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CHAPTER 1
INTRODUCTION TO THE STUDY

1.1. Background of the Study

It is a recognized fact that reading is possibly the most important skill among the
four basic language skills in academic context for many different learners; first language
learners, second language learners, and foreign language learners. Due to this
importance, a multitude of books and journals have been devoted to the study and
teaching of reading, and a large amount of research has been conducted in order to
understand the reading process. Nonetheless, it is still the least understood process
today, and no theory which has won general acceptance exists (Clarke, 1988; Grabe,
1991).

Clarke (1988) claims, “The quantity and variety of theoretical models of reading
in the first language (L1) has resulted in a great amount of theoretical and pedagogical
diversity among second language (L2) researchers and teachers.” (p. 114). Indeed, based
upon the models introduced in the studies of first language reading, research on reading
in second or foreign language (FL) and efforts to improve instruction have continued to
grow remarkably for the last couple of decades. However, as Grabe (1991) indicates,
in agreement with Clarke, “It has become difficult to synthesize the array of research and
instructional literature in second and foreign language reading.” (p. 379) Due to this
complexity of reading process and the lack of a commonly accepted theory, many
researchers attempt to understand and explain the fluent reading process by analyzing the
process into a set of components (Barnet,1986; Carrell and Wise, 1998; Lee, 1986,
Dowling and Mitchell, 1993; Davis and Bistodeau, 1993; Donin and Silva, 1993; Block,
1992; Blau, 1982; Carrell, 1991, Wolf, 1993; Bernhard and Kamil, 1995; Carver, 1992;
Tschirner, 1996; Beck, 1993; Ibrahim, 1979, Meyer, 1977, Calfee and Drum, 1986;
Gernsbacher, 1990). A review of literature shows that the following components have
been the major concerns of reading researchers:

1. automatic decoding ability
2. vocabulary knowledge

3. structural knowledge




4. content background knowledge
5. formal discourse structure knowledge
6. reading skills and strategies

Early work in second language reading comprehension assumed a rather
passive, “bottom-up”, view of second language reading; that is, it was viewed primarily
as a decoding process of reconstructing the author’s intended meaning via recognizing
the printed letters and words, and building up a meaning for the text from the smallest
textual units at the bottom (letters and words) to larger units at the top (phrases,
clauses, sentences) (Hammadou, 1991; Carrell, 1988; Barnett, 1986). As a result of this
approach to reading, as suggested by Perkins (1983), words and sentence-level
structures remained the principal units of linguistic analysis and description, and the
object measure in reading comprehension for a long period of time.

After the emergence of schema theoretic views (Adams and Collins, 1977) and
Goodman’s (1988) psycholinguistic model of reading, reading comprehension began to
be seen as an interactive process between the text and the reader. As a result, the focus
of recent research in the field has shifted mainly to the reader’s contributions to the
text and reading process. According to these new approaches , a written text does
not carry meaning in itself. Rather, a text only provides direction for readers as to how
they should retrieve or construct the intended meaning from their own previously
acquired knowledge (Adams and Collins,1977). Schema theorists, according to Adams
and Collins (1977), have the idea that readers have several schemata or scenarios which
are the organizations of the readers’ past experiences that directly affect readers’
perception of the text. New information is fitted into existing schema; if there is no
particular fit, most of the new information is lost and not remembered. Parallel to the
schema theoretic views of reading, Goodman’s psycholinguistic model of reading offers
a similar explanation of how comprehension takes place: Readers sample the graphemic,
phonological, syntactic and semantic cues in the text, predict or hypothesize what the
text is about, test the predictions and then confirm or disconfirm the hypotheses. In this
process too, readers use world knowledge and previous experience with language to
make hypotheses and thereby construct meaning by applying this store of knowledge to

the text.



These “top-down” approaches to reading comprehension, which attribute an
active role to the reader and great importance to his background knowledge have been
prevailing in the field of both first and second language reading comprehension research
recently. A great number of empirical studies on prior knowledge and its effect on
reading comprehension in first and second language have been based on schema theory
and psycholinguistic model of reading (e.g., Carrell and Eisterholt, 1988; Carrell, 1983,
1984a, 1984b, 1987, 1988; Carrell and Wise, 1998; Johnson, 1981, 1982; Gernsbocher,
1990; Gordon and Hanauer, 1995; Block, 1992; Bernhard and Kamil, 1995; Bugel and
Buunk, 1996; Chiand and Dunkel, 1992; Block, 1986; Perkins and Jones, 1985; Carver,
1992; Karin, 1993). In general these studies have found that subjects who have prior
knowledge about the content of the text, (content schemata) read the passages more
rapidly, recall greater amount of information and produce more appropriate
elaborations. Some other studies focusing on background knowledge have provided
empirical evidence that the prior knowledge readers have about the rhetorical
organization of a text (formal schemata) also influences their comprehension (e.g.,
Carrell, 1985, Allen, Bernhardt, Berry and Demel, 1988; Meyer and Freedle, 1984,
Connor 1984; Fayol 1991; Kuntz 1991; Grabe 1997, Johns and Paz, 1997, Kaplan,
1997).

1.2. Statement of the Topic and the Problem

As indicated before, reading comprehension process has been analyzed into a set
of components. Two of them are content background knowledge and formal discourse
structure knowledge, which are called by Carrel (1987) as ‘Content Schemata’ and
‘Formal Schemata’, respectively. These two factors, content and formal schemata, have
been demonstrated to be important for reading comprehension by many reading
researchers.

In empirical studies of these two different types of schemata, one of the factors is
kept constant in order to test for the effects of the other on reading comprehension. For
example, while trying to test for the effects of content schemata, the formal rhetorical
structure of the text is kept constant, the content is manipulated, and then each different

content is processed by the groups of subjects. Any differences between groups of
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subjects with respect to their scores, which are obtained by means of certain techniques
such as summaries, question-answers or recall protocols, are then presumed to be due to
the manipulation of the content and readers’ background knowledge of that content.

Using similar methods, the effect of formal schemata on reading comprehension is
measured. Content of a text is kept constant, while the rhetorical organization of it is
manipulated. Comparable groups of subjects read the text and carry out certain tasks,
then their scores obtained from an assigned task (question-answer, summary, recall
protocol) are compared. Possible differences between the scores of the groups are
expected to be due to the manipulation of the form.

Although not in abundance in comparison to content schemata research, some
studies on formal schemata have been found in first and second language reading
literature (Meyer and Freedle, 1984; Carrell, 1984b ; Connor 1984) These studies have
investigated mainly the effect of different rhetorical patterns on the reading recall. Meyer
and Freedle (1984) studied native readers of English interacting with different types of
rhetorical organization of expository prose. Their study showed that the more organized
the discourse is the more facilitative effect it has on the reader’s reading recall. Carrell’s
study (1984b) with intermediate second language learners yielded similar results
indicating different discourse patterns are processed differently.

In second and foreign language reading research, relevant research seems to be
rare. Some recent research has investigated the effects of rhetorical organization on
second language reading comprehension. Based on this research, some investigators have
begun to suggest a variety of pedagogical techniques for teaching various aspects of text
structure to improve reading comprehension (Kurtz, 1991; Fayol, 1991; Grabe, 1997,
Kaplan, 1997; Johns and Paz, 1997, Kramsch,1997). However, not a great deal of
empirical research has been reported as to whether explicitly teaching text structure
facilitates second language reading comprehension.

In summary, prior research on content schemata suggests that texts with familiar
content should be easier to read and comprehend than texts with unfamiliar content.
Similarly research on formal schemata, though limited, clearly suggests that texts with
familiar rhetorical organization should be easier to read and comprehend than texts with

unfamiliar rhetorical organization. Nevertheless, as suggested by Carrell (1987), the



previous research investigating these two factors as independent and control variables in
a single study may have confounded content and formal schemata, and thus failed to
distinguish clearly the effects of these two types of schemata on comprehension.

Taking into account the discussions about content and formal schemata, this
research is designed to test the separate and combined simultaneous effects of these two
types of schemata on reading comprehension of intermediate/upper intermediate Turkish
EFL (English as a Foreign Language) university students after they are provided with the
content schemata and instructed about the rhetorical organization of the text. As can be
understood from the problem above, the main concern of the study is to see the effects of
content schemata, formal schemata, and their combined simultaneous effects on EFL
learners’ reading comprehension. However, the design of the study may also allow one
to answer some further questions about content schemata, formal schemata, and their
relationship to EFL learners’ reading comprehension. As a result, the following

hypotheses are formed to be tested in the study:

1.3. Hypotheses of the Study

1. Building content schemata facilitates EFL learner’s reading comprehension.

2. Building formal schemata facilitates EFL learner’s reading comprehension.

3. Simultaneous building of both content and formal schemata may have a cumulative
effect on EFL learners’ reading comprehension, and increase it to greater extent.

4. Building content schemata increases EFL learner’s elaborations.

5. Types of text can influence EFL reader’s comprehension in different manners

(comparison type of texts are easier to comprehend than collection of descriptions

types).

1.4. Variables of the Study
The study includes two dependent variables, four independent variables, and two

control variables.



1.4.1. Dependent variables

1. Reading comprehension

Reading comprehension was measured in three different manners:

a. Identical idea units in free recall protocols (see 3.4.6.1)

b. Answers to true-false questions based on the same identical idea units (see 3.3.4)
c. Answers to open-ended questions (high-level information) (see Figure 3.3)

2. Elaborations produced in free recall protocols

1.4.2. Independent variables

1. Building content schemata

2. Building formal schemata

3. Simultaneous building of content and formal schemata

4. Types of text (comparison and collection of descriptions)

1.4.3. Control variables
1. Proficiency level of the subjects

2. Native language of the subjects

1.5. Definitions of the Terms

Reading comprehension: Based on his psycholinguistic model of reading, Goodman
(1988) defines reading comprehension as “a psychological process which starts with a
linguistic surface representation encoded by a writer and ends with meaning which the
reader constructs.” (p.12 ). This definition implies an essential interaction between the
text and the reader: Meaning does not reside solely in the text itself, rather the text is
only a potential for meaning construction, which, in fact, is realized by the reader. This
ability of the reader to construct the meaning is based upon his sources of information
(schemata) such as world knowledge (content schemata), knowledge of rhetorical
structure of the text (formal schemata), and knowledge of linguistic system (linguistic
proficiency). In brief, reading comprehension can be said to be the meaning constructed

by the reader from the interaction between the information provided in the text and the



information he brings to the task of reading (Badrawi, 1992; Perkins, 1983; Gordon and
Hanauer, 1995).

Content Schemata is the mental structure(s) of a reader’s prior knowledge that he has
about the content area of the text he reads (Carrell, 1987).

Formal Schemata is the reader’s mental structure(s) of prior knowledge he has about
the overall organization of texts (Meyer and Freedle, 1984).

Free Recall Protocol is a kind of data driving procedure, which requires the reader to
write down whatever he remembers from the text that he has read.

Elaboration is the information expressed by a reader in his recall protocol, which, in
fact, does not exist in the text or/and can not be inferred logically from the text being
read, but which the reader brings from his content schemata (Carrell, 1987).

Identical Idea Units in this study refer to the pieces of information which are commonly
found in the two texts, which were used as measures (for further explanations of
identical idea units, see 3.4.6.1)

High-level Ideas/Information refer to the answers provided by the subjects to open-
ended questions about the topic or main idea, and the major supporting details of the two
texts (High-level ideas and their relationship to the topic, main idea, and the major

supporting details are explained in 3.3.3)

1.6. The Purpose of the Study

Reading comprehension, which is a mental psychological process, can not take
place solely on the basis of the information on the printed page. As indicated before, it is
an interactive process and requires reader’s active involvement. He makes use of
information from his background knowledge as well as information from the printed
page.

The background knowledge the reader brings to the task of reading and
comprehending is generally divided into two; knowledge related to the content area,
culture-specific or discipline-speciﬁc, and the knowledge related to the rhetorical
structure of the text. Both of these schemata have proven to be important factors in
reading comprehension of first and second language learners. Empirical evidence,

however, seems to be scanty for foreign language reading. Because of this fact, most of



our current views of foreign language reading are generally shaped by research findings
on first and second language learners.

Reading in a foreign language, on the other hand, is influenced by factors which
are normally not considered in I.1 and L2 reading research. These factors may be
foreign language learning and training differences, language processing differences and
social context differences. In view of these differences, findings from research with first
and second language students can not always be applied directly to foreign language
reading. Therefore, research on foreign language students seems to be essential.

Along with these differences, previous research doesn’t seem to have taken into
account the relative strength of content and formal schemata in relation to each other and
their possible simultaneous effect on reading comprehension. Considering all of these
factors, this study aimed to find out the effects of content and formal schemata separately
as well as in a combined simultaneous manner on reading comprehension of foreign

language reader when he is explicitly provided with these two types of schemata.

1.7. Limitations of the Study

In the light of the following limitations, caution must be exercised in interpreting
the results of this study:
a) The population of the subjects consists of only those who were first-year students in
1998-1999 academic year at Anadolu University, Education Faculty, Department of
English Language Teaching. Groups of students who participated in the study were
homogeneous with respect to their native language (Turkish) and their level of
proficiency (intermediate/upper intermediate). Other levels of proficiency were not
accounted for.
b) Particular interest was in the effects of expository prose rather than in other genres,
and only two types of prose, collection of descriptions and contrast/comparison on the
same overall topic, were used in the study. This means that research with other genres
and other types of rhetorical structures may yield different resuits.
¢) Data were obtained from the subjects in the form of immediate free recall protocols,

true-false questions, and open-ended questions. No other ways of data driving



procedures such as multiple choice questions were used. That might have produced

different results.

d) Retention or long-term effects were not taken into account.

e) Treatment of the experimental groups lasted two weeks in order to conform to their

usual curriculum. They practiced the recognition of rhetorical patterns during their

regular class hours and did some kinds of homework to build up content schemata. That

is, training about forms of texts for longer period of time and building content schemata

in other ways may result in different findings.

f) The subjects who participated in the study were adults, so the findings can not be
generalized to younger EFL learners’ reading comprehension.

g) The majority of the subjects was females, which might have affected the results to a

certain extent.
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2.3. Psycholinguistic and Cognitive Approaches

For the last two decades, the accepted theory of ESL reading has changed
dramatically, from a serial (or bottom-up) model to “reading as an interactive process”
(Samuel and Kamil, 1988; Anderson and Pearson, 1988). Reading has started to be seen
as the process of combining textual information with the information a reader brings to a
text. In this view, the reading process is not simply a matter of extracting information
from the text. Rather, it is one in which the reading activates a range of knowledge in the
reader’s mind that he uses, and that, in turn, may be refined and extended by the new
information supplied by the text. Reading is thus viewed as a kind of dialogue between
the reader and the text (Carrell, 1984a). Carrell (1984a) and Carrell and Eisterhold
(1983), reviewing the state of ESL reading, conclude that our understanding of reading
is best considered as the interaction that occurs between the reader and the text, an
interpretive process. Such a perspective on reading has evolved out of psycholinguistic
model of reading as well as the development of schema theory (Adams and Collins,

1977, Anderson and Pearson, 1988; Carrell and Eisterhold, 1983; Goodman, 1988).

2.3.1. Psycholinguistic Model of Reading

Psycholinguistic model of reading Was developed by Goodman (Grabe, 1988,
Carrell, 1984a, Samuels and Kamil, 1988) and elaborated later by Coady (1979) (in
Carrell, 1984a; Carrell and Eisterhold, 1983). The view supported by Goodman and
others is that reading is primarily concept driven. The reader samples the text as
necessary to confirm hypotheses and form new hypotheses. This view of reading has
been called the ‘psycholinguistic guessing game’, and is often referred to as ‘top-down’
approach to reading (Samuels and Kamil, 1988; Carrell, 1984 etc.). Goodman (1988)

describes reading as follows:

It is a psycholinguistic process in that it starts with a linguistic surface
representation encoded by a writer and ends with meaning which the reader
constructs. There is thus an essential interaction between language and thought in
reading. The writer encodes thought as language and the reader decodes language to
thought.

Further, proficient readers are both efficient and effective. They are effective in
constructing a meaning that they can assimilate or accommodate and which bears

same level of agreement with the original meaning of the author. And readers are
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efficient in using the least amount of effort to achieve effectiveness. To accomplish
this efficiency, readers maintain constant focus on constructing the meaning
throughout the process, always seeking the most direct path to meaning, always
using strategies for reducing uncertainty, always being selective about the use of
cues available and drawing deeply on prior conceptual and linguistic competence.
Efficient readers minimize dependence on visual detail. Any reader’s proficiency is
variable depending on the semantic background brought by the reader to any given
reading task. (p. 12)

As seen in the extract above, according to Goodman, the reader, especially the
efficient reader, does not need to use all of the textual cues. He is selective in the use of
cues available and makes effort to minimize his dependence on visual details. In other
words, the better the reader is able to make correct predictions on the basis of his
background knowledge, the less confirming via the text is necessary; that is, the less
visual perceptual information the reader requires. Goodman views the act of the
construction of meaning as being an ongoing, cyclical process of sampling from the input
text, predicting, testing and confirming, or revising those predictions, and sampling
further.

Coady, (1979) (in Carrell, 1984a) elaborates on this basic psycholinguistic model
and suggests a model in which the EFL/ESL reader’s background knowledge interacts
with conceptual abilities and process strategies, more or less successfully, to produce
comprehension. By conceptual ability, he means general intellectual capacity. By
processing strategies, he means various sub-components of reading ability, including
many which are also more general language processing skills. By background
knowledge, he refers to the reader’s prior knowledge that he has about the content area
of the text he reads. Coady emphasizes the role of background knowledge a little more
and thinks that it may be able to compensate for certain syntactic and lexical deficiencies.
Although the psycholinguistic model of reading and its elaborated forms regard the
reader as an important factor in reading process contrary to the traditional views of
comprehension, Carrell and Eisterhold (1983) claim that these models have generally

failed to give sufficient emphasis to the role of background knowledge.



13

2.3.2. The Schema Theory Model

The role of background knowledge in language comprehension has been
formalized as ‘schema theory’ (Rumelhart, 1980; Carrell, 1984), which has as one of its
fundamental assumptions that text, either spoken or written, does not in itself carry
meaning. Rather, according to Adams and Collins (1977), provides directions for the
listener or reader as how he should retrieve or construct the intended meaning from his
own, previously acquired knowledge. This previously acquired knowledge is called the
reader’s ‘background knowledge’, and previously acquired knowledge structures are
called ‘schemata’. According to schema theory, comprehending a text is an interactive
process between the reader’s background knowledge and the text (Carrell, 1984a, 1988,
Adams and Collins,1977). Efficient comprehension requires the ability to relate the
textual material to one’s own knowledge. Comprehending words, sentences, and the
whole text involves more than just relying on one’s linguistic knowledge.

Adams and Collins (1977) describe a schema as a particular class of concepts
which are composed of a hierarchy of schemata embedded within schemata. According
to them, the representation at the top of the hierarchy is sufficiently general to capture
the essential aspects of all members of the class. For example, if the conceptual class
represented by a schema were “going to a restaurant”, its top level representation would
include such information as that a restaurant is a commercial establishment where people
pay money to have someone else prepare their food and clean up after them. At the level
beneath this global characterization, are more specific schemata (e.g., going to a dinner,
going to a fast hamburger operation etc.) In general, as one moves down the hierarchy,
the.number of embedded schemata multiplies while the scope of each narrows, at the
bottom most level, the schemata apply to the unique perceptual event.

- According to this theory, the process of interpretation is guided by the principle
that every input is mapped against some existing schema, and all aspects of that schema
must be compatible with the input information. This requirement results in two basic
models of information processing, called ‘bottom-up’ and ‘top-down’ processing.
Bottom-up processing is evoked by the incoming data: the features of the data enter the
system through the best fitting, bottom-level schemata. As these bottom-level schemata

converge into higher level, more general schemata, these too become activated. Bottom-
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up processing is, therefore, called ‘data-driven’. Top-down processing, on the other
hand, occurs as the system makes general predictions based on higher level, general
schemata and then searches the input for information to fit into these partially satisfied,
higher order schemata. Top-down processing is, therefore, called ‘conceptually-driven’
(Carrell and Eisterhold, 1983).

An important aspect of top-down and bottom-up processing is that both should
be occurring at all levels simultaneously (Adams and Collins, 1977). The data that are
needed to fill out the schemata become available through bottom-up processing; top-
down processing facilitates their assimilation if they are anticipated by or consistent with
the reader’s conceptual expectations. Bottom-up processing ensures that the readers will
be sensitive to information that is novel or that does not fit their ongoing hypotheses
about the content or the structure of the text; top-down processing helps the readers to
resolve ambiguities or to select between alternative possible interpretations of the
incoming data.

To illustrate the effects of background knowledge, schematic interpretation, and
simultaneity of top-down and bottom-up processing, consider the following mini-text
(Originally from Collins and Quillian 1972; discussed in Carrell and Eisterhold, 1983,
p. 557).

The policeman held-up his hand and stopped the car.

In the process of trying to understand this sentence, the reader tries to relate it to
something familiar, some schema which will account for the event described. There are
many schemata possible, but perhaps the most likely is the one involving a traffic cop
who is signaling to a driver of a car to stop. When this mini-text is interpreted against
that schema, a number of related concepts come to the fore which are not literally
mentioned in the text. In particular, it is imagined that the car has a driver and the
policeman got the car to stop through signaling to the driver, who then put on the brakes
of the car, which, in turn, caused the car to stop. The cause of the car’s stopping is, in
this interpretation, the *operation of the car’s brakes. Further, the significance of the
policeman’s holding up his hand is that of a signal to the driver to stop. This fact is
neither stated in the sentence nor is it even in the direct visual perception of such a
situation, but is rather a fact in reader’s prior cultural knowledge about the way traffic

police are known to communicate with automobile drivers. If the policeman were the



15

superman, and the car had not a driver in it, the reader’s interpretation would change. In
this situation, a completely different schema would be required to understand the text.

When the text is interpreted against the superman schema, the relationship between the
policeman’s holding up his hand and the car’s stopping takes an entirely different
interpretation. Now, holding up the hand is not interpreted as a signal at all, but rather
the direct physical mechanism for stopping the car. In this interpretation, the hand
actually comes into physical contact with the car and is the cause of the car’s stopping.
The brakes of the car do not come into play in this schema.

Thus, it seems clear that readers activate an appropriate schema against which
they try to give a text a consistent interpretation. To the extent they are successful, it
may be said that they have comprehended the text. However, one potential source of
reading difficulties may be that the reader has a consistent interpretation for the text, but
it may not be the one intended by the writer. However, the basic point is that much of the
meaning understood from a text is really not in the text, but in the reader, in the
background or schematic knowledge of the reader. In other words, “What is understood
from a text is a function of the particular schema that is activated at the time of
processing the text” (Carrell, 1984a; p. 333).

As could be understood from the explanations above, psycholinguistic models
and schema theoretic views point out clearly that effective reading requires both bottom-
up and top-down processing. Nevertheless, in practice, the top-down processing
strategies have been emphasized greatly, whereas the bottom-up processing has been

neglected. The state in the field is explained by Carrell (1988) as follows:

The introduction of a top-down processing into second language reading has had a
profound impact on the field. In fact, it has had such a profound effect that there has
been a tendency to view the introduction of a strong top-down processing perspective
as a substitute for the bottom-up decoding view of reading, rather than its
complement (p. 4).

Even though it is accepted that these top-down approaches have resulted in major
improvements in the understanding of what good readers do, and in the methods and
materials that are now used in ESL/EFL classrooms, some researchers such as Grabe

(1991), Clarke (1988), and Eskey (1988) have begun to voice their critiques against
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overemphasizing the effects of top-down processing skills. Eskey (1988), for example,
states,

...But top-down models do have some limitations. They tend to emphasize such
higher-level skills as the prediction of meaning by means of context clues or certain
kinds of background knowledge at the expense of such lower-level skills as the rapid
and accurate identification of lexical and grammatical forms. That is, in making the
perfectly valid point that fluent reading is primarily a cognitive process, they tend to
deemphasize the perceptual and decoding dimensions of that process. The model
they promote is an accurate model of skillful, fluent reader, for whom perception and
decoding have become automatic, but for the less proficient, developing reader -like
most second language readers- this model does not provide a true picture of the

problems such readers must surmount (p. 93).

Indeed the totally top-down approaches do not account for some facts: First of
all, there is an important distinction between first and second language readers at the
time they start to learn reading. When the first language reader starts reading, he has a
well-developed linguistic ability;, he has attained a sophisticated control over syntax, he
possesses a large amount of vocabulary, and he has a phonological system that can
adequately communicate his needs. A second language reader, on the other hand, does
not have any of these linguistic abilities. Another fact is that there are a number of
studies (Carrell, 1988b; Clarke, 1988; Alderson and Urguhart, 1988) which present
findings that show linguistic deficiencies as inhibiting factors in reading. This clear
distinction between first and second language learners and the research findings
mentioned above have led the researchers to formalize another model of reading, which

they call “interactive model” (Grabe, 1991; Eskey, 1988).

2.4. Interactive Model

Grabe (1988), by indicating some other constraints and reviewing the findings of
some research, explains why ESL/EFL researchers should be interested in interactive
models of reading. He suggests that ESL/EFL readers may or may not read in their first
language, and that there is little information on how, why, and what they read in other
cultures. If ESL/EFL students do have literacy training, it is still not known how they
approach reading in their first language as a social phenomenon; that is, do they view
reading as a major academic, professional, and entertainment activity, or do they read

much less, for far fewer purposes? ESL/EFL readers are often assumed to transfer
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decoding abilities in reading process. Supporters of this model argue in a way that the
knowledge of the language of a text must be an integral part of whatever background
knowledge is required for full comprehension of that text. To them, language is also a
kind of schema. In this model, the term ‘interactive’ refers to the interaction between
information obtained by means of bottom-up decoding and information provided by
means of top-down analysis, both of which depend on certain kinds of prior knowledge
and certain kinds of processing skills.

The following graphic display, borrowed from Grabe (1988; p. 59), shows

clearly the interrelationships among the components of both bottom-up and top-down

processing in reading

graphic features
letters
words
phrases
sentences -

2

‘ & ———» READING
local cohesion V "
paragraph structuring

topic of discourse
inferencing
.- world knowledge

Figure 2.1. Components of Reading

Over-relying on one of these processing modes, on the other hand, may cause some
difficulties in comprehension. In the following part, some possible causes, which,
according to Carrell (1988) result from over-reliance on either top-down or bottom-up

processing, are discussed.

2.5. Possible Causes of Reading Difficulties From an Interactive Perspective:
Over-relying on Top-down or Bottom-up Processing

Research motivated by schema theory and interactive model has shown that
efficient reading requires a combination of top-down and bottom-up processing modes.
Top-down processing is the making of predictions about the text based on prior
experience or background knowledge, and then checking the text for confirmation or
refutation of those predictions. Bottom-up processing is decoding individual linguistic
units (e.g., phonemes, words, phrases, sentences) and building textual meaning from the

smallest units to largest, and then modifying preexisting background knowledge and
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current predictions on the basis of information encountered in the text. Skilled readers
constantly shift their mode of processing, accommodating to the demands of the
particular text and reading situation; less skilled readers tend to over-rely on processes
in one direction, which causes comprehension difficulties (Carrell 1988b). Carrell
(1988b) refers to over-reliance on text-based or bottom-up processing as text-biased
processing or text-boundedness, and over-reliance on knowledge-based or top-down
processing as knowledge-biased processing, or schema interference.

In order to understand better what is meant by over-reliance on text-based
processing and knowledge-based processing, examining the following sample text
(originally from Fillmore, 1981; discussed in Carrell, 1988, p.102) and its interpretations

may be explanatory:

The princess ate jam.
The queen slapped her.
The princess began to cry. (p.102)

The text-based processing of this text involves decoding the individual words and their
lexical meanings, and decoding the syntactic structures of each sentence and their
grammatical-functional meaning as subjects, direct objects etc. If this text-based
processing were the only kind of processing going on, one would understand from this
text only that somebody who is a princess ate some jam, and somebody who is queen
slapped a female being, and someone who is a princess cried. If, however, in reading the
sentences, knowledge-based processing is successfully invoked, readers would assume
that they were dealing with a cohesive, coherent text, rather than three separate
sentences. So readers might assume that the princess in sentence 1 and 3 and the ‘her” in
sentence 2 all refer to the same person. If the readers engage in yet further knowledge-
based processing, they might invoke a royal family schema and assume the queen in
Sentence 2 is the princess’ mother. At a still higher-level of knowledge-based processing,
readers might interpret the text in terms of human goals, institutions, and human nature.
They might make sense of what is going on in the text by assuming that the queen’s act
of slapping the princess is related to the princess’ having eaten the jam (e.g., as
punishment), and assume the princess’ tears are in response to the slap (e.g., showing
pain, shame). So far, these knowledge-based assumptions about the text seem well-

motivated by the text and general, conventional knowledge about human behaviour. In
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fact, they seem to be the kinds of knowledge-based assumptions the writer must have
intended the readers to make in order to understand the text. However, readers might do
additional knowledge-based processing of the text itself or by general conventional
knowledge. They might inject their own personal experiences or assumptions about
human behaviour and assume, for-example, that the queen was selfish and had wanted
the jam herself If readers engage in much of this latter type of knowledge-based
processing, there is then an overreliance on knowledge-based processing.

