidence of a 

significant relationship was present. Nonetheless, two 

reasons for text selection predominated for all students: 

interest in text topic, and perceived appropriateness of the 

text to the assignment. Prior knowledge of text topic did 

not play a significant role in text selection, however, 

indicating that prior knowledge and interest were not related 

in this study. 

The results of this study led to two conclusions that 

can guide researchers in future investigations of the reading 

process. First, the data suggest that reading is an open-

ended process, beginning prior to the reader's first exposure 

to the text, and having a complex comprehension process that 

may continue indefinitely. Second, reading is a dynamic 

process which interweaves diachronic and synchronic factors, 

including variables which lie beyond the parameters of 

currently accepted definitions of reading. These 

perspectives and their interactions provide fertile ground 

for new areas of research. 
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CHAPTER 1 

INTRODUCTION 

Reading research in both first and second language 

contexts has led to a fruitful process of theoretical 

discussion and revision. It has also resulted in a number of 

competing models of the reading process due to different 

interpretations of the results of studies and the weight 

given to the factors included in each model. To date, 

however, most research and the explanatory models offered 

have focused on a very limited number of factors which 

participate in reading; character recognition, word 

recognition, lexical access and retrieval, prior knowledge, 

formal schema, and strategy use. In addition to those 

factors, researchers have begun to study affect as a variable 

in reading. For example, interest as a factor in first 

language reading is one manifestation of affect that has 

proven its ability to influence the outcomes of reading. 

Knowledge about the role of each of the elements 

participating in the reading process serves to clarify our 

understanding of reading because it moves us closer to the 

goal of creating a more complete model of the processes and 

skills required for fluent reading and comprehension. 

Continued research into the role of these previously 

identified factors generates evidence to aid investigators in 

recognizing not only the full import of each of those 
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factors, but also the remaining variables in reading and 

their unique contributions to that skill. The greater our 

understanding of the reading process, the more effectively 

teachers can use this information to assist readers in 

gaining greater proficiency. Such an outcome has already 

been achieved through the application to reading pedagogy of 

research into the role of prior knowledge and strategy use, 

to name only two examples. 

However, much of the puzzle of reading remains unsolved. 

There is a great deal of variability in reading proficiency 

among individuals, and the list of known contributors to the 

reading process does not explain the majority of the variance 

in reading. There is a need to broaden the search to include 

other variables in order to overcome this limitation to 

understanding reading more fully. 

One possible source for individual variation in reading 

which lies outside the scope of most current research is text 

selection, both in terms of its use as a pedagogical tool and 

the reasons for which readers choose texts. An investigation 

of text selection has become more pertinent as the present 

trend in reading pedagogy toward the use of self-selected 

texts, trade books, and free reading time has grown based on 

the assvunption that these activities benefit students. 

Research in first language reading on the effects of 

interest, as well as some top-down models of reading, predict 

that these activities will benefit readers. 
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This is an assiamption that requires examination, 

however, because it is based on first language studies, and 

interest as it applies to propositions rather than to 

complete texts. First language reading differs substantially 

from second language reading for several reasons that could 

affect the validity of any predictions using first language 

data. First, adult second language readers in the university 

setting are literate in another language prior to attempting 

to read in the nonnative language. As such, they already 

understand a large portion of the process and the value of 

literacy, but they must leam to modify that process to 

manipulate a new set of sound-symbol correlations, discourse 

structures, and writing styles as used in the second 

language. Koda (1994) generalized fvirther, stating that "In 

short, the linguistic features that are essential to sentence 

comprehension and production vary from one language to 

another, and, importantly, the specific skills and strategies 

involved in language processing are developed to capitalize 

on the essential linguistic information" (p. 3). 

Additionally, adult readers have a level of cognitive 

development and experience of the world that gives them 

understanding of complex concepts, but without the second 

language proficiency to recognize such concepts in the 

nonnative language. This may be the result of a simple lack 

of exposure to the necessary lexical items in the second 

language. At the same time, more fluent second language 
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readers may not have the cultural knowledge required to 

interpret a text regardless of their level of language 

proficiency. All of these distinctions between first and 

second language reading could result in outcomes influenced 

by the language of the text. 

Interest studies to date have focused not on interest in 

texts, which would have direct bearing on the efficacy of 

text selection, but rather on propositions within a given 

text. These studies have shown that interest in a 

proposition leads the reader to a higher level of recall, 

comprehension, and learning. Nonetheless, interest at the 

text level will not necessarily show the same effects. In 

addition, no research has been done to date concerning the 

importance of interest in text selection. It is possible 

that students choose texts for other reasons which account 

for effects attributed to interest, but which have not been 

studied. 

When these differences in context -second language 

rather than first, and text level interest rather than 

prepositional- are included in the calculations, the 

predictions of top-down models of reading and interest 

studies become less certain. For instance, language 

proficiency may impede readers from actualizing their 

interest, and thus gain no benefits from their interest. On 

the other side of the coin, experienced readers may recognize 
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the utility of being interested in a text, and consequently 

search for a text in order to gain the associated benefits. 

In order to test the assumption that the use of self-

selected texts benefits readers, the present experiment 

compared the reading comprehension levels of students in the 

third semester of college Spanish who read self-selected 

texts with others who read assigned texts during the course 

of one semester. Students' gain scores on two sets of 

comprehension tests, one multiple choice and one retelling 

set, provided the basis for comparison. In order to discover 

the importance given to interest in text selection, each 

group additionally completed a weekly questionnaire 

throughout the semester after reading a text; items on the 

questionnaires included information about text topic, prior 

knowledge of the topic, and (in the self-selected group's 

version) reasons for text selection. 

The data from these sources were used for two main 

investigations; 

1) a comparison of the gain scores on the reading 

comprehension tests between students who read self-selected 

texts and those who read assigned texts provided data to test 

whether there was an effect of the use of self-selected 

texts, and 

2) a comparison of high and low proficiency readers in 

the self-selected text group served to determine whether 

there was a relationship between proficiency level and 
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reasons for selecting a text; this relationship in turn may 

predict proficiency or assist teachers in guiding their 

students in choosing texts. 

I hypothesize that the predictions from first language 

interest studies and top-down reading models will hold true 

in the foreign language context as well; students who choose 

their texts will show greater improvement in their level of 

reading comprehension than those who read assigned texts. I 

further expect that high and low proficiency readers will 

demonstrate distinct patterns of text selection, in terms of 

both the topics they select and their primary reasons for 

choosing a text. Higher proficiency readers will be more 

likely to choose texts that are of interest or serve a 

personal goal because they control the reading skills 

required to search for and find texts that are attractive to 

them for their own reasons, yet which simultaneously fulfill 

the requirements of the assignment. Lower proficiency 

readers will be more likely to choose texts that only meet 

the requirements because further searching requires 

additional reading, a skill which they do not yet dominate in 

the second language. 

Regardless of the outcomes of this study, the results 

will have implications in several arenas. The study adds to 

the field of interest research because of the partnering of 

interest with the use of complete texts rather than 

individual propositions of a single text. Additionally, 
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interest studies have only focused on the relationship 

between interest and the outcomes of reading; this study 

focuses on interest at the beginning of the reading process, 

which may shed light on when interest becomes a factor which 

affects reading. In another area, this study will provide 

evidence that can guide teachers' decisions about when to 

allow free or controlled access to texts. Because foreign 

language students have limited language proficiency, this 

raises the question of whether there is a point at which the 

use of self-selected texts is beneficial to students, and 

before which it has not effect. This could determine a 

teacher's approach to reading instruction. Another benefit 

to teachers is the information gathered concerning students' 

methods of choosing texts, which may result in useful 

insights into choosing texts for students when it is 

necessary to do so. Finally, the present study may lead to a 

reassessment of reading theories in order to account for 

factors such as text selection which currently lie outside of 

the scope of current reading theories. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

Many factors come into play in any discussion of foreign 

language reading comprehension. The broadest 

characterization of the elements involved in reading includes 

recognition that both the reader and the text play a role in 

the process of reading, and that the two interact in order to 

yield reading comprehension. Much current research focuses 

on the integration of the top-down and bottom-up processes 

entailed in creating meaning from a text, but few 

investigations look at other factors that surround these 

recognized processes. Examples of such factors include 

attitudes toward literacy, social contexts in which reading 

occurs, availability of other sources of similar materials, 

individual personality traits, motivation, age, and so forth. 

The absence of research into one unexplored area in 

particular, specifically text selection, led to the questions 

addressed in the present study. The choosing of a text 

initiates the reading process, yet this activity lies outside 

of current definitions of reading, and consequently has not 

been explored. Both the reasons for text selection and the 

actual texts chosen may have a significant impact on the 

outcomes of reading; the present study investigates this 

possibility. This same possibility also led me to argue that 
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there is a need for a broader model of foreign language 

reading which takes into account features of reading beyond 

the factors currently cited as contributors to successful 

reading. 

Any discussion of revisions to current foreign or second 

reading models requires background in several areas, 

beginning with a clarification of the concept of reading. 

Consequently, this chapter: 

(1) establishes a definition of foreign language 

reading and comprehension through a discussion of previous 

first and second language research and theory, 

(2) discusses the factors shown in published research to 

have a role in reading, 

(3) critically analyzes three foreign language reading 

theories, 

(4) argues for a broadening of the concept of the 

reading process, and 

(5) situates the present study within that broader 

concept of reading. 

2.1 Definitions 

2.1.1 Definition of reading 

One of the many ways of defining reading is as Daneman 

(1988, p. 1) did, proposing "two conceptually distinct but 

highly interrelated aspects to reading; (1) decoding the 

visual print and (2) comprehending the message it 



22 

represents." This definition establishes the important 

concept of a distinction between reading and comprehension; 

comprehension is the result of successful reading, not all 

attempts at reading. This distinction bears more discussion 

because of the role it plays in models of reading, and is the 

topic of Section 2.1.2. 

Poulsen (1992) offered a more detailed definition of a 

skill consisting of many interacting components. 

These include low-level, local, processing skills 

involving word and sentence units, such as word 

recognition, lexical access, syntactic parsing, and 

prepositional encoding, as well as higher level 

processing skills involving global text features, such 

as propositional integration, inferencing, and the 

construction of a mental representation of the text in 

memory, among others, (pp. 2-3). 

This perspective incorporates many elements that have been 

strongly supported in research and theory; bottom-up 

processes, top-down processes, and the use of memory. 

Carrell (1989) also recognized that reading requires 

both top-down and bottom-up processes, and added that these 

processes must interact "both within and across various 

levels of processing, from the lowest levels of features, 

letter and word recognition, to syntactic and propositional 

levels, to the highest, most global levels of text and 

context" (p.8). In addition to this type of interaction, 
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Carrell stated that readers and texts must interact with each 

other based on the characteristics of the texts as well as of 

the readers' context. She also asserted that readers bring 

large quantities of knowledge to the reading process, and 

that this knowledge bridges many domains, including "content, 

knowledge of rhetorical structure, and linguistic knowledge, 

including lexical, syntactic, semantic, as well as pragmatic 

knowledge" (p. 8). 

To these very extensive definitions, Swaffar's (1988) 

definition adds the element of feedback to the integrative 

and interactive elements of Poulsen's and Carrell's 

descriptions. This feature provides a way in which reading 

proficiency can increase; without feedback the system would 

stagnate because it would not allow alternative 

interpretations which may be required in different textual 

contexts, for example. 

Taken as a conglomerate, the definitions from Daneman, 

Poulsen, Carrell, and Swaffar include the essential elements 

of reading. To make this conglomerate more useful, I propose 

a more concise and coherent definition of reading that brings 

together the definitions given by the researchers quoted in 

the first paragraphs; 
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Reading is an integrative^ interactive process which 

utilizes top-down and bottom-up strategies in 

conjunction with available sources of knowledge in an 

attempt to create an accurate meaning from text-based 

information. 

As Carrell argued, reading is cin integrative process 

using both top-down and bottom-up processing, and an 

interactive one requiring input from both text and reader. 

Top-down processes include any approach to reading that 

begins with the text as a whole, with the reader's knowledge 

of the text topic and structure, the real world, the reading 

process, or a combination thereof. In contrast, bottom-up 

processes focus on small units, starting from the printed 

letter and word, sound-symbol correlations, lexical retrieval 

and recognition, and building phrases, propositions and 

sentences from their corresponding components. It can also 

refer to a focus on the details of a text rather than the 

overall structure or message. Poulsen's definition provides 

a representative sample of each of these types of processes. 

The term integrative refers to the simultaneous use of 

both top-down and bottom-up processes, such as the use of 

prior knowledge along with the recognition of words from 

their component letters, to make meaning out of a text. 

Bernhardt (1991) stated that "No single component of the 

model, such as word recognition, can accurately account for 

the subject's overall comprehension of the text" (p. 123). 



25 

With this comment she laid out the central premise of 

integrative models of reading: many components are important 

for reading, but no single component of reading is sufficient 

without the use of other components. 

Interactive indicates that both the reader and the text 

play a part in the reading process because of factors such as 

the reader's language proficiency and the difficulty of the 

text itself for any particular reader. Swaffar's (1988) 

inclusion of feedback as a necessity of reading fits within 

the concept of interaction. As fluent readers progress 

through a text, they compose a mental representation of the 

text based on their knowledge bases and the text. They must 

also, however, check their understanding of the text on an 

ongoing basis in order to come to a feasible interpretation 

of the text as a whole. This double checking of the mental 

representation of the text with the original text is one 

example of a reader-text interaction. 

Finally, reading is a process in that it is a series of 

actions that have as a goal the understanding of written 

materials. The process must be flexible in order to deal 

with the elements unique to the text, using the abilities and 

characteristics of the reader. 

Research to date provides evidence demonstrating that 

each of these elements of the definition of reading are 

essential, and have caused a paradigmatic shift in 

theoretical models of reading. The following sections 
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describe several key investigations that provide evidence in 

support of the definition I have presented here, and discuss 

three theories that have the characteristics of that 

definition. (The models and research cited throughout this 

chapter employ the terms foreign language and second language 

interchangeably, therefore I will also use those terms in 

this way.) 

2.1.2 Definition of reading comprehension 

As Bernhardt (1991) implied, reading does not always 

entail comprehension; the process may fail at many points, 

leaving the reader without a conceptual grasp of the meaning 

of the text. Hence the meaning of reading comprehension must 

be distinct from that of reading. Perfetti (1988) argued 

that comprehension consists of two elements: local text 

processes and text modeling; 

First, the comprehension of any text depends upon local 

text processes that (I) encode the contextually 

appropriate meanings of the words in the text, (2) 

encode the propositions that the text contains, and (3) 

integrate these propositions across the text. Second, 

comprehension depends on the construction of a text 

model by the reader. Text modeling refers to the 

processes by which the reader combines knowledge about 

concepts, including scriptal and schematic knowledge. 
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with the text propositions to form a representation of 

the text meaning, (p. 110) 

The successful use of these processes together leads to 

comprehension of the text; failure in any of the areas leads 

to misunderstandings or a complete lack of comprehension. 

That is to say, comprehension is the successful interaction 

of the reading processes to create a meaningful 

interpretation of the written text. 

Ruddell (1974) further clarified the concept of reading 

comprehension with his recognition of three levels of 

comprehension; factual, interpretive and applicative. When 

readers achieve factual comprehension, they can report the 

explicitly stated information in the text accurately. 

Interpretive comprehension requires more skill, as it refers 

to the understanding of implicit ideas in the text, which 

demands a higher order of processing. The final level, 

applicative comprehension, indicates that the reader is able 

to evaluate and use the information in the text in other 

contexts through analogy, and requires the most complete 

understanding of the text of the three categories. This 

taxonomy is also important because it implies that 

comprehension is not a single unit, but rather a continuum of 

understanding. For the purposes of the present study, 

comprehension refers to both the factual and interpretive 

levels. The applicative level is excluded because of the 
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lack of established assessment instnaments for this type of 

comprehension. 

2.2 Three types of reading theories 

Reading theories generally are classified as one of 

three types: bottom-up, top-down, or integrative, which 

includes characteristics of both of the former categories. 

All types attempt to describe the reading process which can 

lead to comprehension, yet each considers certain elements to 

be of greater importance than other elements. Bottom-up 

theories concern themselves with the decoding of texts by 

starting with the recognition of letters, and building up to 

words, sentences and discourse. This type of theory usually 

assiames that the reader merely extracts the author's message 

from the text without contributing anything to the meaning; 

in other words, the meaning is entirely contained within the 

written words of the text and the reader's task is to find 

that meaning among the words. 

The major contribution of bottom-up models centers on 

the explanations they offer regarding poor reading. Readers 

who are unable to decode at the word level, or who are unable 

to do so rapidly, have more difficulty comprehending larger 

chunks of text because of the limited capacity of working 

memory. Rankin (1993) summarized recent research on the role 

of working memory in reading: 
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Less efficient processing of information in working 

memory (e.g., failing to "chunk" information into larger 

units, processing very slowly because of inefficient 

decoding, etc.) will take up more of the total capacity, 

creating difficulties in the processing of additional 

information (Just & Carpenter, 1992). 

Daneman, Carpenter, and Just (Daneman & Carpenter, 

1980; Daneman, Carpenter, & Just, 1982; Just & 

Carpenter, 1992) have described the possible source of 

differences between good and poor readers as a trade-off 

between the storage and processing functions of working 

memory. ... An implication of these and other studies 

(Baddeley et al., 1985; Engle et al., 1991; Just & 

Carpenter, 1992; Turner & Engle, 1989) is that working 

memory does not function simply as temporary storage of 

text information, but is responsible for processing that 

information to the degree that coherent relations can be 

formed and represented in long-term memory, (p. 262) 

In fluent reading, quick recognition and lexical access 

allows the reader to chunk more efficiently (i.e., to group 

words into larger units of meaning), such as propositions. 

Chunking is the way in which the fluent reader creates a 

mental representation of the text's information. When 

readers cannot quickly recognize and understand individual 

words, the process requires additional time and resources, 

and there is a breakdown in the process. Without these 
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larger units, readers fail to create a coherent understanding 

of the text. Bottom-up processes are particularly important 

in foreign language reading models because readers' limited 

proficiency can force them to depend heavily on decoding, 

requiring the dedication of working memory capacity for word 

recognition which could otherwise be used for higher order 

processes. 

Many top-down models such as Goodman's (1991) 

psycholinguistic model of reading use evidence from a 

particular form of error analysis called miscue analysis to 

support their argument that top-down processes are the most 

important processes in fluent reading. Miscue analysis 

consists of analyzing readers' substitutions and difficulties 

encountered when they read a text aloud. These changes in 

the original text are called miscues. An analysis of the 

type of miscue provides insight into the individual's mental 

processes and can lead to an understanding of the source of 

comprehension difficulties. In relation to the present 

discussion, the pertinent point of miscue analysis is that it 

can identify a reader's use of top-down versus bottom-up 

processing during reading aloud. 

Top-down processes, the focus of Goodman's model, deal 

with a text from the reader's perspective, rather than 

focusing on the printed word. According to this type of 

model, readers hypothesize about the text, evaluate those 

hypotheses based on prior knowledge and textual information. 
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and create meaning from the text based on prior knowledge and 

learning. This type of prediction and guessing takes place 

at the word level as well, as evidenced by semantically 

related word substitutions made by better readers during 

miscue analysis. Less fluent readers do not use these higher 

level reading processes which focus on constructing meaning 

to the same extent as better readers do. As a result, a 

preponderance of their errors are form-based. For example, a 

good reader may replace dime with dollar when reading aloud, 

but a poor reader is more likely to replace dime with dine, a 

word with a similar form, but an unrelated meaning. Goodman 

hypothesized that this indicates that the reader is relying 

too heavily on decoding, a bottom-up process. Possibly the 

most important contribution of top-down models such as this 

one is the recognition of the reader's role in creating 

meaning from a text. 

Y.S. Freeman and D.E. Freeman (1992) recently authored a 

book dealing with an offshoot of Goodman's psycholinguistic 

model. Whole Language, in a second language context. Whole 

Language is an approach to teaching and learning based on 

Goodman's theoretical stance. As such, its proponents 

maintain that bottom-up processes are learned through 

exposure to top-down processes ("Learning proceeds from whole 

to part.": Y.S. Freeman & D.E. Freeman, 1992, p. 7). This 

learning process is most efficient in a learner-centered 
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context in which learners construct knowledge from 

information that is meaningful to the students themselves. 

The last category of reading theories is integrative, in 

which fluent reading requires the reader to be skilled in 

both bottom-up and top-down processing because the two types 

of processing interact rather than function autonomously. 

(Frequently the terms integrative and interactive are used 

interchangeably. In this paper, however, interactive refers 

to a specific relationship between reader and text, and is 

subsumed under the concept integrative.) The integrative 

perspective on reading has become so prevalent in second 

language research that Carrell, Devine and Eskey (1988) 

devoted an entire book to the topic, and Swaffar, Arens and 

Byrnes (1991) (among others) dedicated another to their 

particular approach to foreign language reading. 

Integrative models are an improvement over the previous 

two categories because they arise from research showing that 

neither top-down nor bottom-up processes in isolation are 

sufficient to understanding a text; rather, both types are 

essential. For example, regardless of the reader's knowledge 

of the topic of the text, hypothesizing about the contents of 

a text is pointless if the reader cannot decipher the 

orthography. Similarly, sounding out the words of a text on 

advanced electrical engineering does not lead to 

comprehension if the reader has no knowledge of engineering. 

A variety of studies demonstrate the need shown in the 
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example above for both types of processing during reading; 

Sections 2.2.1 and 2.2.2 provide a representative sample. 

2.2.1 Research on bot-bom-up processing 

Koda's (1992) study of American students learning 

Japanese as a foreign language included several tests of the 

effects of bottom-up processing on reading comprehension. 

Using timed tests of character and word recognition, she 

measured response times, and correlated them with three 

reading comprehension test scores, followed by the 

calculation of regressions to determine effect. Koda found 

that 

1) efficiency in verbal processing -letter 

identification and word recognition, in particular-

significantly contributed to successful text 

comprehension; 2) different verbal processing skills 

accounted for the test variance differently in the two 

types of text comprehension measures (paragraph 

comprehension and cloze); and 3) none of the three 

verbal processing scores accounted for a significant 

portion of the test variance in sentence comprehension 

(p. 508). 

Koda's results exemplify the importance for comprehension of 

the bottom-up processing involved in automatic letter and 

word recognition. 
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In 1994, Koda published an overview of research done in 

second language reading in which she cited further studies 

demonstrating the effects that bottom-up factors such as 

orthography, vocabulary knowledge, and reliance on 

morphological and syntactic cues can have for second language 

readers. She also provided evidence that readers' first 

language comprehension strategies, both bottom-up and top-

down in nature, bias their interpretation of second language 

sentences by utilizing first language strategies that do not 

apply to the second language. 

Another excellent overview of research on bottom-up 

processing in first language reading forms the introduction 

of Swanson and Shock's (1993) study on semantic and 

phonological coding during word recognition in context, and 

their own study is relevant to the discussion as well. Their 

subjects read sentences that contained an underlined word. 

The word was either a synonym or a homonym of another word in 

the sentence. Subjects were to decide if the underlined word 

was an actual English word (lexical decision task), and knew 

prior to reading that they would later need to recall the 

underlined words. The assumption underlying this type of 

task is that readers who focus on meaning should recall 

synonyms better than homonyms. Poor readers should be more 

likely to remember homonyms than synonyms because homonyms 

deal with phonological coding, which many poor readers rely 

on (decoding in Goodman's terms). The authors did find a 
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significant (p < .01) relationship between reading 

proficiency and lexical decision task scores, indicating that 

"skilled and less skilled readers are comparable in recall 

that is not directly related to semantic coding, but skilled 

readers are superior to less skilled readers in the recall of 

words that rely primarily on semantic codes" (Swanson & 

Shock, 1993, p. 90). 

Van Orden (1987) also found strong evidence of the 

importance of bottom-up processing through the use of 

homophones in lexical decision tasks. The results from three 

experiments on college first language readers indicated that 

subjects' frequency of false positive identification of words 

as target words increased when the item was a homophone of 

the target as opposed to a visually similar item. This 

finding demonstrates the complexity of bottom-up processing 

in reading, due in part to the possibility for 

misunderstandings based on recognition of sound-symbol 

correlations. 

One example of a study on strategy use at the word level 

comes from Kern (1989) who focused a part of his 

investigation on word inferencing in a foreign language. 

Experimental group siibjects received strategy training at 

various levels of text processing. For word-level 

strategies, students learned to use cognates, morphology and 

orthographic cues to guess word meaning. They also learned 

to use the surrounding context to assist them in their 
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inferencing. This training in both top-down and bottom-up 

processing led to a significant improvement in the 

experimental group's ability to infer the meaning of 

unfamiliar words as compared to the untrained control group. 

The evidence from these studies indicates that bottom-up 

processes are necessities of fluent reading because the 

connections between written words and meaning are the 

building blocks of reading. Without word recognition and the 

processes that permit them to be grouped into larger meaning 

units, texts would be indistinguishable from pictures on a 

page. The research on top-down processing that follows, 

however, will make it clear that bottom-up processing alone 

is not adequate. Evidence for this comes from studies of 

readers who can rapidly and accurately recognize letters and 

words, yet must still use other processes to comprehend 

texts. 

2.2.2 Research on top-down processing 

Schema theory has been the basis for a great deal of 

evidence regarding the benefits of top-down processing in 

reading. Schema are mental structures of prior knowledge, 

usually considered to be grouped into event units for content 

schema (e.g., what happens at a wedding, a funeral, in a 

class, etc.), although not explicitly labeled as event units 

in the literature. Carrell and Eisterhold (1988) explain the 

function of schema in comprehension: "the process of 
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interpretation is guided by the principle that every input is 

mapped against some existing schema and that all aspects of 

that schema must be compatible with the input information" 

(p. 76). This mapping requires interaction between top-down 

(concept-driven) and bottom-up (data-driven) processes, which 

occur simultaneously. Readers use text to fill out specific 

manifestations of content schema, while using schema to help 

themselves interpret the textual input, creating a bi

directional flow of information. 