Studies of ESL reading, like Carrell’s (1983), have found that ESL readers may
not effectively utilize knowledge-based processes to facilitate comprehension. According
to Carrell, they seem to engage almost exclusively in text-based processing to the
detriment of comprehension. By contrast, other studies of ESL reading (Steffensen and
Joag-Dev, 1986; Johnson, 1981) have found what appears to be evidence of overreliance
on or interference from top-down or knowledge-based processes. They have shown the
effects of culturally biased content schemata. Carrell (1988) speculates about possible
causes of such unidirectional bias in text processing, especially in reading in a second
language. According to him, there may be some possible causes of over-relying on one of
the processing modes, top-down, or bottom-up. Four of them (schema availability,
schema activation, skill deficiencies, and misconceptions about reading), which may be
relevant to EFL readers as well, will be summarized. To summarize them here would
give additional insight into the interactive nature of ESL/EFL reading and possible

problem areas to be taken into account by ESL/EFL teachers.

2.5.1. Schema Availability
| In order to understand the role of schema availability, it is important that the
distinctibn between formal schemata (background knowledge of the formal rhetorical
organizational structure of the text) and content schemata (background knowledge of
the content area of the text) be taken into account (Grabe, 1988, 1991; Carrell, 1984,
1988b). One type of schema a reader needs to possess in order to comprehend a text is
background knowledge about rhetorical organization, for-example, differences in
structure of short stories, newspaper articles, and expository text types. The other type

of schema a reader needs to possess is background knowledge about the content area of
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In summary, a number of empirical studies have shown that the absence of the
content and formal schemata appropriate to a particular text can result in processing
difficulties with that text. If ESL/EFL readers are not able to engage successfully in an
appropriate degree of knowledge-based processing because they lack the appropriate
content or formal schemata, they can resort to other strategies. They may either over-
rely on text-based processes, and try to construct the meaning totally from the textual
input, which, according to Carrell (1988), is impossible because no text contains all the
information necessary for its comprehension, or substitute the closest schema they
possess and try to relate the incoming textual information to that schema, resulting in

schema interference. In both case, comprehension can suffer.

2.5.2. Schema Activation

Having the necessary schemata may not be sufficient condition for adequate
comprehension. Relevant schemata must be activated (Carrell, 1984, 1988; Carrell and
Eisterhold, 1983; Lee, 1986). Carrell (1983) shows that ESL reading comprehension
may be affected not because ESL readers lack the appropriate schemata, but because
they fail to activate the appropriate schemata. In this study, he compares native speakers
to second language learners with respect to their comprehension on the basis of their

background knowledge, and concludes,

It seems clear that they (ESL learners) aren’t behaving like native readers. What the
results of this study suggest is that high-intermediate and even advanced ESL
readers tend to be linguistically bound to a text. They may be processing the literal
language of the text, but they are not making the necessary connections between the
text and the appropriate background information. Even when they are explicitly
provided with that appropriate background information (p. 200).

The disability to activate the existing relevant schemata may be one of the
comprehension difficulties. The same study replicated by Lee (1986) yielded similar

conclusions.

2.5.3. Skill Deficiencies
According to Carrell (1988), there are two different but related types of skill
deficiencies that may cause the inefficient interaction of text-based and knowledge-based

processing in ESL reading: Linguistic deficiencies and reading skill deficiencies. Text-
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based processing can not take place without appropriate skill levels in decoding the
syntactic structures, and possibly more important, the content vocabulary of a text
(Seedhouse, 1997, Hunston, Francis and Manning, 1997, Clarke, 1988; Eskey, 1988).
Clarke’s (1988) research on native Spanish and ESL reading shows that second language
proficiency may limit the transference of good L1 reading skills to reading in the second
language. Carrell (1991) reports similar results.  Thus, the crucial role of English
language skills in text-based processing should be recognized. Without these skills,
efficient interaction between text-based and knowledge-based processing can not occur.
However, there is also research which indicates that efficient knowledge-based
processing can compensate for lower proficiency levels in language (Hudson, 1988).

As for reading skill deficiencies, Spiro (1978) (in Carrell, 1988) argues for a two-
level approach. The first level concerns the various component skills of reading
comprehension and deficiencies among these component skills; the second level concerns
how reading skill deficiencies manifest themselves in a reading comprehension style (see

Figure 2.2.).

CAUSES
Skill deficiencies: Text-based Knowledge-based
(e.g., decoding) (e.g., pragmatic inferencing)
I Tl
MANIFESTATIONS
Style deficiencies: Text-based Knowledge-based
(text-boundedness) (schema interference)

Source: Carrell, 1988 (p. 108)
Figure 2.2. Reading Skill and Reading Style Deficiencies.

Solid lines = perseverate; dashed lines = opt out
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He argues that there is no determinate effect of the first level on the second; that
is, different skill deficiencies may result in the same comprehension style, or one skill
deficiency may result in differing comprehension styles. At the first level, reading
problems may involve skills that are either predominantly text-based (e.g., decoding) or
knowledge-based (e.g., pragmatic inferencing). Spiro reasons that two options are open
to readers confronted with a skill problem of one of these two types. They may persevere
in the problem area (with detrimental effects on the other process), or they may escape
from the problem by shifting processing resources in an effort to compensate for the
problem. For example, consider readers who are laborious, effortful decoders. They may
persevere with their decoding efforts. However, given the limitations on information-
processing capacity and short-term memory, this behaviour soon produces a ‘log-jam’ in
the system -the reader attempts to store too many separate pieces of information without
any higher-order relationship among them. In this style, higher-order knowledge-based
processes are neglected. On the other hand, readers who are effortful decoders may seek
to avoid the unpleasant decoding task. One way to do that would be to rely on prior
knowledge to infer or guess what is likely to be in the text rather than actually sampling
or processing much of the text. In this style, text-based processing is neglected in favor
of wild guessing about the text’s content. That is, the same skill deficiency (effortful
decoding) may lead to either one of two totally different comprehension styles -text-
biased or knowledge-biased -depending on what reader does in either persevering in the
problem area or trying to escape from it. What this means is that manifestation of a
unidirectional reading comprehension style (text-biased or knowledge-biased) may be
caused by two opposite reading skill deficiencies. The manifestation does not equal the

cause.

2.5.4. Conceptions About Reading

By reviewing some work with native English-speaking children’s reading
(Fillmore, 1981 and Spiro, 1979), Carrell (1988) concludes that these children do not
seem to make use of the knowledge-based processing in an appropriate way. According
to him, they fail to correctly answer questions about text that require extra-textual

knowledge, but when they are informally interrogated, they are perfectly able to answer
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the same questions. When they are asked why they do not utilize the same knowledge to
answer the questions on the basis of the text, the children indicate that they think they are
not supposed to. Carrell (1988) says that these children suffer from what he calls ‘a
meaning is in the text fallacy’. This fallacy is observed only in children’s reading for
school.

It could then be asked whether ESL/EFL readers suffer from the same
misconception about reading in classroom setting where reading is generally done for the
teacher’s purposes rather than the students’, and where reading comprehension is usually
tested by question-answer tests. When the traditional EFL classrooms, where reading
materials are used often as supplements to teach vocabulary and syntactic structures to
especially the students in early stages of EFL, are considered, it may be expected that
many EFL learners misconceive reading as primarily a bottom-up process. Reading
passages that lack relevance to readers’ existing knowledge and interest, and tests of
reading that stress literal text content rather than its integration with related prior
knowledge (content schemata) may lead EFL learners to such a misconception of
reading.

Four different kinds of possible causes for over-reliance on text-based or
knowledge-based processing in ESL/EFL reading have been summarized. Some of them
have been more or less grounded in both theory and empirical research; others have been
based on Carrell’s (1988) speculations related to schema theory and interactive models
of reading. According to Carrell (1988), it is important for researchers and teachers of
second and foreign language reading to be aware of the fact that there are different styles
among students -text-based and knowledge-based- but it is even more important that
they be aware of the causes of these styles. An approach which is likely to help an EFL
reader with a text bias that results from insufficient background knowledge (schema
unavailability) may be different from what can help other readers with similar text biases
that result from a misconception about ESL/EFL reading, or from a decoding problem.

So far various approaches to reading have been reviewed. It seems that they
differ from each other depending on the emphasis they place on reading processes,
bottom-up and top-down. Traditionally the primary emphasis was on textual decoding

(bottom-up). Later, under the influence of schema theory and psycholinguistic model, a
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shift in the emphasis was experienced and reader’s prior knowledge was considered
important (top-down processing came to the fore). Finally interactive processing (both
top-down and bottom-up) seems to have been going on gaining a general acceptance in
the field of ESL/EFL. This newer interactive approach claims that reading involves both
an erray of lower-level rapid, automatic identification skills and an erray of higher-level
comprehension/interpretation skills (Grabe,1988; Eskey,1988). As a result, the
components of these two type of processing -automatic decoding ability, vocabulary
knowledge, structural knowledge, content background knowledge, and formal discourse
structure knowledge keep on being the major concerns of ESL and EFL researchers.
Now that the two of these components, content background knowledge and formal
discourse structure knowledge, are under focus in this study, previous research on them

may need to be reviewed in a little more detailed way.

2.6. Research on Content Background Knowledge (Content Schemata)

As indicated before, the reader and his background knowledge gained primacy
under the influence of schema theoretic views of reading comprehension. Content
schemata are previously established patterns of background knowledge existing in the
mind of a reader and are used to create meaning from the text. During the reading
process, selected new information from the text is related to old information acquired
from the reader’s previous world knowledge (Aron, 1986). Previous research on the
effects of content schemata seems to have been done mainly with the texts
comprehension of which requires culture-specific background knowledge. It is assumed
that through membership in a culture, an individual has privileged information which is
represented in a rich system of schemata (Steffensen and Joag-Dev, 1986). However,
when the cultural backgrbunds of the author and the reader of a text differ, the reader is
expected to instantiate inappropriate schemata. The culture-specific schemata needed for
reading comprehension in a second language are often nonexistent or contain information
inaccurate for the L2 setting. That is, there is a mismatch between the background
knowledge presupposed by the text and the background knowledge possessed by the
reader (Carrell and Eisterhold, 1983; Aron, 1986).

An example of cross-cultural research on content schemata is Steffenson and

Joag-Dev’s (1986). In this study, two groups of subjects with different cultural heritage
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were investigated -a group of Asian Indians living in the United States and a group of
Americans. Each subject was asked to read and recall two personal letters, both of which
were constructed with similar rhetorical organization. However, the cultural content of
the two letters differed; one described a traditional Indian wedding, the other a
traditional American wedding. It was assumed that all adult members of a society would
have a well-developed system of background knowledge about the marriage customs of
their own culture and a relative lack of knowledge about the marriage customs of a more
distant culture. This is exactly what Steffenson and Joag-Dev found. Both the Indian and
American Groups read the material dealing with their own cultural background faster and
recalled more of the content. Moreover, members of the culture provided appropriate
cultural elaborations; nonmembers provided inappropriate cultural distortions, frequently
outright intrusions from their own culture. In short, the study showed the clear and
profound effect of cultural content schemata on reading comprehension.

Johnson (1981), who also investigated content schemata, used two authentic
folktales and two groups of readers -a group of Iranian students studying in America and
a group of Americans. Both groups read a Mullah Nasr-el-Din story from Iranian
folklore and a story about Buffalo Bill from American folklore. Of the two folktales,
according to Johnson, “both contained similar motifs which were culturally distinct yet
were equivalent in plot construction” (p. 170). Thus, as with the Steffensen and Joag-
Dev’s (1986) study, Johnson manipulated the content and held the rhetorical structure
constant. Johnson’s results were much like those of Steffensen et al. -superior
performance on a given text by members of the cultural group- thus clearly showing
strong effects of cultural content schemata. In another study with ESL learners in
America, Johnson (1982) obtained similar results to those of his study in 1981. In this
study, he compared the students’ knowledge of vocabulary to their familiarity to the
topic (Halloween) of :che text. He found that subjects’ prior experience in the American
culture affected their comprehension, whereas exposure to meanings of difficult
vocabulary in the passage did not influence the comprehension of ESL learners.

Aron (1986) compared a group of native speakers of English to a group of
nonnative speakers from various national origins. The subjects read two passages

selected from a standard placement test (New Jersey Collage Basic Skills Placement
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Test, 1982). One of the passages had a theme which, according to Aron, was universal,
whereas the other was about the historic problem of Indians versus whites, thus specific
to the United States. She found that there was no significant difference in the recall of
the passage with a universal theme, but that the difference in group performance on the
text with a United States culture-bound theme was significantly higher. This indicates
that while native and nonnative subjects appear to bring similar previous knowledge to
the passage with a universal theme, they seem to bring differing degrees of previously
acquired knowledge to the passage with a culture-bound theme.

Another study examining the effects of culture-based content schemata on
listeners’ comprehension was carried out by Chiang and Dunkel (1992) with EFL
Chinese learners. In Chiang and Dunkel’s study, the subjects were given two lectures on
two different topics: One was on “The Amish People and the Pennsylvania Dutch
Country”, and it was assumed that the topic of the lecture would be unfamiliar to the
Chinese subjects. The other was on “Confucius and Confucianism”, which was thought
to be familiar. The subjects’ comprehension was tested through two 30-item multiple-
choice tests; 15 of the items were passage-dependent, and 15 were passage independent.
The subjects who listened to the familiar-topic lecture scored higher on the test than
those who listened to the unfamiliar-topic lecture, indicating that culture-based prior
knowledge is an important factor in EFL Chinese learners’ listening comprehension.

Not all the studies investigating the effects of content schemata have used texts,
comprehension of which is assumed to require culturally bound prior knowledge. Some
studies on content schemata have proven the importance of ‘general topic knowledge’ in
ESL/EFL reader’s comprehension as well. Hammadou (1991), for example, investigated
the effects on content schemata of French and Italian EFL readers on their
comprehension by utilizing newspaper passages about various topics. In this study, he
judged the subjects’ familiarity to each topic by means of a three-point interval scale. The
subjects were asked to show how much prior knowledge they had about each topic by
assigning a number from one to three (high, mid, low). However, the results of this study
showed that the subjects did not comprehend familiar topics significantly better than
unfamiliar ones. Hammadou attributes this lack of significance for the familiarity variable

to two factors; inaccuracy of subjects’ rating their prior knowledge or inactivation of the
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content schemata. He says, “The subjects’ rating of their own familiarity with a topic was
unable to predict their ability to comprehend what they read about that topic” and
continues, “The measure of familiarity may well have been perfectly accurate, but group
results are confused because of those readers who never instantiated the appropriate
prior knowledge in memory.” (pp. 32,33).

Alderson and Urguhard (1988) examined the effects of discipline-specific content
schemata on ESL learners’ reading comprehension. They compared groups of university
students majoring in different disciplines (administration and finance, engineering, science
and mathematics, and liberal arts) with respect to their scores obtained from cloze-tests.
In this study, they hypothesized that students reading texts in a familiar content area, that
is, related to their area of study, would perform better than students unfamiliar with that
subject. The latter, Alderson and Urguhard argue, would lack familiarity not only with
the content of the subject area, but also with such aspects as genre and rhetorical
organization. The hypothesis was supported by the findings of the study. Students from a
particular discipline performed better on tests based on texts taken from their own
subject discipline than students from other disciplines. This study again shows that not
only culture-bound prior knowledge but also general or domain-specific prior knowledge

is important in reading comprehension.

5.7. Research on Formal Background Knowledge (Formal Schemata)

A number of studies have provided evidence that the rhetorical organization of a
text interacts with the reader’s formal schemata -that is, the reader’s background
knowledge of and experience with textual organization- to affect reading comprehension
(Urguhart, 1986; Allen, Bernhard, Berry and Demel, 1988; Connor and McCagg, 1983,
Connor, 1984; Meyer and Freedle, 1984; Carrell, 1984b; Carrell1985). The effect of text
structure on reading comprehension has been shown to be operative for both narrative
and expository texts. In the realm of narrative texts, Carrell (1985) claims that a large
number of studies have demonstrated that narratives have a hierarchical schematic
structure. The native readers are sensitive to such structure, and when the structure is
used to guide comprehension, it is facilitated. In the field of expository prose, the

research of Meyer (1977), Meyer and Freedle (1984), Connor and McCagg (1983), and
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Carrell (1984, 1985, 1987) has shown effects on reading comprehension of differences in
the rhetorical structures of expository prose.

According to Meyer and Freedle (1984), there are five basic ways of organizing
expository discourse; collection, description, causation, problem/solution, and
comparison. These five types of expository organization are not intended to be
exhaustive or definitive, but their research has shown that there is good support for the
belief that these are significantly distinct types of prose. Meyer’s description of the
essential features of each of these discourse types is presented in Figure 2.3. The
‘collection’ type represents the loosest organizational type, being only a grouping or
listing of concepts or ideas by association. If the association is by sequence (by time or
space, for example), then the listing becomes more organized (yielding a chronology).
The “description’ type is a specific kind of grouping by association in which one element
of the association is subordinate to another, namely to the topic. By presenting a
particular attribute, specification, or setting, the description gives more information
about the topic. When a number of collection of attributes, specifications, or settings are
given about a topic, the structures of ‘collection’ and ‘description’ are combined to form
a sixth type -‘collection of descriptions’. The ‘causation’ type represents ideas which are
grouped not only chronologically, but which are also casually related. This discourse
type is like if-then statements of logic, or like cause-effect (antecedent-consequence)
statements. The ‘problem/ solution’ type contains all the features of ‘cause-effect’, with
additional feature of overlapping content between propositions in the problem and
solution. One or more propositional elements of solution can neutralize a causal
antecedent of the problem. The ‘comparison’ type is on a different scale from causation
and problem/solution. Rather than being organized on the basis of time or causality, it is
organized on the basis of opposing viewpoints (either alternative views giving equal
weight to two sides, or adversative views clearly favoring one side). It can be noted from
Figure 2.2. and the description above that the least tightly organized discourse types are
the description, collection, and collection of descriptions types. The other types of

discourse organization are more tightly structured.
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Figure 2.3. Components of Each Discourse Type

As noted by Raymond (1993) and Carrell (1984b), these five basic expository

types are common in various contexts. Political essays are often of the comparison type.

News articles are typically of the description type -retelling who, what, where, when, and
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how. Scientific texts are usually of the problem/solution type -first raising a problem and
then presenting the solution. Experimental research reports, such as this one, follow a
specific version of the problem/solution plan -having well-marked sections for the
problem, method, results and conclusion. History texts often follow the time-sequence
type of collection.

The following brief texts borrowed from Carrell (1984b) may be more

explanatory:
Collection of Descriptions
Our 25% high school reunion was held last year. We saw many old friends, danced
until dawn, and agreed to meet again in five years.
Causation
Sally wasn’t eating well, exercising, or resting enough. As a result, she felt weak and
run-down and never wanted to do anything
Problem/Solution
Pollution is a problem; polluted rivers are health hazards and eyesores. One solution
is to bar the dumping of industrial wastes.
Comparison
Despite the evidence that smoking is harmful, many people claim this is not so.
Although smoking has been related to lung and heart disease, for some people

smoking may relieve tension ( p. 444).

The top-level structures of each of these four texts are presented in the form of tree
diagrams in Figure 2.4.

Most prose consists of combinations of these rhetorical patterns; for example, a
folktale may contain description, causation, and collection (time-sequenced evens) within
an overall problem/solution organization where the hero confronts and resolves a
problem. The following text (cited from Carrell, 1984b) illustrates a causation embedded
in an overall problem/solution top-level organization (see Figure 2.5. for a tree-diagram

representing the top-level organization of this text).
Sally’s eating, sleeping, and exercising habits are so poor that they are causing her to
feel weak and listless. If Sally would develop a healthier life-style, she would feel
better. (p: 444)
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Collection of Descriptions

Topic
(25™ high school reunion)
(Saw old friends) (Danced until dawn) (Agreed to meet again)
Causation
Topic
(Sally’s health)
Antecedent Consequent
(Sally not eat well,...) (Sally feel weak...)
Problem/Solution
Topic
(Pollution)
Problem Solution
(Pollution is a problem,...) (Bar dumping of industrial wastes)
Comparison
Topic
(Smoking)
One View Opposing View
(Smoking harmful, related to lung and (Smoking may relieve tension)
heart disease)

Source; Carrell, 1984b (p. 445)
Figure 2.4. Top-Level Structure of Illustrative Mini-Texts
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Topic

Problem Solution
(Sally develop a healthier life-style)

Antecedent Consequent
(Sally’s bad habits) (Sally not feel well)

Source: Carrell, 1984b (p. 446)
Figure 2.5. Top-level Structure of Illustrative Mini-Text (Causation Embedded in

Problem-Solution)

Generally, in most texts, there is a readily identifiable overall organizational plan.
Meyer’s (1977), Meyer and Freedle’s (1984), and Carrell’s (1984b) studies have shown
that these different ‘top-level’ overall organizational types have specific kinds of impact
on reading comprehension in English language. They have found better recall of
discourse when it is organized with the comparison, causation, and problem/solution
structures than with the collection of descriptions. In order to understand why some
types of discourse structure should be more easy to comprehend than other types, Meyer

and Freedle’s (1984) model of discourse processing should be explained further.

2.7.1. Meyer and Freedle’s Model of Discourse Processing

According to Meyer and Freedle (1984), a skilled reader possesses a finite
number of formal schemata related to text organization, and approaches text
comprehension with the knowledge of how certain texts are conventionally organized.
For a particular text, the reader selects that formal schema in his repertoire which best

accounts for that text. The schema employed to comprehend a text acts like an outline
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which guides the reader in organizing the text during the process of encoding into
memory. Likewise, during recall, the skilled reader activates this same kind of
superordinate schema which began the encoding and uses it to retrieve infofmation in
stored memory about the text.

Not all the information in hierarchically organized schema is equally important or
accessible in encoding, storing or retrieving. The superordinate, or top-level, structure,
which corresponds to the major ideas of a passage and the interrelationships among these
major ideas, is cognitively more salient than the lower levels, which correspond to minor
ideas, detailed subordinate information. According to Meyer and Freedle (1984), the
reason why top-level information is more memorable, that is, more cognitively salient, is
that the superordinate structure gets rehearsed with each new piece of information that
the reader processes and attempts to integrate with the major ideas of the text.
Peripherally related information gets less rehearsed in memory; each piece of subordinate
information gets stored in the proper place in the hierarchy but does not get rehearsed
again as each new piece is taken in. It is, thus, more quickly forgotten than the top-level
information, which gets rehearsed frequently.

The causation, problem/solution, and comparison structures are more highly
organized types of top-level structures than the collection of descriptions top-level
structure because of the particular relationships which hold between the top-level nodes
in the former structures. There are no particular relationships holding between the top-
level nodes in the latter structure. As can be seen in Figure 2.6, the A and B nodes in the
causation, problem/solution, and comparison structures are highly interrelated. The A
and B nodes of the collection of descriptions structure are not related. Thus, the
causation, problem/solution, and comparison structures, with their more highly organized
components, are expected to facilitate encoding, economy of storage in long-term
memory, and subsequent retrieval processes. So, for example, during recall, remembering
that a discourse was presented in a comparison structure should provide more retrieval
cues than remembering that the discourse consisting of a collection of descriptions about

a topic.



36

Collection of Descriptions

//_’T- opic\

A B

no relationships among A and B; each is independent of the other.

Causation

Topic

T T

antecedent consequent

relationship between A and B is antecedent/ consequent relationship; consequent is result of antecedent.

Problem/Scolution
problem : solution
A B

relationship between A and B is problem/solution relationship; solution matches need established by problem.

Comparison
one view opposing view
A B

relationship between A and B is comparative relationship; overlapping issues viewed from different perspective

Source: Carrell, 1984b (p. 453)
Figure 2.6. Relationships Between Nodes in Four Top-Level Structures

Some studies have shown the effects on ESL reading comprehension of
differences in the rhetorical organization of text. Carrell’s (1984b) study shows the
effects of four different English rhetorical patterns on the reading recall of ESL readers
of various native language backgrounds. This study shows that the more tightly
organized patterns of comparison, causation, and problem/solution generally facilitate the
recall of specific ideas from a text more than the more loosely organized collection of

descriptions pattern. In this study, ESL readers generally appear to be similar to the



37

native readers tested by Meyer and Freedle (1984). However, this study also shows
significant differences among the native language groups.

Hinds’ (1983) and Connor’s (1984) studies may also be relevant. Hind (1983) has
compared Japanese and English speakers in their reading, in their respective native
languages, of texts with a typical Japanese rhetorical structure. His findings show that
not only is the Japanese structure generally more difficult for the English readers, but
that particular aspects of that rhetorical organization are extraordinarily problematic for
English readers, especially in delayed recall. He concludes that traditional (lei-sho-ten-
ketsu) pattern of Japanese expository prose is more difficult for English readers because
of its absence in English expository prose. That is, native English readers lack the
appropriate formal schemata against which to process the Japanese rhetorical pattern.
Connor (1984) has compared the reading comprehension of Japanese and Spanish
readers of ESL to that of a group of native English readers. She used an expository text
with Meyer’s problem-solution type of top-level structure. In the analysis of recall
protocols, Connor found that although the native English readers generally recalled more
propositions from the original text than the non-native readers, the difference was in the
number of low-level ideas rather than in the number of top-level ideas. That is, the non-
native readers recalled about the same number of top-level ideas as the native readers but
far fewer low-level ideas.

Carrell (1987) and Raymond (1993) have also investigated the effects of teaching
ESL students the text structures on their reading comprehension. These studies show
that training experiment yields promising results, which, as Carrell 1987 states,
“demonstrate that explicit, overt teaching about the top-level rhetorical organization of
texts can facilitate ESL students’ reading comprehension, as measured by quantity of

information recalled.” (p. 741).
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CHAPTER 3
METHODOLOGY

3.1. Introduction

Current views of reading comprehension defines it as a kind of interactive
process. It is interactive because it results from the interaction between the reader’s
background knowledge, culturally bound or general topic knowledge, and the
information picked up from the printed page. Comprehension is also interactive in the
sense that many components such as vocabulary knowledge, syntactic knowledge
content knowledge (content schemata), formal knowledge (formal schemata) etc. work
together simultaneously in the process (Grabe, 1991).

In most of the previous research conducted about the effects of content
schemata, the researchers have taken these schemata for granted on the basis of their
subjects’ membership to a given nation, or the subjects’ rating of their own familiarity
with a topic. However, some other research like Hammadau’s (1991) has shown that
subjects’ rating their own familiarity with a topic is unable to predict their ability to
comprehend what they read about that topic. And every member of a given nation may
not be equally knowledgeable in a given culturally bound topic. It may then be concluded
that the exact strength of content schemata in reading comprehension may have been
underestimated.

, Another line of research prompted by discourse analysis (Williém, Flick and
Anderson,1980; Fischer and Mandl, 1984; Schnotz, 1984; Meyer and Freedle, 1984,
Kaplan, 1997, Grabe, 1997 among others) has demonstrated that text structure
knowledge (formal schemata) -especially with expository texts- is an effectizye resource
for reading comprehension. This line of research has presented two kinds of findings:
Types of text such as description and comparison, which have different top-level
information structures (or rhetorical macro-propositions), influence reader’s
comprehension in different ways, and top-level structuring can be taught so that students
will recognize this aspect of text and use it to assist in their own comprehension.

Almost in all of the previous research except for Carrell’s (1987), content

schemata and formal schemata have been taken as separate independent variables. While
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one is kept constant, the other is manipulated and its effect on reading comprehension is
measured by means of recall protocols. Carrell (1987) studied not only their separate
effects but also their possible interactive effects on reading comprehension of second
language readers. In her study, the subjects were supposed to have the related formal
schemata depending on the existence of it in their recall protocols, and content schemata
were measured by subjects’ rating. Thus, no training treatment was carried out about the
top-level structures of texts.

This thesis project, which is partly modeled on Carrell’s (1987) study, considers
the above reservations and aims at demonstrating the separate effects of content and
formal schemata, and their simultaneous interactive effects on Turkish University EFL
students’ reading comprehension. The design of the study may allow one to see the
relative strength of content and formal schemata with respect to each other when they
are explicitly formed in the readers. Moreover, the question whether the types of texts
on the same overall topic have different effects on reader’s recall is expected to be
answered.

Because the purpose of the study is to show the possible differences in
effectiveness of three different independent variables; content, form, and content and
form together, on reader’s comprehension, the research was designed as a ‘planned-
variation experiment’. Such experiments are generally done when different models used
in a program are to be evaluated; that is, this kind of research design allows the

researcher to compare more than two sample means. (Hatch and Farhady, 1983).

3.2. Setting and Subjects

In the spring term of the academic year 1998-1999, this study was conducted
with the EFL students in first-year classes in Education Faculty of Anadolu University,
Eskigehir, Turkey. In Turkey, the students who want to study at the universities are
chosen on the basis of their scores they obtain from a nation-wide university entrance
exam. According to these scores, they are placed in the related departments of the
universities; that is, the students who have the right to enroll in EFL departments are the

ones who get the highest scores from the English language section of the university
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entrance exam. This means that first-year students must have a great deal of English
background when they come to the EFL departments of the universities.

The EFL department of Education Faculty at Anadolu University gives the
students another challenging exam, which includes a standard placement test, a
proficiency test (TOEFL), a writing test and a spoken one , before they are admitted to
the department’s first-year classes. The students who fail the exam given by the
department register themselves for the prep-classes, which offer a full-time intensive
English language training for an academic year. At the end of the academic year, the
prep-class students have the same exam once more, and the ones who pass can enroll in
the first year classes of the department. The ones who fail the exam must repeat the
prep-class courses one more year.

In summary, the students in first-year EFL reading classes, who were formed the
subjects of this study, had enough 'experience with English language and were
categorized traditionally as high-intermediate or advanced students with respect to their
proficiency. Nevertheless, in order to ensure that the subjects had the same level of
proficiency in English, another TOEFL test (see 3.3.1) was given to all of the first-year
reading classes at the faculty at the beginning of the study. There were seven first-year
reading classes in the academic year 1998-1999, but for the sake of the study, the most
crowded class, the students of which formed the subjects of the control groups later, was
divided into two to enable the formation of another group. The mean scores of the

groups on the proficiency test can be seen in Table 3.1.

TABLE 3.1
Mean Scores For TOEFL
GROUPS NO. OF STUDENTS MEAN SCORES
1 16 62.56
2 19 62.15
3 19 63.31
4 17 62.88
5 20 61.75
6 21 62.90
7 11 61.00
8 11 62.09
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A superficial examination of these mean scores shows that there does not seem to
be any differences among groups of students with respect to their proficiency levels. In
order to confirm that there were really not any differences among the groups, a variance
analysis (ANOVA) was used as a statistical test. The results of the statistical analysis
supported the impression (see Table 3.2).

TABLE 3.2.
ANOVA for Proficiency Level
Source Of Variance ss d.t. MS F
Between Groups 57.795 7 8.256 .146
Within Groups 7.118.802 126 56.498
P<05

After making sure that all the groups had almost the same level of proficiency,
each group was assigned randomly to one of the treatment groups. The two groups,
which were formed from the largest class, assigned to control groups. As a result of the
design of the study, eight different groups were formed; six of them were included into
treatment groups and two into control groups. Each group was represented by a
different class of students except the one which was divided into two for the purpose of
forming an eighth group. This was necessary because it was impossible to find a class of
students with the same level of proficiency who were following the same curriculum at
the university in the academic year 1998-1999.

Each two of these eight groups of subjects (see Table 3.1) received different
treatments; group one and four were provided with information about the overall content
of the texts (content groups), group five and six were instructed about the rhetorical
structures of texts (form groups), group two and three were both provided with
information about the overall content and instructed about the rhetorical structure of the
texts (content-form groups), and group seven and eight were left intact, didn’t receive
any of the above treatments (control groups).

As observed in the explanations above, these eight groups composed four major
groups: Three of them were treatment groups; content, form, and content-form group,

and the other one was control group. Each of these groups, treatment and control,
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contained two sub-groups within themselves for the purpose of some further
comparisons (see Table 3.3.). When the proficiency test (TOEFL) was admunistered,
content-form group was composed of two sub-groups, one comprised 19 subjects; 16
females and 3 males; the second one included 19 subjects; 13 females and 6 males. Form
group contained two sub-groups; the first one consisted of 20 subjects; 15 females and 5
males; in the other one there were 21 subjects; 15 females and 6 males. Content group
consisted of two sub-groups; the first one included 16 subjects; 14 females and 2 males;
the second one included 17 subjects; 14 females and 3 males. Control group consisted of
two sub-groups; the first one included 11 subjects; 7 females and 4 males; the other
contained 11 subjects; 7 females and 4 males.

Before giving the proficiency test, all of the subjects were informed about the
purpose of the study and required to participate on a voluntary basis. They were also
told they would not be affected in any way except few changes in the order of the topics
to be covered in the reading comprehension course; during the research period, some of
the classes would handle certain topics related to the research questions, whereas the
other ones would deal with some other topics included in the schedule of the course. In
the course of the academic year, all of the students would have covered all the topics
included into the schedule. All the subjects taking part in the study were native speakers
of Turkish, their average age being 20; ranging from 18 to 24. In order to avoid any
teacher’s effect, the researcher substituted for his partner and gave the reading
comprehension course to all of the first year EFL students during the study. Until the
study started, the reading comprehension courses had been conducted by two different
teachers in cooperation with each other, and all of the classes had handled the same
topics.

A total of 134 subjects participated in the study when the proficiency test was
administered. These students were placed in different treatment and control groups as
indicated before. However, 19 subjects were excluded from the study later on account
of their absenteeism in either the lessons or the test. Therefore, the performance of the
remaining 115 subjects on reading and comprehending the texts comprised the data set.

The final distribution of the subjects in groups is presented in Table 3.3. It should be
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structure and discourse was an important variable in reading comprehension that might
affect the results, and therefore, needed to be controlled.

The proficiency test was given to the groups of subjects two weeks before the
treatment began, and it took 70 minutes to administer. The time and day for the exam
were determined in consultation with the subjects and announced beforehand. The
subjects were observed to be very eager to participate as they wished to know how much
progress they had made since they last took such a standard test. In scoring, one point
was given to each correct answer to a total of hundred questions. The mean scores of the

groups are shown in Table 3.1.

3.3.2. Passages

In order to control for the structure and content of information while
investigating the effects of discourse type, four versions of a single text were written by
Meyer and Freedle (1984) and used in their research with native speakers of English.
Later the same four versions were used by Carrell (1984b) in a research study with
second language learners. Two (collection of descriptions and comparison) of these four
texts were used in this study with foreign language learners. Both texts contained
identical content information. The overall discourse structures differed, as did a minimal
number of ideas which were necessary for altering this structure. Collection of
description passage contained 135 words and comparison passage contained 137 words.
The passages are given in Figure 3.1. Identical content information across the two
passages is in lower-case letters; different information is capitalized. The capitalized and
underlined words identify different ideas in the two passages. The capitalized words

without the underlining explicitly signal the discourse type of each passage.
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Collection of Descriptions

SEVERAL ASPECTS OF THE LOSS OF BODY WATER WILL BE
DISCUSSED. FIRST, athletic coaches frequently require wrestlers, boxers, judo
contestants, karate contestants, and football team members to lose body water so that
they will attain specified body weights. These specified weights are considerably below
athletes’ usual weights. SECOND, THE LOSS OF BODY WATER SUSTAINED BY
A 150-POUND INDIVIDUAL EACH DAY IS THREE PINTS OF WATER .THIRD,

loss of body water impairs cardio-vascular functioning, which limits work capacity.
More specifically, a loss of three percent of body water impairs physical performance and
a loss of five percent results in heat exhaustion. Moreover, a loss of seven percent of
body water causes hallucinations. Losses of ten percent or more of body water results in

heat stroke, deep coma, and convulsions; if not treated, death will result.

Comparison

Athletic coaches frequently require wrestlers, boxers, judo contestants, karate
contestants, and football team members to lose body water so that they will attain
specified body weights. These specified weights are considerably below the athletes’
usual weights. IN CONTRAST TO THE ACTION TAKEN BY COACHES, THE
AMERICAN MEDICAL ASSOCIATION STRONGLY CONDEMNS THE LOSS OF
BODY WATER FOR ATHLETES. THEY CONDEMN LOSS OF BODY WATER
DUE TO THE FACT THAT THE loss of body water impairs cardio-vascular

functioning, which limits work capacity. More specifically, a loss of three percent of

body water impairs physical performance and a loss of five percent results in heat
exhaustion. Moreover, a loss of seven percent of body water causes hallucinations.
Losses of ten percent or more of body water results in heat stroke, deep coma, and

convulsions; if not treated, death will result.

Source: Carrell (1984)
Figure 3.1. The Two Different Versions of the Text, “The Loss of Body Water”
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The difference in the organization of the two discourse types can be seen
graphically in Figure 3.2. “A” in the figure refers to the identical information in the first
part of each passage, “B” corresponds to the different information of each passage.
“C” stands for the identical information in the last part of each passage. The comparison
organization chunks A, B and C into two major components and relate these components
to a general topic and to each other in specific ways (comparative). In chunking B and
C, a specific relationship exists between B and C ; that is, C explains B. Thus, for this
pattern of organization A, B, and C are interrelated in a number of specified ways. In
contrast, in the collection of descriptions organization, there are no relationships among

A, B, and C.

Collection of Descriptions
Topic

Collection of Descriptions

/\

one two three
A B C
Comparison
Topic
Comparison
opposing view ¢ > favored view
Comparative B
C
Explanations

Figure 3.2. Difference in Organization between the Two Different Versions of the Text
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3.3.3. Open-Ended Test

Traditionally in reading courses and course books, information in a passage is
analyzed into such constituents as topic, main idea, major (supporting) details, and minor
(supporting) details. These components except the last one are said to be the most
important in reading comprehension, and to form the basic framework of the passage.
On the other hand, discourse analysists and some reading experts believe that each text
has a hierarchical content structure which is the organization that binds the information
(idea units) to a specified topic as well as to each other in specific ways. At the top of
this hierarchical content structure is the overall or top-level structure that characterizes
the discourse type; and the ideas found in the overall/top-level structure are of central
importance to the author’s message ( Fischer, 1984; Schnotz, 1984; Meyer, 1984 ). The
ideas found in the top-level structure of a given text correspond to the topic/main idea
and major supporting details, and the top-level structure itself refers to the basic
framework in traditional conceptualization. The discourse analysists call the ideas high
in the hierarchy high-level ideas which represent, in traditional reading classes, the topic
or main idea énd major supporting details. The ideas low in the hierarchy stand for
minor supporting details.

In this study, some open-ended questions (see Appendix G) were placed at the
back of the free recall papers in order to see how many of these high-level idea units the
subjects would recall. It was in fact possible to analyze the recall protocols qualitatively
and see how many of high and low-level idea units were recalled. However, in the study,
the open-ended questions which asked the subjects directly the topic, the main idea and
the major supporting details of the texts were preferred instead, for all of the subjects
without any exception had been traditionally taught these components explicitly as parts
of their reading class program before the treatment started. This way of testing the
subjects’ recall of high-level idea units was expected to show the real differences, if there
were any, among the groups. Otherwise, the results of the study would probably be
contaminated by other factors rather than the treatment: There was, for example, the
possibility for non-treatment groups not to give the high-level ideas in their recall

protocols even though they understood and stored them. This might be due to the fact



48

that all the subjects were possibly accustomed to being asked directly to recognize those
traditional components in their previous exams during prep-years and the first term.

Only the groups who received training about rhetorical pattern were shown how
recognizing the pattern of text helped them identify the main idea and major supporting
details. This was emphasized several times during the treatment. The open-ended
questions were given together with free recall papers for its practicality, and were
scored by assigning one point to each correct answer. The following statements, or
paraphrases of them in Figure 3.3 were regarded as correct answers. The total correct
answers the subjects might provide were four for each of the texts used as testing

materials.

Collection of Description

Topic/Main Idea:

Aspects of the loss of body water/There are several aspects of the loss of body water.
Major Supporting Details:

1. Coaches require athletes to lose body water so they will attain specified body weights.
2. A 150-pound athlete loses three pints of body water every day

3. Loss of body water impairs cardio-vascular functioning/limits work capacity

Comparison

Topic/Main Idea:

Different views about the loss of body water/Coaches and American Medical Association
have different views about the loss of body water.

Major Supporting Details:

1. Coaches are in favor of the loss of body water.

2. American Medical Association is against the loss of body water.

3. They are against it because it impairs cardio-vascular functioning/limits work capacity.

Figure 3.3. Correct Answers to the Open-Ended Questions for Each Text (High-Level
Ideas)
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A list of example answers provided by the subjects are given below:

Collection of descriptions

o Three factors of athletes’ losing body water

e Several aspects of loss of body water

¢ Some aspects of loss of body water are discussed

o The text is about aspects of water loss while doing sports

o Athletic coaches think that the loss of body water is necessary for athletes to have a
specific weight

e An average athlete loses three pints body water every day

o This loss (of body water) can influence the athlete in negative ways

e This (loss of body water) can cause some health problems

Comparison

e Coaches and doctors think differently about loss of body water

e American Medical Association and coaches don’t agree on athletes’ water loss

e Opinions of coaches and American doctors on loss of body water are different

e American doctors are against the loss of body water because it can be very dangerous
for their health

¢ In contrast, some researchers do not accept this way (of loss of body water) because
of health problems

e American doctors think that loss of body water is dangerous

¢ Coaches want the sportsmen to lose body water, but doctors are against it because it

is harmful for athletes’ health.

3.3.4. True-False Test

In order to see whether the same or similar results to the results of the free recall
protocols could be obtained from the experiment, this true-false test was constructed.
The texts used in the study were given to three instructors who had been teaching
English at the department of EFL for more than ten years, and they were asked to
prepare a true-false test. On the basis of common items found in these three, the test
used in this study was constructed. It consisted of 15 items, six of which were false

(items 3, 5, 6, 8,10, 11), and nine of which were true (items 1, 2, 4, 7, 9, 12, 13, 14, 15)
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according to the texts. The formation of items was based on the identical information in
both of the texts. The different information in them was not considered. However, three
of the true statements (13, 14, 15) were inference-based (text-independent). That is, they
could be logically inferred from the identical information in each text. As a result, finding
the correct answers, either true or false, required the subjects to use information in the
text as well as to infer. Each correct answer to true-false statements was given one point
in grading, so the total score expected was fifteen (see Appendix G for the true-false

test).

3.4. Procedures
The following procedures were followed to build up content and formal

schemata, to test the subjects, and to score the free recall protocols.

3.4.1. Content Schemata Building

.In normal regular reading classes, the lessons are taught in such a way that
students are first presented with the topic included in the schedule of the course, and
then explanations and examples are given until they feel they understand the ideas
presented. At the end of each class, the students are assigned homework concerning the
topic handled: They are asked to find a certain number of passages from a variety of
sources and apply to the reading of those passages what they have learned. If the topic is,
for example, Understanding the Main Idea, they are required to find five or so different
passages, and work on them to find the main ideas. The same passages with which they
carry out their homework are brought to the classroom and form the course material for
the following class’ activities. When the next class starts, the students change the
passages they have brought with one another and practice to a great extent what they
have learned during the previous class. While practising, they compare and contrast their
answers to one another’s. When they have a conflict, the teacher is invited into their
discussions. The reading class is held three hours a week. Thus each topic included in
the schedule is handled first by presenting, explaining, exemplifying and exercising for

three hours in a week, and then by practising for another three hours in the following
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week. On each topic in the schedule of reading class, at least six hours are spent in two
successive weeks.

As a result of the research design, four of the reading classes were supposed to
be provided with content background knowledge (two in the content schemata group
and two in the content-formal schemata group). Afier handling the topic ‘Supporting
Details’ which was one of the subject-matters scheduled for regular reading class, the
students were assigned their weekly homework as expected. They were asked to find
passages from different sources and apply to the reading of those passages what they had
learned previously about determining the ‘Supporting Details’: They were to distinguish
the major supporting details from the minor ones in each paragraph of the passages they
found themselves.

When the students were given this homework as part of their reading class
requirement, they were directed on purpose to find passages on the topic of “Weight
affair in Sports” as well. The language of passages was not limited to English only; they
would also find and read texts in Turkish. This topic was thought to be general enough
to include information about the topic of ‘the Loss of Body Water’, which is a little more
specific in comparison to “Weight Affair in Sports”. The topic of ‘the Loss of Body
Water’ is, in fact, the overall topic of the two texts, which were used as testing materials
in this study (see Figure 3.1., or Appendix G). The students were also required to take
notes, either in Turkish or in English, considering the major and minor supporting details
while doing their homework with the passages. It was expected that, in this way, they
would have knowledge about ‘the Loss of Body Water’ to a certain extent, and prepare
themselves for the discussion that was planned for the following class. During the
following class, a discussion on the same topic was held for a class hour. All of the
students participated in the discussion and contributed to it depending on their notes
(Examples of subjects’ notes can be seen in Appendix A).

In addition to the indicated homework and classroom activities, the groups of
subjects were given some further homework so that they would expand their knowledge
about the topic ‘the Loss of Body Water’: They were supplied with two passages
related to this topic, one of which was in Turkish and the other was in English, and asked

to write a summary either in Turkish or in English. (The two passages can be seen in
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Appendix B, and examples of summaries in Appendix C ). The weekly assignments were
a part of course requirements and were considered in the evaluation of students’ final
achievement. Therefore, the students seemed to be eager to do the assignments given
and participated actively in the classroom activities carried out during the treatment as

well as the whole term.

3.4.2. Formal Schemata Building

Training the group of subjects (two in the form group, two in the content-form
group) about the overall rhetorical structures of texts was largely based on Langan’s
(1989) course book, Ten Steps to Improving Reading. A chapter on “Patterns of
Organization” from this book was used as the main teaching material in building the
formal schemata. In the book, texts are divided into five common types on the basis of
their overall rhetorical structures; time order, list of items, cause and effect, comparison,
and definition and examples. Previous research, Like Carrell’s (1985) and Raymond’s
(1993), on similar topics were, however, based on Meyer and Freedle’s (1984)
classification of expository prose. In their studies, they used four major types; collection
of descriptions, causation, problem solution, and comparison. Three of Langan’s (1989)
text types, time order, list of items, and definition and examples refer to Meyer and
Freedle’s (1984) collection of descriptions only. His cause and effect corresponds to
their causation, and comparison type exists in both classifications. Based on primarily
Langan’s course book, the subjects in these treatment groups covered factually three of
Meyer and Freedle’s four major types of discourse: collection of descriptions, causation,
and comparison.

Training of the subjects, as explained before, was conducted in two separate
three-hour sessions in two successive weeks. During the first session, first of all the
objectives of training were made clear to the students, and then Langan’s five common
types of expository texts were presented: The key aspects of each type were explained
and illustrated (through Meyer’s tree digram) in a clear and simple way, and then a series
of practice exercises were provided. The session ended with two review tests, a
discussion on correct answers of the tests, and a review of objectives (see Appendix D

for presentation of rhetoric patterns). The basic objectives of training were explicitly
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communicated to the students; they were particularly told that it did sometimes not
matter how they read -for instance, when they read for pleasure but at other times, it did
when they, for example, had to prepare for exams and do class assignments. It was
explained to them that the efficiency with which students could read under such
circumstances was important, that if they could get the nécessary information quickly and
effectively, it was likely they would perform well and feel better about the task. It was
emphasized that by learning about the ways in which expository texts are typically
organized at the top level, they would improve their reading comprehension.

When the students left the first session, as usual in the regular reading classes,
they were assigned homework requiring them to find passages -at least one for each
pattern of organization- from different sources. They were to bring the passages to the
following week’s class so that all of the students in class would have the opportunity to
practise with a variety of materials from various sources. While searching for passages,
the students also had the opportunity to practise the related topic; in this case, pattern of
organization or rhetorical structures of expository prose.

The passages supplied by students (see examples in Appendix E) formed the
basis for further practice on recognizing the types of expository texts during the second
treatment session. During this session, the students went on practising what they had
learned before, were encouraged to compare and discuss one another’s ideas about the
passage’s basic overall pattern in pairs or groups, and got immediate feedback from the
teacher when they conflicted. This session also ended with a review of the objectives
and the main points of training: They were told once more that
1. identifying the organization in what they read was key to understanding
2. identifying the top-level organization needed their attention before, during and after

reading.

3. to determine the organization, they had to ask what the passage was about (this gives
the topic ) and how the topic was discussed: They would answer these questions
while reading, and check the answer after reading.

4. there were many different patterns of organizations, but the ones we handled were the

most common ones.
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5. different words (transitions words) would help them to ascertain the overall pattern of
organization

6. each of these common types of organization had a special way to pattern the
sentences in a passage (examples were provided).

A mastery test combined from Langan and Kay (1989), Langan (1989), and
Langan and Jenkins (1989) was given to the subjects for additional practice at the end of
the session. They did the test at home. Correct answers were provided later at the
beginning of the next class for comparison, and brief discussions were held on the basis

of questions asked by the students (see Appendix F for the mastery test).

3.4.3. Treatment of Content-Form Groups

No special treatment for the two sub-groups of subjects in content-form groups
was given. As explained before (see 3.4.1. and 3.4.2.), the subjects in these groups
followed the same procedures as content groups did in order to build content schemata.
To build formal schemata, they were taught the overall rhetorical structures of texts in

the same way as form groups were trained.

3.4.4. Control Sessions

While the formal schemata and the content-formal schemata groups were going
through the training session, the control and content schemata groups followed through
the schedule omitting only the topic, Pattern of Organization, and went on with
‘Drawing Inferences’, which was the next topic in the schedule. Until then, all of the
reading classes had handled the topics; Understanding Vocabulary in Context,
Recognizing Main Ideas, and Identifying Key Supporting Details. During the treatment,
the form groups and the content-form groups were trained about the rhetorical
organization, and the control and the content groups about inferring for two weeks. The
control groups did not receive any special training. No specific class hours were
assigned to the content groups for the formation of content schemata except for an-hour
discussion. All the classes handled later the course topics which they had to omit during

the treatment. In this way, no diversion from the regular reading classes took place.
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3.4.5. Testing

The date and time for testing were decided in consultation with the groups of
students in order to find the most suitable time and ensure the maximum participation.
The test was administered to all of the subjects at the same time in eight different
classrooms, which were invigilated by eight colleagues. Four of the groups were given
the collection of descriptions text, and the other four groups of subjects were exposed to
the comparison text. One sub-group from each major group, content-form, form,
content, and control, read collection of descriptions text, whereas the other sub-groups
read comparison text. Both of the texts were accompanied by written instructions which
informed them that they would be asked to carry out certain tasks on the basis of their
readings. The instructions also demanded them to imagine that they had come across the
text in a newspaper or magazine they liked reading, and that the topic of the text was of
interest to them. They were further asked to read the text at their own reading rates to
find out what it said about the topic, but not try to memorize. The texts were given back
to the invigilators after the completion of reading task.

In order to reduce the éﬁ’ect of short term memory, they were then administered a
brief questionnaire which required their rating of how difficult or easy they found the
text’s grammar, vocabulary, content and pattern of organization. When they finished
completing the questionnaire, a written recall was administered. The subjects were asked
to write down everything they could remember from the text, using their own words or
words from the text. They were asked to try to write in complete sentences and not just
list isolated words or ideas. They were to try to show in their writing how the ideas from
the text were related to each other. Just after recall protocols, they answered the open-
ended questions, which were placed at the back of the recall protocol papers, and then
the true-false test was given. The testing procedure lasted 40-45 minutes. (see
Appendix G for the two texts, the questionnaire, the recall protocol paper, the open-

ended questions, and the true-false test).

3.4.6. Scoring Free Recall Protocols
The free recall protocols of the subjects were scored on the basis of the identical

idea units they recalled and the elaborations they produced.
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3.4.6.1. Identical Idea Units Recalled

As mentioned earlier, the two texts used in this study were taken from Carrell
(1984b). The identical information in two versions of the text was divided into 21 idea
units, and these idea units were used as the basic criteria for the analysis in her research.

Figure 3. 4. presents the 21 common idea units.

Loss of body water is required by athletic coaches

This is required of wrestlers

This is required of boxers

This is required of judo contestants

This is required of karate contestants

This is required of football team members

This is done so athletes will attain specified body weights

These specified weights are lower than their usual weights

I I N

. Loss of body water impairs cardio-vascular functioning

—
(=]

. This limits work capacity

[a—y
[y

. Aloss of 3% of body water

J—
[

. impairs physical performance

[u—y
W

. A loss of 5% body water

[y
S

. results in heat exhaustion

. Aloss of 7% of body water

J—
9]

. causes hallucinations

[
1

. Alloss of 10% or more of body water

j—
=]

. results in heat stroke

j—
o

. results in deep coma

[
=1

. results in convulsions

™~
ok

. If not treated, death will result

Source: Carrell (1984b)

Figure 3. 4. Analysis of Identical Information into 21 Common Idea Units
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It appears that identical information in the two texts has been broken into its
smaller meaningful components, each of which represents an idea unit. Each idea unit in
Carrell’s analysis corresponds to a simple sentence, a sentence including an adverb
clause, a noun phrase, or a verb phrase. For the purpose of comparing the results with
those of previous research with native and second language learners, the same idea units
formed the basis of scoring the recall protocols in this study as well. Each recall
protocol was scored for the presence of these 21 identical idea units, and each idea unit

recalled correctly was assigned one point.

3.4.6.2. Elaborations
The recall protocols were also scored for elaborations. Each single sentence
including information that does not exist in or can not be logically inferred from the texts
was regarded as an elaboration and assigned one point. Following is a list of elaborations
produced by the subjects in their recall protocols:
¢ Losing weight is very important in sports.
e You shouldn’t lose weight too much or you shouldn’t put on weight too much.
Otherwise, it make your metabolism extraordinary and you will loose in sport.
e Sportsmen lose body water because they want to meet under their weight.
e For athletes, it is important to loose weight in healthy ways.
e Coaches usually want the athletes to lose weight in an efficient way, or else
unconscious exercises or methods of losing weight can be hazardous for health.
e It (loss of body water) is beneficial, but when people do it unconsciously, they meet
health problems.
e There should be balance in body to succeed in sports.
e People who do sports need more water in their body. They should drink more water.

e First the weight loss must be controlled by coaches

3.5. Analytic Procedure
To analyze the scores for identical idea units, true-false questions, open-ended
questions, and elaborations statistically, the one-way analysis of variance (ANOVA) was

performed. In this way, four major groups of subjects, content-form, form, content, and
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control, were compared to one another depending on the scores they obtained from the
text they read: Four groups read the collection of description text, whereas the other
four read the comparison text. The ones who read the same text were compared to one
another. An alpha level of .05 was chosen as the significance level. When the results of
ANOVA reached the significance level (.05), a Post Hoc multiple comparison test was
performed in order to see where the difference among the groups was.

When the pairs of groups were compared on the basis of text type, the mean
scores of each pair for identical idea units and high-level idea units were analyzed by
means of Independent Samples t-test. Significant results were reported, and non-
significant ones were indicated by n.s. To see the effects of text type, groups of subjects
who received the same treatment were compared to each other on the basis of the text
they read. For example, a group who received the treatment about both content and form
was compared to the other group who had the same treatment. They were different only
with respect to the text they read: One group read the collection of descriptions text,

whereas the other read the comparison text.
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CHAPTER 4

PRESENTATION AND ANALYSIS OF THE DATA

4.1. Introduction
In this study, the main aim was to find out the separate effects of content and

formal schemata, and their simultaneous interactive effects on university level EFL

learners’ reading comprehension. The study was designed in such a way that it would

also supply information about the relative strength of these two factors (content
schemata vs. formal schemata) as well as the effects of different rhetorical patterns

(collection of descriptions vs. comparison). In addition, it would show the effects of

content schemata on the subjects’ production of elaborations. In other words, the

following hypotheses were tested in this study.

1. Building content schemata facilitates EFL learner’s reading comprehension.

2. Building formal schemata facilitates EFL learner’s reading comprehension.

3. Simultaneous building of both content and formal schemata may have a cumulative
effect on EFL learner’s reading comprehension, and increase it to a greater extent.

4. Building content schemata increases EFL learner’s production of elaborations.

5. Types of text can influence EFL reader’s comprehension in different manners
(comparison type of texts are easier to comprehend than collection of descriptions
types).

Sets of data derived by means of different methods were subjected to statistical
analysis in order to answer the questions above: Identical idea units and elaborations
were obtained from recall protocols. High-level ideas (see 3.3.3.) were obtained from the
open-ended questions, and answers to true-false questions (which were based on the
same identical idea units) were gotten through the true-false test (see 3.3.4.). All kinds of
data analyzed statistically were based on the two texts, which were used as testing

materials (see 3.3.2).
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4.2. Analysis of the Scores with respect to the Identical Idea Units from Recall
Protocols

Descriptive statistics for the identical idea units recalled by the groups of subjects
from the two texts, collection of descriptions and comparison, are presented in Table 4.1.
In the table, there seem to be differences among the mean scores of the groups. Indeed, a
statistically significant difference is confirmed by the results of the one-way ANOVA
(F=5.097, p=.004 for collection of descriptions, and F =3.475, p =.022 for

comparison).
Table 4.1.
Descriptive Statistics for Identical Idea Units
Recalled from the Texts
COLLECTION OF N. OF S8. MEAN STD. DEVIATION | STD.ERROR
DESCRIPTIONS

CF 14 49286 2.9991 8015

F 17 2.9412 2.7265 .6613

16 6.2500 3.2352 .8088

Cr. 11 2.8182 1.9400 .5849

TOTAL 58 4.3103 3.1131 .4088
COMPARISON N. OF SS. MEAN STD. DEVIATION | STD. ERROR

CF 12 5.9167 2.6097 7534

F 17 3.9412 2.7493 .6668

C 17 6.2941 3.6188 8777

Cr. 11 3.4545 1.4397 4341

TOTAL 57 4.9649 3.0176 .3997

CF: content-form group; F: form group; C: content group; Cr: Control group

In order to see where the difference is, the Post Hoc LSD multiple comparison
was performed on the data. The results of multiple comparison can be seen in Table 4.2.
According to this table, for both of the texts, the content-form groups do not differ from
the rest of the groups, whereas the content groups are significantly different from the
form groups (for collection of descriptions, p=.001; for comparison, p=.019) and the

control groups (for collection of descriptions, p=.003; for comparison, p=.012). There is
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no significant difference between the content groups and the content-form groups. These
data show that content schemata is a stronger predictor of EFL readers’ comprehension

than is formal schemata and any interaction between content and formal schemata.