Research which upholds the importance of schema, and 

therefore of top-down processing, in reading comprehension is 

abundant. A small representative sample will be cited here, 

but good reviews of schema research are available in Anderson 

and Pearson (1988), Grabe (1991), and Swaffar and Bacon 

(1993). 

A memorable example of schema research lies in the well-

known study by Steffensen and Joag-Dev (1984) which tested 

reading comprehension of culturally bound texts (about 

wedding traditions), and showed that interpretation of the 

texts varied based on the readers' cultural background 

(schema). When reading the text about the native culture's 

traditions, evidence indicated significantly more 

elaborations, fewer distortions of meaning, faster reading 

times, and better gist recall than when reading the text 

about the nonnative culture's traditions. Because the 

participants were all fluent in English, the language of both 
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texts, language proficiency could not account for these 

results. The authors referred to schema theory for an 

explanation, within schema theory, the results can be 

accounted for because the participants from each culture had 

unique schemata for wedding traditions, and this fact led to 

their differing interpretations of the texts. 

A more recent study done by Long (1990) also dealt with 

content schema. Long studied the effects of prior knowledge 

on the recall of two listening activities and found 

significantly greater recall for the text for which 

participants had more background knowledge. She also found 

that thirteen of the 103 subjects overemphasized the use of 

schema, and wrote recall protocols which incorporated 

information from their prior knowledge that was not only 

absent from the passage, but incongruent with other 

information cited from the text. 

Carrell (1985) cited numerous examples of studies 

relating to formal schema rather than content schema. Formal 

schema refer to prior knowledge about prototypical text 

organization. For example, newspaper articles in English 

generally begin with a summary of the most important 

information, followed by a hierarchical organization of 

details from most to least important. The studies that 

Carrell cited provided evidence that adult readers recall 

texts better when they used the text's structure as a 

guideline for the recall. Other studies demonstrated that 
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comprehension varied with rhetorical structure. She 

continued in this vein of research, and questioned whether 

second language reading can be facilitated through 

instruction about text structure. After five hours of 

training in the recognition of text organization and its use 

in aiding recall, her experimental group significantly 

outscored their control group counterparts in recall of both 

main and supporting ideas. 

Metacognitive awareness and strategy use are two other 

areas of top-down processing research, both of which have 

been areas of interest to Carrell (1989). She identified 

metacognition as 

"1) knowledge of cognition; and 2) regulation of 

cognition. The former, i.e., knowledge of cognition, 

includes the reader's knowledge about his or her own 

cognitive resources, and the compatibility between the 

reader and the reading situation. Thus, if readers are 

aware of what they need to perform effectively, then it 

is possible to take steps to meet the demands of a 

reading situation more effectively" (p. 122). 

This applies to either top-down (text-level) or bottom-up 

(word-level) strategies. 

Carrell undertook an investigation to discern whether a 

group of English and Spanish second language readers were 

aware of their strategy use in both the first and second 

languages, and whether there was a relationship between their 
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Strategy use and their reading comprehension. For both 

groups, first language readers who placed a high value on the 

use of bottom-up strategies had lower reading proficiency, 

while their usefulness to low proficiency second language 

readers was considerable. Higher proficiency second language 

readers viewed top-down strategies as more helpful, and they 

also showed better reading performance. The results from 

Carrell (1989) indicate that second language readers use both 

top-down and bottom-up strategies, and confirm Goodman's 

(1991) hypothesis that poor readers focus more on bottom-up 

strategies than do more skilled readers. 

When Carrell, Pharis and Liberto (1989) researched the 

effects of training students in awareness and use of 

metacognitive strategies, they found significant improvement 

as measured by four pre- and posttests of reading 

comprehension in only the groups that received strategy 

training. There were two strategy training groups, each of 

which received a different type of strategy instruction, but 

both of which focused on top-down strategies only. One group 

worked on using content and formal schemata in conjunction 

with textual information in creating semantic maps (semantic 

mapping group); another group focused on the strategy of 

reading for meaning using prior knowledge, reference to the 

text, and a comparison of prior knowledge with the text (ETR 

group). Although the strategy training groups improved in 

reading comprehension overall, the test type interacted with 
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the strategy training, creating differing results for the two 

strategy groups by test type. Neither group showed 

improvement on the multiple choice test, yet both did on the 

open-ended question test. Only the semantic mapping group 

improved on the cloze test, and only the ETR group improved 

on the open-ended semantic mapping task. 

In a study designed to investigate both real and 

perceived strategy use in relation to second language reading 

comprehension, Bcimett (1988) looked at "effective reading 

strategies", which she categorized as either text-level, or 

word-level. According to this taxonomy, text-level 

strategies 

include considering background knowledge, predicting, 

using titles and illustrations to understand, reading 

with a purpose, skimming, and scanning. Word-level 

strategies involve, for example, using context to guess 

word meanings, identifying the grammatical category of 

words, following reference words, and recognizing 

meanings through word families and formation (p. 150). 

Barnett collected data on 272 college students in nineteen 

sections of fourth semester French; four of the sections 

received strategy training at both the word and text levels 

as she described them. She tested all subjects on prior 

knowledge of the text topic, had them read and complete a 

recall protocol in English for a short text, tested their 

ability to predict the continuation of another story, and 
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gave them a questionnaire regarding the reading strategies 

the participants believed they used. The author found that 

top-down strategies were important to understanding texts: 

"1) comprehension increases with better use of the strategy 

of reading through context; 2) comprehension increases as 

students perceive they use more effective strategies with or 

without an emphasis on the strategy of reading through 

context" (pp. 155-156). 

The evidence from these studies indicates that top-down 

processes influence readers' ability to put textual 

information together in a fashion that creates meaning from a 

text. The results also indicate that although top-down 

processes are essential to the reading process, they alone 

are not sufficient. Both types must act in conjunction in a 

system of creating a mental model of the text and checking 

the appropriateness of that model through reference to the 

text in order to avoid inaccurate interpretations. Top-down 

processes can both aid and impede comprehension as seen in 

Long's study, but the lack of their appropriate use was shown 

by Steffensen and Joag-Dev to lead to misunderstanding as 

well. 

2.2.3 Summary 

The sample of studies cited in Sections 2.2.1 and 2.2.2 

serves to demonstrate the importance of both top-down and 

bottom-up processing during reading. The absence of either 
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type makes reading comprehension impossible. As Carrell and 

Eisterhold (1983) stunmarized; 

Bottom-up processing ensures that the listeners/readers 

will be sensitive to information that is novel or that 

does not fit their ongoing hypotheses about the content 

or structure of the text; top-down processing helps the 

listeners/readers to resolve ambiguities or to select 

between alternative possible interpretations of the 

incoming data. (p. 557) 

This same sample of research studies is representative 

of the current areas of investigation into foreign language 

reading. It is worthwhile to note that only six factors of 

reading compound the elements which have been the focus of 

the large majority of research into foreign language reading. 

Those six elements are; 1. character recognition, 2. word 

recognition, 3. lexical access/retrieval, 4. prior 

knowledge/content schema, 5. formal schema, and 6. (real or 

perceived) strategy use. 

These six factors and two types of processes do not 

account for all of the factors known to affect reading, 

however. First language studies have incorporated studies on 

affective factors into reading research, for example, yet 

second language researchers are only beginning to do so. 

Section 2.3 discusses first language research results 

concerning affective factors in reading. This information 

combined with the data from studies done on top-down and 
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bottom-Up process justify the inclusion of these factors in 

the reading models discussed in Section 2.4. 

2.3 Interest as an affective factor in LI 

reading research 

Researchers have studied interest with increasing 

frequency since the late 1970s, with scattered studies before 

that time. The late 1980s and early 1990s produced a surge 

of new studies and information about the role of interest in 

many realms, such as motivation, learning, comprehension, 

recall, attention allocation, and information storage and 

processing. (See Renninger, Hidi & Krapp (Eds.), 1992, 

Grabe, 1991, and Bamett, 1989, for an overview of theories 

and current research.) Hidi, Renninger and Krapp (1992) 

summarized current research trends: "issues under discussion 

by resecirchers of both individual and situational interest 

include the relation between interest and attention, interest 

and effort, interest and physiological functioning, and 

interest and affect, emotion, and value." (p. 436). 

Many teachers and researchers assume that interest in 

reading materials is a positive factor in reading 

comprehension for a variety of reasons. Eskey and Grabe 

(1988) imply that interest will lead to greater motivation 

and ease of reading, for example. They believe that texts 

must be important and interesting to the reader because "Even 

in our first language we find it difficult and boring to read 
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material that is not especially interesting or relevant" (p. 

230). They therefore suggest that readers choose their own 

texts. Similarly, Devine (1988) believed that "The teacher 

should provide a rich linguistic environment in which readers 

will be exposed to topically interesting and situationally 

appropriate language samples....The language would be 

learned, as much as possible, through reading, not as a 

prerequisite for reading." (p. 267). The assumption of such 

a beneficial relationship between interest and reading has 

only recently begvin to be tested, yet it is a commonly-held 

belief among language teachers. 

In order to continue the search for information about 

this assumed relationship, a clearer understanding of the 

nature of interest is essential. Two major divisions of 

interest types are present in the literature on interest 

research: individual and situational interest. Schiefele 

(1991) defined individual interest as "the relatively long-

term orientation of an individual toward a type of object, an 

activity, or an area of knowledge" (p. 302). He believes 

that this type of interest has three essential components; 

(1) feelings which an individual associates with the topic of 

interest, (2) personal importance which is assigned to an 

object or topic, and (3) an intrinsically motivating nature 

which excludes external influence. An example of this type 

of interest would be an ongoing interest in ideas, objects or 

activities that are related to a specific sport or area of 
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research when there is no benefit to be gained from an 

outside source for continued interest in that topic, yet 

happiness accompanies the presence of these ideas or objects. 

Krapp, Hidi and Renninger (1992) further analyzed 

individual interest in terms of level of activity, using the 

terms "disposition" and "actualized state" to clarify two 

possible states of individual interest. They state that 

Dispositional interests are relatively enduring 

characteristics or general orientations to 

action...Interest can be said to "show itself in 

particular psychological states, such as focused, 

prolonged, relatively effortless attention, all of which 

are accompanied by feelings of pleasure and 

concentration (actualized individual interest) (p. 7). 

The disposition in this definition appears to be a passive 

state of interest, which can become active as an actualized 

interest. Actualized interest, then, results from the 

combination of personality features, beliefs, disposition, 

and the situational factors which activate a given interest. 

Situational interest is the second principal division of 

interest types. Schiefele (1991) defines this type as "an 

emotional state brought about by situational stimuli" (p. 

302). Characteristically it is a spontaneous, momentary 

interest, and it can lead to the development of an individual 

interest. The term describes interest rooted in ambient 

stimuli such as signs, posters, or people. A more concrete 
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example of this kind of interest would be reading a newspaper 

article about the world record for the largest pumpkin ever 

grown when the reader has no ongoing interest in following 

the progress of pumpkin size. This is also a specific 

manifestation of text-based interest, which is a central idea 

in the present study. 

Schiefele (1992) published a theoretical model of the 

relationship of interest to text comprehension in first 

language reading comprehension. In this model, situational 

and individual interest are the components of actualized 

interest; the components each have an effect on affective and 

text processes. Affective and text processes in turn 

influence comprehension. Schiefele (1991,1992) provided 

evidence in support of this model based on the results of the 

following five studies he and his colleagues have conducted. 

The first four studies compared the reading 

comprehension levels of high- and low-interest students in 

the native language. These four studies used different tests 

of comprehension to account for the possible effects of the 

task type. The reseeircher assessed the subjects' interest 

levels using a questionnaire for all four studies. To 

measure reading comprehension, the first study contained 

twelve open-ended questions requiring three levels of text 

and meaning processing. The second study required 

participants to recall as much of the text as possible. The 

third study used both a recall protocol and a series of open-
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ended questions designed to allow participants to mention 

concepts that they inferred from the text, but which had not 

been explicitly stated in it. The fourth used a recognition 

task which asked participants to identify verbatim sentences 

from the original text out of a group of sentences with 

modified wording, meaning or veracity. All of the studies 

controlled for prior knowledge and intelligence, and subjects 

in all cases were male university students. 

From his data and analyses, Schiefele (1991) concluded 

that low interest readers in these studies tended to memorize 

the words of a text, but did not process the meaning of the 

text to the degree that high interest readers did. The low 

interest readers also recalled significantly fewer 

propositions from the text. 

Studies 1, 2, and 4 provide evidence for the importance 

of topic-specific interest for the comprehension of 

learning material. It was shown that interest did not 

simply enhance the quantity of recalled text 

information, but had different effects on different 

indicators of comprehension. Specifically, the results 

suggest that interest motivates the reader to go beyond 

the text's surface and to try to understand its meaning 

and main ideas. The efforts of the interested reader 

are obviously not aimed only at memorizing the text but 

at drawing inferences and relating different parts of 

the text to one another, (pp. 309-310) 
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Schiefele's third and fifth studies focused on the 

differential use of learning strategies as they relate to 

interest levels. Similar results were obtained from both 

projects, indicating that "interest is an important motivator 

for the use of learning strategies that facilitate deep 

processing." (Schiefele, 1991, p. 312). Moderate to high 

correlations were found between topic interest and the use of 

elaboration, information-seeking, investment of time and 

effort, and critical thinking. 

The data from these five studies support Schiefele's 

model of text comprehension, but other researchers have 

identified various other factors that Schiefele's model does 

not account for. For example, there is a common assumption 

that prior knowledge and interest are highly correlated with 

better reading comprehension. In order to evaluate the 

validity of this assumption, Baldwin, Peleg-Bruckner and 

McClintock (1985) conducted a study of middle school students 

in which they separated the two variables (prior knowledge 

and interest). Using an interest inventory, a multiple 

choice test of prior knowledge and ten texts with multiple 

choice comprehension tests, these authors investigated this 

assumed relationship. Their analyses showed that the 

participants comprehended significantly better when they were 

highly interested in the text. Furthermore, the authors 

concluded that "both prior knowledge and topic interest cire 

autonomous factors in reading comprehension. In fact, prior 
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knowledge and topic interest were virtually uncorrelated in 

this study...The results also indicate that prior knowledge 

and topic interest have an additive effect on reading 

comprehension." (p. 502) Models of reading comprehension 

need to reflect this additive relationship. 

Data from a more recent study by Sadoski, Goetz, and 

Fritz (1993) also support the conclusions drawn by Baldwin et 

al. (1985). In the study at the college level by Sadoski et 

al., the authors based their research on two theories; the 

dual coding theory and schema theory. The dual coding theory 

"asserts that cognition consists of two separate but 

interconnected systems, a verbal system specialized for 

processing language and a nonverbal system for processing 

world knowledge of objects and events" (Sadoski et al., p. 

6). This theory predicts that information stored in both 

verbal and nonverbal systems will be remembered more easily, 

and "assumes that the verbal and nonverbal codes are additive 

in effect" (p. 6). 

When viewed in relation to schema theory as Sadoski et 

al. have done, the dual coding theory prediction would imply 

a more developed schemata in cases in which information is 

stored in both the verbal and nonverbal systems. According 

to schema theory, "Existing knowledge is used to give meaning 

to new knowledge, and vice-versa. Comprehension, then, has 

two facets, one synchronic (the actual process of reading), 

and one diachronic (the assembly of relationships between 
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remembered and new knowledge)" (Young, 1991, p. 1125). 

Verbal and nonverbal coding would seem to provide more 

opportunity for connections to be made between new and 

existing knowledge. 

Based on these two theories (dual coding theory and 

schema theory) and their predictions and implications as 

discussed, Sadoski, Goetz and Fritz (1993) designed a study 

to investigate the possibility of a causal relationship 

between recall and four other factors: interestingness, 

familiarity, concreteness and comprehensibility. Their 

analyses partially agreed with Asher's (1980) implication of 

a causal relationship between familiarity and 

interestingness. They found only a limited effect of 

familiarity on interestingness. However, as in the 

investigation done by Baldwin et al. (1985), Sadoski et al. 

were able to provide evidence for their hypothesis that 

interestingness has an additive effect on recall, and have 

developed a model which demonstrates the relationship among 

the factors investigated in this study. Their model 

specifies the strength of effect of both direct and indirect 

influences on recall of familiarity, concreteness, 

comprehensibility, and interestingness, providing further 

evidence of an additive relationship. 

Schraw, Bruning and Svoboda (1995) also did an 

experiment to test the effects and sources of interest on 

recall, and discovered that interest accounted for 12% of the 
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variance in recall, and furthermore, that prior knowledge did 

not significantly contribute to interest. This finding is 

relevant in that it provides additional evidence against the 

assumption that readers are more interested in topics with 

which they are more familiar. 

At the college level, Shirey and Reynolds (1988) studied 

the effects of interest on attention and learning of a text, 

and tried to establish a causal relationship. The authors 

equated learning with the percentage of correctly identified 

sentences cited from the text out of a list of unrelated 

sentences; they assessed attention through reading time per 

sentence and reaction time to a randomly inserted aural 

stimulus. The authors hypothesized that increased interest 

would lead to the allocation of more attention, thereby 

increasing the amount of information learned. The results of 

this study indicated that recall of a particular sentence 

could be predicted using the interest rating of a sentence, 

and that "adult subjects learn interesting information better 

without extra expenditure of effort" (p. 163). Causation 

could not be established, however. 

In two related experiments, Wade, Schraw, Buxton and 

Hayes (1993) gathered information on the amount of attention 

college-age readers allot to important and/or interesting 

information in a single text through the use of recall data. 

They additionally studied the quality of that attention as 

measured by persistence and the amount of time dedicated to 
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reading. The authors hypothesized a difference in the quality 

of attention allocated by the type of information presented. 

Participants recalled a larger number of unimportant and of 

interesting propositions than propositions of other types. 

Highly interesting information that was also low in 

importance was recalled most often by subjects, while 

important information received greater time and effort in the 

comprehension process. Wade et al. summarized their findings 

with the following comments: 

readers seem to use the criteria of importance and 

difficulty to guide their decisions about how to 

allocate time and effort-except when it comes to 

seductive details. That is, they judge important 

factual details to be both important and difficult to 

learn because they are highly factual, dense with 

information, and uninteresting. Consequently, most 

readers reported spending a good deal of time on this 

kind of information-time spent in concentrated effort to 

integrate information within the excerpt and to hold it 

in memory (p. 105). 

Similarly, Hidi (1990) argued that interest is "central 

in determining how we select and persist in processing 

certain types of information in preference to others. Thus 

interest plays a major role in the course and outcome of our 

mental activities" (p. 549). Her evidence for this assertion 

comes from an overview of interest research. 
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Schraw and Dennison (1994) studied interest from a 

different perspective, that of dependent variable affected by 

reader purpose. They controlled the readers' purpose by 

assigning a perspective to each group of readers prior to 

reading. The participants in all groups read the same text, 

and wrote recalls which functioned as the source of data. 

The authors found a significantly higher rate of recall of 

text segments that were of interest only to members of a 

specific group because of their assigned purpose for reading. 

Their analyses showed that readers perceived certain 

information as important, while other information as 

unimportant, based solely on the assigned purpose. "As 

predicted, segments that were interesting under one 

perspective were significantly less interesting under a 

different perspective. These differences could not be 

attributed to the intrinsic interestingness of the segments 

given that readers read identical versions of the same text" 

(p. 13). The authors interpret this result as support for 

the existence of reader-text interaction. 

The preceding studies on interest have provided evidence 

for interest as a motivator, a factor in the allocation and 

quality of attention, and a factor in learning and recall, 

and for reader purpose affecting both interest and recall. 

They have all, however, been conducted in a first language 

context. Furthermore, there remains the question of what 

role interest plays at the level of topic, or individual 
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interest, rather than situational interest in specific 

propositions. It is this question which is relevant to the 

issue of the effects of the use of self-selected texts on 

reading comprehension. The discussion of foreign language 

reading theories that follows in Section 2.4 will further 

situate the question of using self-selected texts. 

2.4 Integrative theories of foreign language 

reading 

Several prominent researchers have articulated 

integrative theories of reading. A short discussion of three 

models is the subject of the present section. The first is 

the procedural model of integrative reading authored by 

Swaffar, Arens and Byrnes (1991). The second comes from 

Bernhardt (1991), and the final model from Kern (1988, 1992). 

To varying degrees, each model accounts for the factors of 

reading comprehension for which the research cited in 

Sections 2.2 and 2.3 provided evidence. 

2.4.1 Swaffar, Arens and Byrnes 

Swaffar, Arens and Byrnes (1991) developed a "procedural 

model of integrative reading" (p. 24) that incorporated many 

of the factors shown through the research previously cited to 

have an important part to play in fluent reading. The model 

also takes into account the importance of linguistic 
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proficiency and characteristics of the text as factors that 

influence comprehension. 

There are eight main factors in Swaffar et al.'s model 

of reading, five of which the authors labeled as top-down 

factors and three as bottom-up. The bottom-up factors remain 

undivided, while the top-down factors are divided into 

reader-based and text-based elements as follows: 

Top-down £acl:ors: reader 

1. reader background (semantic knowledge); 

2. reader perspective (reading strategies). 

Top-down f ac-tors: texi: 

3. text schema (topic); 

4. structure (organizational pattern of the 

information); 

5. episodic sequence (scripts or story grammars). 

Bottom-up factors: text and reader 

6. illustrative detail (micropropositions); 

7. the surface language features of the text in 

letters, words, and individual sentences; 

8. reader language proficiency, (p. 24) 

Reader background essentially refers to the knowledge 

the reader has about the real world (content schema). Reader 
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perspective not only includes the reading strategies the 

reader uses, but also the established purpose for reading. 

Text schema refers to the topic and contents of the 

text. Structure deals with the organization of the 

information in the text; other researchers have called this 

formal schema. Episodic sequence relates to the idea of 

expectations for a text type. For example, in a fairy tale, 

the expected episodic sequence involves a hero, a villain and 

the villain's victim. The story will probably be in the past 

tense, third person, will follow the chronological order of 

events, and will have a happy ending, possibly with a moral. 

It is unclear from Swaffar et al.'s descriptions that text 

structure and episodic sequence are actually different 

factors, however. 

The bottom-up factors (micropropositions, surface 

language of the text, and linguistic proficiency) also affect 

reading according to this model. The authors claim that 

identification of supporting details (micropropositions) 

contributes to overall comprehension by providing information 

which can clarify the main ideas through the use of features 

such as examples, extended descriptions, or contrasts. They 

similarly argue that the surface language used in the text 

can aid or impede comprehension because it may contain 

complex syntactic structures, archaic or uncommon vocabulary, 

technical usage, or, in contrast, simplistic syntax and 

familiar vocabulary and usage. 
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The final bottom-up element in Swaffar, Arens and 

Byrnes' model is linguistic proficiency. Within this model, 

language proficiency can facilitate reading in at least two 

ways. First, proficiency leads to more automatic recognition 

of individual words, or in Goodman's (1991) terms, faster 

decoding. Guessing meanings of unfamiliar vocabulary is 

simpler given greater understanding of the surrounding 

context and of the morphological relationship between words. 

Second, sound-symbol correlations are less of an obstacle 

with greater proficiency, providing the reader with more 

phonological cues to meaning. 

These top-down and bottom-up factors work together 

during fluent reading to create comprehension. The authors 

of this model assume that the mind has the capacity for 

simultaneous parallel processing of information at different 

levels in order to ensure that the various factors can 

interact, and with enough rapidity to avoid overburdening the 

capacity of working memory. A breakdown in any of the areas, 

however, can explain comprehension difficulties. For 

example, simple surface language is not a sufficient 

condition for comprehension; readers must also possess a 

perspective which allows them to develop an acceptable 

meaning. An excellent piece of evidence for this claim comes 

from Bransford and Johnson (1972) and their use of a text 

about doing laundry. The references in the text are 
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ambiguous, although the language is quite simple, and 

consequently some readers found it difficult to decipher. 

2.4.3.1 Summary and critique of Swaffar, Arens 

and Byrnes' model 

Swaffar, Arens and Byrnes (1991) described the foreign 

language reading process by incorporating both text and 

reader factors in recognition of research demonstrating that 

reading is an interaction between the reader and the text. 

The authors further categorized the factors as top-down and 

bottom-up in nature, and convincingly argued that the 

integration of both types during reading are necessary for 

successful comprehension. 

There are several problems with this model, however. 

First, the definitions of many of the factors included in 

this model are not clear. For example, the authors do not 

clarify the distinction between episodic sequence and text 

structure, and further confuse the two by describing episodic 

sequence as the "story structure" (p. 74). Second, the 

authors' categorization of factors as top-down and bottom-up 

is arguable, as in the case of their classification of 

strategies as top-down. Reading strategies can focus on the 

word level as well as on the discourse level, yet reading 

strategies only appear as a top-down factor. Third, the 

argument lacks supporting evidence for the inclusion of 

illustrative detail and the impact of language proficiency. 
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That is not to say that they are not pertinent to the reading 

process. Rather it is to suggest that the authors should 

include relevant studies in those areas, such as those that 

have been published concerning the role of language 

proficiency with particular focus on testing Clarice's (1988) 

short-circuit hypothesis. (See for example, Carrell, 1991; 

Perkins, Brutten, & Pohlmann, 1989.) Fourth, Swaffar et al. 

did not incorporate into their model several factors whose 

importance to the reading process is evident from the studies 

cited in Sections 2.2.1, 2.2.2 and 2.3, namely word 

recognition processes, bottom-up strategy use, a broader 

concept of metacognition, and affective factors. Finally, 

there is no explanation of how the factors included in the 

model interact, only that they can occur simultaneously in a 

type of parallel processing that is also unclear. For 

example, the model does not indicate whether top-down 

processes influence bottom-up processes or whether they 

function autonomously with no exchange of information. 

Section 2.4.2 describes a foreign language reading model 

developed by Bernhardt (1991) that improved upon some of the 

aspects of Swaffar et al.'s model. 

2.4.2 Bernhardt 

In her 1991 book, Bernhardt published a database of 

previous research in second language reading which she used 

to develop and argue for her theory of reading comprehension. 
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She categorized the 121 cited studies into nine areas of 

research; (1) word recognition, (2) background knowledge, (3) 

text structure, (4) oral-aural factors (i.e., phonological 

coding, reading aloud, and the reading-listening 

relationship), (5) syntactic factors, (6) cross-linguistic 

processing strategies, (7) metacognitive and affective 

factors, (8) testing, and (9) instruction. (Metacognition is 

the "conscious awareness of cognitive processes.", pp. 52, 

54) From her meta analysis of these studies Bernhardt 

surmised that fluent word recognition, familiar text 

structure, and relevant and appropriately used background 

knowledge have a facilitative effect on foreign language 

reading comprehension. However, the studies on the remaining 

six areas (oral-aural factors, syntax, processing strategies, 

metacognition and affect, methods of testing, and 

instruction) showed no clear relationship to comprehension, 

or were too few or too problematic to provide a basis for 

judgment. 

Using the factors involved in reading for which she 

found convincing evidence, Bernhardt proposed a model of the 

development of reading proficiency. She then added two 

additional factors, syntactic knowledge and phono-graphemic 

features, which she believed necessary to reading even though 

previous studies did not provide strong evidence to 

demonstrate their importance. The five factors Bernhardt 

chose to include in her model are word recognition, phono-
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graphemic features, syntax, background knowledge and 

intratextual perceptions (i.e., "how the reader perceives cind 

then reconciles each part of the text with the preceding and 

succeeding discourse context", p. 122). 

The model that Bernhardt developed assumes an 

interaction among these five factors throughout the 

development of proficiency in the foreign language. 

Bernhardt plotted the hypothetical error rate of each of the 

factors throughout the development of language proficiency in 

order to demonstrate the changing nature of the interaction 

among the factors of reading over time. The error rate for 

each factor is unique: phono-graphemic features and word 

recognition have high error rates at low proficiency levels, 

but a rapid decline in errors appears as proficiency 

increases. In contrast, syntactic errors increase with more 

proficiency because of the greater number of familiar yet 

unmastered structures to which the learner is exposed over 

time; the quantity of syntactic errors finally declines as 

the learner gains command of the syntax. Background 

knowledge and intratextual perceptions show very little 

reduction in error rates with increased proficiency as the 

"reader begins to rely more on the language and less on what 

he/she thinks the language contains" (p. 170). 

As the final element of the model, Bernhardt explained 

that metacognition must be included, but that it is 

"different from the other features. Metacognitive activity 
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is present in all of the levels of subjects synthesized 

above. ... Subjects seem to use these strategies or they do 

not." (p. 170). Because of the pervasive nature of 

metacognition, Bernhardt incorporates it into the model, but 

as a distinct type of element. This argument is problematic 

for three reasons, however. First, it is unclear from 

Bernhardt's definitions that intratextual perception is 

distinct from metacognition; the former appears to be a 

manifestation of the latter. Second, metacognition is not an 

all-or-nothing proposition; studies in strategy use show that 

individual readers use metacognitive strategies to differing 

degrees and in different contexts, although there is some 

level of consistency for good versus poor readers (e.g., 

Anderson, 1991; Carrell, 1989; Raymond, 1993). 

Third, each of the factors Bernhardt included in her 

model is in fact an individual learner characteristic and 

consequently metacognition should not be considered as 

distinct from the other factors. Although all readers, in 

theory, utilize each of the factors, the control and use of 

each factor is unique to each reader. The concept of 

background knowledge most clearly exemplifies this 

variability. The depth and breadth of knowledge about 

politics, for example, is likely to vary by person, and will 

influence the extent to which each reader understands a text 

about politics. At the same time, background knowledge is a 

factor in the reading process for all readers regardless of 
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the quantity or quality held by each individual. Both the 

presence and absence of background knowledge affect the 

reader's comprehension. Metacognition functions in a similar 

fashion; it is common to all readers, but each reader uses 

metacognitive strategies uniquely. Therefore it is 

inappropriate to distinguish between metacognition and the 

other variables in the model. Nonetheless, Bernhardt 

separates background knowledge from metacognition. 

2.4.2.1 Summary and critique of Bernhardt's 

model 

In summary, Bernhardt's model of the factors of reading 

is important for its grounding in empirical studies, its 

dynamic nature, and its incorporation of five variables shown 

to have an effect on comprehension. Nonetheless, two points 

bear discussion. First, the empirical data Bernhardt used to 

determine which factors to include in her model do not 

provide a sound basis for the nature of the proposed 

development over time that the author included in her model. 

Studies to date have not been longitudinal, and therefore the 

model is not as firmly based in research as it first appears 

to be. Nonetheless, investigations can be done in the future 

to test the model's predictions of error rates; Bernhardt 

(1991) herself acknowledged the need to test this model 

further. Contributing to this end, she directed Griffin's 

(1993) dissertation, which provided some tentative support 
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for the developmental patterns of word recognition and 

syntax. 

Second, the model excludes affective factors even though 

they clearly have a role in first language reading and are 

likely to play a part in foreign language reading as well. 

Therefore reading models should include both metacognition 

and affect even though their inclusion requires a more 

complex theory to account for a greater number of factors. 

The final model of foreign language reading in this 

chapter appears in Section 2.4.3. Of the three theories 

presented, it is the most well developed based on its ability 

to account for the problems inherent in the two models 

already discussed, as well as for the extant evidence from 

previous research. 

2.4.3 Kern 

Kern (1988) presented a model of reading based on 

research in each of three categories of factors: linguistic, 

cognitive, euid affective factors. Each set of factors is 

integrated with the others in the reading process and 

accounts for a variety of problems experienced by foreign 

language readers. 

Four issues comprise the linguistic factors in Kern's 

model of foreign language reading. In his view, the reader 

must first be familiar with the orthography, lexicon, syntax 

and semantic relations of the foreign language in order to 
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make sense of a text. Second, the reader must be able to 

construct meaning between phrases, sentences and discourse. 

Third, knowledge of discourse organization is essential. 

Last, the first language has both positive and negative 

transfer effects during the process of reading. 

Kern argued that linguistic factors alone do not account 

for successful reading in either the first or second 

language. On the contrary, fluent reading requires the 

integration of linguistic factors with cognitive factors, 

which he discusses in the context of defining foreign 

language reading. Kern described foreign language reading as 

a 

cognitively demanding process, involving the 

coordination of attention, memory, perceptual processes, 

and comprehension processes. All readers, whether in a 

native or non-native language, must divide their 

available mental energy among at least five processes: 

(1) the visual processing of surface features of the 

text, (2) the selection of cues from this input, and the 

storage of cues in working memory, (3) the anticipation 

of future cues (based on stored cues and background 

knowledge), (4) the testing of predictions against 

subsequent input, and (5) the storage of generated ideas 

and information in long term memory. For the mature, 

fluent, native language reader these processes generally 

occur automatically. Reading in a foreign language, 
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however, places additional demands on all of these 

components, mciking text processing and comprehension 

less efficient. (pp. 51-52). 

As the final element of Kem's model, he included 

affective factors as a force in the reading process. Within 

this category he placed studies showing that anxiety, self-

confidence and motivation have an effect on metacognition. 

He also listed interests and values in this area, but 

provided no clear evidence of their roles. Kem theorized 

that affective factors influence attention, risk-taking, goal 

setting and levels of dedicated energy, which in turn play a 

part in the comprehension achieved by the reader. 

In his 1992 article. Kern reorganized all of this 

information and better described the interactions among the 

three sets of factors. He grouped the linguistic factors and 

the bottom-up cognitive factors into "lower level processes" 

which are responsible for processing the visual forms, and 

compiled the remaining cognitive factors as "higher level 

processes." The higher level processes, such as synthesis, 

analysis and inference, deal with meaning rather than form. 

He then established a third component, which has "executive 

control" of the reading process. This final component must 

"give purpose, set goals, and provide appropriate strategies 

for achieving established goals" (Kern, 1992, p. 310). It 

must therefore also evaluate the effectiveness of the process 
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and modify it as needed based on the output from the other 

two components. 

There is a bi-directional flow of information between 

the lower and higher level processes, as well as between the 

output of these two sets and the executive control processes. 

This flow of information and the participating components 

form a system which permits integrative and interactive 

processing. Kern claims that affective factors influence the 

entire process through each component because they constrain 

the functions of the three types of processes. 

It is of interest to note that Kem described each of 

the sets of processes (higher level, lower level and 

executive control) as levels of schemata. This application 

of the term schemata to include procedural knowledge is 

unusual. However, Kern justified this use because he 

interpreted schema theory as an interaction between prior 

knowledge and text (in the case of reading), and he viewed 

cognitive processes as one type of prior knowledge. Prior 

knowledge and procedural knowledge are distinct though, in 

that the author of a text does not intend to deliver a 

message that simply causes the processing to take place, but 

rather to convey some purposeful message to the reader. It 

is information about the world that readers use to interpret 

the meaning of the author's intended message, not the 

processes themselves which are used to reach that 
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interpretation. This use of schemata is one that should be 

discussed in greater detail elsewhere. 

2.4.3.1 Summary and critique of Kern's model 

Keim (1992) summarized his revised model of foreign 

language reading in the following way: 

In conclusion, reading is a thinking process in which 

goals are set, hypotheses are made and tested, and 

information is analyzed, synthesized and evaluated 

within the framework of the reader's background 

knowledge. It is also a process that is constrained by 

the reader's attitude, motivation, confidence and 

anxiety level, (p. 319). 

This revised model is an improvement over Bernhardt's 

(1991) model because it accounts for some affective factors 

in the reading process. It is also more explicit than 

Swaffar, Arens and Byrnes' (1991) model in explaining the 

nature of the factors involved in reading and their 

concomitant interactions. Nonetheless, there continue to be 

many variables which this model, like the other cited, does 

not include. As Swaffar (1988) noted, among the variables 

appearing in current research are; 

affect (...), background (linguistic cind personal), 

metalinguistic intuitions (this sounds right), verbal 

intelligencef non-verbal intelligence, field 

independence, and field dependence (analytical versus 
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global problem solving), reader goals language 

aptitude, first and second language proficiencies in 

various skills, (p. 125) 

The role of some of these factors in both Kem's and other 

reading models is unclear, and should lead to further 

revision of those models. 

2.5 New conception of the reading process 

The development of foreign language reading theories has 

been a fruitful process. Kem's (1992) model improved upon 

previous models by including all of the factors for which 

there is strong evidence of a role in foreign language 

reading, by defining the factors, and by describing the 

interactions among them. Furthermore, he included several 

factors that he believed would influence the reading process, 

but which require further investigation. Research testing 

the relevance of the variables and the nature of their 

interactions will provide an excellent basis for the 

validation or revision of this model and other models of 

reading. 

Although we have seen great advances in this area, there 

still remains at least one element that is problematic in all 

reading theories to date, and that is the underlying 

conception of the reading process. To my knowledge, all 

studies done in the area of reading, regardless of language, 

look at the types of processes that occur once a reader has a 
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text to read. Yet when we read in everyday life, we go 

through a process of selecting materials to read, deciding 

how much of the chosen materials to read, reacting to the 

text, and determining what to do with the text once we've 

read it. As suggested by Swaffar (1988), this process is 

influenced by factors beyond those currently labeled as top-

down and bottom-up. To her list of factors I would add that 

reading takes place in a social context that affects reading 

behaviors. For example, reading can be an individual or 

group endeavor, and each person involved may have a different 

perception of the importance of reading. These elements may 

influence readers' purposes, persistence, and focus during 

reading, yet these areas have been the subject of very few 

studies. 

Research into the role of factors outside of this 

narrowly defined idea of the reading process has slowly 

begun. Further investigation may lead to the expansion of 

this view and the revision of current reading models to 

include these unstudied influences on reading. For example, 

reading researchers have not studied the role that the 

process of text selection plays in reading and in 

comprehension. Nor have investigations probed in depth the 

variability in the reading process or its outcomes resulting 

from the fact that readers are humans and individuals. The 

existence of a correlation between personality traits and 

elements of the reading process or comprehension could be 



72 

investigated. There may be variation in comprehension or 

persistence due to the context in which reading takes place, 

or to physical factors affecting the reader. Text featvires 

such as the difficulty of the text for individual readers are 

also a possible source of variation. 

At the other end of the reading process, the concept of 

comprehension comes under scrutiny as well. Our measures of 

comprehension assume that understanding of a text is 

immediate if it is to exist at all, without considering that 

greater understanding of a text may require additional time 

and conscious or subconscious processing. It may be the case 

that information given to readers after they have read will 

have an impact on their interpretation of a text, as might 

discussions, test-taking, or other activities employing 

information from the text. The readers' uses of the textual 

information may cause them to reevaluate their interpretation 

of a passage. 

As a final argument for a reassessment of the concept of 

reading, a reference to Griffin's (1993) dissertation is 

appropriate. She compared her own study of the individual 

differences in reading by twelve variables representing 

cognitive abilities, knowledge of the second language, and 

first language reading proficiency, to similar investigations 

done by two other researchers who had also studied first and 

second language reading. The largest amount of explained 

variance in the three studies was only 32% even though up to 
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twelve factors shown to have an effect on reading were 

included in these analyses. In comparison with other studies 

in reading, 32% explained variance is quite high. This fact 

begs the question of the sources of the unexplained variance, 

however. The present scope of analyses do not appear 

sufficient to the development of a complete understanding of 

the reading process. 

All of these issues demonstrate the need to broaden the 

concept of reading to include the events leading up to 

choosing to read as well as to include the events following 

the act of processing the written words. The present study 

on the use of self-selected texts is an initial step in the 

direction of revising our conceptualization of reading. 

2.6 Ra-bionale for si:udying text selection 

The present study begins the process of investigating 

factors that may influence the reading process as well as 

reading comprehension with a scrutiny of the relationship 

between text selection and reading comprehension. The study 

also researches participants' reasons for text selection 

itself in order to initiate a description of this unknown 

phase of the reading process. 

In many first language classrooms there is a current 

pedagogical trend toward using self-selected texts. These 

trends, particularly within Whole Language classrooms, 

encourage the use of Sustained Silent Reading (time set aside 
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in class for students to read books of their choice), trade 

books, and self-selected texts without a sound basis for 

determining the value of these practices. The assumption 

underlying this trend is that readers who enjoy reading will 

do so more often, and will read better with more practice. 

Whole Language proponents further believe that language 

learning proceeds from whole to part; in other words, readers 

will not only learn to read through practice, but will also 

learn language by the same means. Therefore, allowing 

students to choose their own reading material should be the 

best way to lead them to enjoy reading, learn more of the 

foreign language, and improve their reading proficiency. 

These related assumptions are the reason I chose to study the 

use of self-selected texts as a possible factor affecting 

reading comprehension. 

First language reading researchers have provided results 

which tentatively support these pedagogical trends. By 

studying the effects of interest on reading comprehension and 

learning, they found that interest led to improvements in 

both quantity and quality of reading. However, they have 

also found that interesting items in a text can distract the 

reader from more important information, leading the reader to 

learn less relevant information. These studies do not, 

however, investigate the relationship between interest in the 

topic of a text and either comprehension or learning, but 

rather interest in specific pieces of information within the 
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text. Hence, the support from interest research for the use 

of self-selected texts is indeed tentative. 

Additionally, the current concept of the reading process 

needs to be reassessed with reference to variables that have 

not yet been addressed in models of reading. The study of 

self-selection of texts may provide insight into all three 

areas: as a test of the assumptions seen in pedagogy, an 

expansion of the results to date from interest research, and 

as insight into the factors of reading beyond those involved 

in the present definition of the reading process. If the 

present study finds evidence that text selection is linked to 

reading comprehension, those results will also argue for such 

a reassessment. 

In order to begin to delve into this new area of 

research, the present study used an experimental design in an 

attempt to evaluate the effects of using self-selected texts 

versus assigned texts in a foreign language classroom. On a 

weekly basis throughout one semester the participants in the 

experimental group answered a questionnaire to describe the 

Spanish language texts they chose to read, the topics of 

those texts, their prior knowledge of those topics, and the 

reasons for which they selected each text. They also 

completed a questionnaire prior to all other reading 

activities, providing demographic information about 

themselves, as well as information about their interests. 

These pieces of data formed the basis for an analysis of 
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reader characteristics and their relationship to text 

selection and reading comprehension. 

Similar information from the control group, who read 

assigned texts rather than choosing their texts, provided the 

basis for evaluating the effects on foreign language reading 

comprehension of using self-selected texts. Based on the 

theories and research presented in this chapter, I 

hypothesize that the experimental group, who selected their 

own texts, will improve their reading proficiency more than 

the control group, who read assigned texts. In addition, I 

hypothesize that there will be enough variance within the 

experimental group to identify high and low proficiency 

readers. Finally, text selection behaviors will 

significantly vary between the high and low proficiency 

groups. 

2.7 Summary 

This chapter contains a body of evidence supporting the 

inclusion of top-down and bottom-up processing in reading 

theory, and the addition of affective factors to current 

models. The cited evidence formed the basis for a critical 

discussion of three models of foreign language reading, all 

of which are empirically based, integrative and interactive 

theories. This discussion led to the conclusion that reading 

theories may need to be broadened in order to account for a 

new perspective of the reading process, which begins with the 
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decision to read and the selection of a text, and which may 

have no clearly defined ending. 

The present study begins the search for factors that may 

influence the reading process or reading comprehension by 

studying the relationship between text selection and reading 

comprehension. The study also attempts to provide insight 

into the text selection process itself. The following three 

chapters describe the methodology used to gather information, 

the analyses of the data, and the implications of the study. 
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CHAPTER 3 

METHODOLOGY 

Introduction 

As discussed in Chapter 2, foreign language reading is a 

complex activity because it requires the interaction of a 

reader with a text, as well as the integration of top-down 

and bottom-up processes within the constraints created by 

limited language proficiency. Due to the complexity of these 

interactions, studies focusing on reading must elicit data 

providing multiple sources of information about a single 

component of reading. The element of reading which is the 

focus of the present study is the selection of texts as it 

relates to the reading process and reading comprehension. 

In order to elicit information about both text selection 

and reading comprehension, I incorporated two questionnaires 

and two tests of reading comprehension into the experimental 

design. The questionnaires provide insight into the 

processes involved in readers' selection of texts and their 

personal characteristics. The reading comprehension tests 

are of two types, a multiple choice test and a written recall 

protocol. Each is a source of information about the 

subjects' reading comprehension, although each provides a 

unique perspective on subjects' understanding. 

Another concept lies behind the methods used to gather 

data in this experiment: the responsibilities a researcher 
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has to the siabjects in providing an appropriate language 

learning experience. The ethical researcher must take into 

account the subjects' language learning needs when deciding 

on the research design in a study such as this one which 

investigates the effects of a treatment on the subjects' 

progress in the language. Therefore, the pedagogical 

validity of the subjects' tasks must be of concern. For this 

reason, the tasks that subjects completed exposed them to 

contextualized, native language texts on the World wide Web 

which came from various Spanish-speaking countries. The 

experimental design also had as a pedagogical goal the 

development of the links between reading and writing in the 

foreign language, and the integration of these skills into 

the study and practice of listening, conversation, and 

grammar. 

Hence, within this experimental design there is a 

meeting of research and pedagogy that allowed both the 

subjects and myself to leam about topics of our choice. I 

was able to study the effects of self-selected text use on 

subjects' level of reading comprehension in addition to their 

methods of choosing a text, while the subjects studied the 

Spanish language through materials over which they had some 

control. 
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3.1 Experimental site and subjects 

3.1.1 Experimental site 

The University of Arizona was an appropriate site for 

this study for two main reasons. The large population at 

this university provides a representative sample of native 

English speaking university students from around the United 

States who attend similar institutions. Included in this 

category are other large, public. Research I universities 

with a sizable body of graduate students serving as 

instructors at the basic language level. 

Furthermore, the Spanish basic Icinguage program has an 

established pattern of the use of teclinology in foreign 

language education during the first four semesters of 

instruction. Prior to the semester of this study, students 

at these levels completed a combination of computerized 

language activities on a weekly basis that included reading, 

listening, grammar, and vocabulary exercises. These 

exercises required students to process and answer questions 

about native language materials whose original target 

audience consisted of native speakers of Spcinish. 

Due to this historical situation, the hardware and 

support services necessary to conduct an investigation using 

the World Wide Web, a relatively new technology, were 

available to both myself and the student body, as was the 

requisite familiarity of the students with computer use. 

Assistance with programming, statistical analysis, and data 
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collection were provided through the Center for Computing and 

Information Technology (CCIT), as was daily help from the 

Humanities Language Lab staff for the students who were using 

the World Wide Web to complete their class assignments. In 

terms of hardware, the Humanities Language Lab has 32 

Macintosh computers with World Wide Web access which are 

available to the students, plus there are five open-access 

computer labs on the campus which house approximately 170 

more computers distributed among those five sites. 

As mentioned, the students at the third semester level 

who progressed through the first two levels at the University 

of Arizona were already familiar with other applications of 

computer activities to language learning. This site, then, 

provided a population who would be less affected by the 

introduction of the World wide Web than students who are 

unfamiliar with computer assisted language instruction. 

Lastly, the instructors in the Department of Spanish and 

Portuguese are accustomed to learning to use new technologies 

in instruction. Their ability to adapt to the use of the 

World Wide Web and to train their students in its use are 

required for a study of this nature. In addition, the 

instructors have learned to use the World Wide Web for their 

own purposes, and as a result, are able to direct their 

students with confidence. 
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3.1.2 Population 

Students at the university of Arizona in the third 

semester of Spanish for nonnative speakers, Spanish 201, 

served as the target population. Spanish 201 is an 

intermediate level foreign language course that focuses on 

the further development of the basic elements of Spanish 

grammar which students covered in the first year courses. 

The course also aims to broaden students' exposure to 

Hispanic cultures through the use of a variety of reading and 

listening materials, which the teachers integrate into the 

practice of conversation and writing skills. It is the third 

of four required semesters of foreign language study for 

students whose majors fall within the College of Arts and 

Sciences. 

The four sections of Spanish 201 that participated in 

this study followed the same syllabus as the remaining 

fifteen sections of the same level. The syllabus organizes 

the grammatical concepts that are relevant to the level, but 

allows the individual instructors the freedom to choose a 

specified number of reading assignments from a textbook, plus 

other materials. There are two required textbooks for this 

level, Pasajes: Lengua, and Pasajes: Cultura (Bretz, Dvorak 

and Kirschner, 1992). The first is a grammar text, the 

second a reading text containing materials about various 

cultural topics. It also contains reading strategy training 

sections which the instructors help students to use as they 
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work on readings from the book during class time. The course 

also includes the use of videos and laboratory materials in 

Spanish outside of class time. 

3.1.3 Sampling Method 

The 100 students enrolled in four of the nineteen 

sections of Spanish 201 during the Spring 1996 semester 

constituted the sample for this experiment. The sample is 

equivalent to 18% of the total enrollment for that semester. 

Due to the plan to carry out analyses of the control and 

experimental groups separately as well as together, the 

minimum number of subjects needed for valid statistical 

analyses was sixty students. This quantity of data permits 

valid statistical analyses of the data within the control and 

experimental groups, as well as to allow valid comparisons 

between the two groups. The actual number of participants 

who completed all parts of the study surpasses that minimum, 

with a final total of 68 participants. Of the remaining 32, 

29 did not complete at least one of the four reading 

comprehension tests, preventing an analysis of their reading 

comprehension over time. The other three students dropped 

the class for personal reasons. 

Students had a choice in their participation in this 

experiment, although their inclusion in the study had little 

effect on their required coursework. All of the sections of 

Spanish 201 completed weekly readings which students found on 
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the World Wide Web. A series of writing and in-class 

activities followed the readings, which counted as 15% of the 

final grade in the course. The only further work done by 

subjects in this study involved taking the two pretests and 

posttests of reading comprehension, and answering two 

questionnaires, one on a weekly basis. Their performance on 

these tasks did not in any way affect students' grades. 

Two of the four sections of Spanish 201 participating in 

this study were randomly assigned to be the control group, 

and the remaining two sections to be the experimental group. 

The sections consisted of students who had enrolled 

themselves in that class, creating a certain amount of 

randomness in the assignment of subjects to the class 

sections as well as to the control and experimental groups. 

Two instructors taught the four sections, and each instructor 

had one experimental and one control group in order to reduce 

the effects of the teacher on the outcomes of this study. 

Also, the classes met at four different hours of the day, 

thus avoiding a bias by class hour. The first class began at 

10:00, and lasted fifty minutes; the other three classes 

began at 11:00, 12:00, and 1:00, cind had the same duration. 

The division of participants was uneven between males 

and females, although the distributions in the control and 

experimental groups were even. Eleven males and 23 females 

comprised the experimental group and ten males and 24 females 

pertained to the control group; their average age was 19 
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years. The ages of the subjects varied from 18 to 28, 64 

(94%) of whom were between 18 and 21 years old. The majority 

of the subjects (84%) classified the family in which they 

grew up as middle class; eight siabjects came from lower class 

families, and three from upper class families. The largest 

subset of the subjects (76%) held freshman standing at the 

University of Arizona, with the remaining students divided 

into approximately even numbers of sophomores, juniors and 

seniors. Subjects represented a wide selection of majors, 

although most were from the College of Arts and Sciences, for 

which there is a two year foreign language requirement. 