Table 4.2.
Results from Multiple Comparison for the Identical Idea
Units Recalled from the Texts

COLLECTION OF DESCRIPTIONS

GROUPS CF F C Cr.
CF n.s. ns. n.s
F n.s. 001 n.s.
C n.s. .001 .003
Cr. n.s. n.s. .003
COMPARISON
GROUPS CF F C Cr.
CF n.s. ns. n.s.
F n.s. .019 n.s.
C n.s. .019 .012
Cr. n.s. n.s. .012

CF: content-form group; F: form group; C: content group; Cr: control group; n.s.= non-significant

p>.05

4.2.1. Analysis of the Scores on the True-False Test (which is based on the same
identical idea units)

Even though recall protocol is an extensively used way of testing reading
comprehension in research, it is not so common in second or foreign language reading
pedagogy. Therefore, the same statistical procedure was applied to the groups” mean
scores which were obtained by means of the true-false test (see 3.3.4.). True-false type
of test is one of the common ways of measuring reading comprehension in foreign
language reading. The descriptive data from this test is given in Table 4.3. From the

mean scores, it seems that the groups are different from one another. This result is
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confirmed by the one-way ANOVA results (F=5.429, p=.002 for collection of

descriptions, and F=2.923, p=.042 for comparison).

Descriptive Statistics for the Scores from the True-False Test

Table 4.3.

COLLECTION OF N. OF SS. MEAN | STD. DEVIATION ( STD. ERROR
DESCRIPTIONS
CF 14 10.6429 24371 .6513
F 17 9.1176 2.6665 .6467
C 16 10.3125 1.4477 3619
Cr. 11 7.5455 1.4397 4341
TOTAL 58 9.5172 2.3563 .3094
COMPARISON N. OF SS. MEAN | STD. DEVIATION | STD. ERROR
CF 12 10.6667 1.4975 4323
F 17 9.2941 2.0846 .5056
C 17 10.5882 2.3994 .5820
Cr. 11 8.5455 2.5045 7551
TOTAL 57 9.8246 2.2766 3015

CF: content-form group; F. Form group; C: content group; Cr: control group

Table 4.4. below, which presents the results of multiple comparison, reveals

where the difference is: The content-form groups are different from the control groups

(for collection of descriptions, p=.004; for comparison, p=.023), and the content groups

are different from the control groups as well (for collection of descriptions, p=.008; for

comparison, p=.018). But neither the content groups nor the content-form groups are

different from the form groups. There is also no significant difference between the

control and the form groups. Here again, it seems obvious that students with content

schemata performed better than those without content schemata. However, the lack of

significant difference between the form groups, the content groups, and the content-form

groups may indicate that formal schemata also helped the subjects to a certain extent in

their comprehension.
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Results from Multiple Comparison for the Scores from the True-False Test

COLLECTION OF DESCRIPTIONS

GROUPS CF F C Cr.
CF n.s. ns. 0.004
F ns. n.s. n.s.
C n.s. n.s. 0.008
Cr. 0.004 n.s. 0.008
COMPARISON
GROUPS CF F C Cr.
CF ns. n.s. .023
F ns. n.s. n.s.
n.s. n.s. .018
Cr. .023 n.s. .018

C¥F: content-form group; F: form group; C: content group; Cr: control group; n.s.= non-significant

p>.05

4.3. Analysis of the Scores on the Open-Ended Test (High-Level Idea Units)

So far, groups’ mean scores obtained from both tests, free recall and true-false,

have indicated more gains in favor of content schemata when the idea units are analyzed

quantitatively. However, when the quality of idea units is taken into account; that is,

when the high-level ideas (see 3.3.3 and Figure 3.3.) are analyzed, formal schemata seem

to be more effective in the readers’ comprehension. Table 4.5. gives the descriptives for

high—leVel idea units. The one -way ANOVA, conducted on these mean scores, reveals a

significant difference among the groups (F=20.513, p=.000 for the collection of

descriptions text and F=23.673, p=.000 for the comparison text).
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Descriptive Statistics for the High-Level Idea units

( Scores for Open-ended Questions)
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COLLECTION OF N. OF SS. MEAN STD.DEVIATION | STD. ERROR
DESCRIPTIONS
CF 14 2.7143 4688 1253
F 17 2.7059 ..4697 1139
C 16 1.5000 8165 .2041
Cr. 11 1.4545 5222 1575
TOTAL 58 2.1379 .8470 1112
COMPARISON N. OF SS. MEAN | STD. DEVIATION | STD. ERROR
CF 12 2.9167 .7930 .2289
F 17 2.6471 .7859 .1906
C 17 1.0588 7475 .1813
Cr. 11 1.0909 .7006 2113
TOTAL 57 1.9298 1.1317 .1499

CF: content-form group; F: form group; C: content group; Cr: control group

When the results from Post Hoc multiple comparison, which are presented in

Table 4.6, are examined, it is seen that the content-form groups and the form groups

outperformed the other two, the content and the control groups, in answering the open-

ended questions correctly: For the collection of description text, the content-form group

is significantly different from the content group (p=.000) and the control group (p=.000).

Similarly the form group is significantly different from both the content group (p=.000)

and the control group (p=.000). The same results are observed for the comparison text

as well. The content-form group is significantly different from the content group

(p=.000) and from the control group (p=.000). The form group is also different from

both the content group (p=.000) and the control group (p=-000). This means that

knowledge of rhetorical pattern may be an effective factor in reading comprehension,

especially with respect to the recalling of high-level information in the text.
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Table 4.6
Results from Multiple Comparison for High-Level Idea Units

COLLECTION OF DESCRIPTIONS

GROUPS CF F C Cr.
CF 1.S. .000 .000
F n.s. .000 .000
C .000 .000 1.S.
Cr. .000 .000 n.s.
COMPARISON
GROUPS CF F C Cr.
CF n.s. .000 .000
F n.s. 000 .000
C .000 .000 1.s.
Cr. .000 .000 ns.

CF: content-form group; F: form group; C: content group; Cr: control group; n.s.= non-significant
p>.05

The findings indicating a non-significant difference between the content groups
and the control groups points out that content schemata may not be an important factor
in recalling the high-level information, whereas it is important in recalling the idea units

when their quality is not regarded.

4.4. Analysis of the Scores for Elaborations

Descriptive statistics for the elaborations produced by the subjects in their recall
protocols are given in Table 4.7. The table shows that the groups are different from one
another with respect to their mean scores for the elaborations they produced. This is
supported by the results of the one-way ANOVA (F=9.033, p=.000 for the collection of
descriptions, and F=10.124, p=.000 for the comparison).
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Table 4.7

Descriptive Statistics for Elaborations

COLLECTION OF N. OF SS. MEAN STD. DEVIATION | STD. ERROR
DESCRIPTIONS
CF 14 2.5714 1.5549 4156
F 17 7647 1.1472 2782
C 16 2.8750 1.5438 .3860
Cr. 11 9091 1.3751 4146
TOTAL 58 1.8103 1.6802 .2206
COMPARISON N. OF SS. MEAN STD. DEVIATION | STD. ERROR
CF 12 2.4167 1.5643 4516
F 17 6471 7019 1702
17 3.0000 2.2638 .5491
Cr. 11 4545 .8202 2473
TOTAL 57 1.6842 1.8628 2467

CF: content-form group; F: form group; C: content group; Cr: control group

When the results of Post Hoc multiple comparison (see Table 4.8 ) are examined,
it is observed that the content-form groups and the content groups brought out more
elaborations than the form groups and the control groups: For the collection of
descriptions text, the differences between the content-form group and the form group
(p=.004), and the content-form group and the control group (p=.025) are statistically
significant. The content group is different as well from the form group (p=.000) as from
the control group (p=.004). Similar results can be seen for the comparison text; the
content-form group is significantly different from the form group (p=.017) and from the
control group (p=.017). The content group is also significantly different from both the
form group (p=.000) and from the control group (p=.000). These data indicate that

content schemata is the determining factor in producing elaborations.
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Results of Multiple Comparison for Elaborations
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COLLECTION OF DESCRIPTION

GROUPS CF F C Cr.
CF .004 .S, .025
F .004 .000 ns.
C n.s. .000 .004
Cr. .025 ns. .004
COMPARISON
GROUPS CF F C Cr.
CF 017 ns. .017
F .017 .000 n.s.
C n.s. .000 .000
Cr. 017 n.s. 000

CF: content-form group; F: form group; C: content group; Cr: control group; n.s.= non-significant

p>.05

No difference is seen between the form groups and the control groups. This

means that formal schemata does not play any role in the .subjects’ bringing out

elaborations in their recall protocols.

4.5. Comparison of the Groups on the Basis of Text Types

With respect to the effects of text type on reading comprehension, the subjects’

scores for identical idea units (see 3.4.6.1) from the free recall protocols and high-level

idea units (see Figure 3.3) from the open-ended questions were subjected to the

Independent Samples t-test. The group statistics of each pair of groups for identical idea

units are presented in Table 4.9.




Table 4.9
Descriptive Statistics of Each Pair of Groups for Identical Idea Units That the Groups

Recalled from Different Text Types

TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR MEAN
DEVIATION
CD CF 14 4.9286 2.9991 .8015
COMP CF 12 5.9167 2.6097 7534
CD: Collection of Descriptions; COMP: Comparison; CF: Content-Form Groups
TEXT TYPE GROUP N. OF. SS. MEAN STD. STD. ERROR
DEVIATION MEAN
CD F 17 2.9412 2.7265 6613
COMP F 17 3.9412 2.7493 .6668
CD: Collection of Descriptions; COMP: Comparison; F: Form Groups
TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR
DEVIATION MEAN
CD C 16 6.2500 3.2352 .8088
COMP C 17 6.2941 3.6188 8777
CD: Collection of Descriptions; COMP: Comparison;, C: Content Groups
TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR
DEVIATION MEAN
CD Cr. 11 2.8182 1.9400 5849
COMP Cr. 11 3.4545 1.4397 4341

CD: Collection of Descriptions, COMP: Comparison; Cr: Control

p>.05

Even though the mean scores of the groups show that the groups of subjects who
read the comparison text are a little better in recalling the identical idea units than those
who read the collection of descriptions text, the results of Independent Samples t-test do
not confirm this (t =-.888, df=24, p=.383 for the content-form groups; t =-1.065, df=32
p=.295 for the form groups; t=-037, df=31, p=971 for the content groups, and t=-

.874, df=20, p=.393 for the control groups ).
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As can be seen from Table 4.10 below, similar results were obtained for the high-

level idea units which represent the correct answers to open-ended questions.

Table 4.10
Descriptive Statistics of Each Pair of Groups for High-Level Idea Units that the Groups

Recalled from Different Text Types:

TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR MEAN
DEVIATION
CD CFr 14 2.7143 4688 1253
COMP CF 12 2.9167 7930 .2289

CD: Collection of Descriptions; COMP: Comparison; CF: Content -Form Groups

TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR MEAN
DEVIATION
CD F 17 2.7059 4697 1139
COMP F 17 2.6471 7859 .1906
CD: Collection of Descriptions; COMP: Comparison; F: Form Groups
TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR MEAN
DEVIATION
CD C 16 1.5000 .8165 .2041
COMP C 17 1.0588 7475 1813

CD: Collection of Descriptions; COMP: Comparison, C: Content Groups

TEXT TYPE GROUP N. OF SS. MEAN STD. STD. ERROR MEAN
DEVIATION
CD Cr. i1 1.4545 5222 1575
COMP Cr. 11 1.0909 7006 2113

CD: Collection of Descriptions; COMP: Comparison, Cr: Control Groups

p>.05

A superficial examination of the group means in Table 4.10 indicates almost no

difference between the pairs of groups, which is also supported by the results of the

Independent Samples t-test (t=-.806, df=24, p=428 for the content-form groups;
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t=.265, df=32, p=793 for the form groups; t =1.620, df=31, p=.115 for the content
groups, and t=-1.38, df =20, p=.183 for the control groups ).

4.6. Conclusion

Based on the statistical results, it could be said that content schemata affectsthe
EFL learners’ reading comprehension in two ways: First, it enables the learners to recall
more idea units regardless of their quality, whether high-level or low-level. Second, it
causes more elaborations in the learners’ recall. This observation confirms the first
(building content schemata facilitates EFL learners’ reading comprehension) and the
fourth hypotheses (content schemata causes more elaborations in readers’ recall).
Content schemata facilitate comprehension, and it causes more elaborations at the same
time (see Table 4. 2., 4.4, and 4.8.).

Formal schemata also affect EFL readers’ comprehension, but in a different way:
When only the number of idea units recalled are considered, it does not seem to play an
important role in reading comprehension when compared to content schemata.
However, when the quality of idea units recalled is taken into account, it is seen that
formal schemata is an important factor in comprehension. Thus the second hypothesis,
which claims that formal schemata enhance reader’s comprehension, is also confirmed in
a sense depending on one’s understanding of comprehension. That is, if comprehension is
to pick up the high-level information, then it is a facilitating factor as can be seen in
Table 4.6., but if comprehension is regarded as picking up as many ideas as one can
regardless of their quality, the content schemata can be said to be more facilitative with
respect to formal schemata. Which one of these two factors, content schemata or formal
schemata, is more effective in reading comprehension depends then on one’s
understanding of comprehension.

Analysis of the data does not confirm the third hypothesis, which claims that
combined simultaneous effects of content and formal schemata would be more powerful
in reading comprehension. The analysis of identical idea units indicates that the content-
form groups are not significantly better than the content groups (see Table 4.2. and 4.4),

and the analysis of high-level idea units suggests that they are not significantly better
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formal schemata seem to be the determining factor, so it can not be said that the
combination of content and formal schemata have a more significant interactive effect
on reading comprehension. As Table 4.9. and 4.10 show, types of texts do also not seem
to cause any significant differences in EFL readers’ comprehension. This means that the

fifth hypothesis is not confirmed by the data.
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CHAPTER 5
DISCUSSION AND CONCLUSIONS

S.1. Summary of the Study

Recent research on first and second language has shown that content schemata,
one’s mental structure of prior knowledge about the content area, has an important
impact on reading comprehension (Carrell, 1983; Lee, 1986, Aron, 1986; Chiang and
Dunkel, 1992 etc.). Similarly formal schemata, one’s mental structure of prior
knowledge about the rhetorical structures of the texts, has been proven to be an
important factor in reading comprehension of first and second language learners (Carrell,
1984, 1985; Meyer and Freedle, 1984; Connor, 1984; Raymond 1991 etc.). However,
empirical evidence seems to be rare for foreign language reading. As a result, most of
our present views of foreign language reading are shapéd by research findings on first
and second language readers.

This study, therefore, aimed at finding the effects of content schemata as well as
formal schemata on reading comprehension of Turkish foreign language learners. The
study also aimed to find out the possible simultaneous interactive effects of these two
factors on reading comprehension of Turkish EFL learners. In addition, the effects of
the text type itself on comprehension and the relationship between elaborations and
content schemata were investigated in the study.

Depending on the findings of previous research in first and second language
reading, five hypotheses were formed to be tested: 1) Content background knowledge of
EFL reader enhances his reading comprehension. 2) EFL readers’ comprehension can be
facilitated when he is taught the rhetorical structures of the texts. 3) When both content
and formal schemata are built at the same time, the reader’s comprehension can increase
much more as a result of their possible cumulative effects. 4) Readers with content
schemata produce more elaborations.5) Types of texts can affect reader’s comprehension
in different manners.

To test the hypotheses above, eight groups of subjects were formed from 115
Turkish EFL university students (see Table 3.3 for the distribution of the subjects to the

groups). Each two of these groups composed either one of the experimental groups;
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5.2. Assessment of the Study

The overall finding of this study seems to be that when both content and formal
schemata are factors in EFL reading comprehension, content schemata is generally more
important than formal schemata, especially when the identical idea units in free recall
protocols and the answers to the true-false questions are considered (see Table 4.1., 4.2,
4.3., and 4.4.). For both of the texts, the reading comprehension is relatively easy for the
subjects who have the content schemata and both content and formal schemata in
comparison to those who have only formal schemata or none of these two schemata.
However, when the high-level idea units are taken into account, prior knowledge of
rhetorical form (formal schemata) seems to be more important than content schemata in
EFL learners’ reading comprehension (see Table 4.5. and 4.6.). For both of the texts,
comprehending the high-level idea units is significantly easier for the subjects who have
formal schemata and both content and formal schemata than for the subjects who have
only content schemata or none of them.

Nevertheless, a closer examination of the results with respect to the analysis of
the identical idea units and the correct answers to the true-false questions raise some
points to be noted: first of all, the mean scores of identical idea units of all the groups
are fairly low -ranging from 2.81 to 6.29 (see Table 4.1.) out of a maximum of 21,
approximately 13% to 29% of the total idea units. This suggests that this was a fairly
difficult task for these EFL readers. However, comparable data from Meyer and
Freedle’s research (1984) with native speakers show a range of recall scores between
39% and 67% for graduate-level readers, and data from Carrell’s (1984b) study with
second language university students show a range of mean scores between 7% and 25%.
Thus, on this same task, the Turkish intermediate-level EFL readers are only slightly
above Carrell’s ESL learners, but much below Meyer and Freedle’s native speakers.

The second point to be considered is that the content-form groups were not
better in recalling the identical idea units than the form groups and the control groups,
whereas they were better than control groups in answering the true-false questions
correctly (see Table 4.2. and 4.4.). This may be indicating that readers’ comprehension
interacts with different testing tasks in different manners as suggested by Gordon and

Hanauer (1995). It may also be regarded as a result of the treatment: As indicated
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before, while the form groups and the content-form groups were receiving the treatment
about the rhetorical structures of texts, it was emphasized how they could take
advantage of their knowledge about the types of texts to pick up the high-level
information (topic, main idea and major details) in a text they read. The relationship
between the high-level ideas and the types of texts were made clear in the introduction of
the related topic (patterns of texts) and during the practice session. This treatment may
have led the concentration of the subjects in these groups to the high-level ideas
particularly rather than the low-level ones. This may explain why the numbers of
identical idea units recalled by the form and the content-form groups were lower than
those of the content groups. It could be then asked why the content-form groups
answered almost equal number of true-false questions correctly as the content groups did
on the true-false test. This, when taken together with the fact that neither the content-
form groups nor the content groups differed significantly from the form groups on the
true-false test, can be explained by the fact that while content schemata was helping these
readers (in content-form and form groups) give correct answers to the true items ‘to a
limited extent’, their formal schemata may have helped them answer especially the false
items correctly’ to a great extent’ by directing their concentration to the text-based
information. It should be remembered that six of the items of the true-false test were
false, and two of the true items were based on the major details (high-level ideas).
Taking into account the obvious effects of formal schemata on the recall of high-level
idea units, it could be concluded that the probability for the subjects with formal
schemata to pick out the major details on the true-false test was fairly high. In brief, the
content-form groups’ and the form groups’ success on the True-False test may be due to
their formal schemata, which possibly may have helped them answer correctly especially
the false items and the items related to major details. It is also possible to talk about the
fact that formal schemata may have some constraints on the effects of content schemata,
especially when the information of a given text is explicitly reminded to the readers in a
testing task.

In any way, the results of both of the tests, free recall and true-false, reveal
clearly the facilitating effects of content schemata on reader’s comprehension. These

results confirm the first hypothesis stating that content schemata enhances the EFL
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reader’s co%nprehension. The findings of the study with respect to the effects of content
schemata appear to be in accordance with the findings of previous research on the same
topic. (Carrfell, 1987; Chiang and Dunkel, 1992; Hammadou, 1998, Steffensen and Joag-
Dev, 1986 étc.)

As for the second and the third hypotheses about the effects of formal schemata
and the po%:sible cumulative effects of content and formal schemata, the results indicate
that formalfschema is not so effective as content schemata in recalling the identical idea
units as wej:ll as answering the true-false questions. However, when the results of the
open—ended: test are examined, it is seen that formal schemata is more important than
content scljlemata (see Table 4.5 and 4.6.). That is, the subjects who have the formal
schemata pjossibly concentrate their attention on the high-level ideas rather than the
lower onesj and pick them up more easily. Similar results were reported by some
previous résearchers such as Connor (1984), Fisher and Mandl (1984) and Carrell
(1985). T;hese findings confirm the hypothesis that formal schemata facilitates EFL
readers’ co}mprehension, but in a different way from the content schemata. Regarding
the third h}%rpothesis whether content and formal schemata may have a cumulative effect
which can %lead to more increase in readers’ comprehension, it could be said that the
findings doﬁ not give support to such an idea. No differences were observed in any of the
measures u?sed in the study between the content-form groups and the content groups, and
between tﬂe content-form groups and the form groups. However, it may be deduced
from the dijscussion above that readers’ awareness about the rhetorical structure of texts
may preverjlt them from relying unnecessarily on their content schemata, which, in turn,
may lead tilem to avoid the distractors and find the correct options depending on the
testing taslé.

Thé findings with respect to the production of elaborations in free recall
protocols also confirm the previous findings reported by Johnson (1981) and Carrell
(1987). Rjeaders who have the content schemata seem to have the tendency to produce
more elabci;rations, the kind of information which is not found in or logically inferable
from the text, but related to the overall topic of the passage (see Table 4.7. and 4.8.).

This ﬁnding may have some implications for testing reading in foreign language.
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The results regarding the effects of text type itself on reading comprehension do
not show any parallels to the results of previous research. Previous research on the
effects of text type shows that readers’ recall is better when they read comparison type of
texts than when they read collection of descriptions type of texts (Meyer and Freedle,
1984 and Carrell, 1987). Meyer and Freedle’s study with native speakers and Carrell’s
research with second language learners confirm the claim that the more organized the
discourse 1s the more facilitative effects it has on readers’ recall. However, in this study,
no significant difference was found between pairs of groups on the basis of their scores
on both the identical idea units and the high-level idea units. Although the mean scores
indicate a little more increase in favor of the comparison text, they are not statistically
significant (see Table 4.9. and 4.10). The absence of significant difference between
content-form pairs, and between form pairs with respect to the text types they read is not
surprising because the subjects in these groups were already taught both types of texts
during the treatment. Why weren’t there then any differences between content pairs and
between control pairs, who were not taught the types of texts? There could be only one
possible explanation of this question; this may be due to the fact that Turkish EFL
readers are probably more accustomed to these two types of texts. Some researchers like
Connor (1984), Carrell (1984b), and Hinds (1983) indicate the existence of a kind of
relationship between native language groups and the types of texts. Some native
language groups are better in recalling the information in certain types of texts, whereas
others are better in comprehending the passages based on other types of rhetorical
organization.

To sum up, both content schemata and formal schemata affect EFL readers’
comprehension. However, their effects seem to differ depending on the quality of the
information to be comprehended. If the information of a given passage is analyzed
qualitatively, it appears that formal schemata is more effective than content schemata in
understanding the high-level information, but if the quality of information is not
considered, content schemata seems to be more effective. This conclusion may be
interpreted in such a way that content schemata possibly causes more recall of minor
details rather than major details. Content and formal schemata can not be said to have a

cumulative effect on EFL readers’ comprehension. Nevertheless, it is possible to talk
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about a kind of interaction between content and formal schemata;, formal schemata
seems to function as a sort of moderator which helps the reader avoid excessive use of
his content schemata by directing his attention to the text itself. All of these conclusions

may have certain implications for EFL reading pedagogy.

5.3. Pedagogical Implications

The overall purpose of a foreign language reader is to obtain information from
the written material or the so-called texts. The immediate goal of an EFL teacher is to
minimize reading difficulties and to maximize comprehension by developing in the
reader the attitudes, abilities, and skills he needs for comprehension. Comprehension is
a mental process which can not take place solely on the basis of the printed page.
Rather, it is the result of interaction between the text and the reader’s prior knowledge
of content and rhetorical pattern of the text, which are referred to as content schemata
and formal schemata respectively in this study. The findings, which confirmed the claim
of previous theoretical and empirical research about the content and formal schemata,
suggest that building and learning to activate appropriate background knowledge of the
content and rhetorical organization of the text may produce better reading
comprehension. What should or could then be done in EFL reading class in order to
build or to activate the related schemata ?

As suggested by Carrell (1984a), Barnet (1986), and Carrell and Eisterhold
(1983), one way of building or activating appropriate background knowledge of content
(content schemata) may be various kinds of pre-reading activities such as lectures;
viewing movies, slides, pictures, demonstrations; real-life experiences; class discussions
or debates; plays, skits, and other role play activities, teacher-, text-, or student-
generated prediction questions about the text; introduction and discussion of special
vocabulary to be encountered in the text;, key-word/key-concept association activities;
and prior reading of related texts.

Prior reading of related texts is a technique/strategy used in this study, and
caused significant improvement in readers’ recall of identical idea units. Therefore, it
may be expected that lectures; viewing movies, slides, pictures, demonstrations; and

having the students listen to each other’s previous experiences about the related topic
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could yield similar results. In other words, these kinds of pre-reading activities can help
the EFL reader either build or activate prior knowledge and facilitate his comprehension.
By citing from Pearson and Johnson (1982), Carrell (1988) discusses the key-word or
key-concept association task as a kind of pre-reading activity for ‘top-down’ processing
for especially lower-level ESL readers. He proposes the use of this task in instructional
settings to yield a diagnosis of what students already know and what they need to know
about a key concept. In key-word or key-concept association task, initial associations
made by students may be of various types -superordinates, subordinates, attributes,
definitions, synonyms, antonyms, contradictories etc. These associations may be
organized into a ‘semantic map’ which may then form the basis for further classroom
discussions or debates (another kind of pre-reading activity).

When the EFL course books and the time spent on actual teaching of reading in
EFL classroom are considered, it may be seen that schemata building and activating are
not given the emphasis to the extent they deserve. Some existing course books include
certain number of exercises in the form of information-seeking or prediction questions
for the reader to keep in mind while reading (Grenall and Swam, 1992). Besides, some
texts which have comprehension questions following the passages suggest that these
may be used as pre-reading questions (Walter, 1991; Robinson, 1983). Other course
books intersperse questions throughout a reading passage (Dubin and Olshtain, 1981).
These kinds of pre-reading exercises primarily function to motivate students to read for
a purpose; for example, to gain the required information to answer the questions. They
also supposedly function to get the students to predict, within a general content area,
what the text will be about. However, even if they perform these two functions, in many
reading situations they seem to be limited to be the only kind of pre-reading activity.
These sorts of pre-reading questions may function to help readers predict which prior,
existing knowledge to access or activate; they can not do much toward actually building
that knowledge in the reader. Other types of pre-reading activities listed above may be
needed to help EFL learners both to build the background knowledge they need for their
reading and show them how they can activate or access such knowledge if there is any.
Pre-reading activities thus should accomplish both goals: building new background

knowledge, as well as activating existing background knowledge.
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In addition, the passages included in the course books are generally used to teach
vocabulary and syntax of this language. Even in reading courses, most of the class time
is spent either on these aspects of language or on some other aspects such as giving and
checking assignments rather than on actual teaching of comprehension. Even if it can be
argued that assessing comprehension is a necessary phase of instruction, the total class
time spent on explicit instruction of comprehension skill, including testing, is still less
than twenty percent according to Carrell (1988). What, then, should go in EFL reading
class to teach students how to read? How can the students be taught to activate their
existing schemata, go beyond the literal information in the text, and relate textual input
to previous knowledge? Some of the pre-reading activities mentioned before, especially
those which involve student self-generated prediction questions, may be useful for
teaching comprehension. These self-generated questions stand in contrast to either
teacher- or text-posed questions, which have the disadvantage of teaching students to
read to satisfy the teacher’s or the text’s purpose and not their own. Apart from this,
teacher- and text-posed questions may or may not take into account the students’
possible schemata. However, questions formed by the students themselves will
unavoidably be based on their existing schemata.