Concerning students' Spanish experience, the subjects 

reported having an average of 3.4 years of previous 

experience with Spanish in a classroom plus an average of one 

additional year of exposure to Spanish in nonacademic 

contexts. Based on their individual experiences, 34% (23) of 

the subjects assessed themselves as having some to average 

fluency in Spanish for their level of study, 53% (36) 

evaluated themselves as somewhat fluent, and 13% (9) claimed 

to be barely fluent. Similar results concerning the 

perceived difficulty of reading Spanish texts were found; one 

person (1.5%) found reading to be very easy, 38 (55.9%) 

students found reading to be somewhat easy for them, 27 

(39.7%) said reading is somewhat difficult, while only two 

(2.9%) deemed reading in Spanish to be very difficult. 
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All but one of the subjects (98.5%) have had previous 

experience in using a computer, most frequently for the 

purposes of word processing and email. In descending order, 

other uses selected as students' most common use of computers 

were access to the Internet, games and entertainment, data 

collection, and library searches. The frequency of subjects' 

use of computers, regardless of piirpose, Vciried greatly. 

Some subjects reported using a computer every day of a 

typical month, and others reporting never using a computer in 

a typical month. Nine of the subjects use a computer fewer 

than five times a month, 27 use one five to ten times 

monthly, nine use one between eleven and fifteen times, while 

23 use a computer more than fifteen times each month. Their 

confidence level in using computers in general was quite 

high; only eight respondents indicated feeling at all unsure 

of themselves as computer users. Most subjects (73.5%) also 

reported at least minimal confidence in using computers for 

tasks that are new to them. 

Use of the world Wide Web by subjects prior to the 

initiation of this study was minimal. Although most students 

were familiar with the name, they had not had the opportunity 

to use the Web, and some verbally commented that they were 

unsure what it actually was. Among the 26 subjects who had 

accessed the World Wide Web, 25 reported having enjoyed the 

experience somewhat. Subjects who enjoyed using the World 

Wide Web most frequently attributed their pleasure to the 
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level of interest of the materials they had found. For the 

subject who did not enjoy using the World wide Web, the lack 

of guidance inherent in the current system was the primary 

cause for their dislike of the experience. 

3.2 Hypotheses 

Given the experimental design of this study, subjects 

belonged to either the experimental or control groups, 

respectively the self-selected text group and the assigned 

text group. The treatment received by the experimental group 

consisted of the subjects choosing their own reading 

materials from the World Wide Web which they used to complete 

a weekly assignment. The researcher provided the control 

group with a list of assigned texts which they used to 

complete the same assignment. There are six null hypotheses 

that arise from this design and which are the focus of this 

study: 

Hgi No significant difference in reading comprehension as 

measured by either the multiple choice test or the retelling 

test exists between the control and experimental groups. 

HQJ No significant difference between the control and 

experimental groups in their gain scores on the reading 

comprehension tests as measured by the change in scores from 

the pretest to the posttest is present. 
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HO3 No significant difference in the nvonber of texts 

read during the course of the study, the perceived difficulty 

of reading Spanish, Spanish fluency, or previous experience 

with Spanish between the control and experimental groups is 

evident. 

HO4 In the experimental group, no relationship is 

apparent between reading proficiency or direction of change 

in proficiency over time and the topics of texts chosen 

during the course of the study. 

Has In the experimental group, no relationship is in 

evidence between prior knowledge about selected texts and 

either reading proficiency level or direction of change in 

proficiency over time. 

Hgg In the experimental group, no relationship between 

reasons for text selection and either proficiency level or 

direction of change over time is apparent. 

3.3 Treatment 

Subjects in the experimental group, or the self-selected 

text group, had a weekly reading assignment, which was to use 

the World Wide Web to find a text in Spanish that dealt with 

an aspect of the Hispanic world that was of interest to the 

individual students. Sections 3.3.1 and 3.3.2 describe the 

procedure for finding a text, as well as the tasks the 

students completed during and after reading the selected text 

each week. 
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3.3.1 Materials selection 

The materials included in the activities used by the 

subjects of this study were located on the World wide Web 

during the semester prior to the initiation of the present 

investigation. The World Wide Web contains a plethora of 

materials in text, graphics, sound and video, as well as in 

several languages. In order to avoid the frustration that 

students would be likely to experience in searching through 

the thousands of Web sites, a home page designed in html 

(hypertext markup language) guided students directly to texts 

in Spanish. The home page provided links to eight categories 

of Spanish resources, including access to servers located in 

Spanish-speaking countries, texts on culture, entertainment, 

tourism, and more general sources of texts such as 

newspapers, magazines, and literature collections, users 

clicked on a link (or selected it with the arrow keys) to 

call the materials to the screen from the server on which 

they are stored. 

Training for students took place using the browser 

Netscape 1.1, a piece of software which facilitates the 

display and control of text, graphics, sound and video, and 

the movement between pages of the World Wide Web. Netscape 

is available at all of the computer sites on campus, and the 

teachers encouraged their students to use this browser until 

they became accustomed to the system and could learn to use 

other browsers if they chose to do so. 
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All of the links on the home page of Spanish resources 

led to texts by native Spanish-speaking authors. Materials 

which were rejected included those containing English or 

nonnative errors in Spanish. This restriction led to the 

rejection of seven links, and the inclusion of 73 links, each 

of which was connected to multiple texts. Among the sources 

incorporated were newspapers and magazines from many Spanish-

speaking countries, poetry, plays, short stories, propaganda, 

historical and educational texts, and much more. The 

quantity of texts is vast, as is the diversity of topics. 

Also, the texts are completely contextualized through a 

system of directories which lead users to the texts 

themselves. This feature created a more realistic reading 

context than typical classroom readings, such as textbooks or 

graded readers, can provide. 

Two main characteristics of the resources on the World 

Wide Web demonstrate the advantages in using this technology 

as the source of texts in this study. First, the selection 

of available texts has the benefit of being very broad in 

terms of quantity, genre, topic, length, and structure; 

native speakers of Spanish wrote the texts, and other Spanish 

speakers use them for real-world purposes, in contrast with 

texts chosen by textbook authors specifically for foreign 

language instruction. Second, the materials are accessible 

from many locations, by many users simultaneously, at all 

times of the day or night, and through different computer 
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platforms. Furthermore, most of the creators of the home 

pages update their pages by adding more materials, as is 

particularly true in the case of on-line newspapers and 

magazines. These advantages are the direct result of the 

technology used to maintain the World Wide Web, and 

constitute an unexplored resource for language teachers and 

students alike. 

3.3.2 Experimental group's use of materials 

During the fifteen weeks of the Spring 1996 semester, 

Spanish 201 students' weekly assignment required them to find 

a text on the World wide Web that was in Spanish, about the 

Hispanic world, and of interest to the students themselves. 

In order to accomplish this task, students began at the home 

page of Spanish resources. Students used the links on that 

page or chose other search options to find texts in Spanish. 

The guidelines for choosing a text required that students be 

able to write a one-page summary and reaction to the text, 

and that the text be written in Spanish; these were the sole 

constraints on their selections. Students could accomplish 

this search in any of the six available computer labs on 

campus, or from any other location with the appropriate 

capabilities. 

After text selection, students read the text and took 

notes as they read. Once they were satisfied with their 

comprehension and notetaking, they called up the world Wide 
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Web site which contained a postreading questionnaire. The 

questions therein requested information from subjects about 

the location and topic of the text they had chosen, their 

prior knowledge of the topic, the sources of their knowledge, 

and the subjects' reasons for having selected that particular 

text. After submitting their responses, subjects left the 

computer, wrote a summary of the text and a personal reaction 

explaining the importance of the text to the subject's life. 

These summaries and reactions became the basis for class 

activities such as peer editing, exchange of ideas, 

presentations, interviews, and other exercises. This series 

of activities, including text selection, notetaking, 

answering the questionnaire, summarizing, and class 

activities constituted the treatment for this experiment. 

3.4 Variables 

3.4.1 Dependent variable 

Foreign language reading comprehension is the dependent 

variable in this study. The instruments used to measure this 

variable are two pretests and two posttests of reading 

comprehension; one is a set of multiple choice tests, and the 

other is a set of written retellings. Both are well-

established forms of assessment in reading research, but only 

the multiple choice format is widely used in instruction 

today. Section 3.5 discusses each of these instruments in 

detail. 
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3.4.2 Independent variables 

GROUP, TIME, NUMBER OF TEXTS READ, READING DIFFICULTY, 

FLUENCY, and YEARS of EXPERIENCE are the independent 

variables that directly pertain to the investigation into 

reading comprehension. Each is a multilevel factor that may 

affect the gain scores in reading comprehension of the 

subjects across the duration of this study. The study also 

investigates the relationship between TEXT TOPIC, PRIOR 

KNOWLEDGE, and REASONS for text selection and level of 

reading proficiency, once any effects of the first set of 

independent variables are taken into account. 

GROUP refers to the condition of the experimental versus 

the control group. In the experimental group, the subjects 

individually chose texts from the World wide Web that they 

used to complete an assignment, but the control group read 

assigned texts from the same source. TIME is the variable 

that represents the change in reading comprehension levels 

during the course of the study as measured by the gain scores 

calculated from the pretest and posttest scores. 

NUMBER OF TEXTS READ is a simple count of the reading 

assignments completed by students throughout the semester. 

The overall number of assignments completed by the control 

group as compared to the experimental group may have an 

influence on the results of the reading comprehension tests. 

Although the number of assignments required is the same for 

both groups, individual students may not fulfill the 
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requirement. The measure of this variable was a count of the 

number of assignments turned in to the instructor. 

On the initial questionnaire, students rated reading in 

Spanish for difficulty. This variable (READING DIFFICULTY) 

is an indicator of students' perception of their own 

abilities, and could be a predictor of actual reading 

proficiency. FLUENCY in Spanish also appeeured in the initial 

questionnaire for the same reason. In order to add a level 

of objectivity to these self-assessments, students also 

indicated the amount of previous experience they had had with 

Spanish (YEARS EXPERIENCE). Differences in any of these 

variables at the outset of the study could account for 

variability in the reading comprehension scores. 

Once the possible confounding variables are accounted 

for, and a test for the effect of the treatment is 

undertaken, the remaining three variables come into play in 

the search for information about how students choose texts. 

After reading each text, students identify the TEXT 

TOPIC in the postreading questionnaire. This variable may 

show that students are consistent in their choice of topics, 

or that their choice of topics related closely to the topic 

of the reading comprehension tests, thus acting as a confound 

to those results. 

PRIOR KNOWLEDGE of text topic has been repeatedly shown 

to be a factor in reading comprehension. It is measured in 

the present study through self-reporting. Several items on 
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the postreading questionnaire elicit information concerning 

students' depth and breadth of previous knowledge about the 

topic of the texts they read. It is possible that this 

variable will provide evidence of a strategy for text 

selection, and that the strategy will correlate with 

proficiency level. 

Finally, the postreading questionnaire completed by the 

experimental group elicited subjects' REASONS for selecting 

each text through the use of one thirteen-part item. 

Subjects chose from a list of thirteen reasons for selecting 

a text, and ranked each reason on a scale of one to five for 

strength of importance in their choice of texts. Total 

niamber of reasons selected as well as the relative strength 

of each reason created the data set concerning subjects' 

reasons for text selection. Each reason individually as well 

as grouped may show a relationship to a change in reading 

comprehension, as may the importance of the subjects' 

reasons. 

3.5 Instruments 

An assessment of the variables discussed in section 3.4 

required the use of several instruments. For this reason, 

subjects completed two pretests and two posttests of reading 

comprehension, an initial questionnaire, and a weekly 

postreading questionnaire. This section contains a detailed 

discussion of each instrxjment. 
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3.5.1 Tests of reading comprehension 

In order to gather evidence concerning the change in 

reading comprehension over the period of a semester for the 

experimental and control groups, an assessment of 

comprehension is necessary. Given the complex nature of 

reading as defined in the Chapter 2, two types of 

comprehension tests, multiple choice and the written 

retelling, served to provide distinct perspectives on reading 

comprehension. 

3.5.1.1 Rationale for test selection 

The pretests and posttests of reading comprehension are 

of two kinds: a multiple choice set with questions and 

answers in the native language, and an aided written 

retelling set also done in the native language of the 

siabjects. The multiple choice format provided a test type 

with which students were familiar, and simultaneously, an 

objectively scored measure of comprehension. 

However, multiple choice tests incorporate the bias of 

the test writer through the use of questions and answers that 

the developer perceived as important, but which may not 

represent the readers' complete understanding. For this 

reason the retelling pretest and posttest were an important 

second measure of reading comprehension. The readers used 

their native language to explain their understanding of the 

text without the influence of the researcher's questions. 
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The use of the native language in this type of assessment 

also avoided the issue of language proficiency limiting the 

readers' expression of their interpretation of the text, 

thereby avoiding an additional bias in the results of the 

test. 

3.5.1.2 Multiple choice pret:es-k and post:tes-k 

The texts for the multiple choice tests, as well as the 

tests themselves, were exercises done in previous semesters 

by students in the fourth semester of Spanish instruction, 

Spanish 202. The two texts, "La Muerte " (form M) and "La 

Peste " (form P), were closely matched in organization, both 

being descriptive newspaper articles. (See Appendix A for 

these tests.) Although their lengths differed considerably 

(approximately 2000 and 4000 words respectively), the number 

of questions associated with the texts (24 and 26 

respectively) was similar, and in both cases the questions 

and answers were in English. The first text described the 

social problems related to the death of street children in 

Latin America, and the second described rodeo traditions. 

Students chose a time dxaring a one-week time frame in 

which to complete the assigned pretest in the Hiomanities 

Language Lab at an hour and date convenient to the students 

themselves. The tests were available in the language lab on 

Macintosh LC520 computers with 15" color monitors through a 

file server, which automatically scored and stored the 
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students' answers and immediately displayed the results of 

the test. Students were able to spend as much time reading 

and answering questions as they wished; no time limit was set 

for this test. 

3.5.1.3 Written retelling 

A retelling is a form of reading comprehension 

evaluation in which readers attempt to reproduce the content 

of a text in the greatest detail possible at some point after 

completing the reading process, and with no access to the 

original text. A written retelling is done on paper as 

opposed to orally. 

Retellings have been in use since the early 1900s 

according to Irwin and Mitchell (1991), although they have 

only become popular for research purposes quite recently. 

Morrow, Gambrell, Kapinus, Koskinen, Marshall, and Mitchell 

(1990) reviewed studies using retellings which showed that 

the use of retellings led to improvements in comprehension, 

syntactic complexity, expanded lexical usage, and familiarity 

with discourse structure in children, thus demonstrating the 

flexibility of retellings. Meredith, Mitchell, and 

Hernandez-Miller (1993) chose to analyze the psychometric 

properties of retellings, focusing on the effects of rater 

training, factor structures, and the relationship between 

retellings and other reading comprehension assessment 

measures. Statistical tests using scores from 162 retellings 
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showed improved interrater reliability with training, clear 

distinctions between the three domains scored (text, reader 

and language scores), and a moderate correlation between the 

text domain and the reading comprehension subtests of two 

standardized tests, the Iowa Test of Basic Skills, and the 

Illinois Goal Assessment Program. These results demonstrate 

the validity and reliability that can be achieved using 

retellings. 

In the second language context, Lee (1986) published a 

study of the effects of format on the outcomes of retellings. 

His study compared retellings done in the first versus the 

second language, as well as retellings done after students 

are forewarned that they will be required to complete a 

retelling, versus when they are not forewarned. He tested 

all combinations of the these variables at four levels of 

reading proficiency, and found a significant main effect for 

language of retelling, as well as for level. Native language 

retelling scores were higher than second language scores, and 

higher proficiency level students received higher scores than 

lower proficiency ones. Additionally, forewarning interacted 

significantly with reading level, although not in a 

consistent pattern; the lowest and highest levels scored 

worse when forewarned while the middle levels scored better. 

The results of Lee's study as well as those of Morrow, et al. 

(1990) and Meredith, et al. (1993) influenced the format of 

retellings for the present study. 
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The subjects in the present study completed written 

retellings in their native language. They had access to 

notes they took while reading which they were able to use as 

aids to the recall of the main ideas. Students completed the 

reading and the retellings in class, with 25 minutes 

allocated to reading and taking notes, and the remaining 25 

minutes to writing the recalls. 

La Nacldn, an on-line newspaper from Costa Rica, 

published the two texts which served as the basis for the 

written recall protocols. Both texts were short editorials 

of just over 500 words which decried the use of racism as a 

pawn in political campaigns and police corruption, 

respectively titled "EU: Xenofobia electoral" (form X), and 

"El perro pastor se come el rebano" (form P). (See Appendix 

A for the texts.) 

These retellings were scored using a rubric that 

describes three principal areas of assessment; text-based 

information, reader-based information, and language use. The 

application of the rubric varies by text; the participating 

raters go through a training process during which they read 

several of the retellings, agree on what the main ideas of 

the text are using their own understanding of the original 

text as well as the information in the retellings, and 

practice scoring several papers. Once in agreement on the 

application of the rubric to the text, the raters score the 

remaining retellings individually, and then adjust for any 
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discrepancies. For this study, the training for each of the 

retelling texts consisted of approximately six hours; 

discussion of discrepancies required an extra three hours. 

3.5.2 First questionnaire 

All of the subjects in both the experimental and control 

groups completed a questionnaire delivered over the World 

Wide Web during their training session, but prior to any 

other use of the World Wide Web for the purposes of this 

experiment. The questions focused on four areas: exposure to 

Spanish, experience with computers, prior use of the World 

Wide Web, and demographics. (See Appendix C for the complete 

questionnaire.) 

Through four items, subjects assessed their own fluency 

in Spanish, reported the number of years of academic and 

nonacademic exposure to Spanish that they had had, and their 

level of comfort with reading in Spanish, all of which 

contributed to a description of subjects' exposure to the 

Spanish language prior to Spanish 201. Another 24 items 

requested information about the subjects' frequency of 

computer use and of specific computer applications, their 

confidence in using computers, their familiarity with the 

Internet and World Wide Web, and their reaction to their 

previous experiences with the World Wide Web. The remaining 

six items of this questionnaire dealt with demographic 

information eibout the subjects themselves, including age. 
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gender, economic status, family background, and current 

university standing. 

3.5.3 Postreading questionnaires 

Two highly similar sets of questions made up the 

contents of the questionnaires answered by subjects of both 

groups after reading a text from the world Wide Web each 

week. The questions for the control group were a subset of 

the items given to the experimental group, with minor 

revisions in the wording of the questions to account for the 

absence of the treatment which the experimental group 

received. (Appendix D contains both the control and 

experimental group questionnaires.) 

3.5.3.1 Control group 

Subjects in the assigned-text group responded to a 

series of ten items in the postreading questionnaire which 

elicited information about their perception of the topic of 

the text, their prior knowledge of that topic, the sources of 

their knowledge, and the frequency of exposure to the topic 

through the various sources indicated. The subjects also 

provided identifying information, including their names, an 

identification number, and the title and location of the text 

they had read. The total time required to complete this 

questionnaire was less than five minutes. 
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The questionnaire was delivered and answered on the 

World Wide Web through the use of clickable buttons for 

multiple choice items, and of fields into which the students 

could type responses when necessary. The data from the 

questionnaire were automatically recorded into a file on the 

server which also held the questionnaires. The information 

was delimited by tabs, allowing easy import of the data into 

Microsoft Excel 5.0 and JMP 3.0, a spreadsheet program and a 

statistical package, respectively. 

3.5.3.2 Experimental group 

In addition to the questions contained in the control 

group's questionnaire, the experimental group responded to 

fourteen items about their reasons for having selected a 

particular text. This section of the questionnaire contained 

thirteen reasons for choosing a text, from which subjects 

ranked the importance of each of the reasons in the final 

selection of the text for that week on a Likert-type scale. 

(A Likert-type scale most frequently has an odd number of 

options, ranging from one extreme of a quality to another, 

such as "most important" to "least important", with other 

points representing the intermediate positions). Of those 

reasons, five items corresponded to intrinsically motivation 

reasons, five to extrinsically motivating ones, and the 

remaining three did not fit easily into either category. The 
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fourteenth item asked the subjects to identify the single 

most important reason for which they chose the text. 

As with the postreading questionnaire for the control 

group, subjects read and responded to the materials on-line 

through the World Wide Web. The same server held the data 

from this group of subjects, as well as from the control 

group, although in a separate file. 

3.6 Pilot testing of instruments 

3.6.1 Pilot testing of questionnaires 

With the assistance of Dr. Patricia Jones, a specialist 

in research design and data analysis at the University of 

Arizona, I developed the initial questionnaire and the two 

postreading questionnaires. The pilot testing of all three 

of the questionnaires began during the semester prior to the 

initiation of this study. Six volunteers answered and 

critiqued the questionnaires for clarity, relevcince, length 

and format prior to their testing on the computer. Based on 

the volunteers' comments and the analysis of their responses 

to the questionnaires, I revised several items to clarify 

wording and to elicit more useable data. 

Following those revisions, the questionnaires were made 

into html documents and put on the World Wide Web by two 

computer programmers, Mr. Wayne Brent and Mr. David Sergeant, 

who also created the data collection system to gather the 

results from the questionnaires. Once the materials were on
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line, three graduate students who taught Spanish 201, three 

students who had previously taken Spanish 201, the two 

programmers eind I checked the access route and the 

functionality of the questionnaires through repeatedly 

responding to the questionnaires from different sites as well 

as with varied response patterns. There were a few problems 

with administration and data output which were then corrected 

by the programmers thus readying the questionnaires for use 

in the study. 

3.6.2 Results of pilot testing of the reading 

comprehension tests 

In preparation for the administration of the multiple 

choice tests to the pilot group, computer-generated item 

analyses based on the results of previous semesters' use of 

these tests demonstrated the need for some revisions to the 

tests. Clarification of several questions and modification 

of several distractors led to improved results on a second 

set of item analyses. These item analyses revealed no other 

problems with the test items, making the tests suitable for 

use. The pilot testing began upon completion of this 

revision process. 

Four sections of students (n = 122) piloted the multiple 

choice tests. Of the four sections, two pertained to Spanish 

201 and two to Spanish 202, during the Fall 1995 semester. 

The participants completed the two multiple choice tests 
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within one week as a lab activity similar to other 

assignments for their classes. For each level, a comparison 

of means was run to determine if a difference in scores 

existed between the two tests. No difference was found 

between the scores on the two tests when separated by level 

(Spanish 201 and Spanish 202), providing evidence that the 

two tests were similarly difficult. A second test comparing 

the means of Speinish 201 to those of Spanish 202 showed that 

the students in Spanish 202 scored significantly higher on 

both tests than the Spanish 201 students. These results 

indicated that the two tests had similar levels of 

difficulty, and that they also had the potential for showing 

a change in levels of comprehension over the course of one 

semester. Based on these analyses, the multiple choice tests 

were included in this study. 

For the retellings, pilot testing consisted of oral 

retellings completed by three students in Spanish 201 during 

the semester prior to the present study. All three were able 

to identify the main ideas of the two texts, although their 

understanding of the details was limited. After a discussion 

among the three students and myself which established the 

points of difficulty in the texts, I accepted the texts as 

appropriate for students of Spanish 201, yet the texts were 

difficult enough to leave room for students to show an 

improvement in proficiency. 
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3.7 Summary 

In this chapter, the details of the experimental design 

have been described. Included in this description are the 

rationale for the complexity of the design, the site and 

participants involved in the study, the major hypotheses, and 

the procedures followed. The next chapter discusses the 

analyses done using the data collected during this study. 
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CHAPTER 4 

DATA ANALYSIS AND DISCUSSION 

In-broduc-bion 

The research questions in this study address three 

principal issues: the effects of the use of self-selected 

texts on foreign language reading comprehension, the reasons 

which lead readers to choose specific texts, and the 

relationship between reading proficiency and text selection 

behaviors. In answering these questions, several subordinate 

factors have a participatory role which must be accounted for 

in the analytical procedure. Among those factors are 

language fluency, instruction, prior knowledge, reading 

proficiency, and reading practice. 

The sources of data pertinent to these issues include 

two types of reading comprehension tests and two 

questionnaires, providing both qualitative and quantitative 

information about reading comprehension and text selection. 

Statistical analyses were conducted in the software program 

JMP (Version 3.0), using four tests: one- and two-way 

analysis of variance (ANOVA), t-test, chi squared test of 

independence, and Pearson correlation. All statistical tests 

used an alpha level of .05 as the level of significance; 

exact probabilities are cited for both significant and 

nonsignificant results. 
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4.1 Tests of reading comprehension 

within the context of the present study, the reading 

comprehension tests were the source of the information needed 

to answer the central research question: What is the effect 

of the use of self-selected texts versus assigned texts upon 

foreign language reading comprehension? In addition to their 

function in a discussion of this question, these tests also 

provide data used for grouping students by reading 

proficiency in Spanish, which aids in the subsequent analyses 

of students' text selection patterns. The description of the 

analyses related to text selection begins in Section 4.3. 

A total of 68 students completed both sets of reading 

comprehension tests, and became the sample used in the 

analyses in this chapter. The remaining 32 students who 

participated in the study did not fulfill the requirements 

for inclusion in the analyses due to the absence of one or 

more of the four reading comprehension test scores. Of those 

32, 16 pertained to the experimental group, and 16 to the 

control group. A comparison of the multiple choice data from 

these excluded students with the test scores from the 

included students showed no significant differences between 

the two groups. (See Appendix E for analyses and results of 

the comparison between the included and excluded students.) 

During the second week of the course, participants 

completed either form P or form M of the multiple choice (MC) 
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test, and either form P or form X of the retelling test. In 

the fourteenth week of the same course, they took the 

alternate form of the test as the posttest. This 

counterbalancing of test order complemented the 

counterbalancing by teacher and group. (See Table 4.1.) 

Table 4.1: Test orders by group and teacher 

Groups Retelling test order MC test order n 

Control 

Teacher K XP MP 21 

Teacher S PX PM 12 

Experimental 

Teacher K PX PM 18 

Teacher S XP MP 17 

4.1.1 Multiple choice test of reading 

comprehension 

The primary analysis of the multiple choice test results 

involved the use of a two-way ANOVA in order to determine 

whether reading comprehension proficiency changed over time, 

from the pretest to the posttest. In this analysis, the MC 

TEST SCORES served as the dependent variable; TIME (pretest 

vs. posttest), GROUP (control vs. experimental), and TEACHER 

(K vs. S) were the independent factors included. In this 



in 

analysis as in all of the others in this study, significance 

was tested at the .05 level. 

Although TIME did not have a significant effect on the 

MC TEST SCORES (F(l, 129) = 3.6139, p = .0585), a main effect 

was evident for the factors GROUP and TEACHER. The control 

group had higher scores than did the experimental group on 

this test, with respective means of 54.17 and 50.59. The 

difference between these means was significant (F(l, 129) = 

4.6383, p = .0331). (See Figure 4.1.) 

Furthermore, teacher K's students scored significantly 

lower than teacher S's students (F(l, 129) = 14.4106, p = 

.0002); the mean test scores were 56.76 and 49.03 

respectively. At first glance this result suggests that some 

difference in teaching practice may have created this 

inequality. However, a significant difference existed by 

TEACHER on the multiple choice pretest alone (F(l, 68) = 

29.4592, p < .0001) as well as by both the pretest and 

posttest together. These results imply that the original 

random pairing of students with these teachers is at fault 

for this difference by TEACHER as it did not result in a 

counterbalanced situation. (See Figure 4.2.) Students 

completed the pretest during the fourth class period, which 

makes it unlikely that the difference in comprehension scores 

was actually the result of the teachers' behavior. It is 

more logical to assume that the random assignment resulted in 

biased groupings. 
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Figure 4.1: Multiple choice scores by 
GROUP and TIME 

Time 

Control group 

•G- Experimental group 
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In addition to the main effects by GROUP and TEACHER, 

there was one significant interaction effect. The change by 

TIME in the MC TEST SCORES from the pretest to the posttest 

when analyzed by TEACHER showed a distinct and significant 

effect (F(l, 129) = 14.0602, p = .0003). Teacher S's 

students' posttest scores (M = 51.02) were considerably lower 

than their pretest scores (M = 63.12), whereas teacher K's 

students' performance improved from the pretest (M = 46.84) 

to the posttest (M = 50.92). This improvement was not 

statistically significant, however {F(l, 78) = 1.9049, p = 

.1717). Figure 4.2 clarifies these pretest to posttest 

interactions between GROUP and TEACHER. 
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Figure 4.2: Multiple choice scores by 
TEACHER and TIME 

2 40-

O 30-

Time 

-0- Teacher K's students 

-O- Teacher S's students 
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4.1.2 Retelling test of reading comprehension 

In accordance with the purpose of the multiple choice 

test, the primary analysis of interest for the retellings was 

the change in reading comprehension over time. However, the 

need to examine the role of test form for the retellings 

became salient during the scoring of the retellings, and led 

to a modification of the scores for test form X. 

During the training sessions for scoring form X of the 

retelling tests, the other two raters and I agreed that this 

form of the test appeared to be substantially more difficult 

than form P due to the misinterpretation of a false cognate 

by almost all of the test takers, although this problem did 

not arise during the pilot testing. This confusion was at 

the root of a qualitatively lower level of comprehension of 

the gist of the text as well as of many details. Therefore, 

an analysis of the pretest results to compare the two test 

forms for the subjects of this study became germane to the 

interpretation of the retelling data. 

Prior to undertaking this comparison of test forms, 

however, a calculation of interrater reliability as indexed 

by a Pearson correlation coefficient was necessary in order 

to ascertain whether disagreement among the raters was the 

cause of the disparate scores for the two test forms. 

Interrater reliability was high, however, and therefore can 

be excluded as a factor in the test form confound. Table 4.2 
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presents the interrater reliability values for both of the 

test forms. 

Table 4.2: Interrater reliability for retelling 
scores* 

PA PB Pc XA XB Xc 

PA 1.000 XA 1.000 

PB .9275 1.000 Xb .9407 1.000 

Pc .9339 .9391 1.000 Xc .9528 .9387 1.000 

*P euid X are test forms; A, B, and C represent the three raters. 

With the establishment of high interrater reliability, 

the issue of the inequality between test forms remains 

unexplained. Although the quantitative difference in scores 

between the two test forms was not statistically significant 

(t = 1.925, df = 66, p = .0585), the disparity in the quality 

of the retellings brings into question the validity of 

comparing the scores from this form with those of form P. 

In order to minimize this disparity, the application of 

a statistical formula equated the scores of test form X with 

the scores of form P. The formula is the following: 

A =  ^  (B -  Mb)  

sds 

where A is the value of a test score from form X once it is 

equated with test form P; M is the mean of all scores on the 

pretest for a test form; sd is the standard deviation 
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accompanying each mean; and B is a specific value of test 

form X. The same formula applied to the posttest scores 

converted the form X posttest scores into equivalent form P 

scores. The converted scores showed no significant 

difference (t = .024, df = 66, p = .98) between form X and 

form P when used in a t-test to compare the test forms. 

These converted scores are those used in all further analyses 

involving the retellings. 

One additional confounding factor substantially affected 

the results of the retellings, even when the inequality of 

the test forms was taken into account. This confound 

consists of human error; teacher K's experimental group 

initially wrote their posttest retellings in Spanish, and 

then several days later attempted to rectify this problem by 

rewriting their retellings in English. They used their 

Spanish retellings plus their notes as aids to recall of the 

text, but did not have access to the original text in order 

to avoid adding the effects of rereading to an already 

problematic situation. This group's retelling scores were 

significantly lower than teacher S's control group, who read 

the same text at the same time (t = 4.063, df =28, p = 

.0004). Part of this effect can be attributed to the initial 

disparity between teacher K's and teacher S's students, 

however. 

The main analysis of the retellings as tests of reading 

comprehension followed the same procedure as that of the 
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multiple choice tests. A two-way ANOVA tested for any effect 

of TIME, TEACHER, GROUP, and their interactions on the change 

in RETELLING SCORES from pretest to posttest. 

Main effects on reading comprehension scores were 

significant for TIME, TEACHER, and GROUP, although no 

interactions were significant. As with the multiple choice 

test scores, the RETELLING SCORES for the pretest (M = 2.01) 

were significantly higher than the posttest scores (M = 1.66) 

(F = 6.3679, df = 1, p = .01), a significant effect by TIME. 

(See Figure 4.4.) In another parallel with the multiple 

choice tests, teacher S's students' retelling mean score was 

2.06, compared to a mean of 1.66 for teacher K's students. 

This difference by TEACHER is significant (F = 11.0154, df = 

1, p = .001). (See Figure 4.5.) Lastly, the comparison of 

control and experimental groups' retelling scores also 

supports the pattern of scores in the multiple choice tests; 

the control group again scored higher than the experimental 

group. The means were 2.02 and 1.66 for the control and 

experimental groups respectively (F = 10.0007, df = 1, p = 

.002). Figures 4.3 cind 4.4 sxammarize these results. 
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4.1.3 Sunmary of test results 

The analyses of the reading comprehension tests to this 

point have identified TIME, TEACHER and GROUP as relevant 

influences on both the multiple choice and the retelling test 

scores. Based on an adjusted value of R̂ , these variables 

together result in only a very limited amount of explained 

variance however, in the case of the multiple choice tests, 

the three factors in combination give an adjusted R̂  of .0713, 

and of .1238 for the retellings. This leaves approximately 

90% of the variance in each set of test scores unexplained by 

the independent variables TIME, TEACHER and GROUP. 

4.1.4 Categorization of students by reading 

proficiency 

The use of the multiple choice and retelling tests of 

reading comprehension not only served the purpose of 

providing evidence of the effects of the use of self-selected 

texts, but a second use as well. The two sets of test scores 

were the basis for dividing the students into groups by 

reading proficiency levels, as well as by patterns of change 

in proficiency over time. These divisions in turn were used 

to analyze the reasons for which students chose the texts 

that they read during this study. The description of the 

analyses of those reasons appear in Section 4.2. The present 
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section explains the procedures for categorizing students by 

their reading comprehension scores. 

The same mathematical process resulted in rankings for 

each student's score as below average, average, or above 

average on each of the four tests taken (the multiple choice 

pretest and posttest, and the retelling pretest and 

posttest). For each test and test order a RELATIVE SCORE was 

calculated; AVERAGE scores were those within one standcird 

deviation of the mean for that test and time (pretest or 

posttest). BELOW AVERAGE ranking corresponded to any score 

lower than one standard deviation below the mean, and ABOVE 

AVERAGE to scores greater than one standard deviation above 

the mean. The scores and ranks are detailed in Table 4.3. 
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Table 4.3: Relative scores by test and time 

Test BELOW AVERAGE ABOVE 
AVERAGE AVERAGE 

MC pretests 

P < 35.48 M = 53.21, sd = 17.73 > 70.94 

M < 42.93 M = 54.39, sd = 11.46 > 65.85 

MC posttests 

P < 38.10 M = 50.47, sd = 12.37 > 62.84 

M < 36.97 M = 51.29, sd = 14.32 > 65.61 

Retelling 

pretests 

P < 1.92 M = 2.01, sd = .82 > 2.83 

X <1.14 M = 2.01, sd = .87 > 2.88 

Retelling 

posttests 

P < .85 M = 1.68, sd = .83 > 2.51 

X < .85 M = 1.63, sd = .78 > 2.41 

Furthermore, using these rankings, another description 

was generated which expresses the change in these relative 

scores over time. Pairs of pretest and posttest scores were 

related with respect to whether the posttest score was 

higher, equal to, or lower than the pretest score. As such, 

each pair received a label identifying the DIRECTION of 

change. Specifically, scores were grouped as INCREASED 

(posttest score was higher than the pretest score), SAME 



124 

(both the pretest and the posttest fell into the same 

category as above average, average, or below average), and 

DECREASED {posttest score was lower than the pretest score). 

As an indication of overall reading proficiency level, 

scores were grouped in one further manner, also using the 

RELATIVE SCORES. Students with at least one score per test 

type (multiple choice or retelling) that was above average 

received a PROFICIENCY LEVEL rank as HIGH, while those with 

at least one below average score received the rank LOW. The 

remaining students, with both pretest and posttest scores in 

the average range, were ranked AVERAGE. Table 4.4 summarizes 

the distribution of scores by these groupings. 
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Table 4.4: Number of students per grouping of reading 
comprehension scores 

Reading PROFICIENCY LEVEL 

MC Retelling TOTAL 

ABOVE AVE. 22 17 39 

AVERAGE 32 33 65 

BELOW AVE. 14 18 32 

TOTAL 68 68 136 

Reading DIRECTION of change 

MC Retelling TOTAL 

INCREASED 32 32 64 

SAME 72 88 160 

DECREASED 32 16 48 

TOTAL 136 136 272 

4.2 Additional variables bearing on reading 

comprehension scores 

Data collected on four other variables were examined for 

a relationship to the scores on the two tests of reading 

comprehension; NUMBER OF TEXTS READ, READING DIFFICULTY, 

FLUENCY, and EXPERIENCE. For the variable NUMBER OF TEXTS 

READ, a count of the reading assignments completed during the 

course of this study served as the data point for each 

student. The measurement of the remaining three variables 
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consisted of a self-assessment done by the students of their 

perceptions about the difficulty of reading in Spanish 

(READING DIFFICULTY), their fluency in Spanish relative to 

others in the same level of instruction (FLUENCY), and the 

number of years of experience they had had with regard to 

learning Spanish (EXPERIENCE). 

None of the four factors had a significant relationship 

to the outcomes of the reading comprehension tests. Using 

the changes in DIRECTION in comprehension scores as the 

dependent variable in a chi-squared test of independence, 

there was no evidence of a significant relationship with any 

of the independent variables (NUMBER OF TEXTS READ, READING 

DIFFICULTY, FLUENCY, EXPERIENCE). Table 4.5 gives the chi 

squared values and their associated probabilities. A second 

chi squared test using PROFICIENCY LEVEL as the dependent 

variable gave the same results: none of the four independent 

variables showed a significant relationship to reading 

proficiency. 
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Table 4.5: Chi squared tests of independence for 
additional variables* 

Multiple choice test Retelling test 

NUMBER OF TEXTS x^ = 1.89 x^ 12 

READ 
P = .16 (ns) P 

= .94 (ns) 

READING DIFFICULTY x^ =.22 x^ = . 05 

P = .89 (ns) P = .97 (ns) 

FLUENCY x^ = .90 x^ = . 14 

P = .64 (ns) P 
= .93 (ns) 

EXPERIENCE x^ = .67 x^ = 2, .69 

P = .71 (ns) P 
= .26 (ns) 

*df = 2 for all cells 

4.3 Postreading questionnaire results 

The source of data for the analyses of text selection 

resides in the questionnaires completed by students on a 

weekly basis after they chose a text to read. The 

information corresponds to three categories: text topic, 

prior knowledge regarding the topic, and reasons for 

selecting the text. Sections 4.3.1 through 4.3.3 detail the 

results gathered from the responses to these questionnaires. 

The analyses compare students with regard to topic, prior 

knowledge and reasons for text selection in terms of their 

reading PROFICIENCY LEVEL (above average, average, below 
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average) and the DIRECTION of change in their comprehension 

scores from pretest to posttest (increase, same, decrease). 

Experimental group students completed a total of 447 

reading assignments cind responded to 370 postreading 

questionnaires, compared to 399 texts read by the control 

group, accompanied by 270 questionnaires. The figure for the 

experimental group comprises approximately 235 different 

texts, while all students in the control group read from an 

assigned list of fourteen texts. 

Although sections 4.3.1 through 4.3.3 principally focus 

on the experimental group's responses to the questionnaire 

items, comments with respect to the control group results are 

included periodically for comparison in areas in which both 

groups provided answers to the questionnaires. 

4.3.1 Text selection: Text topic 

In the experimental condition, each questionnaire that 

students completed after selecting a text included one 

question asking students to choose one topic from a list of 

forty possible topics that most closely matched the theme of 

the selected text. Of the forty topics, students selected 

texts representing all except four topics (astronomy, 

photography, mathematics, engineering). Of the 364 responses 

to this item, the most frequently chosen topics included 

travel (11.5%), world cultures (11.0%), sports and exercise 

(10.2%), daily life (9.9%), literature (8.5%), art (6.6%), 
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and politics (5.8%). The remaining topics were rarely 

selected, ranging from one to fourteen appearances in the 

responses. 

Individual students chose topics with varying 

consistency; several students chose texts dealing with the 

same topic between 80% and 92% of the time, whereas others 

never repeated a single topic. The level of CONSISTENCY (as 

determined by the most frequently selected topic divided by 

the number of topics identified) follows no apparent pattern, 

however. A close examination of the data revealed no clear 

relationship between CONSISTENCY and reading PROFICIENCY 

LEVEL, nor between CONSISTENCY and DIRECTION of change in 

scores over time. The search for a relationship between 

reading PROFICIENCY LEVEL and the selection of topics related 

to the pretest and posttest topics was also unsuccessful. 

Students who had selected texts about topics related to those 

used in the pretests and posttests did not tend to belong to 

a single proficiency level nor to a relative score grouping; 

their distribution appeared normal. 

The control group also responded to a question asking 

them to identify the topic of the text they had read. All 

participants in this group read texts from a single list of 

fourteen texts during the course of the study. Students 

identified 33 out of the forty possible topics as pertaining 

to those texts. The number of topics associated with an 

individual text ranged from two to nine, indicating quite 



130 

varied perceptions on the part of the readers as to the text 

topic on individual texts. 

4.3.2 Text selection: Prior knowledge 

In order to characterize the types of texts students in 

the experimental group selected, eight items in the post-

selection questionnaire requested that students describe the 

amount cind type of exposure to the text topic which they had 

had prior to choosing the text. Each item consisted of a 

possible source of exposure; NEWS reports, BOOKS or papers, 

movies or TELEVISION, RADIO, personal DISCUSSIONS with other 

people, LECTURES, in SCHOOL, and OTHER sources. Due to a 

malfunction in the recording of the responses to the item 

SCHOOL on the control group's version of the questionnaire, 

this item is combined with the category OTHER to allow 

comparisons between the two groups' responses. 

The average value of the responses to each item 

(calculated from the sum of responses divided by the number 

of questionnaires completed by an individual) served as the 

input for analyses involving PRIOR KNOWLEDGE. Possible 

averages for each source of PRIOR KNOWLEDGE ranged from zero 

to five, a five indicating extremely frequent exposure to the 

text topic through that source. As a second measure of prior 

knowledge, the scores from each source of PRIOR KNOWLEDGE 

were averaged, with a total possible score of 35. Again, 

higher scores indicate greater exposure to the text topic. 
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The most common sources of prior knowledge were news, books, 

television and movies, discussions with friends, and the 

category "other", which included class time. 

The Chi squared test of independence served to test for 

a relationship between PRIOR KNOWLEDGE and DIRECTION of 

change and PROFICIENCY LEVEL. The averages for the 

individual sources of exposure as well as the average of all 

sources considered together were entered into the model, with 

DIRECTION of change scores and PROFICIENCY LEVEL on the 

multiple choice test as the response variables. A second 

analysis substituted the corresponding scores from the 

retellings as the dependent variables. Neither the 

independent variables considered individually nor the whole 

model tests showed a significant relationship. Tables 4.6 

and 4.7 contain the values of the chi squared tests. 
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Table 4.6: Relationship between PRIOR KNOWLEDGE and 
DIRECTION Of change on reading comprehension tests* 

Sources of prior Multiple choice Retelling results 
knowledge results 

n = 62 n = 62 
NEWS reports = 1.70 x^ = .72 

P = .43 (ns) P = .70 (ns) 

BOOKS and papers = 3.83 x^ = 2.07 

p = .15 (ns) P = .35 (ns) 

TELEVISION and x^ = 5.42 x^ = .42 

movies p = .07 (ns) P = .81 (ns) 

RADIO x^ = 1.32 x^ = 1.09 

p = .52 (ns) P = .58 (ns) 

DISCUSSIONS with x^ = 2.37 x^ = 3.61 

people p = .31 (ns) P = .16 (ns) 

LECTURES x^ = .76 x^ = .83 

p = .68 (ns) P = .66 (ns) 

OTHER x^ = 1.81 
2 

X = .87 

p = .40 (ns) P = .64 (ns) 

all sources x^ = 1.19 x^ = 3.59 

together (mean 

PRIOR KNOWLEDGE) 

p = .55 (ns) P = .17 (ns) 

whole model test x^ = 16.98 x^ = 3.59 

(df = 16) p = .39 (ns) P 
= .17 (ns) 

*df = 2 for all tests except the whole model 
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Table 4.7: Relationship between PRIOR KNOWLEDGE and 
PROFICIENCY LEVEL on reading comprehension tests* 

Sources of prior Multiple choice Retelling results 
knowledge results 

n = 62 n = 62 
NEWS reports = 3.22 x̂  = 5.35 

P 
= .20 (ns) P 

= .07 (ns) 

BOOKS and papers x̂  = 4.98 x̂  = .04 

P 
= .08 (ns) P 

= .98 (ns) 

TELEVISION and x̂  = 3.74 x̂  = .82 

movies 
P 

= .15 (ns) P 
= .66 (ns) 

RADIO x̂  = 2.85 x̂  = 1.64 

P 
= .24 (ns) P 

= .44 (ns) 

DISCUSSIONS with x̂  = 5.12 x̂  = .59 

people 
P = .08 (ns) P = .74 (ns) 

LECTURES x̂  = .76 x̂  = 1.12 

P = .68 (ns) P 
= .57 (ns) 

OTHER x̂  = 2.18 x̂  = .59 

P = .34 (ns) P 
= .74 (ns) 

all sources x̂  = 5.34 x̂  = 4.59 

together (mean 

PRIOR KNOWLEDGE) 
P 

= .07 (ns) P 
= .10 (ns) 

whole model test = 26.04 = 19.33 

(df =16) p _ 25 (ns) p = .25 (ns) 

*df = 2 for all tests except the whole model 
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In a comparison by GROUP, a t-test showed no significant 

difference in the average amount of prior exposure to text 

topics between the experimental and control groups (t = 

-1.571, df = 63, p = .12). This result suggests that 

students do not use prior knowledge as a selection criterion. 

This interpretation is further tested in Section 4.3.3, where 

familiarity with the text topic is studied from the students' 

reported reasons for text selection. 

4.3.3 Text selection: Reasons for selec-bion 

In addition to their responses on the post-selection 

questionnaire concerning sources of prior knowledge, 

experimental group students ranked the importance of twelve 

possible reasons to their choice of texts. (See Table 4.8 for 

a list of the reasons offered in the questionnaire.) For each 

possible reason, a five-point Likert type scale was available 

for respondents to indicate the relative strength of 

importance. A score of five indicates that the student 

perceived that reason to be extremely important to their 

choice of texts. From the list of reasons the students 

verified as having a role in text selection, a new list 

consisting of the highest ranked reasons was displayed. From 

that compiled list, students chose the single most 

influential reason which led to the selection of the text. 

The analyses of these motivators in text selection deal 

both with the individual reasons and with the most important 
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reason given. As with the scores for PRIOR KNOWLEDGE, 

average scores were calculated for the strength of the 

individual reasons. In the case of the MOST IMPORTANT 

REASON, analyses utilize the reason that each student chose 

with the greatest frequency. 

Parallel to the analyses using PRIOR KNOWLEDGE, a chi 

squared test was used to determine whether a relationship 

exists between DIRECTION of change scores or PROFICIENCY 

LEVEL and REASONS for text selection. No individual reason 

for text selection held a significant relationship with 

students' scores on either the multiple choice test or the 

retelling test. (See Tables 4.8 and 4.9 for the results of 

the relevant tests.) In the case of the whole model test for 

the multiple choice tests, no significant relationship 

(PROFICIENCY LEVEL; x̂  = 29.08, df = 24, p = .21; DIRECTION 

of change: x̂  = 28.84, df = 24, p = .23) was apparent between 

either reading score and the reasons for selection. 

Similarly, the retelling whole model tests returned 

nonsignificant values using both PROFICIENCY LEVEL (x̂  = 

19.62, df = 24, p = .72) and DIRECTION of change (x̂  = 37.41, 

df = 24, p = .14), indicating that there is no relationship 

in this case either. 



136 

Table 4.8: Relationship between text selection and 
DIRECTION of change scores* 

Reasons for text 
selection 

INTEREST in topic 

text is APPROPRIATE 

for assignment 

topic is UNUSUAL 

information about 

topic is UNIQUE 

text is SHORT 

text is of LENGTH 

INSTRUCTOR EXPECTS 

text is EASY to 

read 

topic is FAMILIAR 

text is CHALLENGING 

CURIOSITY about 

unfamiliar topic 

TIRED of searching 

for preferable text 

DISCOMFORT with 

computer use 

Multiple choice 
results 
n = 62 

x̂  = 2.26, p = .32 

x̂  = .11, p = .95 

x̂  = 1.27, p = .53 

x̂  = 1.74, p = .42 

x̂  = 1.37, p = .50 

x̂  = 1.79, p = .41 

x̂  = 2.78, p = .25 

x̂  = 3.48, p = .18 

x̂  = 3.18, p = .20 

x̂  = 4.41, p = .11 

x̂  = .52, p = .77 

x̂  = 1.15, p = .56 

Retelling results 

n = 62 
x̂  = .77, p = .68 

x̂  = .54, p = .76 

x̂  = 2.96, p = .23 

x̂  = .07, p = .96 

x̂  = 1.98, p = .37 

x̂  = .24, p = .89 

x̂  = .36, p = .84 

x̂  = .27, p = .87 

x̂  = 1.99, p = .37 

x̂  = .63, p = .73 

x̂  = .15, p = .93 

x̂  = 1.88, p = .39 

*df = 2 for all tests 
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Table 4.9: Relationship between text selection and 
PROFICIENCY LEVEL* 

Reasons for text 
selection 

INTEREST in topic 

text is APPROPRIATE 

for assignment 

topic is UNUSUAL 

information about 

topic is UNIQUE 

text is SHORT 

text is of LENGTH 

INSTRUCTOR EXPECTS 

text is EASY to 

read 

topic is FAMILIAR 

text is CHALLENGING 

CURIOSITY about 

unfamiliar topic 

TIRED of searching 

for preferable text 

DISCOMFORT with 

computer use 

Multiple choice 
results 
n = 62 

x̂  =2.28, p = .32 

x̂  = 4.76, p = .09 

x̂  = .27, p = .87 

x̂  = 1.29, p = .52 

x̂  = 1.41, p = .49 

x̂  = 4.28, p = .12 

x̂  = 2.59, p = .27 

x̂  = 1.35, p = .51 

x̂  = 2.95, p = .23 

x̂  = 3.75, p = .15 

x̂  = .63, p = .73 

x̂  = 3.53, p = .17 

Retelling results 

n = 62 
x̂  =.95, p = .62 

x̂  = 2.28, p = .32 

x̂  = 1.64, p = .44 

x̂  = 1.16, p = .56 

x̂  = 1.31, p = .52 

x̂  = 2.71, p = .26 

x̂  = .31, p = .86 

x̂  = .35, p = .84 

x̂  = 2.54, p = .28 

x̂  = 3.01, p = .22 

x̂  = 1.93, p = .38 

x̂  = 2.42, p = .30 

*df = 2 for all tests 
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Despite the fact that the individual reasons for text 

selection did not relate to the relative change in reading 

comprehension for either test, it is of interest to note that 

students showed a strong tendency toward certain reasons. 

Two of the reasons accounted for 62.7% of those selected as 

the most important element leading to text selection: 

INTEREST (37.3%) and APPROPRIATENESS (25.4%). The remaining 

37.3% is distributed among nine of the other ten reasons for 

selection, with a 2.7% nonresponse rate for this question. 