In addition to the pre-reading activities for construction or activation of
appropriate background schemata, selection of reading materials may be of importance
to EFL reader’s comprehension. Students’ interest should be taken into account when
selecting materials. Even the materials should be selected by the students themselves.
In the case of beginning readers, Rigg’s (1981) Language Experience Approach (LEA)
may be useful in controlling content. The LEA technique uses students’ ideas and their
own words in preparation of reading materials. The students decide what they want to
say, how to say it, and dictate them to the teacher. The students write in this way their
own text, and it is used as the reading material in class. The LEA technique may
increase the students’ motivation to read and eliminate the possible schemata problems.
Another way to eliminate schemata problems may be encouraging Krashen’s (1981)
narrow reading. Narrow reading refers to reading that is confined to a single topic or to
the texts of a single author. As suggested by Carrell and Eisterhold (1983), providing

the reader with diverse areas or diverse writers does not allow students to become
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familiar with a single content area, an author’s style, or the specialized vocabulary of a
given topic. EFL teachers should then encourage narrow reading, they should have
their students read longer, conceptually complete texts in a single content area rather
than short, conceptually incomplete ones. The more of a content area students are
exposed to, the greater could be their building of appropriate background knowledge.
Selecting materials appropriate to the reader’s cultural schemata may also be helpful.
As indicated by a great deal of research in literature ( Carrell and Eisterhold,1983;
Aron, 1986; and Hammadou, 1991), one of the greatest sources of miscomprehension is
the mismatch between culture-specific schemata of a reader and the cultural information
presupposed by the text. To overcome such an obstacle in reading comprehension, the
EFL teacher can make use of the texts related to the local issues.

Regarding the formal schemata, a number of instructional techniques or strategies
have evolved from the recent research to help make readers aware of the rhetorical
structures of texts. These strategies are intended to help readers use knowledge about
the rhetorical organization of a text to guide and organize their interaction with the text.
These strategies generally involve selecting key content from an expository text and
representing it in some sort of visual display (boxes, circles, tables, tree diagrams etc. )
in which the relationships among the key ideas are made explicit. Carrell (1988) and
Grabe (1997) present and discuss in detail such instructional techniques and strategies.
They claim that ‘mapping’, ‘flowcharting’, ‘networking’, and ‘top-level rhetorical
structures’ can be used successfully as instructional tools. Meyer’s (1984) ‘top-level
rhetorical structure’, which refers to representing the high-level ideas and their
relationships to each other through tree diagrams, was used to a certain extent in the
treatment sessions of this study and shown that it can have a facilitating effect on EFL
learner’s reading. Similar results had already been reported by Carrell (1985), who used
the same strategy with ESL readers. As a result, Meyer’s three diagrams and the other
ways of graphic representation of the information in a text can be said to be useful in
teaching the foreign language learners to read. If the students are not familiar with the
rhetorical structures before teaching, the formal schemata may be built through such

teaching which can also cause the activation of the schemata if there are any.
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Another pedagogical point that this study implies is related to testing of reading.
As known, many tests which are designed to test the proficiency of second or foreign
language learners have sections on reading. However, the developers do not .seem to
consider the effects of background knowledge on comprehending, and failure in those
parts of the tests are generally assigned to the lack of linguistic proficiency. Steffensen
and Joag-Dev (1986) state that “In order not to confound linguistic proficiency and
knowledge of the world, the content of a language measure must consider the experience
of the students being tested.” (p. 51).The fact that there is a relationship between success
in reading and reader’s background knowledge should be taken into account by foreign
language reading teachers as well as the developers of standard tests. Otherwise, the
results can be confounded, and it can not be known what they represent; the reading
ability of the reader or the knowledge of the reader about the content area?

One more point to be considered is the method of testing. Gordon and Hanauer
(1995) suggest that test-taking process has to be seen within the framework of a dynamic
mental mode!l which is continuously developing. In their research, they show that
different testing tasks on the same passage result in different findings which are
compatible with the findings of this study (Numbers of identical idea units are
considerably lower than the correct answers to true-false questions which were based on
the same identical idea units). They interpret such results as follows: “The task itself can
be active in the continuing construction of meaning in that it constitutes a source of
information which serves as input to the mental model” (p. 318). Tests such as multiple
choice or true-false provide the reader with extra sources of information which can be
said to help the reader either build or activate the existing schemata, whereas testing
tasks such as open-ended questions or free recalls do not. This certainly may affect the
results obtained. Gordon and Hanauer suggest that a more valid test of comprehension
should be one which asks fewer test questions on a larger number of texts. They think
that this could limit the cumulative effects of test questions on mental model
construction, thus providing a more valid reflection of the meaning the test taker has
constructed on a variety of texts. Producing more elaborations (see Table 4.7. and 4.3.)
and its relationship to content schemata may also be relevant to this discussion . This fact

suggests that, contrary to the belief of most readers, having the greatest knowledge of a



83

content area may not always help the reader succeed in a given test as expected. The
type of test itself may interfere with the reader’s comprehension and lead him to mistake
the wrong options for the correct ones, especially on the kinds of tests which offer
options.

To sum up, the study implies that the EFL teachers ought to try to find ways of
building and activating the students’ schemata, content and formal, in order to improve
their comprehension of texts. Reading classes had better be involved in actual teaching
of reading rather than on teaching other aspects of foreign language. The schemata
should also be considered in assessing the readers’ comprehension .With respect to the
methods of assessing reading comprehension, the relationship between content schemata
and production of elaborations should be taken into account. To build up schemata or to
activate them, the kind of activities mentioned before should be considered by EFL
teachers, who, in Carrell’s (1998) opinion, should be a source of relevant information as

well as a teacher of reading skills.

5.4. Implications for Future Research

The subjects who participated in the study were limited to 115 intermediate level
Turkish EFL students studying English language teaching (ELT) at the Education
Faculty of Anadolu University, Eskisehir, Turkey. Thus, caution should be exercised in
relating the findings of the study to other groups of EFL or ESL readers. Since the
subjects were homogeneous with respect to their native language (Turkish) and
proficiency level (intermediate), the findings may not be generalized to other groups of
Turkish EFL students with different proficiency level (advanced or lower intermediate)
and to other native language speakers. Replication of the study with the groups of EFL
students speaking different native languages and those from different proficiency levels
is, therefore, called for.

The subjects in the study were all first-year reading class students. By chance, the
majority in all the groups (experimental or control) was females. Since there are some
studies which show that sex is an important factor in EFL readers’ comprehension
(Bugel and Buunk, 1996), this may be said to have affected the results. In addition, all

of the subjects were majoring in English language teaching (ELT), so their attitude
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toward English may be expected to be positive, and their motivation to learn and read in
this language may be expected to be higher. This might also have affected the results in a
way. Future research may consider these factors.

English was the language of assessment in this study. That is, all of the tasks given
during the testing session were carried out in English. However, when the discussion in
literature about the process/product distinction (Chastain,1988) is considered, it can be
asked whether the results would have been different if the language of assessment had
been Turkish. Process in this case is comprehension, and the product is the scores on an
assessment task. The product of comprehension is supposed to give insight into the
process of comprehension. By replicating Carrell’s (1983) study on the components of
background knowledge, but using a ‘native’ language assessment task (Spanish), Lee
(1986) found that the product of comprehension was significantly altered. He claims that
assessing comprehension with a ‘target’ language task may limit learners’ ability to
demonstrate what they comprehended, but assessing comprehension with the ‘native’
language allows learners’ to more fully demonstrate their comprehension. This study may
be replicated by future researchers with native language tasks as well.

Another point that future researchers should consider is the fact that recail
protocol is almost the only method of measuring comprehension in ‘research’.
Hammadou (1991) states, “Recall as an operational definition of comprehension has
gained widespread acceptance in current empirical research” (p. 36). According to him, it
avoids the contamination of text comprehension by further discourse in the form of
questions, and matches current models of comprehension that emphasize the central role
of individual reader. However, in foreign language reading pedagogy, a variety of
methods, from cloze test to multiple choice test, are used to test the students’
comprehension except for the recall protocols. There seems to be a clear contrast
between the researchers and the EFL teachers with respect to measuring comprehension.
Future researchers may invest interest in this particular issue.

In this study, particular interest was in the effects of expository prose rather than in
other genres, and only two types of expository prose, collection of descriptions and
contrast/comparison on the same overall topic (Loss of Body Water ) were used (see

Figure 3.1. or Appendix G). Further studies are needed with other genres, other topics,
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as well as other types of expository texts such as problem solution and causation.
Moreover, long-term effects of both content schemata and formal schemata were not
considered in this study, so retention may be another factor to be investigated. Although
the results of the study did not show any simultaneous effects of these two schemata,
there seems to be an interaction between them. The nature of possible interaction
between formal schemata and content schemata should also be studied.

In the study, the teaching of text structures was based principally on Langan’s
(1989) course books. As an instructional tool, Meyer’s (1984) ‘top-level rhetorical
structures’ were used in the explanations of key aspects. Other strategies or techniques
such as mapping, flowcharting, and networking are suggested in the literature to build
formal schemata (Grabe, 1997, Carrell, 1988). Future researchers may make use of these
strategies. In addition, the treatment to teach rhetorical structures of texts lasted six class
hours spread over two weeks. Although previous researchers such as Carrell (1985) and
Raymond (1993) indicate that three to five hours are enough to teach Meyer’s four
common types of texts, one can still think whether a longer period of time spent on
teaching and practising can yield better result. Content schemata, on the other hand,
were built through two kinds of pre-reading activity; prior reading of related texts and
discussions. Other types of pre-reading activities discussed in previous parts of this

chapter may be tried in future research.

5.5. Conclusion

This study has aimed primarily to investigate the separate as well as compound
simultaneous effects of content and formal schemata on EFL readers’ comprehension.
The results of the study have demonstrated that content schemata improves the EFL
readers’ recall when the idea units are analyzed quantitatively, but when the quality of
idea units recalled are considered, formal schemata seems to have a clear impact on EFL
readers’ comprehension of high-level ideas. There doesn’t seem to be any compound
simultaneous effects of these two schemata. In addition, contrary to the previous
research, the study has indicated no relationship between the types of texts and the
readers’ recall. It has, however, shown that content schemata is the cause of more

elaborations produced by the subjects in their recall protocols.
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These results may have certain implications for foreign language reading
pedagogy: First of all the EFL teachers should make efforts to make the students aware
of the effects of content and formal schemata on their comprehension, to help them build
these schemata, and to encourage them to take the advantage of ‘top-down’ processing
which requires the use of the schemata. The results may also be of relevance to the test
developers as well as the foreign language reading teachers when they intend to test the
students’ comprehension. They ought to avoid confounding the effects of content
schemata (one’s knowledge of world) with the readers’ linguistic competence in reading
task. Moreover, for correct understanding of the readers’ comprehension, the discussion
about the effects of testing method and testing language (foreign vs. native) should be
taken into account.

The study, conducted in a foreign language setting, may shed further light on
reading comprehension process. However, further research is clearly needed, especially
on the combined effects of content and formal schemata in EFL reading comprehension

and the nature of possible interaction between these two.
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APPENDIX B

THE TWO PASSAGES ON “WEIGHT AFFAIRS IN SPORTS”

AGIRLIK (KILO)

Kigilerin harcadig total (toplam) kalori, bedenin kitlesine, cinsiyete,
spor tirine gore degisir. Giireg, boks, binicilik gibi spor yarnigmalan igin
agirlik ayarlamalan istenir. Durum bdyle olunca, sporcu beslenmeyi kotilye
kullanma, dehidrasyon, 1s1 stresinin yiiksek riski ve bobrek ischemaiast bo-
zukluklariyla karst kargiya gelebilir. Bu arada, sporcudaki asin kilo kayip
lari, yemek diizensizlikleri (anorexia nervosa) dncmli gikmazlar (handikap)
olmaktadur. ,

Birgok "afiirlik ayarlama” tekniklerinde, bedenin hep su kaybettirilmesi
vardir. Gergek agirlik kaybinda aslinda su kaybi vardir ve bu da performansla

atbagt yiiriir. Higbir atlet, bedeni su kaybina ugradigi zaman en iyi perfor-

mansma kavusamaz.

Sporda terleme (dehidrasyon: su kaybi), her zaman istek digi olmayabilir.
ok sayida sporda, beden agirlif gruplar (6rnek; giires, agirhk kaldirma,
boks) vardir. Bu dallarda sporcular normal ya da antrenman agirhginin alu-
ndaki sinifta yarigmayi arzu ederler. Boyle olunca da, kuramsal (Teorik) ola-
rak daha hafif rakiple karsilagirlar, Fazla kilo atma iglemi, gencllikle hemen
karsilagma Oncesi gergeklestiriimeye ¢alisilir ve bu amagla sporcular yeterli
besin ve su almayabilirler. Idrar soktiiriiciileri (diiretik), saunalan ve egzersi-
7i deneyebilirler. Afirhik atma, genellikle beden kitlesinin % 5-10'u arasi-
ndadir ve buzi durumlarda bu iglem bir haftayt kapsayabilir.Uzman goriigle-

rine gore, afirhk ayarlamalart son giinlere birakilmamahdir.
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Yarigmann sikleti (kilo), uzun vadeli bicimde kontrolde tutulmahdir.

Achifin ya da yan-achifin performans iizerine etkilerinin 6lciilmesi tizeri-
ne ¢aligmalar, 1y performansinin mekantzmasint anlamaya yaramigtir. Bu
sirada oksijen kullanimi azalmigur, acrobik giic, hiz, koordinasyon (uyum)
ve muhakemede zayitlamalar ortaya ¢tkmigtir. Bu k6tii durumun geriye
donilsiinii saglamak iizere yeniden uygun beslenmeye gegildiginde, dnceki
1yi performanst yeniden kazanmak, en az {i¢ giin gibi uzun bir siire gerektire-
bilir.

Kargilagmalarda daha ¢ok gii¢, direng ve hiza sahip atletler en iyi
yarigmact kilosuna, agrhiklaring digticdikleri zaman erigirler. Ama bu
af;:rhk, hi¢ bir zamnan bedenin susuz kalmug agirhgi degildir.

Viicut agirhginin korunmasi, uygun bir yemek aligkanhg: ve diizenli bir
spor aktivitesini gercktirir. Sporcularin kilo ayarlamalari, saunalar ve
ilaclar kullanilarak degil; yine spora gerceklestirilmelidir.

Bir¢ok uzmana gore, sporcunun kilo kazanmasi veya kaybetmesi, haf-
tada 300-600 gram arasinda olmalidir. Bunun agagis: veya yukansi, pek
arzu edilmemcktedir. Kilo kazanma, kas kitlesinin artmasiyla olmalidir. Bu
bakimdan kilo artigt ancak yiiriitillen yogun spor calismalariyla birlikte
ise, gecerli ve saglikh olacaktir. Yoksa, az kalori yakimindan veya fazla
kalori alimindan ileri gelen kilo alimi, yaglanmaya kargihiktir.

Diren¢ antrenmanmi yiiriiten sporcu, vitcut yaglarmi daha (;()k kul-
lanmaya yatkinlagir. Ayrica, diren¢ antrenmanh sporcunun glikojen
depolama kapasitesi de yitksektir.

Enerji harcamasini arurarak saglanan kilo kaybinda baslica kaybedilen
kitle yag kitlesidir.

Sporcunun diyeti, ihtiyaci kaloriye gore ayarlanmalidir; Sporcu antren-
manlan veya agir spor galismalari sirastnda aldig diyeti, spora ara verdigi za-
manlarda da alirsa, zararli gigmanlikla kargilagir.

Zayuhign tanimladi@inz. zaman, beden agirlngr iki kisima aynhir; yag
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agirlig1 ve zayif beden agirhg : Yag agirhii, organlan ¢evreleyen yag biri-
kintilerini, kemik iligi, kaslar, organlar ve sinir dokusundaki yaglari kapsar.
Normal diye diigiindii§iimiiz zayif beden agirlifs, kaslarin, kemik ve oteki
yagsiz dokularin toplamidur.

Beden yaginin bir kismina enerji, izolasyon (tecrit) ve koruma igin ihtiyag
vardir. Bedenin tamamen yagsizhigr miimkiin degildir ve arzu edilmez.
Normal, yani saglikli zayif kisilerde bulunmasi gerekli yag miktarlarinin
oranlarint, birgok kitaplardan ya da tablolardan 6grenchiliriz. Beden yapisi
aslinda, kaliim ve birgok oteki faktorlerin etkisinde kalir. Toplam beden
yaglmvi‘leri Ol¢iide azaltmakla performans sinirlanabilir, hatta hastalikla so-
nuglanabilir.

Viicudun yag miktannt (oranini) dlgmekic bir¢ok metod kullanilir: Su
alunda agrhik belirlenmesiyle yag oraninin dlgiilmesi, viicuttan diisgiik vol-
tajh cereyan gegirilerek yag oraninin dlgiilmesi, deri kalinhigint lgerck yag
yiizdesinin belirlemest, ndtron aktivasyon analizi, bilgisiyarh tomograli ve
NMR gbrﬁniijsﬂ ile viicut yag oranlarinin olgiilmeleri.

Viicut agrrhgr normalin distiine gikmug olan bir sporcu ile, kilosu uygun bir
sporcu arasindaki miisabakada, gsisman olanin ayni eforu gostermek i¢in, faz-
la kilosu ile ilgili olarak, daha ¢ok kalonye thtiya¢ duyacag ve zorlanacag)
agiktr. Bu bakimdan, her sporcu en uygun viicut agirhim kazanmaya ve
bunu da korumaya ¢aismak zorundadir. Her sporcu, kargilagmalanndaki
basarisina uygun gelecek normal kilosunu (miisabaka kilosunu) bilmeli ve
kilosunu korumakia ¢ok titiz davranmalidir.

Sabahin erken saatlerinde viicudun agirh@mmn 6grenilmesi 6nemlidir
(acken, biiyiik ve kiigiik tuvalet sonras); ¢iinkii bunun, giinlitk agirliklar
arasinda en degerli oldugu diisiiniiliir.

Genellikle, spor yapan atletler, atlet olmayanlardan daha zayifurlar. Bir
omek verelim: Lise 6grencisi kizlann viicut yag oranlan % 20 bulunmugken,

atlet liseli kizlarda bu oran % 12-20 arasinda hesaplanmagtir, Oyleki, belli
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mesafe kosucularinda bu oran daha da diisiik (% 10) gériilmiistiir. Bagka bir
incelemede, liseli erkek ¢ocuklarin viicutlannda % 15 yag oram hesaplanir
ken, aynt yas grubu atletlerde oran % 8-12 olmaktadir.

Viicut airhigimin azalmasi, iki sebebi diigiindiirmelidir: Agirhgmn kaybt
viicudun yaglannin atilmasindan ya da viicudun suyunun kaybindan ileri ge-
lebilir. Ama her ikisinin ayni anda olabilecegi de hatirda tutulmalidir.

Sporcular kendi kilolarinda daha diisiik kilodaki rakipleriyle
karsilagmayi tercih ederek, kilo avantajlarini kullanmaya galigirlar. Her spor-
cu bunu digiiniir. Bir sporcu inanir ki, rakibi gercek kilosunda bulunmamak-
tadir. Ashinda bu samildifs kadar da oyle degildir.

Ciinkii hizl kilo kaybs, sporcuyu ya da atleti agir bir dezavantaja iter.

Kilo kaybinin en etkiti (efektif) yolu, kalori girisini azaltmak ve
cikigini artirmak geklinde olur.

Giinde yarim saat hizlt (calt) yiiriiyiis yapan bir kimse, bir haftada 250 g
zayiflar.

Yapug spor gercgi giinde 3500 kilokalori alan bir sporcu, haftada 500 g
zayiflamak isterse, bir giinde ortalama fazladan 500-1000 kilokalori harca-
mak zorundadur.

Asiri agirhik kaybu, su kaybini veya zayif beden kitlesini gosterir. Az be-
sinli aglik, ya da sinirlandirilmig diyetler onerilmez. Bu gesit zararli tutumiar,
saghiga tehlikeli olabilirler. Aynca beslenme yetersizliklerine, su kaybina yol
acabilirler ve sporculari eneriji agiklanna iterler. Sporcular boylece gerekli
caligmayi yiiritemez duruma digerler ve arzuladiklarnt kiloyu (agirlik
stnifini) siirdiirecek yeme aligkanliklarini canh tutamazlar.

Viicudun ya§ kitlesini azaltma, aynt 6lgiide agirlik kaybiyla birlikte olur
da, olmaz da. Viicut yag kitlesi azalmasi, kaybolan yagin gegici bigimde yeri-
ni alan suyun tutulmasindan dolay, toplam viicut afirlifinda gegici artmaya
bile eglik edebilir. Viicut yapisindaki bu deffisme, bir kag giin sonra genellik-
le fazla idrara ¢ikmayla (diuresis) sonuglandiindan, hizh bir kilo kaybr ger-
gekleyehilir,
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Sporcularin diigiik eneriji alirken, siklet (agirhk) azaltmasina gitme-

leri, parlak sonu¢ vermez.

Agirlik kaybinda su bilgilere herkes dikkat etmelidir:

-Her hafta kilo 6lgiiliir; az kilo kazanmalar1 boylece kolay denetlenir du-
ruma getirilir;

-Besin ve igeceklerin kalori igerikleri 6grenilir. Yiiksek kalori varsa
diistiriilme, diigiik kaloride yiikseltilme yoluna gidilir;

-Iki veya iig 8iin yemek yerine bes veya alu 6giin yemek yenmelidir. Ye-
mek agzda ¢ok 1yi ¢ignendikten sonra yutulmalidir,

, -Bol su igilir}

-Tabaga daha dnce yemek konmussa, yarisi veya iigte birini yememelidir.
Kisi tabaga konani, yemek zorunda degildir;

-Spor ¢aligmasiyla, giinlitk yenenden daha gogu yakilmalidir.

Beden yapisi spora, oyun pozisyonuna, yan§malara, spor federasyon-
larimin goriislerine gore farklilagabilir ya da degisiklige ugrayabilir. Her
sporcu viicudunda belli bir tipik profil gelistirmektedir. Sporcunun uzaklan
goriintiisiinden, brang: bdylece anlaglir duruma gelir.

Unutmamalidir ki, beden kitlesi ve yapisi sporcunun kahum (genetik), di-
yet ve antrenmaniyla ilgilidir. Bunlara bagli olarak, beden kitlesi ve yapisi,
uygulanan spora yatkinlif1 saglayan bedenin ¢atisim ve fonksiyonel dzellik-
lerini yansitir. Sporcunun final fizigi hem kahtimsal 6zelliklerinin, hem
de yiiksek seviyedeki antrenmanlarmin sonucu degismelerin bir goster-
gesidir.'

Bazi sporcular, en 1yi (optimum) beden kitlesine ve yapisina kolayca
~ ulagirlar, bazilari ise enerjilerine ve antrenmanlanna gok dikkat ederek, arzu-
ladiklar: degisimi tamamlayabilirler. Ozellikle bu sporcularin dnerilen he-
deflerc varmalari, degigmeleri baglatmak i¢in gerekli 6nlemleri almalar, da-
ha da dnem tasir. Elde ettikleri sonuglan da metodlu bigimde degerlendirerck

izlemeleri uygzun olur. Omek verclim; beden kitlesi kaybt, beden yayt kaybi-
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yla birlikiedir; oysa, kilo artmas: elbette, yagsiz beden kitlesinin artmasiyla
tamamlanmalidir. Beden yapistni diyetle diizenicmeye 6nem vermeksizin,
bir sporcunun sadece beden kitlesini dlgmekle, arzulanan degisimiere ka-
vugturulmas: diigiiniilmemelidir.

Sporcu, kendisini diizenli ve ¢ok sik olarak agirhik kontroliinden gegirme-
lidir. Vicut agirhginin tartilmasinda, ozellikle dikkat edilmesi gereken-
leri goyle siralayabiliriz:

-Tartumlarda ayakkabi ve agir giysiler ¢ikarulir. Hep ayni ve ¢ok hafif
giysilerle tartimlar yapilir;

-Tartumlar giiniin hep ayni saatinde ve yemeklerden Once gergeklegtiril-
melidir;

-Tartimlann digki ve idrar ¢ikartmalarindan sonra gergeklestirilmesine
dikkat cdilir;

-Tarumlar, dogrulugu kontrol edilmig baskillerle degerlendirilir ve
milmkiin oldugunca ayn: baskiil kullanilir;

-Profesyonel sporcu, kilosunu korumakta ¢ok daha fazla giiclitk ¢eker;
Diigiik sikletic miisabakaya girmek istiyorsa, haftada 500 gramdan fazla
agirhk vermemelidir. Bu, sporcu beslenmesinin 8nemli bir kuraltdir. Boksd-
rler, giiresggiler, bilingsizce agirhik kaybederken, kargilagsmay: da kazanamaz-
lar. Kargilagma dncesinde kilo kaybr haftada 500 gramdan fazla olursa,
sporcu dayamkhhg: Onemli dl¢tide diiger;

-Izleyen giinlerde miisabaka varsa, musabaka 6ncesindeki giinlerde az da
olsa, hig¢ alkol ahinmaz. Ciinkii, alkol viicudu susuz birakir. Ayrica, su viicudu
alkoliin etkisiyle, idrarla terk ederken; viicut igin ¢ok 6nemli B vitaminlerini,
kalsiyumu, magnezyumu ve potasyumu da birlikte digan atar.

-Kargilagmalar sonrasinda, viicudun yitirdigi suyu ilk énce yerinc koy-

mak amaciyla bol su igilir. Yemek, daha sonra diigiintilecek konudur.
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9\( . Weight Standurds

Coaches and athletes alike are always looKing for that
winning edge. Once a couch or an athlete hits on
somecthing that works and perfonnances improsve. the
word quickly spreads. The widespread use of anabolic
steroids is a classic example. \What started out in the
late 1940s and early 1950s as expcrimentation among
a small number of bodybuilders snd weight lifters ha<
spread throughout the world of sport to where the
majority of the elite athletes in certain sports are hubit-
ual steroid users. A similar pherromenon has accompa-
nied the emphasis on leanness in athlctes.

The clite athlete has long been esteemed for repre-
senting the most desirable physical and physiological
characteristics for pesformance in 8 sport or activity.
Theorelically, the elite athlete’s genetic foundation and

.years of intense training have combined to provide
the ultimate athletic profile for that sport. These elite
athictes set the standards toward which others aspire.

in the 1970s. we [JHW] had the oppornunity 1o
test many of the United States” elite women track and
field mthletes.” In addition to treadmill testing, each
nthicie underwent 2 body composition assessment. The
results of these assessments are presented in Figure

16.8. Looking just at the distance runners, many of
the best were below 12% body fat. The two top distance
runners had only about 6% fat. One of these had won
six consecutive international cross-country champion-
ships, and the other held what was then the best time
in the world for the marathon. From these results, we
could be tempted to suggest that any girl or woman
distance runner should have between 6% and 12%
refative body fat if she has world-class aspirations.
However, one of the best distance runners in the United
States at that time, who was within 2 years of taking
over the top spot, had a relative body fat of 17%.
Furihermore, one of the wonien in this study had a
relative body fat of 37%. and she set the best time in
the world for the $0-mi run within 6 monihs of her
evaluation! More than likely, neither of these women
would have gained an advantage if they had been
forced to drop their weight to achieve 12% body fat
or lower.

Body weight has been a general concem in several
sports for many ycars. Over the past 10 to 15 years,
this concern has become more widespread, and most
sports have now adopted weight standards designed
to ensure thot athletes have the optimal body size and
composition for maximum performance. Unforu-
nately. this is not atways the result.

Inappropriate Use of Weight Standards

Weight standards have been seriously abused. Coaches
have secn that athletes’ performances generally im-
prove as body weight decreases. This has led some
coaches to adopt the philosophy that if small weight
losses improve performance a linle, then major weight
losses should improve it even more. Not only coaches
are puilty of making this assumption—athletes and
their parents also are drawn info this way of thinking.
As »n example, a university athiete, considered onc
of the best in the United States in her sport, had dieted
and exercised down to such a low body weight that
her relative body fat was less than 5%, If enyone who
joined the team appeared 10 be leaner, she would work
even harder to reduce her weight and fat content. This
woman’s athietic performance began to deiériorate,
and she started to develop injuries that never seemed
1o heal. She was eventually diagnosed with anorexia
nervosa (chapter 19) and underwent professional treat-
ment. But her carcer as an elite athlete is over.
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Making Weight: Risks With Severe
Weight Loss

Male athleies are not immune o problems associated
with excessive weight loss and disordered eating. The
medical and scientific communitics have been con-
cemed over problems in male athletes associated with
making weight. The major concern has centered around
the sport of wrestiling. In 1986, a survey was conducted
that involved 63 collegiate wrestlers representing 15
teams at the Eastern Intercollegiate Wrestling Associa-
tion Championships.™ These wrestlers began wrestling
at an averuge age of 10.9 years. They started cutting
weight by the age of 13.5 years, and these wrestlers
lost weight an avernge of 15 times during a normat
season. The average for the most weight lost at any
one time was 15.8 Ib (7.2 kg). For this specific cham-
pionship meet, the average weight loss for these wres-
tlers was 9.7 1b (4.4 kg) in less than 3 days. Wrestlers
typically make weight by combining food restriction.
Nluid deprivation, thermal dehydration, and increased
activity. The influence of these practices on perfor-
mance and physiological funciion is outlined in Table
16.1. The potential health hazards of such practices
led the American College of Sports Medicine to pub-
lish the 1976 position statement *'Weight Loss in
Wrestlers,™™! .