Table 4.10 is a frequency table specifying this distribution. 
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Table 4.10: Frequencies of MOST IMPORTANT REASON 

Reasons for text 
selection 

Count Probability Cum. Prob. 

INTEREST in text 138 .373 .373 

topic 

text is APPROPRIATE 94 .254 .627 

for assignment 

CURIOSITY about 28 .076 .703 

unfamiliar topic 

topic is UNUSUAL 25 .068 .771 

text is EASY to 16 .043 .814 

read 

topic is FAMILIAR 15 .041 .855 

text is SHORT 13 .035 .89 

information about 12 .032 .922 

topic is UNIQUE 

no response 10 .027 .949 

text is CHALLENGING 9 .024 .973 

to read 

TIRED of searching 8 .022 .995 

for preferable text 

text is of LENGTH 2 .05 1.00 

INSTRUCTOR EXPECTS 

DISCOMFORT with 0 0 

computer use 

total 370 
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Furthermore, contrary to the results of many of the 

studies cited in Chapter 2 regarding the relationship between 

interest and prior knowledge, the correlation between these 

variables in this study's experimental group was quite weak. 

With a Pearson correlation coefficient of .2476, the 

relationship is not significant (p = .16). As reasons for 

text selection, their level of importance in final text 

selection is quite disparate as well, with INTEREST (37.3%) 

being a much more frequent choice as the MOST IMPORTANT 

REASON than FAMILIAR (4.1%). This lack of a relationship 

tentatively adds support to the results in Baldwin, Peleg-

Bruckner and McClintock (1985) who found that interest and 

familiarity are independent of each other. 

4.4 Summary of results 

In this summary section, the results as described 

throughout this chapter are paired with the null hypotheses 

they tested. This organization serves to bring together the 

initial research questions (in the form of hypotheses) and 

the related data, as well as set the stage for Section 4.5, 

which discusses the implications of these results. 
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Hoi significant difference in reading comprehension 

as measured by either the multiple choice test or the 

retelling test exists between the control and experimental 

groups. 

The results of the ANOVA using the reading comprehension 

tests support rejection of this null hypothesis. The control 

group scored significantly higher than the experimental group 

on both tests of comprehension. Nonetheless, this result is 

due to the failure of random grouping; the control group's 

comprehension level was significantly higher than the 

experimental group's at the outset of the study. 

Consequently, the second hypothesis becomes more important in 

understanding the effect of the treatment in this experiment. 

ho2 No significant difference between the control and 

experimental groups in their gain scores on the reading 

comprehension tests as measured by the change in scores from 

the pretest to the posttest is present. 

The test of this hypothesis lies in the interaction TIME 

X GROUP in the ANOVA tests with reading comprehension scores 

as the dependent variable. Although both reading 

comprehension tests showed a main effect by GROUP and the 

retelling test had a main effect by TIME, there were no 

interaction effects which would require rejection of this 

hypothesis. That is to say that the control and experimental 

groups showed the same change over time: lower reading 
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comprehension scores on the posttests compared to the 

pretests. This result provides evidence that the use of 

self-selected texts affects foreign language reading 

comprehension in a way similar to the use of assigned texts. 

HO3 NO significant difference in the number of texts read 

during the course of the study, the perceived difficulty of 

reading Spanish, Spanish fluency, or previous experience with 

Spanish between the control and experimental groups is 

evident. 

The results of a chi squared test of independence showed 

no difference between groups with respect to any of these 

four variables, therefore the hypothesis cannot be rejected. 

Each of these factors was a possible source of a confounding 

element that could affect the interpretation of the reading 

comprehension test results. The nonsignificant results 

indicate that these variables were unlikely to have played a 

role in the differences between the two groups. 

H<,4 In the experimental group, no relationship is 

apparent between reading proficiency or direction of change 

in proficiency over time and the topics of texts chosen 

during the course of the study. 

A qualitative analysis of the topics of texts chosen by 

students of high, average and low reading proficiency as well 

as by students whose scores increased, remained the same, and 

decreased followed no common pattern. Students in each 
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category showed consistent choice of topic as well as great 

variety of topic choice. Students who read texts related to 

the topics of the pretests and posttest were also distributed 

among the categories. 

HO5 In the experimental group, no relationship is in 

evidence between prior knowledge about selected texts and 

either reading proficiency level or direction of change in 

proficiency over time. 

Prior knowledge was unrelated to proficiency level or 

direction of change, suggesting that students do not take 

their previous exposure to a topic into account when choosing 

texts. Use of prior knowledge does not appear to be a 

strategy students employ when selecting a text, regardless of 

the emphasis researchers in the field of reading place on 

background knowledge. Further evidence of the limited 

importance of prior knowledge to text selection is the lack 

of a significant difference between the amount of prior 

knowledge reported by control group students, who read 

assigned texts and the amount reported in the experimental 

group. 

HQS In the experimental group, no relationship between 

reasons for text selection and either proficiency level or 

direction of change over time is apparent. 

Although all students in this group showed a preference 

for identifying INTEREST and APPROPRIATE (to the assignment) 
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as the most important reasons for choosing a text, no other 

pattern of text selection behavior was clear. Regardless of 

proficiency level or direction of change, students reported 

choosing texts for a variety of reasons, with the importance 

of those reasons varying from text to text as well as student 

to student. 

4.5 Discussion 

These investigations into the nature of text selection 

and its relationship to foreign language reading 

comprehension have not provided support for the existence of 

any ties between text selection and comprehension. There was 

neither a clear effect of the use of self-selected texts on 

foreign language reading comprehension as posited, nor an 

apparent relationship between reading proficiency and reasons 

for text selection. 

These negative results have significant theoretical 

implications, however. Chapter 2 discussed several topics 

which the present study bears upon: top-down models of 

reading, interest research, and a reconceptualization of the 

reading process. 

4.5.1 Top-down models of reading 

In a specific example of a top-down model, Goodman's 

(1991) psycholinguistic model of reading predicts that the 

act of (first language) reading leads to learning to read. 
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Freeman and Freeman (1992) extended that premise to second 

language reading, and further proposed that reading leads to 

language lecurning. Given that all of the subjects in the 

present study read a considerable number of texts both as 

part of this study and in the rest of their classroom 

assignments, this top-down model would predict an increase in 

the participants' reading proficiency. Contrary to that 

prediction, however, students in both the control and 

experimental groups received lower scores on the posttests 

(on the average) than on the pretests. The exceptions to 

this trend did not read a larger quantity of text during the 

course of the study than those who followed this tendency, 

hence, simple reading practice cannot explain these results. 

Three explanations are likely for the absence of 

improved reading proficiency: 1) the instruments used to 

measure students' comprehension were not representative of 

their reading development from pretest to posttest, 2) a 

longer period of time is necessary for there to be an effect 

of reading practice on proficiency level, or 3) the practice 

of reading alone is not a sufficient impetus to the 

improvement of reading proficiency. Each option bears some 

discussion. 

First, the question of instrumentation and the validity 

of the results obtained should always be addressed. Two 

considerations are germane to the discussion; the use of two 

qualitatively different measures of comprehension, and the 



146 

quality of the data extracted from them. The two reading 

comprehension test types, the multiple choice test and the 

retelling, require distinct skills from the reader. One 

demands that readers understand the text from the test 

writer's perspective and assumes that the test writer 

comprehends the text better than the test taker. In order to 

be successful on this type of test, the readers must recreate 

the test writer's understanding of the text, allowing them to 

answer the questions correctly. This is a factor that all of 

the test tcikers must work with. 

On the other hand, the retelling requires readers to 

create their own meaning from the text, but with a grounding 

in the original text itself. The readers choose which 

elements of the text are most salient and include them in 

their retellings. The raters must then come to an agreement 

as to what those elements are based on a sample of the 

retellings, and whether those elements appropriately 

represent the original text. In this case, the test takers 

have a much greater influence on the perspective which 

determines the correctness of their answers. 

Both of these approaches to measuring reading 

comprehension showed the same downward trend in comprehension 

scores. This suggests that both tests are measuring a 

similar construct related to reading comprehension, whether 

it encompasses all of comprehension, or only some portion 
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thereof. As such, these parallel results support the choice 

of instrumentation. 

The quality of the results is somewhat problematic, 

however. There were no quality issues apparent with the data 

from the multiple choice test, but the retellings suffered 

from two confounding variables, with the factors of test 

form on the retelling as well as the students who wrote in 

Spanish rather than English, the specific data points are 

questionable. Nonetheless, the problem of test form was 

statistically rectified, removing test form as an issue. 

Although the scores of the students who had to rewrite their 

retellings in English were certainly less valid than those 

who first wrote in English, the overall relationship of those 

posttest scores to the pretest scores patterned after the 

results for that group on the multiple choice test. That is 

to say that the validity of the individual retelling results 

needed to be scrutinized closely, but as an overall measure 

of reading comprehension, these results confirmed the 

multiple choice test results, which suggests that the trends 

are likely to be valid. 

The second explanation offered for the lack of 

improvement in reading was the short duration of the study. 

The pilot testing of the reading comprehension instruments 

provides strong evidence that one semester of instruction was 

adequate to show significant improvement over the time period 
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of this study. Therefore, this explanation is unlikely to 

hold true. 

The final explanation suggested that reading practice is 

not a sufficient condition to improve reading skills. In the 

foreign language context, particularly for adults who are 

literate in their first language, reading requires the 

development of linguistic proficiency as well as the bottom-

up processes that are unique to each language. In other 

words, students of a foreign language often read texts about 

concepts with which they are familiar in the first language, 

but for which they do not have the vocabulary or the control 

of syntax in the second language which they require to make 

use of their literacy. In addition to their limited 

proficiency in the language, adult foreign language learners 

must acquire a new system of sound-symbol correlations in 

order to be able to identify parts of the language that they 

know from non-print exposure to those parts. Students must 

learn to recognize words they have hecird or spoken when they 

see them written in order to access the meaning of the text. 

During this study, students read common assigned texts 

each week in class which the teachers used to train students 

in reading strategy use and to assist them in overcoming the 

areas of foreign language reading that are difficult for 

learners. However, the absence of regularly planned 

activities reinforcing those strategies using the World Wide 

Web texts may explain the lack of improvement due to the use 
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of self-selected texts. In the case of the Web readings, 

students had minimal support from the teachers in either 

applying the strategies studied in class, or in making use of 

the textual information for classroom activities. The 

results of this study suggest that such reading practice 

alone is not sufficient; foreign leinguage students need some 

type of assistance in making their reading practice more 

useful in terms of improving their proficiency. 

Another concept associated with top-down (as well as 

integrative) models of reading is that of the reader's role 

in creating meaning from a text. The questionnaires used 

with the control group in this study provided some unexpected 

support for this idea. Students identified from two to nine 

topics as the main topic of a single text for each of the 

texts they read. For example, students identified the main 

topic of a text dealing with the issues surrounding labels on 

items imported into Mexico from the United States as each of 

the following: agriculture, health and nutrition, languages 

or linguistics, economy, family life, law or legal issues, 

politics, houses or homes, and world cultures. Each of these 

topics, with the exception of houses or homes, was present in 

the text to some extent, yet different individuals read the 

text in a way that caused them to focus on one of those nine 

areas as the most salient to describing the entire text. 

This focus may in turn bias the way in which readers dedicate 

their attention, hypothesize about segments of the text they 
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do not fully understand, organize their mental representation 

of the text, or perceive ideas as main or peripheral. These 

few examples of the possible effects of topic identification 

may also have repercussions on test results, for instance, as 

test takers may interpret comprehension questions in light of 

the topic they identified. 

The relevance of this finding, then, lies in its support 

for the notions of readers creating meaning from a text (top-

down models) and the interaction of text and reader 

(integrative models), and sheds light on the relationship 

between these two theoretical premises. This result also 

indicates the need for further research into text-reader 

interactions. 

4.5.2 Interest research 

The second area in which this study has theoretical 

ramifications is in the domain of interest research. The 

high frequency with which experimental group students 

indicated they had chosen a text because of their interest in 

the topic implies that situational interest was present in 

the reading process. Research published on the effects of 

first language reading has consistently shown that this type 

of interest is beneficial. These studies dealt with 

interesting propositions, however, and not entire texts. 

Nonetheless, the presence of interest correlates highly with 

better reading in the first language. 
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The outcomes of the present study do not provide 

supporting evidence for this correlation when dealing with 

entire texts rather than propositions. The students who 

chose their texts based primarily on interest did not show 

evidence of higher comprehension levels, nor, in fact, of any 

relationship between interest and comprehension level. As a 

result, this study does not provide support for the current 

pedagogical trend toward self-selected texts, nor for text-

based interest playing a role in reading comprehension at 

this level of foreign language proficiency. 

4.5.3 Reconceptualizing the reading process 

The reading process as described in current professional 

literature begins with a text in front of a reader, and ends 

with some measure of comprehension. The intervening 

processes that occur between those two endpoints vary by 

theoretical model. In general, those processes in 

contemporary models of reading include linguistic, cognitive, 

metacognitive, and in some cases, affective factors as the 

contributors to successful reading. The majority of research 

on reading has focused on these four categories of variables, 

producing a vast quantity of information that has led to 

greater understanding of the reading process. 

Nonetheless, the factors are discussed in terms of their 

variability between individuals as if the factors were static 

attributes of each reader. Instead it is possible to view 
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them as developmental factors that fluctuate and change 

during a single reading event as well as over time. 

Successful reading can be influenced by readers' 

developmental progress in language proficiency, cognitive 

development, affect, and metacognitive skill. For example, 

greater knowledge of vocabulary and syntax may facilitate 

comprehension of a text, or an adult's affective response may 

lead to a very different interpretation of a text than a 

teenager's response. During a single reading event, readers 

may become tired, distracted, or disinterested, affecting the 

amount of attention dedicated to reading, and consequently 

influencing their comprehension. Both of these dimensions, 

the synchronic and the diachronic, interact during reading, 

allowing each to affect the other. A current reading event 

may teach the reader new vocabulary or a new strategy for 

reading; the developmental stage may inhibit or enhance the 

effects of a contextual factor. 

This dynamic view of reading is useful in discussing the 

three unexpected results of the present study: the lower 

posttest scores for all groups, the lack of a difference 

between the control and experimental groups, and the 

disparity in topic identification within the control group. 

These are not adequately explained by static models of 

reading because each result has two possible sources, one 

synchronic and one diachronic. 
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In the case of the lower posttest scores, all of the 

groups showed the same decline over time. Two possible 

explanations are apparent, given that the results repeated 

themselves on both test types; 1) environmental factors 

common to all groups at the time of the posttests (e.g., time 

in the semester) influenced students' performance in a 

negative way, or 2) the students as a group were at a 

developmental stage in which backsliding in reading 

proficiency occurred. 

The lack of an effect of the treatment (self-selected 

text use) also has two possible interpretations: 1) readers 

were unable to make use of the information contained in their 

chosen texts in order to improve their overall reading 

proficiency during each weekly reading assignment, or 2) the 

use of self-selected texts is effective only after a certain 

level of development has taken place, and third semester 

students are below that threshold level. These two 

interpretations are very closely related, suggesting an 

interaction between diachronic and synchronic elements. 

For the disparity in topic identification within the 

control group, participants could have been 1) biased by 

recent events in their own lives toward one topic rather than 

another, or 2) more knowledgeable about the topic they chose 

due to their experiences, education, or other sources. 

Although the data from the present study do not provide 

information that could serve as a means for selecting between 
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the two interpretations in each of the three cases, the 

existence of these different perspectives demonstrates the 

benefits of utilizing this dynamic concept of reading. New 

perspectives on recognized problems can often lead to better 

understanding of the issues. Longitudinal studies into the 

developmental patterns of reading behavior for adult foreign 

language students would establish a database for an objective 

look at both the diachronic and synchronic perspectives as 

well as the ways in which they interact. 
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CHAPTER 5 

CONCLUSIONS 

Research in the himianities leads to many unexpected 

results. In this study, the results in many cases were 

surprising. The lack of an effect of the use of self-

selected texts, for example, ran contrary to predictions 

based on current research in related areas. In contrast, 

other results that arose during the analyses of the data at 

first appeared to be tangential, yet became relevant in terms 

of their theoretical implications, as in the case of the 

control group's pattern of identifying multiple topics for a 

single text. Such outcomes lead to many areas for future 

research. 

The selection by the control group of a wide variety of 

topics as representative of the main topic of a single text 

is particularly interesting. In the foreign language reading 

context, it is unclear whether this variation is due to 

students' limited understanding of the text, or to their 

focus on unique elements of the text. The students may have 

chosen the part of each text which was of most interest to 

them, for whatever reason, and attended more to information 

in the text that was salient to that topic. This 

interpretation would be in agreement with Shirey and Reynolds 

(1988) and Wade, Schraw, Buxton, and Hayes (1993) who found 

that readers paid more attention to interesting propositions 
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than to important ones. It is also supported by Schraw and 

Dennison (1994), who found that readers' interpretations of a 

single text were biased by their purpose for reading. If 

this is an accurate reflection of the situation, then it begs 

the further question of what information readers focus on 

during a second, delayed reading of the same text. Would 

they choose the same topic as the main one? 

If it is the case that limited proficiency in Spanish is 

causing this diversity in topic identification, it is likely 

that the readers are focusing on the elements of the text 

that they do understand, and extrapolating the topic from 

that information. Eye fixation duration may shed light on 

this possibility. Also, research encourages the use of 

strategies such as hypothesizing, but the results of the 

topic identification data indicate that there is a need for 

further investigation into the outcomes perpetuated by 

strategy training. 

Prior knowledge or recent events may also have had an 

effect on the topics that readers chose. Greater familiarity 

with a topic may make readers more sensitive to information 

about that topic, and consequently bias the readers' 

perception of the main topic in favor of the area for which 

they have greater prior knowledge. Similarly, recent 

exposure to a topic may have a priming effect on the reader, 

who then interprets that topic as having greater importance 

in the text than was actually evidenced in the text itself. 
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A Study investigating such an effect could prove fruitful in 

redefining the reading process in terms of factors external 

to the reader which influence reading. 

Of additional interest in the topic identification 

results is the process internal to the reader. Do readers 

consciously search for the topic, and if so, what factors do 

they take into consideration? The answer to these questions 

would have ramifications for reading models in that topic 

identification could influence the way in which students 

progress through a text as well as what they add to it. 

Readers who identify the main topic of the text as a topic 

which is peripheral to the central ideas may bias their own 

reading of the text through the application of inappropriate 

background knowledge and inferencing for instance, thereby 

creating a mental representation of the text which is slanted 

by the readers' understanding of the topic. Think-aloud 

protocols may be useful in revealing at what point readers 

identify the text topic, and whether that event plays a role 

in the readers' interpretation of a text. 

This variability in identifying text topic also raises a 

more philosophical question concerning the nature of texts. 

The assumption that I have been making throughout this 

discussion is that there is an objective "main topic" in a 

text which can be identified. A study testing this 

assumption with fluent native language readers would serve to 

validate- or bring under scrutiny- the use of instruments for 
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reading assessment which are based on the belief that there 

are accurate and less accurate readings of a text. Results 

from such an investigation could have revolutionary effects 

on reading theory and assessment. 

In addition to the results of topic identification, 

another source of future research springs from the importance 

students gave to the expectations of their teachers. The 

second most frequently reported reason for text selection was 

appropriateness of the text for completing the assignment. 

Students who chose this reason revealed that they were 

looking to external soxirces, i.e., the teacher, in order to 

determine some of their reading behaviors. This is an 

excellent example of an influence on the reading process that 

is not dealt with in current models of reading. Given the 

fact that the students are at least partially motivated to 

choose a text by their perceptions of what their teacher 

desires from them, it is likely that their focus while they 

read is also affected by those perceptions. 

This interpretation may also explain the low scores on 

the reading comprehension posttests. The students' 

perceptions of their teacher's attitudes concerning their 

weekly reading assignments may have affected students' 

motivation to do well on the posttests. Due to limited 

success and time requirements in carrying out class 

activities which utilized multiple texts, the instructors did 

not continue using such activities throughout the semester. 
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Students may have interpreted this discontinuation as a 

reflection of low importance given to their reading 

assignments, and consequently assigned a low priority level 

to the related posttests. 

In both scenarios, the teachers had an effect on 

students' reading in a context outside of direct instruction, 

but the nature of that effect is unknown. Reading 

researchers must ask how reading is affected by teachers, 

under what conditions, and to what extent. This question 

also brings back the issue of reading as a social event, not 

an activity controlled only by internal processes. 

A final theoretical issue arising from this study 

concerns the use of retellings in the foreign language 

context. During the training process, the other two raters, 

the trainer and I had to reconsider the meaning of some of 

the categories used in first language retellings. For 

example, the original rubric included paraphrasing in the 

category of inferences. This quickly became an obvious 

problem when students read in Spanish and wrote their 

retellings in English; almost everything was a paraphrase. 

The category of elaborations (in the original rubric) also 

required revision because in the change between Spanish and 

English it was impossible to determine whether the writer had 

offered an appropriate elaboration or had misunderstood the 

text. Further investigation into the use of retellings in a 

crosslinguistic context is needed because of issues such as 
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these. These issues also reinforce the notion of the 

differences between first and second language reading and 

assessment. 

In pedagogical terms, the results of the present study 

have implications in three areas. First, this study does not 

provide support for the use of self-selected texts with adult 

foreign language students at the third semester level. 

Readers may have required more guidance from teachers than 

was feasible with multiple texts; they may have desired more 

goal-oriented tasks. An emphasis on utilizing the 

information in the texts read in more frequent classroom 

activities may have led to different results. 

Second, the use of a new technology, the World Wide Web, 

proved successful; students chose varied materials from many 

Spanish-speaking countries. Access was not problematic and 

training was very simple. The use of the newsgroup 

capability, in which students would be able to read and write 

messages about the texts they read, could improve the value 

of this technology. A newsgroup would provide an immediate 

means for students to share their discoveries with a real 

audience and make use of the texts they had read. This forum 

could be made public, or could be restricted to students use 

only. Multiple newsgroups could function simultaneously as a 

forvim for collecting information on a chosen topic; this 

would allow collaborative problem solving efforts and provide 
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students with a real world purpose for reading which may be 

more motivating to them. 

Finally, students' reasons for text selection are 

relevant to reading pedagogy in two ways. First, their focus 

on appropriateness as one of the two most important reasons 

for text selection implies that many of the participants in 

this study perceived their class to be teacher-centered, even 

though their reading assignment and classroom activities were 

intended to be learner-centered. This brings into question 

whether teachers who want to have learner-centered classes 

need to orient their students on an ongoing basis to this 

possibly unfamiliar teaching style in order to guide students 

to a new perspective on their own learning. Second, given 

limitless options, most students restricted their areas of 

reading to very few topics. Teachers must question whether 

they believe that students should be exposed to a broad 

perspective of the target language and culture before they 

choose to begin a program using self-selected texts. 

Research into the ways in which the depth and breadth of 

exposure to topics affects reading proficiency would help to 

address that issue. 

In summary, this study has provided counterevidence to 

the claim that self-selected text use is beneficial to 

students, contrary to predictions based on first language 

interest studies and the Whole Language model of reading. 

The data indicated that for these adults foreign language 
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readers, simply practicing reading and choosing texts that 

correspond to their interests and goals is not sufficient for 

them to show a demonstrable increase in proficiency during 

one semester. It additionally confirmed that prior knowledge 

and interest are independent factors which uniquely 

contribute to the reading process. 

In the heretofore unexplored area of text selection, the 

data from this study showed that students do not use the 

amount of prior knowledge they have about a topic as a 

criterion for choosing a text. Rather, they focused on their 

interest and their perception of their teacher's 

expectations. Furthermore, no relationship between reasons 

for text selection and reading proficiency was evident in the 

data. Future research should investigate whether these text 

selection behaviors impact the reading process in a way 

undiscovered in the present study. 

Finally, this study has shown that current reading 

models need to be expanded beyond their present scope in 

order to account for factors such as topic identification, 

the development of reading proficiency, and text selection. 

Conceiving of reading as a dynamic process affected by both 

synchronic and diachronic factors is one option suggested for 

incorporating these elements into models of reading. The 

results from this study have also opened the field to new 

areas of research, and have challenged reading theorists to 

rethink the boundaries of the definition of reading. It is 
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clear that there are factors beyond the established 

parameters of reading that play a role in the reading 

process; their incorporation into current theories needs to 

take place. 
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APPENDIX A 
READING COMPREHENSION TESTS 

Multiple choice test: Form H 

Escuadrones de la Muerte en Bras 11 matan nifios mendigos 

Roban, matan, se prostituyen con la inconsciencia del juego 
infantil. Mueren asesinados por las previsiones de los 
adultos; son los meninos-bandidos, una legi6n de ninos que 
viven en las calles de las grandes ciudades de Brasil, y que 
diariamente axamentan la estadlstica cabra de los menores 
asesinados por el Escuadr6n de la Muerte. Esta es una 
tenebrosa organizaci6n parapolicial que se presenta como el 
justiciero de las lacras sociales e impcirte justicia con sus 
propias manos. En la d6cada de los 70 esta banda criminal 
asesino a militantes de izquierda. En los anos 80 persigui6 
a los homosexuales y enfemos de Sida. Ahora asesina a un 
menor por dia en Brasil. 

1. The title introduces an article about 
the plight of beggars. 
the actions of vigilantes. 
killings committed by children. 
terrorist raids. 

2. Who are the meninos-bandidos? 
Assassins who stalk political enemies. 
Participants in a children's game. 
Members of a secret justice organization. 
Young people who live on the streets. 

3. Why are the children described in the article the object 
of such hatred. 
The commit robberies. 
They are prostitutes. 
They murder people. 
All of the above. 

Integrado por policias o protegidos de la Policia, el 
Escuadr6n de la Muerte constituye un verdadero eĵ rcito 
clandestine, cuyos mercenaries est̂  pagados por vecinos y 
comerciantes que, desprotegidos y con miedo, establecen un 
pacto macabro con esos grupos de exterminio para que les 
mantengan limpio el lugar. 
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En un pals en el que nacen dos millones de criaturas al 
ano, y en el que la violencia urbana ha registrado en la 
ultima d̂ cada mSs muertos que en la guerra de Vietnam, los 
ninos—ladrones son las nuevas victimas de los nuevos 
justicieros. Tan s61o en la mitad del ano pasado fueron 
asesinados 244 ninos en la festiva y s6rdida ciudad de Rio de 
Janeiro, muchos m̂ s que en el Libano, donde, segun cdlculos 
de la Cruz Roja, en todo el ano murieron 52 ninos. Sin 
embargo, estos datos oficiales no registran los menores 
enterrados en cementerios clandestinos, o aquellos cuyas 
muertes no son denunciadas por temor a las represalias. 

4. The Escuadr6n de la Muerte is a group of ... 
people infected with AIDS. 
assassins. 
leftist guerrillas. 
Brazilian politicians. 

5. Who pays the Escuadr6n? 
The police. 
Mercenaries. 
Businessmen. 
The government. 

6. To what can we compare Brazil's urban violence? 
A war. 
A social revolution. 
A funeral. 
All of the above. 

Marcado peira morir. Wolmer do Nascimento, un dirigente de 
las Comunidades de Base de la Iglesia, fue el primero en 
investigar, tres anos atrfis, el exterminio de chavales en la 
zona mSs violenta de Rio de Janeiro, la Baixada Flxominense, 
cuatro alcaldias de la Deriferia de la ex capital de Brasil. 
Con los nombres de los ninos asesinados fue construyendo un 
inmenso cartel de tres metros. 

«Yo s6 que estoy marcado para morir. Pero no me mataran 
por haber denunciado a mucha gente, porque mi muerte los 
convertiria inmediatamente en sospechososw advierte Wolmer 
quien coordina actualmente el Movimiento Nacional de los 
Meninos y Meninas de Rua (ninos y ninas de la calle). 
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El soci61ogo Herbert, de Souza, Betinho, un ex 
guerrillero que vivi6 en el exilio, lucha ahora contra los 
prejuicios y las miserias de su pals. El Instituto de 
Estudios Sociales y Econ6micos, del que es presidente, ha 
investigado en 12 estados del pais la existencia de esos 
grupos de exterminio infantil, y lleg6 a una tenebrosa 
conclusidn; los Escuadrones de la Muerte han sido los 
principales responsables de los violentos asesinatos de ninos 
y adolescentes en los ultimos anos. 

7. Wolmer do Nascimento ... 
exposed the Escuadr6n de la Muerte. 
was killed by assassins. 
was caught killing a child, 
investigated the deaths of children. 

8. Herbert de Souza 
was a guerrilla and was exiled. 
works to improve conditions in Brazil. 
has investigated the Escuadrones de la Muerte. 
all of the above. 

El gigantismo de las cifras brasilenas parad6jicamente 
deshumaniza sus tragedias. Asi, resulta difxcil entender 
esta guerra no declarada si no es a partir de los dramas 
individuales de esos ninos marcados para morir. El 
periodista Gilberto Dimenstein recorri6 el pais durante dos 
meses, desde el rico y desarrollado sur al miserable nordeste 
brasileno. Hurg6 en archivos policiales y periodisticos, 
entrevist6 a centenares de ninos, sus familiares, jueces, 
organismos humanitarios, y lleg6 a esta fiinebre conclusion; 
en Brasil es asesinado un menino cada dia. El resultado de 
la investigacidn se refleja en el libro Guerra dos meninos, 
publicado el mes pasado. 

«Mi vida es como el viento: nadie la aseguraw, dice 
pô ticamente uno de esos meninos. La fugacidad de la vida y 
la muerte cercana como Qnica certeza recorre todos los 
relates. Aunque s61o aparecen sus iniciales y se cubren el 
rostro para no ser identificados en las fotografias, 
Dimenstein teme que muchos de ellos ya hayan muerto. 
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«Algunos de los chavales entrevistados fueron asesinados 
antes de que este video pudiese ser exhibido», advierte el 
documental elaborado durante 15 meses por una productora de 
televisi6n de Recife, en el nordeste de Brasil, donde en 1988 
se registr6 una media mensual de dos menores ajusticiados por 
los Escuadrones. 

«Hay momentos en los que no s6 qui6n es el criminal y 
qui6n el policia», dice el secretario de Seguridad de ese 
estado, cansado ya de leer informes sobre nifios asesinados 
tras haberles arrancado los ojos o los genitales. 

9. What did Gilbert Dimenstein discover? 
A child is killed very day. 
Brazil has declared war on its children. 
A book planning a war against children. 
Children are killed for political reasons. 

10. Why did the children hide their faces when Dimenstein 
took pictures of them.? 
They didn't want their parents to find them. 
They are afraid of becoming targets. 
They are not used to being photographed. 
They are ashamed of what they do. 

11. The announcement appears at the beginning of the film 
says that ... 
some of the children in the film are already dead. 
the film contains scenes of graphic violence. 
it is impossible to distinguish the police from the 
criminals. 
none of the above. 

Atemorizados, inmovizados por el miedo de sufrir 
represalias, los padres y parientes de los nifios no suelen 
denunciar sus muertes o torturas. Los Escuadrones, un poder 
dentro del poder policial, ya han amenazado de muerte 
gobernador del estado del Amazonas, Amazonio Mendes, tras 
desartilar la policia civil, cuyos integrantes formaban un 
grupo de exterminio infantil. El obispo de Duque de Caxias, 
la Baixada Fluminiense, en Rio de Janeiro, tambien ha sido 
amenazado por denunciar las actividades de esos escuadrones 
policiales. 



168 

«En Brasil nadie se da cuenta de que la pena de muerte 
ya existe. Las ejecutan esos eĵ rcitos a los que nadie 
controla porque tienen enome prestigio dentro de la policxa, 
e incluso de la misma sociedad», explica el jurista Helio 
Bicudo que, como fiscal del estado de Sao Paulo, investig6 en 
los anos 70 a los Escuadrones de la Muerte. 

Con la creciente utilizaci6n de los ninos en el trfifico 
de drogas aumentd, tambî n, la criminalidad infantil. 
Resulta fScil verlos en las grandes ciudades, como Sao Paulo, 
Rio de Janeiro o Porto Alegre. Con sus cuerpos de hambre y 
sus miradas de ninos, muchos llevan la cabeza rapada como 
signo inequlvoco de su paso por la Feben, una verdadera 
prisi6n para menores, aunque sus siglas sean abreviatura de 
Fundacidn Nacional de Bienestar del Menor. Son golpeados por 
sus padres, maltratados por los institutes oficiales y 
torturados por la policia. 

En las cSrceles de menores, o en las mismas favelas 
(barriadas de chabolas), conviven con garotos (muchachos) 
mayores, quienes los reclutan para las muchas bandas armadas 
que se disputan en los barrios el negocio de la droga. 

«Inoculados con violencia, ellos s61o saben actuar 
violentamentew, advierte una monja que atiende a los meninos. 
Los ninos-bandidos son el eslab6n mSs d6bil de una perversa 
cadena. 

12. Relatives don't file complaints about children's deaths 
because they ... 
participate in the killings. 
can't identify their children. 
are afraid of becoming victims themselves. 
don't concern themselves with these deaths. 

13. The political figures who denounce the Escuadrones ... 
are tortured. 
disappear. 
aren't re-elected. 
receive death threats. 

14. What has contributed to the growth of crime among 
children? 
The drug traffic. 
Parental abuse. 
Prisons. 
Police brutality. 



169 

Dimenstein observa que las ninas casi nunca aparecen en 
las estadlsticas funebres de los Escuadrones, y explica; «E1 
motive es muy simple; su salida es la prostituci6n, una 
fuente de ingresos que sirve como altemativa al robo.» Sin 
embargo, se las tortura por partida doble. A las agresiones, 
torturas y malos tratos que padecen los chavales se agregan 
las perversiones sexuales de los policias. 

La psic61oga Ana Vasconcelos, que dirige una instituci6n 
para proteger a las meninas prostitutas, qued6 profundamente 
impresionada cuando constatd que los policias tienen la 
fijaci6n de patear el vientre a las adolescentes embarazadas. 
Dimenstein relata el caso de xina joven que suplicd al 
torturador que le pateaba el est6mago; «Si eres hombre, 
p̂ game con la mano.» A lo que el policia responds; «Tu vida 
no merece ni mi mano.» 

El caso de las pequenas prostitutas es una de las caras 
mSs pat6ticas de un pais en el que se calcula que medio 
mill6n de ninas entre 10 y 17 anos se dedican a la 
prostituci6n. Ellas integran el paisaje urbano de las 
inmensas ciudades. Con sus camisetas ajustadas y coloridas 
se apuestan desde muy temprano en las avenidas o esquinas de 
la ciudad. En Rio de Janeiro son las meninas de la 
Cinelandia, y en Sao Paulo, las garotas de la avenida Sao 
Joao 

Cinco anos atrfis, la organizaci6n britfinica Oxfan 
calcul6 que, s61o en el nordeste brasileno, 50.000 ninas y 
adolescentes son reclutadas para la prostituci6n. Los 
diarios de la ciudad de Sao Paulo estSn llenos de anuncios 
ofreciendo meninas nifetas en las casas de masajes, la 
versi6n moderna de los antiguos prostlbulos. 

Seducidas por las promesas de consumo y bienestar 
ofrecidas por la televisi6n, la mayoria de estas adolescentes 
provienen de las zonas rurales o las pequenas ciudades del 
interior del pais. Solas, pobres, la prostituci6n es el 
precio de a supervivencia. 

15. Why don't the Escuadrones kill the little girls? 
The girls don't live on the streets. 
The Escuadrones prefer to torture them. 
The girls become prostitutes not murders or robbers. 
The Escuadrones simply cannot catch them. 



170 

15. How do the police commonly treat the prostitutes? 
They punch them in the face. 
They kick them in the stomach. 
They rape them. 
They turn them over to nuns. 

17. How many girl-prostitutes are there in Brazil? 
50,000 
500,000 
5,000,000 
none of the above. 

18. Where do most of the young prostitutes come from? 
Rural parts of the country. 
The big cities. 
Other countries. 
All of the above. 

Y en esa guerra no declarada, el exterminio es 
clandestino, silencioso, ante la mirada distraida e 
indiferente de buena parte del pais. «Esto es una guerra 
civil encubierta. En Brasil las personas se conmueven mfis 
por la muerte de un ̂ bol que de un nino», dice el autor de 
la Guerra dos meninos, quien critica la moda ecologista que 
se ha apoderado del pais porque es «una sumisi6n a las ideas 
que vienen de fuera de nuestro paisw. 

Cinco anos atrfis, un procurador del Estado mat6 a 
bastonazos a uno de esos pivetes (ninos ladrones), que habia 
arrancado una cadena de oro a una mujer en la Praza da Se, 
una de las mSs pobladas del centro de Sao Paulo. El 
procurador fue absuelto. En cambio, el arzobispo de Sao 
Paulo, Evaristo Arns, escandaliz6 al pais al pedir en la 
eucaristia por el alma del nifio. «Esta defendiendo a los 
marginales, a los ladrones», repetia la clase media 
horrorizada. Hartos de los atracos, los asesinatos y la 
violencia que dominan las ciudades brasilenas, pobres y ricos 
exigen la maxima represi6n policial. 

La promesa de mayor seguridad es la mejor garantia para 
conseguir votos en visperas de elecciones. Como la votaci6n 
es nominal, en los ultimos anos varios policias o ex 
represores, como el coronel Curi6, consiguieron un escano de 
diputado y altlsimos resultados en las votaciones s61o por un 
motivo; prometia mfis muertes. 
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<(E1 unico bandido bueno es el bandido muerto), es el 
lema de la actual campana de un agente de la policia en Rio 
de Janeiro, que quiere ser diputado en las pr6xiinas 
elecciones de octubre. El aspecto m̂ s perverso de esta 
guerra infantil es que el enfrentamiento entre policias y 
bandidos termina siempre con miles de pequenos cadSveres 
esparcidos por Brasil, soldados del hambre y del 
marginalismo. 

19. How do Brazilians react to these assassinations. 
They encourage the Escuadrones to commit these killings. 
They are trying to stop the executions through legislation. 
They turn to other countries for solutions to the problem. 
They have been indifferent to the plight of the children. 

20. What did the "procurador" do? 
He beat a child thief to death. 
He stole a gold chain. 
He attacked a woman in la Praza da S6. 
He was killed by a child thief. 

21. What happened to the "procurador"? 
He escaped. 
He was released from prison. 
He was killed by the police. 
None of the above. 

22. Why did the priest cause a scandal? 
He prayed for the child. 
He denounced the procurador. 
He participated in the theft. 
He ignored the incident. 

23. What does the public want? 
An end to child killings. 
An investigation of the police. 
More police protection from bandits. 
More work by vigilante groups. 

24. What does at least one political candidate want? 
To kill all the child bandits. 
An end to the violence against the children. 
To improve the quality of life for the children. 
To eliminate the Escuadrones de Muerte. 
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Multiple choice test: Form P 

LA PESTE EQUINA CONVIERTE EL ROCIO EN UNA ROMERIA DE A PIE 

Si unimos la devocifin que despierta la Semana Santa 
andaluza, la alegria y el colorido de la feria de Sevilla, la 
galanura de los caballos de raza, unos vinos que maduran 
lentamente a la sombra de las bodegas y unas gentes que 
atraviesan las calientes marisinas para rezar, cantar y 
bailar, nos habremos sumergido en la Romeria del Rocio. Es 
una fiesta grande en la que el pueblo se rinde por sevillanas 
ante una imagen chiquitita de la Virgen. Un pueblo que, con 
este unico motivo, se organiza en hermandades como la de 
Jerez, la numero 16 en antigiiedad entre las 78 que se 
fundaran desde el siglo XVII, pues, segun parece, la devoci6n 
rociera comenz6 a finales del siglo anterior. 

A la Hermandad de Jerez, del convento de Santo Domingo 
de la ciudad andaluza, pertenecen casi 1.500 devotos que, por 
Pascua de Pentecost§s, atraviesan el coto de Donana, despu6s 
de pasar por Sanlucar, Puerto Real, Rota, CSdiz y Puerto de 
Santa Maria. Cada hermandad lo hace guiada por su 
simpecado, estandarte-simbolo con la imagen de la virgen, que 
se transporta y custodia en una carreta de plata tallada, 
llena de flores que se mantienen frescas los tres dlas y tres 
noches que dura el camino. Con §1 rinden homenaje ante la 
puerta de la iglesia de la Divina Pastora el dia en el que 
todas las hermandades entran en procesi6n en la aldea. 

Una aldea que toma el nombre de su virgen, de su raz6n 
de ser. Situada entre los pueblos de Almonte y Matalascanas, 
El Rocio tiene una poblaci6n habitual de 4.000 habitantes y 
acoge como puede a mSs de un mill6n de personas, que ano tras 
ano peregrinan desde diversos puntos de Espana y tambî n del 
extranjero. 

1. What is el Rocio? A .... 
Dance 
Road. 
Town. 
Saint. 

2. How has the pilgrimage been changed? 
They can't use their horses. 
They can't find the Virgin. 
Less people are going this year. 
The participants have become ill. 
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3. How is the Romeria del Rocio normally celebrated? 
People quietly pray to the Virgin. 
Families celebrate with parties at home. 
Celebrants abstain from drinking. 
Everyone dances in front of a statue to the Virgin. 

4. When do the pilgrimages take place? 
During Holy Week. 
Every summer. 
At the end of each century. 
On Sundays in the winter. 

5. What does each group bring to the festival? 
A statue of the virgin. 
A sacrifice to the Virgin. 
Pictures of the Virgin. 
Kegs of wine for the Virgin. 

6. How do the pilgrims travel? 
On horseback. 
On foot. 
In wagons. 
All of the above. 

7. An "Hermanidad" is a group of people who 
travel to Andalucia for Holy Week carrying an image of the 
Virgin. 
organize the Holy Week festivities in the Sevilla. 
create special carts and flower arrangements for Holy Week 
celebrations. 
join convents in order to devote themselves to festivals in 
honor of the virgin. 

8. What happens in El Rocio during Holy Week? 
Over 1,000,000 people come to town. 
The entire population embarks on a pilgrimage. 
The people build fancy carts for the pilgrims. 
People crowd the church to pray for lost pilgrims. 

9. Where do the pilgrims come from? 
El Rocio. 
Matalascanas. 
Almonte. 
All over Spain. 
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Dunas Milenarias: 

Hasta llegar a ella, los romeros jerezanos deben primero 
cruzar el Guadalquivir en barca, para despû s continuar el 
duro camino a trav6s de las dunas del Goto de Donana por 
parajes como La Marismilla, Palacio, La Raya, y salir por la 
Canariega hasta El Roclo. 

Son las dunas milenarias cuyas arenas transportan el mar 
y el viento, famosas por su vegetaci6n y por cobijar una 
fauna tan rica como variada, que quieren conservar y proteger 
no s61o los ecologistas, sino cualquier ciudadano 
medianamente sensato. En las arenas quedan atrapadas las 
carretas y los vehiculos todo terreno que los romeros llevan 
cargados con comida, bebida y todo tipo de enseres, como si 
de una mudanza se tratara. Mientras aumenta tambî n el 
numero de tractores que se utilizan, Phillipe, un belga que 
acude ano tras ano al Rocio, comenta en muy buen castellano 
que la mejor forma de hacer el camino es «como se ha hecho 
siempre, a caballo». 

Phillipe, como muchos otros, compraba uno que, al 
finalizar la romeria, solla vender «tratando de no perder 
dinero». Con el problema de la peste equina, el ano pasado 
ya era dificil conseguir un caballo: «Habia zonas afectadas 
de las que no se podia trasladar a los animales.» Funcion6 
entonces la picaresca y se realizaron falsas ventas entre 
amigos que poseian cuadras en un sector y otro. «Asi, un 
animal de una zona afectada pasaba a residir en otro lugar no 
contaminado y se podian llevar a las ferias o al Rocio.» Este 
ano ya serS todo inutil, pues las autoridades han prohibido 
utilizar caballos. 

«Tan s61o nos han permitido llevar dos mulos para tirar 
de la carreta del simpecado», manifiesta Jos4 G6mez Alcocer, 
mayordomo de la Hermandad de Jerez y m̂ imo representante de 
la Junta de Gobierno, compuesta por 14 personas, entre 
secretaries, alcaldes de carretas, fiscales y vocales. Todos 
ellos opinan que si bien la fiesta no ser̂  tan lucida como en 
anos anteriores, se mantiene igual la ilusi6n, la cordialidad 
y ese &iimo de entrega desinteresada que forma parte del 
espiritu rociero. 

El mismo espiritu por el que Angeles, rociera que hace 
el camino a pie desde hace cinco anos, por una promesa que 
hizo cuando a su marido le diagnosticaron los medicos que 
tenlan que amputarle las piernas: «Y entonces la Virgen me 
dijo; ll̂ vatelo a Madrid. Y alii nos fuimos, lo ingresaron 
en el hospital La Paz, y no se las cortaron.)) Aun asi, el mal 
persiste «y para que siga vivo todos los sacrificios que 
hagamos son pocos». 
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Angeles vende loteria y ahorra durante todo el ano para 
contratar dos mozos para que lleven a su marido de un lado 
para otro durante la romerla. Comenta su historia durante un 
rengue, parada habitual para calmar la sed y el hambre. En 
el camino del Rocio se come ligero mientras se anda, y mds 
abundante y caliente en las paradas. Es dificil dejar de 
beber y picar, pues todo el mundo ofrece y compeirte lo que 
tiene. El Rocio es siempre una ceremonia de generosidad. 

10. Where do the pilgrims stay during their trip? 
They camp out. 
They stop at motels. 
They stay with friends. 
Nowhere. It's a short trip. 

11. Why are horses the preferred means of travel? 
They go where tractors can't. 
They're cheaper to maintain than cars. 
They're the traditional means of travel. 
All of the above. 

12. What was the problem with using horses this year? 
A disease restricted where people could take them. 
Festival officials decided to ban them from Andalucia. 
The cost of maintaining animals rose this year. 
Horse breeders reneged on plans to sell them to travelers. 

13. How has the festival been affected by this horse 
problem? 
People decided to boycott it. 
Pilgrims were unable to bring their statues. 
The sentiment and spirit was still the same. 
The pilgrims simply replaced all the horses with mules. 

14. Why does Angeles make the pilgrimage every year? 
She goes there to visit her husband. 
She has to fulfill a promise. 
She likes to walk for her health. 
She is one of the organizers. 

15. How do people eat during a pilgrimage? 
Caterers are hired to follow the procession. 
They stop at inns along the road for meals. 
They fast as part of the ritual of holy week. 
They bring food and share during rest stops. 
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Mientras unos mezclan estos plAceres con el cante y el 
baile, otros se retiran bajo los pinos para escapar de un sol 
de justicia que participa en la romeria con plenos poderes. 
En tomo a unas copas surgen chascarrillos y se rememoran 
leyendas, como la que hace referenda al nombre del famoso 
coto. Dicen que una princesa hechicera tenia celos de una 
esclava que se llamaba Ana y para vengarse un dia la 
convirti6 en una corza. Cuando el rey fue a cazar encontr6 
al animal, que le cont6 su desgracia y le dijo su nombre. 
Impresionado, el rey prohibit que volviera a cazarse una sola 
corza en aquel coto y bautizd al lugar con el nombre de 
Dofiana. 

La historia, mSs drida pero mSs real, asegiura que los 
terrenos fueron donados por el rey Sancho IV a Guzman el 
Bueno, duque de Medina Sidonia. Hasta 1585 la propiedad del 
coto fue compartida por los almontenos y la casa ducado. Fue 
entonces cuando Dona Ana, esposa del s6ptimo duque de Medina 
Sidonia, se refugi6 en el pequefio palacete que tenia la 
familia cerca de las marismas: no soportaba la vergiienza que 
le producia la vida disipada de su madre, la princesa de 
Eboli. Desde entonces, los terrenos fueron llamados Bosque o 
Coto de Dofiana. 

Los cuentos, los chistes y las risas contintian todo el 
dia. Nadie tiene prisa. El tomillo, el romero, la jara, 
huelen que da gloria. Y los ansares reposcui en su lago, sin 
que se los moleste, pues nadie se atreve a perturbar a las 
aves o a otro animal de la rica fauna del coto. Precisamente 
pcira evitar que se les molestara, se recort6 el trayecto 
tradicional, que ahora evita las lagunas, y que en general 
permanece prohibido el resto del ano para casi todo el mundo. 

Son cuatro dias y tres noches los que tarda la Hermandad 
de Jerez en recorrer los 60 kil6metros que hay desde que 
cruzan en barca el Guadalquivir por Sanlucar hasta la aldea 
del Rocio. Dias intensos que culminan cuando llega la noche 
y con el padre Agustin se reza en tomo al simpecado, a la 
luz de la candela, en esas horas en las que el frio comienza 
a abrazar las espaldas de los que velan. Despu6s surge un 
canto, un lamento, un desgarro que quiere dejar desnudo algun 
secreto de amor... y es mejor no buscar explicaciones y 
disfrutar de un paganismo donde la devoci6n es aut§ntica. 

El ultimo dia, al toque de diana del tamboril, la 
actividad es fren̂ tica. Mientras unos recogen las tiendas de 
campana, otros hacen caf6 y tostadas. Los hombres se 
afeitan, porque en el ritual del Rocio es fundamental ir bien 
arreglado. Los romeros se asean como pueden y soportan el 
pegajoso polvo del camino incrustado en la pie . Todos menos 
los planchados, que son aquellos que optan por seguir la 



177 

peregrlnaci6n s61o por el dxa, y de noche se van a un hotel 
para ducharse y dortnir. 

El Bautizo; En las carretas, las mujeres preparan los 
vestidos de farales que sustituir̂  a la falda rociera del 
camino y son m&s de cien mil los que se estrenan cada afio. 
Pero antes de llegar a la aldea, tendr̂  lugar uno de los 
momentos mfis emocionantes para los hermanos novates: su 
bautizo. 

Mientras todos cantan la Salve rociera, un padrino si es 
mujer, o madrina si es hombre, derramar̂  vino de Jerez por 
la cabeza de los que han participado en la romeria por 
primera vez. A1 tiempo se va llenando el catavinos que el 
recî n bautizado, de rodillas, sostiene entre sus manos. Y, 
al final, brinda con 61 por todos los presentes. 

A1 llegar a la aldea de El Rocio sorprenden sus calles 
de arena y casas bajas con los ataeros alineados para amarrar 
los caballos, como si de cualquier lugar del "far west" se 
tratara. Alii se puede encontrar desde sofisticadas 
viviendas preparadas para acoger a folcl6ricas amosas, 
empresarios o banqueros que pueden pagar un alquiler que 
oscila entre 500.000 y dos millones de pesetas, a tiendas de 
campanas arracimadas en la periferia. 

16. What is the legend about? 
How the area got its name. 
A princess who turned into an animal. 
A king who turned an animal into a girl. 
A king who outlawed hunting in Andalucia. 

17. What is a restriction that the pilgrims place upon 
themselves? 
They can't rest until they reach el Rocio. 
They must not pass through el Goto de Dofiana. 
They may not disturb the native birds and animals. 
They cannot cross and bodies of water. 

18. When are candle light prayer sessions held? 
In the early morning. 
At noon. 
In the evening. 
At midnight. 
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19. what happens on the last day of the trip to El Rocio? 
Everyone gets cleaned up for the festivities. 
The women prepare a special feast. 
The men buy festival clothes to wear in town. 
Everyone goes on a shopping spree. 

20. How are the first-time participants in the pilgrimage 
inaugurated? 
They dress in special festival clothes and dance. 
A godmother or godfather baptizes them with wine. 
Each one sings a version of "La Salve rociera." 
Each proposes a toast to the experienced pilgrims. 