Many schools, districis, or state-level organiza-
tiont organize sporis other than wrestling on the basis
of size, with weight as the predominant factor. Often
the athlete attempts to achieve the lowest possible
weight 1o gain an advantage over opponents. In so
doing. many athletes have jeopardized their health.
In the following sections, we examine a few of the
consequences of severe weight loss in sthletes.
Dehydration Tttt

Fasting or very low calorie diets lead 10 large
amounts of weight loss, primarily through dehydra-
tion. Athletes irying 10 make weight might exercisc
in rubberized sweat suits, sit in steam and sauna
baths. chew on towels to lose saliva, and keep their
fluid intake to a minimum. Such scvere water losses
compromise kidncy and cardiovascular function and
are potentially dangerous. Weight losses of 2% to
4% of the athlete’s weight through dehydration can
impair performance. The consequences of dehydra-
live weight loss. discussed in chapter 15, include

decreased biood volume and blood pressure,
o decreased submaximal and maximal stroke vol-
ume and maximal cardiac output,
decreased blood flow to and through the kid-
neys. and

* impaired thermoregulation.
Chronic Fatipue

Pushing body weight 100 low can have major repescus-
sions. When weight drops below a certain optimal
level, the athlete is likely 1o experience performance
decremgfhts and an increased incidence of illness and

injury. The performance decrements can be due 1o
many factors, including chronic fatigue that ofien ac-
companies major weight losses. The causes of this
fatigue have not been established, but there are several
likely possibilities.

The symptoms of an sathlete who s chronically
underweight (below optimal competitive weight)
mimic those seen with overtraining (chapter [3). Both
neural and hormonal components are involved in the
phenomenon of overtraining. In most cases, the sympa-
thetic nervous system appears to be inhibited and the
parasympathetic system dominates. In addition, the
hypothalamus does not function normally. These alter-
ations lead to & cascade of symptoms that include
chronic fatigue.?*



This chronic fatigue could also be due 1o substrate
Jepletion. Energy for aimost all atliletic activities is
derived predominantly from carboliydrate. Carbohy-
drate also represents the smallest source of stored en-
crgy. The combined carbohydrate storage pools in
muscle, liver, and extracellular fluid =ccount for ap-
proximately 2,000 keal of stored energy. When athletes
are training hard and are not eating an adequate diel
(when they are deficient either in total catories or in
totnl carbohydrate calories). their carbohydrate energy
stores beconre depleted. Most importantly to the ath-
lete, liver and muscle glycogen levels decrease, which
in turn reduces blood glucose levels. The combined
effect of these decreases can be chronic fatipue and
considerable declines in performance.' In addition,
under these conditions the body also uses its protein
stores as an encegy substrate for excrcise. This can.
over time, gradually deplete muscie protein.’
Eating Disorders

The constant aliention given to achieving and main-
taining a prescribed weight goal. particuluely if the
weight goal is inappropriate, can iead to disordered
eating. A high proportion of athletes, purticutarly fe-
males, have disordered eating. This term can simply
refer 1o restricting food intake to levels that are below
encrgy expenditure, but disordered eating can also in-
volve pathological behaviors, such as self-induced
vomiting and laxative abuse, to control body weight.
Disordered eating can lead 1o clinical eating disorders.
such as anorexia nervosa or bulimia nervosa. These
disorders have become prevalent among fenmle ath-
letes. Each has strict criteria for diagnosis that set them
apart from disordered eating in general,

Obtaining accurate estimates of the prevalence of
cating disorders is difficult, if not impossible. particu-
farly in athletic populations. However, a significant
number of indicators suggest a high prevalence in sc-
lect athietic populations. Over Y0% of people with
eating disorders are women. Amang athletes. those in

appearance sports (such as gymnastics, figure skating,
diving, and dancing) and in cndurance sports (such as
running and swimming) seem at greatest risk, On cer-
tain teams, such as in these appearance and endurance
sports, the prevalence of eating disorders might ap-
proach or even exceed 50% 2t the elite or world-class
level. Athletes and coaches must realize the importance
of the potential link between weight standards and
cating discrders. The issue of eating disorders in ath-
lctes is a major focus of chapter 19.
Furthermore, a female athiete who is prone to
disordered eating is open to a triad of disorders that
" are likely interrelated: anorexia nervosa or bulimia
nervosa, menstrual dysfunction, and bone mineral dis-
- orders. This is now referred to as the female athiete
frint

Menastrual Dysfunction

Menstrual dysfunction, or abnormit! menstruaticn, is
widely recognized in female athletes, but its patho-

physiology is not well understood. High prevalences of

oligormenorchea (infrequent or scant menstrual Row),
amenorrhea (cessation of mensirual flow), and delayed
menarche (first period) have been associated with
sports that emphasize low body weight or jow body fat.
The combination of caloric restriction and a végetarian
diet is common among women endurance athletes.
Substantial weight loss induced by either or both of
these is associated with a shortened luteal phase and
menstrual dysfunction.'
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A strong link exists between anorexia nervosa
ond menstrual dysfunction. In fact, amenorrhear is
one of the strict criteria necessary for the diagnosis
of anorexix nervosa in females. A similar relation-
ship has not yet been established with bulimia (see
chapter 19). but an increasing number of athletes
are fuund 10 be both bulimic and amenorrheic.

Rone Mineral Disorders

Bonc mineral disorders are recognized as a potentially
serious consequence of menstrual dysfunction.” The
link between the two was first reported in 1984, Now
a number of scientists are researching the relationship
between athletic-induced amenorrhea and low bone

mineral content or density. Past studies suggest that
bone density increases with the resumption of normal
menses (menstruation), but more recent observations
suggest that the amount of bone that is regained might
be limited and that bone density might rémain well
below normal even with reestablishment of normal
menstrual function.” The long-term consequences of
chronically low bone densities in an athletic population
have not yet been established.

Establishing Appropriate YWeight
Standards

The potential for abuse of weight standards is clearly
established. If standards are not set appropriately, ath-
letes could be pushed well below optimal body weight.
Thus it is critically important to properly set weight
standards.

Body weight standards should be based on an
athlete’s body composition. Once body composition
has been determined, the amount of fat-free mass is
used to estimate what the athlete should weigh at a
specific relative body fat. Consider an example in
which the goal is to get a 160-1b (72.5-kg) woman
swimmer with 25% body fat down to 18% body fat,
as shown in Table 16.5. We know that her goal weight
will be composed of 18% fat and 82% fsi-free mass.
So to estimate her goal weight at 18% body fat. we
divide her fat-free mass by 82%, which is the fraction
of her goal weight that is ro be represented by her fat-
free mass. This calculation ()20 b, or 54.4 kg, divided
by 0.82) gives us x goal weight of 146 1b (66.3 kg).
so this woman needs to lose 14 1b (6.4 kg).

Thus, the establishment of weight standards
should translate into the establishment of standards of
refative body fat for each sport. With this In mind,
what is the recommended relative body fat for an elite
athlete in any given sport? For each sport an optimal
value or range of values for relative body fat should
be established cutside of which the athlete’s perfor-
mance is likely impaired. And, because [at distribution
shows definite gender differences, the weight standards
should be gender-specific. Representative ranges for

males and females in various sports are presented in
Table 16.6. In most cases, these values arc representit-
tive of the elite athletes in those sports.

However, these values might not be appropriaic
for all athictes who engage in a specific aclivily..'l.‘hc
existing techniques for measuring body composition
include inherent errors, as we discussed earlier. Even
with the better laboratory techniques, measurement of
body density cun introduce 2 1% to 3% error, and an
even greater error is associated with converting that .



’ densily to refative ooday rat. in AULON, we must vinler-
stand the cancept of individual variability. Not every
male distance runner will have his best performance
at 6% body fat. Some will improve perfonmance with
slightly lower values. Others won't be able to get down
10 such low relative fa1 values, or they will find that
their performance stans to decline at the suggested
values. For these reasons, a range of values should
be set for males and females in specific activitics,
recognizing individual variability, mcthodological er-
ror. and gender differences.

i REVIEWE 15

1. Many sports enforce weight standards, with the
goal of ensuring thai the athletes are of optimal
body size for participation. Unfortunately, ath-
letes often tum 1o’ questionable, ineffective, or
even dangerous methods of weight loss to reach
their goal weight.

2. Severe weight loss in athletes can cause potential
health problems, such as dehydration, chronic
fatigue, disordered eating, menstrual dysfunc-
tion, and bone mineral disorders.

3. The chronic fatigue symptoms that often accom-
pany severe weight loss mimic those of over-
training. This fatigue can also be caused by
substrate depletion.

4. Body weight standards should be based on body
composition. Thus these stundards should em-
phasize relative body fat rather thaa total body
mass. .

5. For each sport, a range of values should be estab-
lished. recognizing the imporance of individual
variation. methodological error, and gender dif-
ferences.

Achieving Optimal Weight

Many athletes discover that they are considerably
above their assigned playing weight with only a lew
weeks remaining before they report to training camp.
Consider a 25-year-old professionul football player
wlho realizes his weight is 20 1b (9 kp) above his
playing weight in the previous season. He must lose
this excess weight by the start of the preseason training
camp. a mere 4 weeks away. Failure will cost him a
fine of SS(0 per day for each pound over his assigned
weight. Exercise alone is of little value because he
would need 9 to 12 months to lose this much weight
through that means. Will this athlete accomplish his
goal?
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Crash Dieting

Our football player must lose 5 ib (about 2 kg) per
week for the next 4 weeks, so he decides to embark
on a crash diet, selecting whatever diet is in vogue,
knowing that a person can lose 6 to 8 Ib (about 3 kg)
per week with such diets. He is not unique. Many
athletes find themselves overweight and out of shape
because of overeating and reduced activity during the
off-season, and they typically wait until the fast few
weeks before their reporting dates to attack the prob-
tem. In our example, the football player might be able
to shed 20 Ib in 4 weeks with his crash diet. But much
of this weight loss would be from body water and very
little from stored fat. Several studies have reported
that substantial weight losses occur with very tow calo-
rie diets (500 keal per day or less), but of the weight
lost. more than 60% comes from the body’s fat-free
tissue and less than 40% from fut depots.

"7 Although much of our football player’s weight is
lost froin water stores, a substantial amount of protein
is lost as well. Also, most crash diets are based on a
major reduction in carbohydrate intake. This reduced
intake is insufficient to supply the body's needs for
carbohydrate, and as a result the body’s carbohydrate
stores become depleted. Because water storage accom-
panies carbohydrate storage, the water stores are also
reduced as the carbohydrate stores diminish. With every
gram of carbohiydrate used by the body, approximately
) g of water are lost. The total body glycogen content
is about 800 g, so depletion of the stored plycogen
would result in a loss of approximately 2,400 g of
water—slightly more than 5 1b {about 2.4 kg).

In addition, the body relies more heavily oa free
fatty acids for energy as its carbohydrate stores are
depleted. As a result, ketone bodies, a by-product of
falty acid metabolism, accumulate in the blood causing
a condition known as ketosis, This conditioa further
increases water loss. Much of this water loss occurs
during the first week of the diet.

Figure 16.9 illustrates these changes in body wa-
1er, fat, protein, and carbohydrate during a period of 30
days of fasting. Carbohydrate depletion occurs within
about 3 days, Protein content drops significantly in
the same time period. The body’s water content drops
abrupily during the first 3 days. The rate of fat loss.
though it drops somewhat in the second und third day,
remains relatively unchanged for the remainder of the
fusting period.

It is impossibie for most people to lose more than
4 1b (about 2 kg) of fat per week, even under conditions
of total fasting. This can be easily demonstrated. A
pound of fat (adipose tissue) has the caloric equivalent
of 3.500 keal. so a deficit of 3,500 kcal is needed to
lose 1 1b (0.45 kg) of fat. The resting metabolic rate



of the prufessional football player in our previous ex-
ample would be approximately 2,500 keal per day, So
il he fasted, he would have a 2,500 keal deficit per
day. The most he could fose each day would be about
0.7 ib (0.3 kg) (2,500 kcal per day divided by 3,500
kcal per Ib, or 7,716 keal per kg, of fat). However,
research indicates that the total body metabolism is
reduced by 20% to 23% during fasting. A 20% reduc-
tion in this athlete's resting metabolic rate would lower
his total deficit to only 2.000 kcal per day, which
would result in a maximum weight loss of onty about
0.6 1b {about 0.3 kg) of fat per day. In 1 week of total
fasting. this would result in a loss of only 4 Ib (about
2 kg)! By increasing his activity level, our football
player could increase this predicted rate of fat weight
loss. But he would find it impossibie to train very hard
with no food intake and an almost totaf depletion of
his glvcogen stores. Also, few peopie can tolerate the
discomfort associated with prolonged periods of fast-
ing. The rapid weight losses experienced with crash
diets are quickly regained, probably because when a
balanced diet is substitited for the low-calorie, low-
carbohydrate diet, the water that was lost is quickly
regained as the carbohydrate stores are rcplcnishC(L\

Optimal Weight Loss

The sensible approach 1o reducing body fat stores is
to combine moderate dietary restriction with increased
exercise. Appetite is delicately balanced with the bo-
dy’s actual caloric needs. If you reduce your dictary
intake by a mere 100 kcal each day (one slice of
buttered bread). for example. you wilf lose 10 b (about
4.5 kg) in 1 year, assuming that your activity level
remains constant. But if you add to this an additional
modest foss of 0.25 Ib 10 0.5 1b (0.1 kg 10 0.2 kg) per
week due lo increased activity (such as a 3-day per
week jogging program). your total weight toss would
be 23 10 36 1b (about 10 10 16 kg) in a single year,
and most of this weight loss would be from stored
body fat!

- When athletes exceed the upper end of the weight
range for their sport, they should work towasd achiev-
ing the upper end goal weight slowly, losing no more
than 110 2 Ib (less than § kg) per week. Losing more
weight than that per week leads to losses in fat-free
mass, which is usually not the desiced outcome. When
the upper limit of the cange is reached, fusther weight
loss should be undertaken only with close supervision
of the coach, athletic trainer, or team physician. This
weight loss should be achieved at an even slower rate:
less than 1 1b (less than 0.5 kg) per week to assure
that performance is not negatively affected. The rate
of this loss should be reduced still more if petformance
is affected or if medical symptoms are noted.

Decreasing an athlete’s caloric intake by 200 to

500 kcal per day will aflow weight losses of about
| Ib-(about 0.5 ky) per week, particularly if combined
with a sound exercise program. This is a realistic
goal, and such losses add up to a substantial weight
loss over time. When trying to reduce weight, totat
daily calories should be consumed over at least three
meals per day. Many athlctes make the mistake of
cating oniy one or two meals per day, skipping break-
fast, lunch. or both, then consuming a large dinner.
Research in animals has showa that, given the same
number of total calories, the animals that eat their
daily food ration in one or Iwo meals gain more
weight than thosc that nibble their ration throughout
the day.
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The purpose of weight-loss programs is to lose
body fat. not {at-free mass. Because of this, the com-
bination of diet and exercise is the preferred ap-
proach. Combining increased activity with caloric
reduction prevents any significant loss of fat-free
mass. In fact. body composition can be significantly

. KEY POINT -} %

ould lose weight graduaily, not more than 1to 2

s (about 1 kg) per week to preserve their fat-free
mass. This should be accomplished by integrating
2 good diet containing 200 to 500 kcal less than
their daily energy expendilure, with a reasonable
increase in resistance and endurance activitles.

4)‘ Athletes who are sbove their weight standard
b

L Lo

altered with physical training. Chronic exercise can
increase fat-free mass and decrease fat muss. The
magnitude of these changes varies with the type of
exercise used for training. Resistance training pro-
motes gains in fat-free mass, and both resistance and
endurance training protnote loss of fat mass. To loye
weight, athletes should combine a moderate resis-
tance and endurance training program with modest
caloric restriction.

As a final point, a balanced diet is, of course,
essential to ensure that the athlete receives all neces-
sary vitamins and minerals. Vitamin supplementation

1. When severe (very low calorie) diets are fol-
lowed, much of the weight loss that occurs is
from water, not fat,

2. Most severe diets limit carbohydrate intake.
causing carbohydrate stores to be depleted.
Water is lost along with the carbohydrates, ex-
acerbating the problem of dehydration. Also,
the increased reliance on free fatty acids can
lead to ketosis, which further enhances water
loss.

3. The combination of dict and exercise is the
preferred approach to optimal weight loss.

4. Athletes should lose no more than 1 to 2 Ib
(about 0.5 10 1.0 kg) per week until reaching
the upper end of the desired weight range. After
that, weight loss should be less than 1 Ib (less
than 0.45 kg) per week until goal weight is
reached. More rapid weight losses result in loss
of fat-free mass. Weight loss at this rate can
be accomplished by a reduction in dietary in-
take of 200 to S00 kcal per day, especially
when combined with a sound exercise program.

. For fat loss, moderate resistance and endurance
training is most effective. Resistance training
also promotes gains in fat-free mass.

w

might or might not be necessary—results of research
thus far are in conflict. But if the nutritional adequacy
of the diet is at all questionable, & simple multivitamin
that meets the RDA for that person is suggested.
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APENDIX C

SAMPLE SUMMARIES OF SUBJECTS ON “WEIGHT AFFAIRS IN SPORTS”
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APPENDIX D

TEXTS (LONGAN’S CHAPTER) ON “PATTERNS OF ORGANIZATION”

5

Understandin
Relationships g[I:
Patterns of
Organization

To help readers understand their main points, authors try to present sup-
portng details 1n a clearly organized wav. They mighr use any of scveral
common partterns to arrange their derails. Sometimes authors may build a
paragraph or longer passage exclusively on one pattern; often, the patterns
are mixed. By recognizing them, you will be berter able to understand and
remember what vou read.

Here are some common basic parterns of organizarion:
Time order
List of Irems
Comparison and/or Conrrast
Cause and Effect

Definiton and Example

[ RS

All five of the patterns are based on relationships you leamed abour in
the last chapter. All five, then, involve transition words that you should now
recognize. The time order pattern, for example, is marked by transitions that

63



64

1

TIME

TEN STEPS TO IMPROVING READING SKILLS

show nime (then, next, after, and so on). Here are the kinds of transitions
used with the other four parrerns:

Patrern Transitions Used

List of Irems Words that show addition (also, anatber,
moreover . . )

Comparison/Contrast Words thatr show comparison or contrast
(like, just as, however, in contrast . . . )

Cause and Effect Words that show cause and effect (because,

: as a rvesult, since . . )

Definition and Example Words that show illustration (for example,

to tlustrate . . )

Explanations and illustrations of each pattern follow. To help you rec-
ognize them, a list of transitional words is given for each.

ORDER

When a series of events or steps in a process are being presented, the
order in which items are organized is crucial. In such cases, material is ar-
ranged in a time order. It would make very lirtle sense, for example, to discuss
the incidents of World War II or the steps in a psychology experiment in just
any order—the informaton would not be logical or clear. Dares, events, and
steps must be presented in a meaningful sequence with those thar come be-
fore and after them.

As a student, vou will see time order used frequently. Textbooks in all
fields describe various events and processes, for instance: the events leading
to the Boston Tea Party, the important incidents in Abraham Lincoln’s life,
how a bill travels through Congress, or the working of photosynthesis.

The following transiuons often signal that a rime pattern of organiza-
tion is being used:

first next as  while
second before now during
then after unul when

since ' soon later finally
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To get a better sense of the umc-order partern, do the rwo exercises
below, and then read the answers that follow. Note thar the first passage
presents a series of events, and the second presents steps in a process.

Following 1s an example of a paragraph in which events are organized
according ro time order. Using the spaces provided, complete the outline of
the paragraph by listing the events in the order in which they happened..
One point has already been done for vou.

It was the hisrory-making afternoon of July 20, 1969, when the lunar
module, the Eagle, landed on the moon. Inside it were astronauts Neil
Armsoong and Edwin Aldrin. Six and a half hours after landing, the
hatch of the Eagle was opened and Armstrong began ro descend a lad-
der to the surface of the moon. On the way, he let down a television
camera that would record for viewers on Earth the first human foot on
the moon. Then Armstrong stood on the moon and said the line for
which he is famous: “That’s one small step for a man, one giant leap
for mankind.”

Main idea: e W—M bhaund on lhe OO, aﬁmnaan %

Jedy 20, 1969
- Fhnstsng and Aldrin landed in the Cagle.

N S

Below is an example of a paragraph in which steps in a process are
organized according to rime order. Using the spaces provided, complere the
outline of the paragraph thar follows by listing the steps in the correct se-
quence. The first step has been done for you.

To stop a nosebleed, you must first sit down and lean forward slightly.
Your head should be above the level of vour heart. For five minutes,
pinch the soft parts of your nose firmly rogether. Next, to constrict
blood vessels, apply ice wrapped in a washcloth to your nose and
cheeks.

Main Idea: Sleps lo dopping a note bleed
1. Sit down and lean Jorward slightly.

2.
3.

For the first outline, vou should have had this sequence: (1) Armstong
and Aldrin landed in the Eagle. (2) Armstong left the Eagle and began

Anadoly Universites:
Werkez Kitliphane
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going down the ladder. (3) He lowered a TV camera to broadcast his first
step. (4) Then he stood on the moon and said his famous line.

For the second outline, vou should have had this sequence: (1) Sit

down and lean forward slightlv. (2) Pinch soft parts of nose rogether. (3)
Apply ice 1o nose and checks.

> Practice 1

The following three passages describe either a sequence of events or steps in
a process. Complere the outlines thar follow each passage.

A

Here is a way to relax that is easv and can even be done in just a few
minutes. First, lie down with your arms at vour sides and your fingers
open. When vou are comfortable, close your eves and put all distracting
thoughrts our of your mind. Next, tighten all the muscles of your body
at once. Push your toes together, tighten vour buttocks and abdomen,
clench your fists, and squeeze vour eves shut. Hold this position for
about seven seconds. Then, let everything relax, and feel the tension
flow out of your body. After that, rake a deep breath through vour
mouth and hold it for twenty seconds; then let it our slowly, and
breathe slowlv and easily, as you do when vou are sleeping. Finally,
think of a pleasant scene. Concentrate on this scene as you feel vour
whole body becoming calm and relaxed.

Main idea: SZ&FA in a relaxalion Zecﬁmque

71‘q/¢fen@ﬁmwc/ei,amll/zenada¢

e N I

After resting for fifteen hundred years, Iraly’s Mount Vesuvius erupted
in the early afternoon on August 24, 79 A.D. The residents of Pompeii,
four miles away, could see and hear the explosion, which sent a black
cloud into the skv. However, it wasn’t until a second and greater explo-
sion soon followed that the city directly suffered the effects of the vol-
canic eruption. Within a day, Pompeii and its inhabitants were buried
under thirty to fifty feet of stones and ash. Soon after, a river of mud
and ash buried the nearby city of Herculaneum.

Main idea: g’“‘"ﬂj‘b“ % Mourd Vesusins in 79 A.2D.

1.
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Second %,FZ(;W

o Pempeii it buried under slone and ash
b.

67

ko

C. There are several steps to remembering vour dreams. First of all, vou
must make up vour mind to do so, for consciously deciding that vou
want to remember increases the likelihood thar it will happen. Then put
a pen and a notebook near your bed, so that vou can write down whart
you remember as soon as vou wake up. When possible, turn off vour |
alarm before you go to sleep so that vou can wake up gradually, which
will increase the likelihood of remembering vour dreams. Finally, when
you wake up in the morning and remember a dream, write it down
immediately, even before getting ourt of bed.

Main idea:

1. Make up youn mind o rememben youn dreams.

2
3.
4

2 LIST OF ITEMS

A list of items refers to a simple series of derails or reasons that support a
point. The items are not presented in a time order bur are listed in a way
the author feels is important. The transitions used in organizing lists of irems
tell us that another item is being added to one or more items already men-
doned. The following are some of the transitions that often signal a listing
pattern of organization:

and in addidon first of all furthermore
also moreover first last of all
another next second finally

In the passage below, the main point has been iralicized. See if you can
count the number of items in the author’s list and also identify the type of
item being listed. Note that transitions will help you find two of the items.
After doing this exercise, read the explanation that follows.
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In Seprember, 1666, a great firc blazed out of control in London, England,
reducing nearly five-sixths of the ciry 1o ashes. Before it was over, more
than 13,000 houses had been burned to the ground. In addition,
eightv-nine churches were left in ruins, including St. Paul's Cathedral,
the grandest building in England at that time. Hundreds of warehouses
containing valuable merchandise were also lost, bankrupting manv of
the country’s richest merchants.

Number of items listed:

What tvpe of item is listed?

This paragraph consists of a main poinr, stated in the ropic sentence
(the first one), followed bv a list of three items, each in a sentence of its own
and all supporting the main point. The rype of item listed is the parts of
London destroved by the fire (houses, churches, and warchouses). Nortice that
the irems might have been listed in any order withour affecting the point of

the paragraph.

> Practice 2

The following three passages use a listing pattern. Underline the main idea
in cach, and then count the number of items used to support each main
idea. Nouce that in some cases, more than one sentence is devoted to a
single item. Finally, indicate what type of item is being listed in each pas-
sage.

A. Darents should seriously consider their children’s requests for a pet, for
there are several advantages to owning a pet. First, if parents set down
rules and stick to them, a child can learn responsibility by taking charge
of feeding and, in the case of dogs, walking a pet. Also, while caring
for any pets, such as tropical fish or hamsters, children learn abour the
animals’ characteristics and: habits. And finally, the uncopdirional love
most pets express for their owners is another advantage; children bcncﬁt
from the warmth and love their pets provide.

Number of items listed:

What type of item is histed?

B. There are several ways to be an active listener. A common way to show
that you are listening and interested is to ask questions about what the
other person is saying. You can also rephrase whar the other person has
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said 1o be sure vou have understood. For example, vou night sav some-
thing like, “So whart vou’re saving is . . ™ Yer another way 1o show
vour interest is to watch for clues to fccllngs in the other person’s tone
of voice or posture. Thart allows vou to comment on or ask about the
emouonal reactions you notice, which shows that vou care abour that
person’s feelings.

Number of 1tems listed:

What type of item is listed?

C.  When vour children are untruthful, vou can react in a number of wavs.
If vou feel children deserve a reprimand, a reasonable explanation
should be enough 1o help them understand what is unacceptable behav-
10r. A second reaction in some cases can be to simplv acknowledge the
facr that vour children are fantasizing or exaggerarting, rather than ac-
cusing them of being liars. In response to a tall rale, for instance, vou
mighr say something like, “Wouldn’t it be nice if that were trues”
Finally, you can respond to vour children’s storytelling by looking for
the underlving reason behind it. Once that reason is dealt with, vour
child will no longer have the same need ro continue lving.

Number of items listed:

What type of 1tem is listed?

3 COMPARISON AND/OR CONTRAST

The comparison-conrrast partern shows how two things are alike or how they
arc different, or both. When things are compared, their similarities are
pointed out; when they are contrasted, their differences are discussed. In our
daily lives we compare and contrast things all the ime, whether we are aware
of it or not.

For example, a simple decision such as whether to make a hamburger
or a Swiss-cheese sandwich for lunch requires us to compare and contrast
the two choices. We may consider them both because of their similarines—
they both taste good and are filling. We may, however, choose one over the
other because of how they differ—a hamburger requires cooking while a
cheese sandwich can be slapped together in abour thirty seconds. If we are
in a rush, we will probably choose the sandwich. If not, we may decide to
have a hot meal and cook a hamburger instead.

Here are some common transitions showing comparison and contrast:
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Comparison Signals

like likewise similarly
just like equaliy similarities
just as resembles same

alike also similar

Contrast Signals

however on the other hand different
In contrast . as opposed 1o differendy
instead unlike differs from

In the following sample exercise, the main idea is stated in the first and
second sentences. As is often the case, the main idea indicates that a com-
parison-contrast pattern will be used. Read the paragraph and answer the
questions below. Then look at the explanation that follows.

In middle age, men and women often view life very differently. This is
especially true for couples who have led traditional lives in which the
wife has staved home to rear the children and the husband has devored
most of his energy to his career. By middle age, the husband is often
comfortable in his position at work and has given up any dreams of
advancing further. He may then become more family oriented. In con-
trast, once the children are grown, the wife may find herself free to
cxplorc mnterests and develop abilities she has had no time for in the
previous fifteen or twenty vears. Unlike her husband shc may be more
interested in non-farnily activities than ever.

1. Is this paragraph comparing, contrasting, or both?

2. Whart two things are being compared and/or contrasted?

3. Which three comparison or contrast signal words or phrases are used in
the paragraph?
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This paragraph is only contrasting, not comparing—it discusses only
differences, not similarities. The two things being contrasted here are the
views on lifc held by middic-aged men and by middle-aged women who
have led traditional lives. The signal words used to indicate contrast are “dif-

ERINY

ferendy,” “in contrast,” and “unlike.”

> Practice 3

Read the following passages and indicate whether the author is comparing
items or contrasting items by checking the appropriate space below each
one. If a passage both compares and contrasts, check both spaces. In addi-
tion, write down the rwo things that are being compared or contrasted in
each passage.

A. Although muysteries and science fiction mayv seem like very different
kinds of writing, the two forms share some basic similarities. First of
all, both are action-oriented, emphasizing plot at the expense of char-
acter development. Possibly for this reason, both types of literature have
been scorned by critcs as being “mere enterrainment” rather than “lit-
erarure.” But this artack is unjustified, for both mysteries and science
fiction share a concern with moral issues. Science fiction often raises the
question of whether or nort scientific advances are beneficial to human-
iry. And a muystery story rarely ends without the guilty person being
brought to justce.

Comparison Contrast

What two things are being compared and/or contrasted?

B. DPeople are different from other primares, bur not as different as they
would like to think. It’s true that that there are significant conwmasts in
size and proportion berween humans and other primates. And, of
course, humans are by far the more intelligent. Nevertheless, the simi-
larities among primates are notable. To use chimpanzees as an example,
both they and humans have the same muscles and bones, located in
almost the same places and working in nearly the same ways. The inter-
nal organs of both animals are also very much alike, as are their blood
and other body fluids. Seen under a microscope, even their genes are

strikingly similar.
Comparison. Contrast

Whar two things are being compared and/or contrasted?
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C. The conflict over secrecy berween the federal government and journal-
ists arises from the different roles they play in society. The government
has the job of conducting foreign policy. To do so effectvely, govern-
ment officials sometimes prefer to distort or withhold information.
Journalists, however, see their role as digging up and giving informa-
tion to the public. If they alwavs sought government permission before
publishing informarion, thev would be able to print or broadcast only
whar the government wanted to appear in the media.

Comparison Contrast

Whart two things are being compared and/or contrasted?

4 CAUSE AND EFFECT

Information thar falls into a cause-¢ffect pattern addresses itself to the ques-
tions “Why did, or why would, an event happen?” and “What are, or whar
would be, the results of an event?” In other words, “What are the causes of
an event?” and “What are the effects of an event?”

Authors usually explore events using a cause-and-effect approach. In
other words, they don’t just tell what happened; they try to tell abour events
in a way that explains both whar happened and why. A textbook section on
the sinking of the ship the Titanic, for example, would be incomplete if it
did not include the cause of the disaster—going at a high speed, the ship
collided with an iceberg. Or if the banks of the Mississippi River are
flooded, a newspaper will not simply report abour the flooding. An article
on this event would also tell why the flooding happened—heavy rains
caused the river to overflow. An important part of any effort to understand
events and processes includes learning about cause-effect relationships.

Explananons of causes and effects very often use transitions such as the
following:

thus as a result therefore
because result in since
because of result leads to
causes effects brings about

Read the paragraph below and see if you can answer the questions
about cause and effect. Then read the explanation to see how you did.
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Drinking alcohol can lead to different states of consciousness. Although
the changes vary from person 1o person, some broad generalizations are
possible. One or two drinks usually result in feelings of warmth, relax-
ation, and decreased inhibinions. Slightly heavier drinking often causes
people to believe they can do things better than they really can. For
example, after a few drinks a person mav believe he is speaking clo-
quently when, in fact, his speech is slurred or even unintelligible. Or
someone may believe she can drive perfectly well when her reactions
and judgment have acrually been weakened by alcohol.

1. Whar are the two causes described in this paragraph?
a.
b.
2. Whart are the two kinds of effecrs?
a.
b.

3. What three cause-effect signal words or phrases are used?

While this paragraph discusses drinking alcohol as a cause in general, it
divides drinking into two categories—“one or two drinks” and “slightly
heavier drinking.” The first cause, then, 1s “one or two drinks”; its effect can
be “feelings of warmth, relaxarion, and decreased inhibitions.” The second
cause is “slightly heavier drinking”; its effect can be to make drinkers “be-
lieve thev can do things berter than they really can.” The cause-effect signals
here are lead to, result in, and causes.

> Practice 4

The three acuvites thar follow (A, B, and C) will give vou a sharper sense
of cause-and-effect relationships.

A. The following sentences all describe a cause-and-effect relationship. For
each of them, idendfy both the cause and the effect.
1. Since unemployment has fallen 5 percent in the last year, many
more people can now afford to buy expensive consumer goods,
such as cars and rtelevision sets.

Cause:
Effect:
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to

Last winter 1 twisted my ankle by slipping and falling on a patch
of 1ce.

Cause:

Effect:
3. Mr. Coleman’s bankruprcy was the result of his compulsive gam-
bling.

Cause:

Effect:
4. When Melba saw that her new boss did not appreciare her excel-
lent work habits, she began to do her work carelessly.

Cause:
Effect: : L : _

5. The orange crop in Florida is poor this year because of a late
spring freeze. : ;

Cause:
Effect:

The following senrences all list either two causes leading to the same
effect or two effects resulung from a single cause. Idenufy causes and
effects in each sentence. Here is an example of how to do this acuviry.

Example

High winds and hailstones as big as golf balls resulted in $10,000
worth of property damage.

High winds: cause
Hailstones:  cause

Property damage:  ¢ffect

6. Unconuolled high blood pressure can lead to a stroke or 2 heart
atrack.

Unconrtrolled high blood pressure:
Stroke:

Hearratack: —
7. Because the defense lawyer’s objection was valid, the judge threw
out the evidence and dismissed the case.

Valid objection:
Thrown-out evidence:

Dismissed case:
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10.

After ammunition and food supplies had run low, the general sur-
rendered.

Ammunition was low:
Food supplies were low:

The general surrendered:

When the company needed more office space, the boss rented an
additional fioor in the building and moved the shipping room to
the basement.

The company needed more space:
The boss rented an additional floor:

The boss moved the shipping room to the basement:

Since baseball season started today, many people called in sick to
work and played hooky from school.

The start of the baseball season:
People called in sick to work:

People plaved hooky:

\

C. The following passages all list either several causes leading to the same
effect or several effects resulting from a single cause. In the spaces pro-
vided, identify the causes and effects in each sentence.

1.

Even the best listeners cannot possibly listen carefully to everything
that they hear. Among the reasons for this is the overload of mes-
sages most of us encounter each day. Besides the numerous hours
we spend hearing other people speak, we may spend several more
hours listening to the radio or television. It isn’t possible to avoid
having our attention wander at Jeast part of all this nme. Preoccu-
pation with our personal concerns is another reason we don’t al-
ways listen carefully. A romance gone sour or a good grade on a
test may take prominence in our mind even as someone is speaking
to us. In addition, the simple fact thar we are ar times surrounded
by noise interferes with listening. For example, many voices at a
noisy party or the sound of wraffic may simply make ir diffcult for
us to hear everything thar is being said.

Inability to listen carefully all the time:
Message overload:
Preoccupation with personal concerns:

Surrounding noise:
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2. Research over the last decade or so has shown meditation can have
positive effects on drug users and people with certain health prob-
lems. Studies have demonstrated that when people who take drugs
become medirtarors, thev either cut back on drug use or stop using
drugs altogether. In one study of 2 group thar pracnced transcen-
dental meditadon, for example, the number of marijuana users fell
from 78 percent to 12 percent after twenry-one months of medita-
ton. Mediration has also been shown to lower blood pressure and
regulate the heart beat, both of which mayv be of considerable help
to those with cardiovascular problems. And because meditanon is a
highly effective relaxation technique, it can also prove uscful to
those with stress-related diseases.

Mediranon: _

Decrease or climinarion of drug use:
Cardiovascular improvements:

Stress relief:

3. Children’s names can have far-reaching cffects on them, according
to sciendsts. Some researchers have found that there is a tendency
for children with popular names, such as Jennifer or Robert, to do
better in school and be better liked than children with names that
are considered undesirable. Also, children’s self-images may be in-
fluenced by the stereotvpes that are associated with their names.
Thus a child named Geroude mav feel ugly, and a Percy may think
of himself as weak. And children with strange names, like Throck-
morton, tend to have more frequent behavior problems.

Children’s names:
Populariry:

Self-image:
Bchavior:

DEFINITIONS AND EXAMPLES

To communicate successfully, an author must help readers understand the
words and ideas that are being expressed. If a word is likely to be new to
readers, the author may take time to include a definizion before going on.
Then, to clarify the definition, which might be too general to be easily un-
derstood, the author may present explanatory details, including one or more
examples. Examples help readers better understand whar is meant and
strengthen support for the ideas they illustrate.
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Textbooks often contain definitions and examples. Thev introduce stu-
dents to new words and provide examples of how those words are used to
make them clearer and more familiar. Of course, definitions may be given
without examples, and examples are frequently used to illustrate general
statements other than definitions.

Examples are often introduced by transitions like the following:

for example to illustrate Paisteg
for instance such as specifically
as an illustration to be specific including

The following paragraph defines a word, explains it a bit, and then
gives an example of it. After reading the paragraph, see if you can answer
the questions thart follow.

'Acrophobia is an intense, unreasonable fear of high placcs.@l’coplc
with acrophobia exhibit physical svmptoms in response to being at
grear heights. 30ne sufferer from extreme acrophobia, Sally Maxell, is

unable to go above the third floor of any building without feeling enor-

mous anxiety. *Her acrophobia began one evening when she was work-
ing alone in her office on the eighth floor of a large building. *Suddenly
she was struck with terror by the idea thar she might jump or fall our
the open window. °She crouched behind a steel filing cabinet, trem-
bling, unable to move. “When she finally gathered her belongings and
left the building, she was sweanng, her breathing was rapid, and her
heart was pounding. ®Yet she had no rational explanation for her fears.

Whar word is being defined?
Whar is the definition?

Which sentence explains more abour the word?

In which sentence does the example begin?

The word “acrophobia” is defined in the first sentence-—“an intense,
unreasonable fear of high places.” The second sentence explains a bit more
abour acrophobia. The story abour Sally Maxell, which begins in the third
sentence, provides an example of how acrophobia affects one sufferer; by
including it, the author makes the new term more clear by helping readers
berter visualize whart it means.
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Y Practice 5

The
The
bein

following three passages include a definition and one or more examples.
passages may also include sentences that explain more abour the term
g defined. In the spaces provided, write the number of the definition

sentence and the number of the sentence where each example begins.

A

'A bovcott is an organized refusal by a group of pcoplc to deal with
another person or group 1o achieve a specific goal. *An illustradon is
the famous boycorr thar began in 1955 when Mrs. Rosa Parks of Mont-
gomery, Alabama, refused to obey a local ordinance requiring black
people to sit at the back of city busses. *Mrs. Parks was arrested, and
that sparked off a bovcotr of the Montgomery bus system by blacks.
* The bovcotr was orgamzcd and led bv Dr. Martn Luther I\mo Jr.
5Rather than continue to lose revenue needed to run the bus svstem,
the city repealed the ordinance.

Definivon Example

'Eidetic imagery is the technical term for what most people know as
photographlc memory. *A person with eidetic imagerv can recall every
detail of a memory as clearly as if he or she were lookmg at a photo-
graph. 3People often wish they had this ability, but it can lead to trou-
ble. *For example, a law student with eidetic imagerv was accused of
cheating on an examination because his test paper conrained exactly the
words in his textbook. *To prove his innocence, he studied an unfamil-

iar passage for five minutes and then wrote down more than four
hundred words from it without making a mistake.

Definiion Example

'A common type of psvchological defense mechanism is raonalization.

ZRadonalization is a sccmmglv reasonable cxplanauon thar distorts the
truth in order to maintain self-esteem. ’It explains a situation that
threatens the ego in a less truthful but more acceptable way. *A person
who excuses himself for doing poorly on a test because he wasn’t fecling
well or the test was unfair is probably radonalizing in order to make his
grade more acce Erablc *Onc Acsop fable provides a classical example of
ragonalization. °In this fable, a fox wants some tempnng grapes that
grow in a hard-to-reach spot. "When he can’t reach them, he tells him-

sclf thar the grapes must have been sour anyway.

Definiion Example 1
Example 2

121



UNDERSTANDING RELATIONSHIPS It PATTERNS OF ORGANIZATION 79

» Review Test 1

Identify the parterns used in cach of the groups of sentences below by writ-
ing in the spaces provided one of the lerters of the following:

o Aanp o

— 10

Time order

Items in a list

Comparison and/or contrast
Cause and effect

Definirion and example

The construction of federally subsidized highwavs and the shortage of
housing in central cities led to the movement to the suburbs.

While some birds meet only to mate, others stay together and share in
the child-rearing.

Propaganda is information of any type, whether true or false, that is
designed deliberately to persuade an audience to adopt a particular
point of view. Advertising is an obvious form of propaganda.

A good study space is well lighted and well supplied with paper, pens,
and study aids. In addition, it is quier and free from distractions such
as television or stereo.

To begin word processing, first tum on the corﬁputcr. Next, insert the
master cditing diskette into Drive A. Then put a blank, formarred dis-
kette into Drive B and ger ready to write.

Today’s telephones offer various convenient features. Computerized di-
aling is one popular feature; another is automatic redialing of a tele-
phone which is busy or unanswered.

Television news stories resemble newspaper articles in being timely and
appealing to a wide audience. However, television news coverage tends
to be more superficial, emphasizing the visual aspects of a story rather
than important background issues.

Many drivers take to the roads in July and August, when families tra-
ditionally go on vacation. As a result, oil companies raise the price of
gasoline during the summer months.

Even before he meets the three wirches, Macbeth has dreamed of be-
coming king of Scotland. Then the witches predict he will be king;
finally, his wife convinces him to murder King Duncan and take over
the country.

In a mystery story, the term “red herning” refers ro a false or mislead-
ing clue inserted into the story to deceive the reader. One famous red
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herring is Sherlock Holmes' farewell note to Dr. Watson in “The Final
Problem,” which leads the reader to behieve Holmes has fallen to his
death.

» Review Test 2

Circle the letter that correctly identifies the pattern of organization in each
of the following passages.

1.

Successful garage sales are planned well in advance. About a month be-
fore the sale, find out whether vour municipality requires you to ger a
permir to hold your sale. Then ask vour friends whether they want to
participate. Gather the items vou wanr to sell, and spruce them up
whenever possible by washing or repairing them. Decide how much to
charge for each item. Then print and post notices of your sale. Finally,

arrange vour merchandise on card or picnic rables and ger ready 1o col-

lect your well-earned profits.
a. ume order  b. comparison/contrast  ¢. cause and effect

Middle-aged adulrs are returning to school in increasing numbers. Some
of them want to keep up with new developments in their fields or im-
prove their skills in order to do their jobs bertter. Others return to school
because they hope to equip themselves to win promotions or raises.
Also, dissarisfaction with their current jobs or interest in new fields, such
as telecommunication and computer programuming, motivates some
adults to return to the classroom. Finally, others want to study subjects
they did nor have tme for earlier, such as foreign languages, history, or
literarure. These classes help them spend their time in more productive
and interesung ways and deepen their understanding of themselves and
their world.

a. ume order b. definition and example c. cause and effect

Is vour child gifted? If your child dpes things better, quicker, and earlier
than other ¢hildren, vou mav have a gifted child. The term “gifted” was
once applied only to children with IQ scores of about 130- (100 is an
average score). Today, the term has been expanded to include a variery
of special talents, such as unusual ability in art, music, or dance. Gifted
children tend to have a variety of interests, and because their atrendon
spans are long, they enjoy pursuing their interests independently. Their
memories are unusually good, and they are surprisingly imaginarive.
Contrary to popular belief, gifted children usually have many friends and
are often natural leaders. One voung man who spends hours cach week
practicing the piano is also an avid baseball player and class officer at his
school.

a. listofitems  b. cause and effect  c. definition and example
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4. Throughout history, people middle-aged and older have gotten married,
just as thev do today. In the past, however, the most common reason
for losing a spouse and thus being available to remarry was death. To-
day, life spans are longer, and both members of a newly formed couple
may well have been divorced. Because families were larger in the past,
the remarried couple was likely ro have more children than they do to-
day. As a result, couples living together without children were rare. To-
day, most couples can ook forward to twenty years together after the
last child has grown up and left home.

a. comparison/contrast  b. list of items  c¢. defininon and ex-
ample

5. The psvchological process by which children learn their sex roles con-
tains three main elements. One_is conditioning through rewards and
punishments. For example, bovs who play with model airplanes and
girls who play with dolls will usually be encouraged by their parents.
On the other hand, bovs who prefer dolls and girls who prefer airplanes
will often be criticized or even punished. Another elemenr is imiraton.
Young children will usually imirate adults who thev think are like them-
selves. This means that bovs will usually imirate their fathers and girls
their mothers. The third and perhaps the most important element is self-
definirion. Children quickly learn thar all people are either male or fe-
male and define themselves as belonging to one sex rather than the
other. They then use this self-definition to choose their future interests
and to develop their personalities and social roles.

a. umeorder b. listofitems ¢ definition and example
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A9 - GAME %

To play this card game, I use as many
sets of handmade playing cards as neces-
sary for my students with either a ques-
tion or an answer written on each card.
For instance, of the 52 cards in a pack,
26 will have questions written on them
and the corresponding answers will be
written on the other 26 cards. Questions
requiring “Yes” or “No” answers as well
as Wh- questions are included (i.e., Do
you read regularly? Can you speak eight
languages? When do you get up in the
morning? Why were you absent yester-
day?). Answers to the questions are usu-
ally in the short form (i.e., Yes, I do. No,
I can’t. At 6 aM. Because I was ill.). The
questions are also graded to the level of
the students playing the game. I never
use questions requiring special content,
lest it look like a knowledge competition.

3 There are two trends in education
upon which you can capitalize in sell-
ing your ideas. The first of these is the
impetus  toward making the school
media center a learning resources or

instructional materials center. The
second is the great interest in ac-
countability which is forcing educa-
tors to state measurable instructional
objectives capable of yielding concrete
evaluative data about the teaching-
learning process.

_[{_

HERE CAN BE NO MIS-

-5-

What were the reasons for the set-

taking where we are—

in the wacky, erotic and

ultimately tragic uni-

verse of Pina Bausch,
the uncrowned empress of
modern dance theater. In just
20 years, Bausch has emerged
as the world’s most influential,
and most controversial, chore-
ographer. She has mounted a
victorious challenge to the ab-
stract minimalism that pre-
vailed in modern dance in the
1960s and 1970s. She has helped
displace the center of her art
from New York to Europe.
When her Wuppertal Tanzthe-
ater goes on tour, it sells out in
Brooklyn and Milan, in Osaka
and Paris. Her fans have in-
cluded Mikhail Baryshnikov
and the late Rudolf Nureyev.
Federico Fellini was so im-

pressed by Bausch that the first time he saw

her dance, he offered her a movie role.

backs in 1973?

One of the causes was the intelli-
gence mistake about the probability of
war, for which I take full responsibility.
But the cause for most of the setbacks

war. The second huge mistake was the
assumption that the air force would be
able to overcome the air-defense sys-
tem of the Egyptians and Syrians. The
third mistake was the system of de-
fense for the Suez Canal. The canal it-
self was about 100 miles long, defended
at 14 points by just 504 soldiers who
were supported by 24 tanks. This was
part of the arrogance.
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There are three important advantages, as I see it, in this approach to
describing and evaluating teacher talk. Firstly, the categories of verbal
behaviour are rooted firmly in the reality of the classroom and on what
typically goes on there. Secondly, the criteria for assessing commu-
nicative use of classroom language in each of these categories are
likewise based on what it takes to be communicative in the context of
the classroom itself, rather than in some outside context. The model of
communicative teacher talk emerging from such an approach should
thus reflect the primary function of teacher talk, which is to support and
enhance learning. Providing a model of the way language is used for
communication in the real world may be an important part of that
function, but it is not the only way-in which teacher talk supports
language learning: it is a means to an end rather than an end in itself.
Thirdly, a model of communicative language teaching which recognizes
the importance of the pedagogical function of teacher talk within the
classroom context, and what it means to be communicative within that
context, is likely to be a more realistic and attainable model for teachers
to aspire to than one which insists on the replication of features of
genuine communication as the only measure of genuine communicative
teaching.

There are a number of general observations which can be made about
the nature of interpersonal interaction in Example 1 which marks it off
as naturally-occurring discourse. For example, speakers interrupt each
other and speak at the same time. There are longish pauses, back-
channelling, and the use of contentless utterances such as ‘yeah’, and
‘Mm’ which indicate that contact is being maintained, and serve to oil
the wheels of the conversation; utterances are incomplete or are
completed by the other speaker; and the conversation drifts along
without any marked direction. By contrast, the language of some
coursebooks represents a ‘can do’ society, in which interaction is
generally smooth and problem-free, the speakers co-operate with each
other politely. the conversation is neat, tidy, and predictable, utterances
are almost as complete as sentences, no-one interrupts anyone else or
speaks at the same time as anyone else, and the questions and answers
are sequenced rather in the manner of a quiz show or court-room
interrogation.

When I was at primary school, I was given a shilling every day for my
lunch. Sometimes I cheated and instead of buying lunch at school, I
bought sweets in a nearby shop. One day my mother came to the school
to see my teacher. The teacher asked my mother why I did not buy lunch
every day. When my mother heard this, she realised immediately what |
had been doing. She asked me what I had done with the money. When I
told her that I had been buying sweets, she became very angry and warned
me not to do it again.



APPENDIX F

MASTERY TEST ON “ PATTERNS OF ORGANIZATION”

PATTERNS OF ORGANIZATION: Test 1

Identify the pattern used in each item below by writing in the letter of

once of the following:

o a0 T

Time order

Items in a list

Comparison and/or contrast
Cause and effect

Dcfinttion and examplc

Each pattern is used twice.

- 1

[

U §

1),

Alcoholism can result from emotional, spintual, or physical
problems.

To open, tear off the plastic tip. Then, before trying to spray,
rotate the nozzle until the two dots are in line with each other.

There are many types of jobs for which there is expected to
be a big demand over the next five to ten years. Among them
are teacher’s aides, accountants, restaurant cooks, and purses.

Transitions are words and phrases that show relationships
between ideas. For instance, time transitions, such as before,
soon, and now, show time relationships.

Friendships with my old high-school buddies are often dif-
ferent from those with my newer friends. 1 can share many
memories with my old friends, but my newer pals are more
likely to share my current interests.

Consumers can choose among several sources to borrow
money. Banks, credit unions, finance companies, and insur-
ance companies all lend money.

Pam decided to save money by washing her dark clothes with
her white ones. As a result, her underwear and gym socks are
now an ugly grayish pink.

A group of English musicians began playing together in their
teens, during the 1950’s. They eventually made up a group
called Johnny and the Moondogs. By the 60's, the group was
known as the Beatles. |

One method used by psychologists is observation. Observation
involves watching others and recording what happens. For
instance, child psychologists often observe children through
one-way mirTors.

Like butter, all margarines (except for the low-calorie ver-
sions) are 99 percent fat and contain about 100 calories per ta-
blespoon. Margarine, however, contains less saturated fat than
does butter.
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Arrange the groups of scrambled sentences into logical paragraphs by
numbering the sentences in an order that makes sense. Then circle the letter
of the main pattern of organization used.

Group 1

Group 2

Group 3

Group 4

Group 5

_When the interview is over, thank the interviewer for his or
her time.

When going for a job interview, it's important to be on time
and dressed as you might if you worked where you're being
interviewed.

When speaking to the interviewer, keep eye contact and speak
clearly, without slouching or fidgeting.

a. time order c. cause and effect
b. comparison d. definition and example

Boys who mature early have an advantage over those who
mature late.

In contrast, late maturers are underdeveloped physically and
thus feel inadequate.

Early maturers become heroes in sports and leaders in various
other activities.

a. time order c. contrast
b. items in a list  d. definition and example

For instance, if you believe that a particular group is pushy,
you will automatically judge someone who belongs to that
group to be pushy—without waiting to see what that person is
really like.

Stereotyping is holding a set of beliefs about the personal
nature of a group of people.

It can thus greatly interfere with our making accurate judg-
ments about others.

a. time order c. cause and effect
b. comparison d. definition and example

By the ninth grade, one child in six will have tried marijuana
and one in three will have experimented with alcohol.

A much worse effect of the stresses faced by youth is the fact
that the suicide rate for youths under fifteen has tripled since
1960.

Stresses of the children of the 80’s cause various difficult
problems for the children.

a. time order c. cause and effect
b. contrast d. definition and example

Finally, many feel that being strongly motivated and quitting
cold turkey is the best way to conquer the habit.

Another method is acupuncture, in which a tiny needle is
placed in a smoker's earlobe to remove the craving for a
cigarette.

Mauny ways have been suggested for quitting smoking, includ-
ing hypnosis and chewing a gum flavored with nicotine.

a. nme order €. comparison
b. 1items in a st d. cause and effect
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PATTERNS OF ORGANIZATION: Test 3

For each passage, write the sentence number of the main idea in the

space provided. Then circle the letter of the chief pattern of organization of
the passage.

1.

'"If you'd like a raise or promotion, there are a few steps yor can take:
2Begin by outlining your on-the-job accomplishments. 3That is, write
an “achievement memo” listing the duties of your job and how you
have performed them. *Include any special ways that your work has
contributed to the company. 3This list will help both you and your boss
evaluate your work. SNext, type up the memo neatly and give it to your
boss. "Then ask to hold a private meeting with him or her. ®Explain
at the meeting your desire to advance and why your record shows you
deserve it.

Sentence with the main idea:
Passage’s pattern of organization:
a. time order
b. comparison and/or contrast
c. definition and example

'Americans spend some $2.5 million each year to repair termite damage.

to their homes. ZHowever, much of that money could be saved if a
few anti-termite precautions were observed. 3Firewood, a favorite snack
of termites, should be stored on a metal platform well away from the
house. “Fences, playhouses and other wooden structures that touch the
soil should be pre-treated with a protective coating. And tree stumps
near the home should be removed.

Sentence with the main idea:
Passage’s pattern of organization:
a. time order
b. list of items
c. comparison and/or contrast

'When | turned thirty last week, I couldn’t help thinking about how I
had changed over the last ten years. 2When I was twenty, I acted as if
I was confident, but I was really filled with huge doubts. *Now [ really
am somewhat confident, so I don’t feel the need to impress others so
much. At twenty 1 had girls on my mind day and night. *Now that I'm
married, I don’t have to put all that energy into hustling up dates. $I'm

also emotionally calmer now. "Ten years ago 1 wasted a lot of energy
being angry at people. ¥l realize now that I'm more likely to accept
people the way they are. °At least I don’t blame them any more for my
own problems.

Sentence with the main idea:
Passage’s pattern of organization:
a. comparison and/or contrast

b. cause and effect
c. definition and example

!Altruism is an unselfish interest in the welfare of others. 2An altruistic
person will help others even when he or she expects no benefits in return.
3An example is one of the passengers on a plane that crashed into the
Potomac River one cold January day in 1982. “Most of the passengers
died under the ice, but six passengers escaped into the icy waters. SEvery
time a life preserver was lowered by a helicopter, one man passed it on
to one of the other five. "When the helicopter had lifted out all five, it
returned 10 pick up that last survivor. "But he had disappeared under the
ice. ' -

Sentence with the main idea:
Passage’s pattern of organization:
a. list of items
b. cause and effect
c. definition and example
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" PATTERNS OF ORGANIZATION: Test 4

For each passage, write the sentence number of the main idea in the

space provided. Then circle the letter of the chief pattern of organization of
the passage. )

1.

'People often feel that domestic cats and their larger relatives, the-jumghe

cats, are very different. 2In reality, however, they have many traits in
common. *Both have eyes suited for night vision, and both prefer to
sleep by day and move about at night. *Also, just as pet cats use their
tails 1o keep their balance and to signal emotions, so do lions and other
large cats. 3In addition, both kinds of cats can leap great distances. ¢Pet
cats are often found on top of bookcases or refrigerators. ?Similarly,
the puma, the champion jumper of the cat family, has been known to
jump twenty feet up and forty feet ahead. #Finally, little cats are not the
only ones that purr; the cheetah, puma, and snow leopard all purr when
content.

Sentence with the main idea:
Passage’s pattern- of organization:
a. list of items.
b. comparison and/or contrast
¢. cause and effect

"The gap in attitudes between the older and younger generations is weil

known. 2But why does the gap exist? 3Is it, as some believe, because
people become more conservative as they age? “Or is it simply that
today's younger generation has adopted attitudes that differ from those
of their elders? *One researcher found that people’s ideas do change
somewhat as they grow older, but they don’t change much. ®Attitudes
formed in the late teens and early twenties are pretty stable. 7Thus the
generation gap seems to result from each generation’s entering aduithood
with different attitudes.

Sentence with the main idea:
Passage’s pattern of organization:
a. time order

b. list of items

c. cause and effect

IA primary group is one that is made up of a small number of people who
relate intimately with each other over a long period. ?The members of
such a group know each other personally and behave informally together.
3Examples of the primary group are families and small circles of fnends.
1Such groups are important units within the larger social structure. *In
fact, in some traditional small-scale societies, the social structure is based
almost totally on primary groups.

Sentence with the main idea:
Passage’s pattern of organization:
a. time order

b. cause and effect

c. definition and example

1Gary began stealing liquor from his parents when he was fourteen,
and by age seventeen he came to school drunk regularly. 2In his early
twenties, he realized he was completely dependent on alcohol. 3Gary's
moment of truth came at age twenty-five, when he narrowly escaped
death in a drunk-driving accident. *He soon committed himself to the
local alcohol-recovery center. SActer an intensive four-week treatment
and a ninety-day follow-up program, Gary was free of alcohol for the
first time in over ten years. ®He then returned to college and received
a degree. "Now he works as a counselor in the same treatment center
that gave him his second chance. 3Gary’s story should inspire many of
his own patients.