21. What do the pilgrims find when they get to El Rocio? 
A wild west type town with horse hitches every where. 
An exotic resort with tennis courts and more. 
A church in the middle of open fields. 
An enormous statue of the Virgin. 

22. Does everyone come to the festival and camp out? 
Yes, it's tradition. 
Yes, there are no other accommodations. 
No, there are hotels for the rich visitors. 
No, most visitors stay in friends' homes. 

Una buena casa rociera se distingue por la guapura de su 
gente y la hospitalidad para con sus invitados. Pero el gran 
espect̂ culo estS en la calle. Carretas adomadas con flores 
de papel, tiradas por bueyes o por tractores y jinetes de 
traje campero y zahones de cuero que este ano deber&i ir a 
pie, mujeres luciendo sus vestidos de volantes tipicos se 
entremezclan con feriantes, curiosos o picaros, dispuestos a 
distraer o coger prestado cualquier cosa de valor: «El ano 
pasado, mientras visit̂ amos la casa de mi hermana», comenta 
la romera Carmen Soton, «nos robaron los dos caballos que 
tiraban de la carreta y nos dejaron un burro en su lugar». 

Todo puede ocurrir en el Rocio. «Esto ya no es lo que 
era, esto ha cambiado mucho», segun comentaba una pareja de 
mariquitas mientras contemplan embobados a un travesti que 
baila sevillanas; <(Hace 14 anos que le descubrimos aqui, 
bailando en este quiosco, y mire, le hicimos esta foto. Casi 
no ha envejecido £verdad?» Para esta pareja, incondicional 
del Rocio, la masificacion, que aumenta ano tras ano, y el 
miedo al Sida est&i perjudicando la fiesta «Ahora ya no te 
invitan a beber en ningun sitio, si no te conocen, como 
ocurria antes.» 
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Una fiesta que discurre tambî n entre rosarios y 
procesiones que dan paso al momento m̂ s emocionante de la 
romeria: la salida de la Virgen en la madrugada del domingo 
al lunes, a hombros de los almontenos mfis viejos y mSs 
j6venes del lugar. Cuando, tras saltar la reja, como 
queriendo robarla, llevan a la Virgen a la casa de cada 
Hermandad, bajo una lluvia de p6talos de flores. Miles de 
manos se tienden hacia ella, mientras de las gargantas de los 
presentes sale un grito; «iguapa!, Iguapa!, Iguapa!». 

Suenan las campanas y una borrachera colectiva de 
sentimientos embarga tanto a los creyentes como a los que no 
lo son. La Virgen se detiene frente al simpecado de cada 
hermandad y tras recorrer las 78 cofradias que tienen casa en 
El Rocio, los almontenos la devuelven al mediodia siguiente a 
su iglesia. Es entonces cuando los cofrades de la Hermandad 
de Jerez emprenden el regreso a casa, y la fiesta continua. 
De nuevo por el Goto, se comparten los restos de las 5.500 
botellas del fino, 20.000 botellines de cervezas y refrescos 
asi como los 2.000 kilos de viandas, entre las que destacan 
los cien jamones y 700 kilos de marisco que se consumen en 
los ocho dias que dura la romeria. 

A su llegada a la localidad de Jerez, los peregrines son 
aclamados por las calles mientras se dirigen al Convento de 
Santo Domingo y las sevillanas que se cantan y bailan en ese 
momento, mfis que un adi6s, son el preludio de los Rocios que 
han de venir. 

23. What's an example of a bad experience one family had? 
Their horses were stolen. 
A disease killed their horses. 
There was no place to pitch their tents. 
The roads were impassable for horses and carts. 

24. What has changed about the festival over the years? 
The hours dedicated to dancing have been reduced. 
People have become more cautious of streingers. 
The crowds are getting smaller and smaller. 
Drinking is prohibited in most festival sites. 

25. What happens at dawn? 
The pilgrims go to the local church. 
A procession carries flowers to the statue of the Virgin. 
The young people dance and chant to the virgin. 
Men carry the virgin around the town. 



26. What happens in the afternoon? 
The most elaborate church service of the year begins. 
The city hold a singing and dancing contest. 
The people eat, drink, and are merry! 
There is a contest staged by members of the Hermanidades. 
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Retelling test: Form P 

EL PERRO PASTOR SE COME EL REBANO 

En Estados Unidos se estd haciendo una amplia investigaci<5n 
nacional sobre la corirupci6n de los cuerpos policiales, y eso 
es muy bueno. Se ha comprobado -y eso es, en cambio, muy 
malo- que la arbitrariedad, el racismo, el sexismo, la 
corrupci6n y el crimen son en el seno del cuerpo policial 
males, desgraciadamente, crecientes y mucho m̂ s difundidos de 
lo que se sospechaba y que, como ha sucedido esta semana 
misma en Los Angeles en el caso de una agente hispana que 
denunci6 a sus jefes racistas, corruptos y falsificadores de 
pruebas, los policlas honestos deben defender sus vidas. 
Pareceria que los perros pastores que deben preservar de los 
lobos al rebano son los que devoran, junto con 6stos o por su 
propia cuenta, las pacificas ovejas. 

Esta degeneraci6n del aparato policial es paralela al aumento 
de su magnitud y de su impunidad, y es potenciada por el 
darwinismo social preconizado por la mayoria de los 
legisladores, los supuestos Padres de la Patria. Si la 
soluci6n a los problemas planteados por la pobreza y la 
miseria material y moral (como el auge de la delincuencia y 
del consumo de drogas) se busca en el reforzamiento hasta el 
infinite del numero de policias y de cfirceles y en el aumento 
de las penas, se otorga un peso cada vez mayor a la policia y 
uno cada vez menor a los educadores, los soci61ogos y los 
jueces. 

Si las redadas policiacas pueden violar impunemente 
libertades constitucionales, ocupando barrios, allanando 
casas, deteniendo a simples sospechosos por su facha, su 
vestimenta, su piel, se fomenta la arbitrariedad policial, se 
entra poco a poco en un Estado de policia. Si la flosofia 
oficial dice que los pobres lo son porque son haraganes y 
quieren vivir estafando al Estado y de la asistencia ptiblica 
y que quien quiere progresar tiene todos los medios para 
hacerlo, se fomenta el racismo y, como en Estados Unidos los 
mSs pobres son mSs oscuros y generalmente son mujeres o 
j6venes, los policias pasan a defender (o a temer) solamente 
a la minoria de ciudadanos de primera clase y a sospechar del 
resto, que desprecian. 

La exacerbaci6n de las leyes represivas desarrollan la 
creacidn de cuerpos separados, fuera de todo control legal o 
democrltico. El Estado pierde su transparencia y su 
legitimidad, y todos pasan a temer a quien deberia hacer 
respetar la ley pero muy a menudo es el primero en violarla. 
Una sociedad sana estd educada en el respeto de la ley porque 
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ella misma, directamente, la produce y controla; ademSs, 
ejerce por si itiisma la funcidn de policia y de vigilancia 
contra los excesos. Si se niega la educaci6n democr̂ tica (y 
la propia educaci6n), junto con la justicia social, agravando 
la miseria de las mayorlas y aumentando el abismo que las 
separa del lujo y el confort de los mfis ricos, se aumenta el 
numero de delincuentes y, con ese pretexto, el ntSmero de 
guardianes del palacio, omnipotentes y descontrolados, que 
ejercen la delincuencia de Estado y el terror estatal contra 
los seres comunes. Contra la corrupci6n de los guardianes del 
orden lo unico eficaz es consolidar el orden con la 
democracia, el control desde abajo hacia arriba, la obtenci6n 
del consenso. No basta con inspectores que vigilen a los 
inspectores, porque 2qui6n vigilarS, a su vez, a los 
primeros? 



183 

Retelling test: Form X 

EU; XENOFOBIA ELECTORAL 

La cainpana electoral en Estados Unidos no se basa en ideas y 
confrontaciones programfiticas, sino en golpes bajos y 
descalificaciones personales, como los que se est̂  lanzando 
contra la esposa del presidente Clinton para invalidar a §ste 
(y, de paso, ""poner en su sitio" a las mujeres demasiado 
independientes y reforzar el integrismo conservador). 
Naturalmente, una parte importante de esta cainpana, que 
crecerS a medida que nos acerquemos a las elecciones 
primarias, es y serS la utilizaci6n con fines electorales 
internes de la represi6n a la ininigraci6n no solamente ilegal 
sino tambî n legal y, por consiguiente, el avunento de las 
manifestaciones de xenofobia en lo que respecta a Mexico y a 
los mexicanos. 

En efecto, el racismo agita ya ante los electores de Estados 
Unidos el temor a la p6rdida del carScter nacional frente a 
la invasi6n de extranjeros "de color", al retroceso del 
idioma ingles ante el espanol, a la sustitucidn de los 
natives por inmigrantes sin documentos dispuestos a cualquier 
cosa con tal de sobrevivir y cualquier otro tipo de 
argumentos igualmente irracionales. Las consecuencias 
prcicticas son el aumento de la extensi6n y de la altura de 
los muros y cercas contra los espaldas mojadas, la creaci6n 
de nuevas unidades militares y represivas con alta tecnologia 
para reprimir la inmigraci6n, el numero tremendo de 
expulsiones de quienes cometen el "delito" de creer en el 
libre mercado y tratan de entrar en el iiiercado de fuerza 
laboral m&s favorable de nuestro continente, con la esperanza 
de ser explotados por extranjeros para poder mandar algo a 
sus familias en el pais que se vieron obligados a abandonar. 

El hecho de que los estados fronterizos (en particular 
California, Texas y Florida) sean los que deciden en la 
votaci6n para presidente, por su numero de representantes, ha 
desencadenado una obscena puja antiinmigrantes, antimexicana, 
que viola los principios legales intemacionales y la Carta 
de la ONU y ofende a nuestro pals. Desgraciadamente, nuestra 
diplomacia no tiene las iniciativas ni la energia necesarias 
y nuestra protesta ha sido muy d§bil y esporSdica. Mexico 
incluso ha aceptado compartir el costo de las expulsiones 
aceleradas (por avi6n) y parece haberse acomodado a la 
construcci<5n de cercas y paredes que en otras partes del 
mundo se usan contra roedores o vacunos y no contra personas 
en busca de trabajo. 
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Si el Tratado de Libre Comercio garantiza sobre todo el libre 
tr̂ sito de las mercanclas de Estados Unidos y no es ni 
siquiera respetado en el problema de los treinsportistas, su 
trato desigual se toma intolerable en el problema, antes que 
nada humano, de la fuerza de trabajo. El agravamiento de esta 
situacidn, con la burda campana electoral que vive ya nuestro 
vecino, exige una discusi6n diplomStica de este problema que 
garantice el pleno respeto de los derechos hiomanos. Un buen 
comienzo podria ser la respuesta de nuestro pals y las 
naciones centroamericanas al gobiemo de Clinton en la 
conferencia regional sobre migraci6n a celebrarse en marzo en 
la ciudad de Puebla. 



APPENDIX B 

RETELLING SCORING RUBRIC 

Text-based factors 

question none low mod low mod high high 
1. Retelling includes 
information directly 
stated in text. 

mentions words 
from text, but 
creates a context 
for them distinct 
from original tex: 

few main points, 
or some with little 
to no detail 

some main points, 
with some detail 

most main points with 
at least some detail 

most to all 
main points 
plus detail 

2. Retelling includes 
information inferred 
from the text. 
(Accuracy irrelevant 
here. Paraphrasing 
does not count.) 

no inferences one to two low 
level inferences; 
contributes little 
to retelling 

several low level 
inferences; 
contribute little to 
retelling, not 
substantive 

at least one high level 
inference which 
draws together 
various pieces of 
information from text 

multiple high 
level 
inferences 

3. Retelling includes 
the gist of the text, 
i.e., the main ideas, 
the relations among 
them, and evidence of 
getting the argument 
type (cause-effect, 
problem solving, etc.) 

no evidence of 
relations among 
Ideas 

little evidence of 
relations 

some evidence of 
relations, but 
relations unclear 

relations among main 
ideas understood, but 
missing the "big 
picture" (type of 
text- cause-effect, 
etc.) 

clear evidence 
of getting the 
"big picture" 

4. Inferences in 
retelling are 
appropriate or 
plausible based on 
text. 

inferences are 
not relevant or 
appropriate 

minimal number of 
inferences are 
appropriate 

half of the inferences 
were appropriate, 
but add little to the 
retelling 

more than half of the 
inferences were 
appropriate, some add 
to the retelling 

most 
inferences are 
appropriate 
and add 
substance to 
the retelling 



Reader-based factors 

question none low mod low mod high high 
5. Retelling includes 
overt statements of 
prior knowledge about 
the text topic from 
sources other than the 
text. 

no mention of 
prior knowledge 
from another 
source 

a single mention of 
prior knowledge 

multiple mentions of 
prior knowledge, 
some relevant to 
main ideas, some not 

multiple mentions of 
prior knowledge, most 
relevant to main ideas 

multiple 
mentions of 
prior 

knowledge, 
most relevant, 
plus overt 
explanation of 
relevance 

6. Retelling includes 
summary statements 
or generalizations 
about concepts in the 
text which should help 
the reader of the 
retelling follow the 
retelling or relate it 
to other ideas or 
events. 

no summary 
statements or 
generalizations 

single summary 
statement or 
generalization, 
adds little to 
retelling 

few summary 
statements or 
generalizations, add 
little to the retelling 
or focus on details 
rather than main 
ideas 

multiple summary 
statements, most of 
which add to the 
reader's ability to 
follow the retelling or 
relate it to the rest of 
the world 

multiple 
summary 
statements, 
all adding to 
the quality of 
the retelling 

7. Retelling shows 
evidence of the 
reteller's voice, i.e., 
reteller includes 
statements indicating 
his/her position on the 
topic of the text 

no evidence of 
voice 

minimal indication 
of reteller's 
position through 
single words 

some evidence of 
reteller's position 
through phrases, but 
with no rationale for 
position 

clear statements of 
reteller's voice, but 
with little or no 
explanation or 
rationale for that 
position 

strong voice 
with rationale 

8. Retelling indicates 
reteller's emotional 
involvement in the 
contents of the text 

no mention of 
affect 

single mention of 
emotional reaction 
to text, no 
rationale 

few mentions of 
emotional reaction, 
minimal rationale 

multiple mentions of 
emotional reactions, 
minimal rationale 

multiple 
mentions of 
emotional 
reactions, 
clearly stated 
rationale 



Language-based factors 

question none l o w  mod low mod high high 
9. Sentences in the 
retelling (when read 
individually) flow 
smoothly, are well 
written 

some sentences 
make no sense at 
all 

some sentences or 
phrases are 
difficult to 
understand 

some sentences or 
phrases are choppy 
and disjointed, but 
understandable 

all sentences are 
understandable, but 
style and vocabulary 
don't vary 

all sentences 
are 
understandable 
well written, 
and varied 

10. Retelling has an 
introduction, body, 
and conclusion 
presented in an 
organized, perceivable 
manner 

ideas are 
presented almost 
randomly, with 
no apparent 
logical 
organization or 
structure 

retelling is 
extremely short 
and has little to no 
organization, or 
has neither an 
introduction nor 
conclusion 

retelling has 
introduction or 
conclusion, plus a 
body, but not all 
three 

retelling has Intro., 
body and conclusion, 
but with few 
discourse markers or 
connectors 

retelling has 
Intro., body 
and 
conclusion, 
plus skillful 
use of 
connectors to 
facilitate 
transitions 

1 1 .  R e t e l l i n g  o r i e n t s  
the audience/reader ir 
a way which indicates 
that this is a retelling 
and which maintains 
clarity of point of 
view given 

no orientation: 
retelling could be 
an original essay 
with no basis in 
reading another 
text 

single orienting 
statement, or 
multiple 
statements 
presented toward 

the end of the 

retelling (none at 
the beginning); 
point of view 
unclear; too many 
assumptions made 

multiple orienting 
statements, but no 
variety of 
strategies; point of 
view sometimes 
unclear 

multiple orienting 
statements using 
various strategies; 
point of view always 
clear 

multiple 
orienting 
statements 
using various 
strategies; 
point of view 
always clear; 
reteller 
provides 
background 
information 
when useful 

12. Retelling 
indicates control of 
the mechanics 
(spelling, grammar 
and punctuation) of the 
language of retelling 

retelling is 
unintelligible 

large quantity of 
errors in 
mechanics; may 
impede easy 
comprehension 

multiple errors in 
mechanics; 
distracting to 
audience 

minimal errors in 
mechanics 

no errors in 
mechanics 
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APPENDIX C 

INITIAL QUESTIONNAIRE 

I. Experience with Spanish: We would like to know how 
much exposure you have had to Spanish. Please answer this 
set of questions by typing in a number for the first two 
questions, and selecting one of the choices for the last two 
questions. 

1. How many years of experience have you had with Spanish? 

2. How many years of your experience with Spanish have been 
in a classroom? 

3. How fluent in Spanish do you think you are? 
native 
near-native 
highly 
average 
somewhat 
barely 

4. How easy is it for you to read in Spanish? 
very easy 
somewhat easy 
somewhat difficult 
very difficult 

II. Computer use: We want to know how comfortable you feel 
with using computers, and what your experience with them has 
been. Please answer the following questions by typing in a 
number, or selecting an answer from the list of available 
options, as indicated. 

1. On the average, how many days a month do you use a 
computer? 
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2. What have you used a computer for? (Select as many 
answers as apply.) 
word processing 
statistics 
email 
computer conferencing 
Internet and/or World wide Web access 
spread sheets 
graphic design 
drafting 
library searches 
control of other equipment 
data collection 
video games or other entertainment 

3. What do you use a computer for most often? (Select only 
one answer.) 
word processing 
statistics 
email 
computer conferencing 
Internet and/or World Wide Web access 
spread sheets 
graphic design 
drafting 
library searches 
control of other equipment 
data collection 
video games or other entertainment 

4. How confident do you feel when using a computer? 
very confident 
somewhat confident 
a little confident 
somewhat unsure 
very unsure 

5. How confident do you feel about using the computer for 
something new? 
very confident 
somewhat confident 
a little confident 
somewhat unsure 
very unsure 

6. Have you heard of the World Wide Web? 
yes 
no 
unsure 
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(If you answered "no" to question number 6, skip to the next 
section, "Demographics".) 

7. Have you ever accessed the World wide Web? 
yes 
no 

7a. If you have accessed the World Wide Web, how often 
have you done so in the last month? 

1-2 times 
3-6 times 
7-10 times 
more than 10 times 

7b. Did you enjoy the experience? 
yes 
no 
partially 

7c. Why? 
I enjoyed the experience because: 

it was easy to use. 
there were many choices of topics to look at. 
there were sound and pictures as well as text 

available. 
the materials that I found were interesting to 

me. 
the materials that I found were useful to me. 
other (Please specify.) 

7c. Why not? 
I did not enjoy the experience because: 

it was difficult to find something that I 
wanted to see. 

I felt lost because there was not enough 
guidance in the system. 

the materials were not interesting to me. 
the materials were not useful to me. 
other (Please specify.) 
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IV. Demographics: In order to be able to describe the 
people who have answered these questions, we would like to 
know a little bit about you. Please answer the following 
questions by either typing in an answer, or selecting one of 
the available choices. None of the information given will be 
released; it is confidential. It will only be used within 
the context of this study. 

1. Name: 

2. Student ID number: 

3. Age: 

4. Male Female 

5. Based only on economic status, what type of family would 
you say you grew up in? 
upper class 
middle class 
lower class 

6. What is your current university standing? 
freshman 
sophomore 
junior 
senior 
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APPENDIX D 

P0STREA0IN6/ POSTSELECTION QUESTIONNAIRES 

Control group postreadina aues-bionnaire 

Topic and background knowledge ques'tionnaire: 

Please answer the two questions in this questionnaire. Your 
answers will provide us with information about what helps 
people to read better in a foreign language. 

1. Which one of the following topics is closest to the topic 
of the text you will be reading for your assignment? 
(Please select only one answer.) 

agriculture 
astrology 
dance 
engineering 
flight, air or 
space travel 
health and 
nutrition 
languages or 
linguistics 
math 
natural resources 
photography 
religion 
technology 
travel 

animals, wildlife 
astronomy 
economy 
family life 
gender issues 

history 

law or legal issues 

medicine 
nature 
politics 
science 
the military 
U.S. cultures 

art 
daily life 
education 
famous people 
geography 

houses or homes 

literature 

music 
philosophy 
psychology 
sports and exercise 
theater 
world cultures 

2. Are you familiar with the topic of the text you selected 
from other sources, such as newspapers, other people, 
classes, and so on? 
not at all 
somewhat 
moderately 
very 
extremely 
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Use the scale below to indicate how frequently you have been 
exposed to the topic of the text that you selected through 
various media and other sources. 

l=not at all 
2=somewhat 
3 =inoderately often 
4=frequently 
5= very frequently. 

How often have you: 
5 heard about the topic in the news? 
5 read a book or paper about the topic outside 

of school? 
5 seen a TV program (other than the news) or 

movie about the topic? 
5 heard a radio program about the topic? 
5 discussed the topic with friends? 
5 attended a presentation or lecture about the 

topic? 
5 studied the topic in school? 
5 had any other type of exposure to the topic? 

1 2  3  4  
1 2  3  4  

1 2  3  4  

1 2  3  4  
1 2  3  4  
1 2  3  4  

1 2  3  4  
1 2  3  4  
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Experimental arouo oostselec-bion questionnaire 

Post-selection questionnaire: Self-selected text group 
In order to help us understand more about what people read 
and how they choose what to read, please respond to all parts 
of the four questions below. 

1. Please cinswer the following questions using the scale to 
rate how important each reason was in choosing the text for 
your assignment. For the scale, 1= not at all important for 
you, 2= somewhat important, 3= moderately important, 4=mostly 
important, 5=very important 

Why did you select this text as the one you will use 
to complete your class assignment? 

I selected this text because: 

12 3 4 5 I'm interested in the topic. 
12 3 4 5 The text is appropriate for the assignment. 
12 3 4 5 The topic is unusual. 
12 3 4 5 The information about the topic is unique 

compared to other information I've seen on the 
same topic. 

1 2 3 4 5 The text is short. 
12 3 4 5 The text is about the length I think my 

instructor wants me to choose. 
12 3 4 5 The text is easy to read. 
1 2 3 4 5 I'm familiar with the topic. 
12 3 4 5 The text is challenging to read. 
12 3 4 5 I'm unfamiliar with the topic, but curious 

about it. 
12 3 4 5 I'm tired of looking for a text which I would 

rather read. 
12 3 4 5 I chose the first text that I found because 

I'm uncomfortable using the computer. 
12 3 4 5 I chose the first text that I found because I 

don't have time to search any further. 
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2. Of the reasons that you indicated were very important 
reasons for you to select the text that you did, which of the 
reasons was the single most important reason for selecting 
the text that you chose? (Please mark only one answer.) 

The single most important reason I selected the text 
that I did is that: 

I'm interested in the topic. 
The text is appropriate for the assignment. 
The topic is unusual. 
The information about the topic is unique compared to 

other information I've seen on the same topic. 
The text is short. 
The text is about the length I think my instructor 

wants me to choose. 
The text is easy to read. 
I'm familiar with the topic. 
The text is challenging to read. 
I'm unfamiliar with the topic, but curious about it. 
I'm tired of looking for a text which I would rather 

read. 
I chose the first text that I found because I'm 

uncomfortable using the computer. 
I chose the first text that I found because I don't 

have time to search any further. 

3. Which one of the following topics is closest to the topic 
of the text you will be reading for your assignment? 
(Please select only one answer.) 

agriculture 
astrology 
dance 
engineering 
flight, air or 
space travel 
health and 
nutrition 
languages or 
linguistics 
math 
natural resources 
photography 
religion 
technology 
travel 

animals, wildlife 
astronomy 
economy 
family life 
gender issues 

history 

law or legal issues 

medicine 
nature 
politics 
science 
the military 
U.S. cultures 

art 
daily life 
education 
famous people 
geography 

houses or homes 

literature 

music 
philosophy 
psychology 
sports and exercise 
theater 
world cultures 
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4. Are you familiar with the topic of the text you selected 
from other sources, such as newspapers, other people, 
classes, and so on? 
not at all 
somewhat 
moderately 
very 
extremely 

Use the scale below to indicate how frequently you have been 
exposed to the topic of the text that you selected through 
various media and other sources. 

l=not at all 
2 =somewhat 
3=moderately often 
4=frequently 
5= very frequently. 

How often have you: 
4 5 heard about the topic in the news? 
4 5 read a book or paper about the topic outside 

of school? 
4 5 seen a TV program (other than the news) or 

movie about the topic? 
4 5 heard a radio program cibout the topic? 
4 5 discussed the topic with friends? 
4 5 attended a presentation or lecture about the 

topic? 
4 5 studied the topic in school? 
4 5 had any other type of exposure to the topic? 

1 2  3  
1 2  3  

1 2  3  

1 2  3  
1 2  3  
1 2  3  

1 2  3  
1 2  3  
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APPENDIX E 

EXCLUDED DATA SET TEST 

Pretest 

Using a t-test comparing the multiple choice test scores 

of the students who completed the pretest and were eligible 

for inclusion in the study and those who were excluded from 

the study, no significant difference between the groups was 

found. The thirty excluded students who took the pretest had 

a mean score of 52.99 as compared to the 68 included 

students, whose mean score was 53.87. The t value (df = 96) 

was .296, giving a probability of .77, which is not 

significant at the criterion level of .05. 

Posttest 

A second t-test compared the same groups on the multiple 

choice posttest scores: included and excluded students. Only 

19 students who took the posttest were excluded from the 

study. Their mean score on the posttest was 53.34, whereas 

the included students had a slightly lower average score of 

50.61. This difference was not significant at the .05 level 

however (t = -.802, df = 85, p = .42). 
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