Sentence with the main idea:
Passage’s pattern of organization:
a. time order
b. list of items
¢. comparison and/or contrast
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PATTERNS OF ORGANIZATION: Test 1

Circle the letter thar correcty identifies the primary parttern of organiza-

non in cach of the following passages.

1.

[OF]

w

Why do people daydream? One cause of davdreaming is routine or bor-
ing jobs that arc tolerable only when workers imagine themselves doing
something clse. Deprivation also leads to daydreaming. During World
War [1, conscicntious objectors who voluntecred to go on semistarvation
diets for six months focused their davdreams on food. Some even hung
enncing pictures of foods on their walls to give themselves something
to daydream about. Another reason people daydream is to discharge
hostile feclings. For example, if an angry student imagines dropping his
instructor out of a classroom window, it might help him to laugh at and
dismiss his annovance with her. Some people also davdream as a way to
plan for the furure, so that by the time they face the siruations they
imagine, they will know what to say and how to act.

a. tmc order b. contrast c. cause and cffect

We have progressed steadily toward outer space ever since the first su-
pcrsomc jet flights of the fate 1950s. The puots who broke the sound
barrier in the X-1 and X-15 planes often flew into the highest reaches of
our atmosphere and almost achieved weightlessness. Following these
flights, satellites began to be purt into orbit, first by the Soviet Union
and then by the United States. The next step was a series of manned
flights in tiny space capsules launched into orbit by massive booster
rockets. From the first Mercury flights to the Apollo flights that even-
tually landed on the moon, this stage marked humankind’s efforts to
reach our nearest neighbor—our moon. During the 1970s, the Pioneer
and Viking programs sent unmanned probes to the planets in our solar
svstem and even bevond. One interstellar probe has been flung out of
our solar system into the space berween the stars and should, theoren-
cally, go on exploring forever.

a. ume order b. comparison ¢. cause and effect

Habiruation is the psvchological term for a common human behavior
pattern: the more we are exposed to a sumulus, the less aware we be-
come of it and, therefore, the less we respond to it. In other words,
once we get used to something, we no longer nouce it or uy ro do
anything about it. During the war in Viemam, rcports and picrures
from the combat zone appeared everv night on television. Viewers soon
became so accustomed to these stories on the network news programs
that scenes of violence and escalating body counts no longer horrified
them. Once the Viemam War had entered our living rooms, it became
just another television program-—and just as casy to turn off.

a. listofitems b, contrast ¢ definition and example

A divorang couple experiences several kinds of separations. Onc is a
combination of legal and cconomic scparation. At this stage the couple
must decide how to divide their money and other assets. Changes in the
way familv members, friends and acquaintances respond to the couple
as their divorce becomes known make up anothcer, public aspect of the
divorce. In the meanwhile, the divorcing couple is also separating emo-
uonally. Somectuimes this emortional distancing begins long before the le-
gal divorce, but often even after a man and woman realize their marriage
is over, they still long for each other.

a.  list of items b. comparison ¢. definition and example

Alcohol and marijuana have a grear deal in common. People use them
10 relax, to become less inhibited, and to achieve a pleasant, euphoric
feeling. Also, thev inspire similar abuse patterns: heavy drinkers com-
prise about 9 percent of our popularion; heavy marijuana users, 10 per-
cent. However, alcohol and marijuana have been viewed very differently
in the United Srtates. Perhaps because it has been around for thousands
of vears, alcohol is much more widely accepted. The attempt to outlaw
its use through Prohibition lasted only fourteen vears before being re-
pealed in 1933, On the other hand, few people protested in 1937 when
the Marijuana Tax Act made marijuana use illegal, and cven today, only
a minoritv of citizens favor its decriminalization.

a. ume order b. comparison/contrast ¢. causc and effect
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PATTERNS OF ORGANIZATION: Test 2

Arrange the groups of scrambled sentences below into logical paragraphs
bv numbering them in an order that makes sense. Then crcle the leter of
the primary pattern of organization used.

Group 1

Also, high rwitons affect the amount of time many students can
put into their studies.

For onc thing, it undoubtedly prevents some students from art-
tending college in the first place.

Finally, those who do manage 1o ger loans know that they must
begin their careers with large debrs.

The high cost of college today causes problems in more wavs than
one.

Because loans and scholarships arc difficult to get, many students
simply have to put in numerous hours at work in order to afford

school.

a. Contrast c.  Cause and effect

b. Comparison d. Definition and example
Group 2

In cither case, thev are part of the sociery’s culture.
Artifacts are those objects made and used by a sociery.

Americans, for example, use an enormous variety of arufacts, from
paper clips to spaceships.

They may have originated with the sociery or have been borrowed
from others.

On the other hand, in rechnologically advanced societies, there are
numerous artifacts.

In those societics whose technologics are relatively undeveloped,
there are few artfacts—a few tools, cooking utensils, and so on.
a. Time order c.  Cause and effect

b. List of items d. Definivon and example

Group 3

Check the classified ads and two or three real estate offices for
apartments within your price range and desired locale.

When you’re looking for an apartment, begin by making a list of
promising openings.

When vou have chosen vour apartment, have a lawver or other
pcrson.knowlcdgcablc about leases cxamine your lease before vou
sign 1r.

As vou inspect each aparument, make sure that faucers, rtoilets,
stoves, and clectrical wiring and outlets arc functioning cfficiently
and safely.

After vou have made a solid list, visit at least five of the most
promising openings.

a.  Time order c. Cause and cffect
b. Conrrast d. Definiton and example
Group 4

Last, even the soaps in his bathroom are pink, whire, or blue.

In addition, a huge American flag hangs like a picrure over the
sofa in his living room.

First, along the sidewalk is a picket fence that’s painted red, white
and bluc; the blue slats of the fence are sprinkled with whitc stars.

One of mv neighbors has expressed his patriotism by decorating
his home in an unusual way.

Moreover, the sofa irself is bright red, with lirtle blue pillows art
either end.

a.  Time order ¢. Comparison

b. List of items d.  Definition and example



PATTERNS OF ORGANIZATION: Test 3

For cach passage, put the sentence number of the main idea in the space

provided. Then circle the detrer of the answer that accurately identifies the
primary pattern of orgamization of the passage.

1.

o

"When vou shop for sunglasses, vou should do more than look for flat-
tering trarms at a bargain price. “First, choose sunglasses that are dark
cnough. *Dark colors such as green and gray provide berter protection
for vour eves than light colors such as pale pink and light blue. *To
determine whether the glasses vou like are dark enough, v them on
and look in a mirror. *If vou can sec vour eves through the lenses, they
are too light. ®You should also check for irregularities in the lenses.
"Hold up the sunglasses and look through them at something with
straight horizontal and vertical lines on it, such as a window panc BAs
vou move the glasses up and down, the lines should not waver. *If they
do, choose a different pair of sunglasses.

Sentence with the main idea:
Passage’s partern of organizanion:
a. st of items

b.  comparison

c. cause and cffect

lPcoplc who are continually exposed to too much noise can feel tired all
the ume ver be unable to slc:.p soundly. *Their bodies may be plagued
by dwcsnvc spasms, increased heart rates, and constricted blood vessels.
3$tudics conducted on animals show that noise pollution can eventually
result in damage to the cars, heart, and brain. *Thus for humans, noise
pollution may be one of the reasons not only for hearing loss bur also
for high blood pressure, ulcers, and emorional disorders.

Sentence with the main idea:
Passage’s partern of organization:
a. tme order

b. conrtrast

c. cause and effect

'Tackalopes are animals said to be crosses between jack rabbits and an-
relopes. 2Actually, they are the fictitious creations of storvrellers as well
as raxidermists, who add deer antlers to stuffed rabbits. 3Tales of such
animals arc plcnuful *For instance, African folk tales featurc hares that
wear false homns in order to join gatherings of homed animals, and
homed hares were pictured in a book published in Europe in 1662. 5In
Amecrican humorous tales, jackalopes are sometimes described as fierce
giants. °For cxample, the Ncbraskan jackalope is known as the warrior
rabbit, and Wyoming jackalopes are rumored to be as large as trees.
Sentence with the main idea:

Passage’s partern of organization:

a. st of items

b. causec and effect

¢.  definition and example

!Cites In dcvc]oPing countrics are nouceably different from those in
wealthier nations. *Visitors often comment on the number of vounger
pcoplc in the less developed countries. *Almost half of all city residents
in these countries are children and voung people as comparcd to Jess
than one quarter of the popularion of cities in developed countries.
*Also, manv unskilled workers found jobs in European and North
Amcrican cities when the cconomies there became industrialized. SIn
contrast, one quarter of the work force is unemploved in a typical city
in a developing country. ®Although homeiess people are found in Eu-
rope and North America, many morc people Live on the street and in
improvised shacks .in the less-developed nations. “In Mexico City, for
instance, more than four million squarters live in improvised shelrers.

Sentence with the main idea:
Passage’s pattern of organizanon:
a. ume order

b. contrast

c. causc and cffect
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PATTERNS OF ORGANIZATION: Test 4 135

For cach passage, put the sentence number of the main idea in the
space provided. Then circle the letter of the answer that accurarely identifies
the primary pattern of organization of the passage.

1. 'Mass hystenia is a type of group behavior that involves a widely held
and contagious anxiety, usuallv as a resulr of a false belief. *The mediceval
witch hunts were a case of mass hvsteria; they were based on the belief
that wirches were the cause of the many problems in lare medicval so-
ciery, including natural disasters and illness. *Thosc accused of being
witches (mainly old women) were tortured until they confessed or they
died. *If they confessed, they were burned 1o death. *They were also
forced under torture to name accomplices, so the list of wirches grew,
feeding the hysteria. *As many as 500,000 people were burned to death
by the clergy between the fifteenth and seventeenth cenruries.

Sentence with the main idea:
Passage’s partern of organization:
a.  ume order

b. comparison .

¢.  definition and example

2. 'While management stvles vary, there are certain factors that separate
the good administraror from the poor onc. 2A good manager anricipares
problems and prepares for them, but a2 poor manager is often taken by
surprisc. *The effective administrator recognizes repeated problems and
makes changes to eliminate them; the less effective boss deals with one
Crisis ar a uime, never sceing the connecuons between them. *In addi-
tion, a good boss delegates work to others, while the poor one prefers
to take on one extra task after another rather than train emplovees to do
the work right. 3The effective administrator is also flexible enough 1o
adapt to changing siruations. ®In contrast, the poor one often clings to
the old rules whether or not they apply.

Sentence with the main idea:
Passage’s patrern of organization:
a. contrast

b. cause and effect

¢. definivon and example

3. 1Advcrcising’s main goal is, of course, to sell products, but adverusing
also has other effects. *By increasing the demand for products, adverts-
ing encourages economic growth. *It helps to maintain competition
among businesses, and there is some evidence that this competition
leads to lower prices for consumer goods. *A case can cven be made for
advertising as a source of information. *New products are often intro-
duced in ads, which frequently demonstrate how the products are used
and provide information on special features and prices. ®This informa-
tion is intended to sell products, bur it can also result in berrer-informed
consumers,

Sentence with the main idea:
Passage’s pattern of organization:
2. comparison

b. cause and eficct

¢.  definition and example

4. 'In Januarv of 1954. Ernest and Marv Hemingway left Nairobi on a
vacarion trip on which thev flew over grazing clephants, hippos bathing
in the lakes, and huge flocks of feeding flamingos. 2As they were circling
a spectacular waterfall, a flock of ibis flew in front of the plane. *When
the pilot dived to avoid the birds, he struck an abandoned telegraph
wire that crossed the gorge. *In the crash thart followed, Ernest sprained
his shoulder; Mary was onlv slightly injured. ®Luckily, a boar came
down the river the next morning, and its crew rescued them. °By that
cevening, they were on board a small plane bound for Entebbe. "The
plane lifted from the plowed ficld that served as a runway, then crashed
and burst into flames. ®Ernest escaped by breaking through a window
with his head and injured shoulder, and Mary got ourt through another
window. *Twice in two davs they had crashed and come our alive, but
Ernest had injured his head, his backbone, and a kidney, and his lower
intestine had collapsed. '"After this, even writing a leter was difficult
for him.

Sentence with the main 1dea:
Passagc’s pattern of organization: . .
a. tme order Anadolu Universites:

b. list of items Loy Kutuphana
c. contrast




PATTERNS OF ORGANIZATION: Test 5

For cach passage, put the sentence number of the mamn idea in the

space provided. Then circle the lerter of the answer that accurately identifies
the primary pattern of orgamization of the passage.

1.

'Advertisers have learned that images thar proved successful in the
United States have not alwavs been as successful when used in other
countries. 2“Bod\' by Fisher,” for example, was a perfectly good slogan
in America, but in Flemish it was translared into “Corpsec by Fisher.”
*White, which suggests cleanliness and purity in the U.S., has an endrely
dlﬁt.rcnt meaning in Japan, where it is the color of mouming. *“Yellow
floors,” to Americans, are dingy floors, but in China vellow is a color
used in religious sertngs. **Pur a Tiger in Your Tank™ was an cffective
slogan for an oil company adverusing in the U.S.; however, in Thailand
it was not successful because Thais do not think of the nger as a symbol
of power.

Sentence with the main idea:
Passage’s pattern of organization:
a.  contrast

b. cause and effect

¢. definivion and example

'Children master language in predictable stages. 2At about six'months,
babies start to babble, which means they repeat simple sounds, such as
“ma-ma-me-me.” *About three or four months later, they can répeat
sounds that others make. *During this stage, parents and babies often
babble alternately almost as if they arc carrying on littde conversations.
SThese interchanges are rich in emotional meaning, although the sounds
themselves are meaningless. ®At the next stage, toddlers learn the mean-
ings of many words, but they are not yet able to ralk themselves. 7A
toddler mxght undcrstand a sentence such as “Bring me your sock™ but
be unable to say any of the words. *Eventually, the child begins to talk
in single words and then in two-word sentences.

Sentence with the main idea:
Passage’s partern of organization:
a. ume order

b. comparison

c. cause and effect

The dance of death, which was performed in the fourteenth century in
response to the Black Death, had several interesting characteristics.
*First, it often took place in a graveyard, an appropriate place for a
plague which killed one-fifth 1o onc-half of the population of Europe,
Africa, and Asia. *In addition, to show that the plague struck rich and
poor alike, the dancers dressed to represent people from all walks of life.
*Perhaps the most sigiihcant aspect of this dance, however, was the part
when one dancer fell down during the performance as if he or she were
dead. *Members of the opposite sex then kissed the “vicim,” who rose
up as if returned to life. *Unfortunately, this kissing often brought not
life, bur death. because it helped to spread the plague.

Sentence with the main idea:
Passage’s partern of organization:
a. cause and ctfect

b. list of items

¢. contrast

'Plants can be surprisingly destrucrive. 2Root svstems can push bricks
apart, lift concrere, and ev entually topple buxldmbs *Plants that find
niches on the surfaces of bunldmgs arc also destructive. *Because thev
must extract nceded nutrienss, they gradually dissolve the surfaces on
which they grow. ’Rooﬁno ules, plasxcr and even glass cannot resist the
plams °Inv ading plants can relarively qu:cU\' turn an abandoned factory
site into a ficld and then into woodland. “Especially in troplcal arcas,
densc vegetation completely overwhelms abandoned cities;  conse-
quently, thev are lost for centuries.

Sentence with the mamn idea:
Passage’s partern of organizaoon:
a. umc order

b. companson

- emrvem atved b becrr
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PATTERNS OF ORGANIZATION: Test 1

Circle the fetter that correctly identifies the primary pattern of organi-

zation in each of the following passages.

1.

w

Exercise builds more than a healthy body. Recent studies indicate that
physical exercise causes the production of certain hormones that encour-
age self-esteem, feelings of achievement, and reduced levels of stress.
The greater the level of activity, the higher the level of psychological
well-being that results. In short, the study confirms what fitness buifs
have been saying all along: exercise makes them feel beuer.

a. list of items b. companson c. cause and effect

Physically and psychically women are by far the superior of men. The
old chestnut about women being more emotional than men has been for-
ever destroyed by the facts of two great wars. Women under blockade,
heavy bombardment, concentration camp confinement, and similar rig-
ors withstand them vastly more successfully than men. The psychiatric
casualties of civilian populations under such conditions are mostly mas-
culine, and there are far more men in our mental hospitals than there
are women. The steady hand at the helm is the hand that has had the
practice at rocking the cradle.

a. time order b. contrast ¢. definition and example

A Pyrrhic victory is a victory won at such a great cost that it amounts
virtually to a defeat. The name comes from Pyrrhus, a Greek mercenary
general who invaded lItaly and attacked the Romans in 281 B.C. Pyrrhus
defeated the Roman army sent against him, but his own army suffered
terrible losses. “One more such victory and I am ruined,” he exclaimed.
The Battle of Borodino in 1812 was another classic instance of a Pyrrhic
victory. Napoleon's invading French army defeated a defending Russian
army near Moscow and occupied the city. But the French suffered so
greatly from the battle and the winter that followed that the invasion
turned into a disaster that cost Napoleon his throne.

a. definition and example b. cause and effect ¢. comparison

One summer evening, Papa scuffled up the front steps carrying several
crumpled paper bags in his long arms. These contained treasure from
the farmer’s market. The smallest package, dnpping with brine, held our
favorite: boiled peanuts. Smiling, Papa surrendered the delicacy to us
children on the front porch. Eagerly, I knelt before the soggy package
and quickly tore it open. First, we squeezed open the softened shells with
a satisfying wet pop, then emptied the damp contents into our waiting
mouths, as if the peanuts were raw oysters.

a. list of ttems b. time order c. contrast

The Mary Rose. an English warship built by King Henry VIII, sank in
battle in 1545, Its wreck was discovered in the 1970's and salvaged,
revealing a treasury of artifacts from Tudor England. The finds ranged
from the ship's cannons to tools used by her barber-surgeon. Those tools
included a helmet and mallet—used to knock patients out during surgery
or dental work. A number of English longbows were also found, in
addition to quivers of arrows. Other, more personal items found included
pewter bowls that belonged to officers and a delicately carved ivory
comb.

a. list of items b. definition and example c. cause and effect
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PATTERNS OF ORGANIZATION: Test 2

Arrange the groups of scrambled sentences below into logical para-
graphs by numbering the sentences in an order that makes sense. Then circle
the letter of the primary pattern of organization used.

Group 1

Group 2

Group 3

Group 4

First of all, don’t pick the most popular spot in town; it may be full
of couples, and service to a single diner may be rushed.

And finally, bring a book to read or a small amount of paperwork
if you still feel self-conscious about dining alone.

There are several tricks to helping yourself feel more comfortable
when you are dining alone at a restaurant.

Instead, try small ethnic restaurants, where eating alone is a more
common sight.

If in doubt, call ahead 1o ask if a restaurant encourages solo dining.

a. definition and example c. list of items
b. cause and effect d. comparison

During prolonged or severe labor, some newborns suffer from a
specific type of asphyxia, known as birth asphyxia.

The word comes from a Greek word meaning stopping of the pulse.

Another tragic instance of asphyxia is the lack of oxygen suffered
when a curious child becomes trapped accidentally inside a discarded
trunk or refrigerator.

Asphyxia is the medical term for the lack of oxygen in the body,
leading to brain damage, or in prolonged cases, death.

Yet another example is the mild asphyxia sometimes suftered by
smokers as fumes containing tar and other gases replace the oxygen
in their lungs.

a. list of items ¢. contrast
b. cause and effect d. definition and example

The other group of pupils. in contrast, responded best to seeing the
lessons, either written on the blackboard or printed on hand-out
sheets.

By the middle of the school year, one fourth-grade teacher was able
to identify two different types of learners in her class.

The teacher noted that the visual learners, unlike the listeners, often
had difficulty following her spoken directions, even if she repeated
them.

These listeners had no trouble memorizing facts spoken by the

teacher, and were often heard repeating the lessons out loud to
themselves so that they might learn them better.

One group seemed to learn best by lisrening.

a. comparison c. definition and example
b. contrast d. list of items

A part-time job provides a way to interact with others and escape
the feeling of being trapped at home.

But researchers at the University of Wisconsin are discovering that
a part-time job away from home is good for new mothers for various
reasons.

Last, a regular paycheck, in addition to being an economic necessity
for many, can reaffirm one's worth.

New mothers today often agonize about whether or not to work
outside the home after the baby is born.

Working also occupies a lot of time that might be spent worrying
about the baby or about one's parental abilities.

a.  cause and effect ¢. contrast

b. definition and example d. time order
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PATTERNS OF ORGANIZATION: Test 3

For each passage, write the sentence number of the main idea in the

spuace provided. Then circle the letter of the chief pattern of organization of
the passage.

1.

[§%)

'Some of the ditferences between baseball and football are most apparent
at the professional level, “In football, the size of the field and the length
of the game never change. 3The dimensions of mujor-league ballparks,
however, vary from stadium to stadium. *And baseball games can last
from ninety minutes to five hours. SAlso, while football players tend to
be huge—often 250 to 300 pounds or more—baseball plavers are about
the same size as the typical adult male. SFinally. pro football is a violent
game with many serious injuries. "Major-league baseball, however is a
non-contact sport, and serious injuries are rare.

Sentence with the main idea:
Passage's pattern of organization:

a. ume order
b. contrast
¢. cause and effect

'There are a number of reasons a local station might choose not to
broadcast a network program. “First, regional differences could make
a network offering less desirable to a particular station. 3For example,
some kinds of programming might be more acceptable in the liberal
Northeast than in the more conservative South. *Second, the show might
be judged to be too controversial. SFor instance, in April 1983, a number
of affiliates refused to air The Thom Birds because of the controversies
that could be started by the portrayal of a priest's violation of his vow of
celibacy. ¢Third, a station might choose to broadcast a sports program
featuring a local professional or collegiate team in place of a network
offering.

Sentence with the main idea:
Passage’s pattern of organization:

a. cause and effect

b. comparison

¢. definition and example .

'Often, a troublesome habit is a “chained” behavior—that is, a behav-
ior that is actially a sequence of mini-behaviors, each of which forms
the trigger for the next. *For example. smoking may look like a rather
elementary response, but it actually involves a long chain of responses.
3The smoker must first buy a pack of cigarettes and store them some-
where (purse, pocket, desk drawer). *Then she must withdraw the pack
from where it is kept and, if it is unopened, remove the wrapper. $Then
she may tap the cigarette. ¢Or, if the cigarette is filter-tipped. she has to
look at it to see which end to put in her mouth. "The behavior chain con-
tinues until the cigarette is almost consumed, at which point the smoker
extinguishes it.

Sentence with the main idea:
Passage’s pattern of organization:

a. time order
b. contrast
c. definition and example

'If planets are such common objects, why ate we certain of only the nine
in our own solar system? Three interrelated factors stand in the way of
identifying planets that belong to other stars. 3The first is distance: the
closest star to us is thousands of times farther away than Pluto, and Pluto
is hard enough to detect. *The second is that planets shine by reflected
light and not by themselves. 3This makes them very dim compared with
their parent stars, far too dim to be seen directly. $The third difficulty is
size. "Planets are necessarily small relative to stars, because if they were
of similar size, they would have evolved into stars. ¥The small size of
planets helps make them impossible to see at stellar distances.

Sentence with the main idea:
Passage's pattern of organization:

a. list of items
b. time order
€. comparison

139



PATTERNS OF ORGANIZATION: Test 4

For each passage, write the sentence number of the main idea in the

space provided. Then circle the letter of the chief pattern of organization of
the passage.

1.

![n the Bavarian, French, and lalian Alps, once magnificent forests are
slowly being destroyed by the effects of air pollution. *Trees dying from
pollution lose their leaves or needles, allowing sunlight to reach the
forest floor. JDuring this process. grass prospers in the increased light
and pushes out the native plants and moss which help to hold rainwater.
4The soil thus loses absorbency and becomes hard, causing rain and snow
to slide over the ground instead of sinking into it. SThis in turn results
in erosion of the soil. *After a heavy rain, the eroded land finally falls
away in giant rockslides and avalanches, destroying entire villages and
causing life-threatening floods.

Sentence with the main idea:
Passage's pattern of organization:

a. cause and effect
b. definition and example
c. comparison

Most consumer products go through distinct stages in their histories,
each stage requiring a different style of management. *A new product
must be developed and perfected, and ad campaigns must be devised
lo encourage customers to buy it. 3Then, as a product “catches on,” the
emphasis shifts to building new plants to mass-produce the product fast
enough to keep up with demand. “As supply catches up to demand, the
need for new investment in the product is reduced, and the product
becomes very profitable. SFinally, the product becomes outdated and
must be pulled from the shelves to make room for new products.

Sentence with the main idea:
Passage's pattern of organization:

a. list of items

b. time order

¢. ‘comparison .

!Crows, magpies, blue jays, and ravens—classified as corvids, or mem-
bers of the crow family—display the highest level of intelligence in the
bird world. *Captive crows and magpies, for example, have been taught to
count, read clocks, open and close match boxes, and tie knots. *Jackdaws
have been known to retrieve small bright household trinkets they have
stolen, and blue jays can relocate thousands of acorns they have hidden
away in remote spots. *Possibly the most amazing example of these birds’
intelligence is the well-documented ability of hooded crows to pull up
fishing lines from untended iceholes and steal a fisherman's entire catch.

Sentence with the main idea:
Passage's pattern of organization:

a. list of trems
b. time order
c. cause and effect

'When the British colonized the New World in the seventeenth century,
they brought their wives and families with them to establish communities.
*Unlike them, Portuguese explorers who colonized Brazil in the 1500's
arrived alone and lived in groups that were exclusively male. 3Without
any kind of family or community structure, these men lived in a frontier
atmosphere that encouraged sexual exploitation of native Indian women
and, later, African women who were brought in as slaves. *In contrast
to those in the Bntish colonies, white men and women of other races
cohabited freely in Brazil, as did the generations that followed. SBecause
of this difference in the ways Brazil and the United States were colonized,
racism became a dividing factor in this country, whereas most of Brazilian
society today is mixed and racial conflict is almost unknown there.

Sentence with the main idea:
Passage’s pattern of organization:

a. comparison
b. contrast

*¢. definition and example
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TESTING PACKAGE

(The two texts, questionnaire, Recall Protocol Papers, Open-Ended questions, True-
False test)

TEXTA
(COLLECTION OF DESCRIPTIONS)
You are going to read the text below and carry cut some tasks on the basis of it.

Imagine that you have come across this text in a newspaper or a magazine you like

reading, and you are interested in the topic of it,

Read the text at vour own rate,

Now read the text helow.

body water is frequently required by athletic coaches of wrestlers, boxers, judo
contestants, karate contestants, and football team members so that they will attain
specified body weights. These specified weights are considerably below the athletes’
usual weights. Second, the loss of body water sustained by a 150-pound individual each
day is three pints of water. Third, loss of body water impairs cardio-vascular
.
functioning, which limits work capacity. More specifically, a loss of three percent of
body water impairs physical performance and a loss of five percent results in heat
exhaustion. Moreover, a loss of seven percent of body water causes hallucinations.
Losses of ten percent or more of body water result in heat stroke, deep comma, and

convulsions; if not treated, death will result.
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(COMPARISON)
You are going to read the text below and carry out some tasks on the basis of it.

Read the text at your awn

do contestants, karate contestants, and football team members so that they will
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Name;
QUESTIONNAIRE

By circling the appropriate option, indicate how difficult you have found the text’s

a) GRAMMAR
1. very easy

2.

3.

4.

5. very difficult

b) VOCABULARY
1. very easy

2.

3.

4,

5. very difficult

¢) CONTENT
1. very easy

2

ey

3.
4,
5. very difficult

d) PATTERN OF ORGANIZATION
1. very easy

2.

3.

4.

5. very difficult
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Name:

TRUE-FALSE TEST

Decide whether the fellowing statements are true or false according to the text. In

front of each statement write true if you think it is true or false if you think it is

faise.

1. Athletic coaches frequently require certain athletes to lose body weight.

|38}

. The athletes lose weight to attain a specific body weight.

. Body weight is a general concern in all kinds of sports.

S ]

. The specific body weight the athletes try to attain is considerably below their usual

weight.

\Y)]

. The athletes above their weight standard should lose weight gradually.

6. Coaches should consider athletes’ age and gender when they require them to lose
weight.

7. Loss of body water can limit the athletes’ work capacity

8. It is important that athletes have the optimal body size for maximum performance.

9. The athletes who lose body water risk certain heath problems.

__10. Athletes often use questionable and dangerous methods of weight loss.

11, For success in sports doing more exercise is more effective than losing weight.

__12. Loss of body water may result in hallucinations.

__13. Medical treatment may be necessary when the loss of body water is above a
certain limit.

14. Loss of body water may cause the athlete’s failure in sports.

15. There are certain weight standards in some sports.
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