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Abstract

This study investigates the reading comprehension and strategies of Malaysian
students within the context of ESP. It seeks to examine the interplay between
discipline-specific background knowledge, proficiency and genre with reading
comprehension and strategy use by ESP students.

The subjects involved 50 second year students studying in Mechanical
Engineering and Management discipline areas in the Universiti Teknologi Malaysia.
These subjects were from two English proficiency groups, namely High and
Intermediate level. All the subjects were required to read a total of four texts; two
from two discipline areas, Mechanical Engineering and Management, and two from
two genres, textbook and encyclopaedia.

The study employed two main instruments, namely: think aloud protocols and
verbal recall protocols. A questionnaire was also used to elicit information concerning
background information of the subjects and their perceptions of the texts. Students
were required to read all four texts and to produce concurrent think-aloud protocols
which were later coded according to the categorisation scheme of twenty-four strategy
types. The recalls produced of the reading texts were analysed in terms of idea units -
using a scheme to account for the preservation and transformation of meaning from
source to recall text. Quantitative analyses using Univariate Analysis of Variance and
Pearson Correlation were conducted. Furthermore, closer examination of data from
four individuals (from both discipline and proficiency groups) was also conducted.

Results from the recall data suggest a significant difference between the
subjects from the two discipline groups in the production of Meaning Preserving idea
units, but not Meaning Transforming idea units. A similar difference is recorded in
the production of these idea units between the High and Intermediate subjects, with
the High level subjects producing more of both categories of idea units. In terms of
genre, no significant difference was observed in recall of the texts from textbook and
encyclopaedia '

Analysis of the think-aloud protocols from the two discipline subjects shows
no significant difference in the number of strategies and strategy types. However, a
significant difference is recorded between the proficiency levels in both the frequency
of strategies and the range of strategy used, with the High level subjects tending to use
more strategies and strategy types than the Intermediate level subjects. In terms of
genre, no significant difference is observed for both number of strategies and strategy
types. ‘ '

Further analyses of the likely association between recall and strategy use
revealed a significant relationship between the preservation of meaning in the recall
and the occurrence of frequent strategies. However, there were no significant
relationships between Meaning Preserving idea units and strategy types, Meaning
Transforming idea units and strategies, and Meaning Transforming idea units and
strategy types. ,

The cases of four individual subjects (Ying, Chee, Lily and Nor) were also
considered in terms of the basis of strategy use (text-based or background knowledge-
based), scope and grammatical nature of the source text on which the strategies were
drawn (word/phrase or clause/sentence level), the number and range of strategies
(limited-strategy or multi-strategy sequences) and the relationship between the
strategies and the idea units. Overall, results show that the subjects used more text-
based than background knowledge-based strategies. The High level subjects, Ying
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and Lily, hawever, tended to use more of both text-based and background knowledge-
based strategies than the Intermediate subjects, Chee and Nor. Furthermore, all the
subjects used more strategies prompted by clause/sentence level than word/phrase
level unit of the texts. In terms of strategy sequences, the High level subjects used
more multi-strategy sequences and the Intermediate subjects used more limited-
strategy sequences. Mixed results are observed in the relationship between the verbal
recalls and strategies of all the subjects.

In sum, subjects appeared to comprehend within-discipline texts better than
outside-discipline texts. No difference is observed between subjects from the two
discipline groups in their strategies use. Furthermore, the High level subjects tended
to produce more idea units in their recalls and to employ more strategies than the
Intermediate subjects. No difference is observed in the subjects’ performance when
reading texts from the two genres. Explanations for these results in the light of the
literature are discussed.
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CHAPTER ONE
INTRODUCTION

1.0 Introduction

_ Attempts at describing reading have resulted in a range of definitions.
Urquhart and Weir (1998), for instance, discuss two aspects of reading. First, reading
may be seen as the accurate decoding of written symbols. The importance of accurate
decoding of languagé is also noted by Eskey (1988). Readers, for the most part, are
able to decode the syinbols not by guessing from context or world knowledge, but by
automatic recognition of the symbols. A reader who only reads in English, for
instance, may find a Chinese text to be meaningless unless he or she learns how to
decode the writing sysfem. This suggests that decoding plays an important part in
reading. Second, reading refers to a more complex phénomenon as it involves
cognitive activities not only in terms of recognition of symbols and words, but also
the application by the reader of syntactic, semantic and world knowledge. Reading is
a cognitive process employed as a means to an end, comprehension. Urquhart and
Weir (1998: 22) define reading as ‘the process of receiving and interpreting
information encoded in language form via the medium of print’. Williams (1984: 2)
defines reading as ‘a process whereby one looks at and understands what has been
written’. The goal or product of reading is, therefore, understanding of the printed
text.

In an attempt to explore what reading is, Alderson (1984) discusses two
necessary elements involved in reading: a reader and a fext, First, the reader possesses
a range of reading abilities, such as literal and inferential comprehension, evaluation
and appreciation, which help him or her to understand a text at various levels. In
addition, understanding of text will also vary according to the reader’s purpose and
motivation. This means that different readers will arrive at different understanding of
text because they start with different skills, purposes and motivations. Second,
research has focused on features of text such as readability, simplification, syntactic
and lexical features. These features of text are important in determining the
accessibility level of the text. Davies (1984), for instance, discusses the notion of
simplification of texts for pedagogic purposes. Here, simplification means a process
in which a teacher consciously changes the language presented in the text. In other
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words, simplification is used to make-information available to a reader other than the
one originally intended.

Understanding of a text may occur at several levels. At least three levels are
noted by Alderson (2000:7): ‘a literal understanding of text, an understanding of
meanings that are not directly stated in text, or an understanding of the main
implications of text’. While the first level refers to surface level extraction of
information from a text, i.e. reading literally, the second and third refer to a deeper
level of understanding, such as making inferences of the meaning or critically
evﬁluaﬁng the text. These different levels of understanding indicate the complexity of
the cognitive processes involved in reading. |

Research on reading has focused on either process or product. The process of
reading refers to the interaction of the reader with the text. The reader will relate the
meaning of the written text to his or her background knowledge. The reader will also
decide whether or not the text provides the information he expects. The reader is said
to employ strategies in order to understand the text, to evaluate the arguments about
the content or to relate the extracted information to other texts he has read before.

Although researchers acknowledge that mahy things are going on in a person’s
mind when he is reading, investigating the dynamic process of reading is not an easy
or simple matter as reading is most of the time an internal, silent and private process
(Alderson, 2000). The investigation of the reading process can therefore only be
conducted indirectly through such techniques as miscue analysis, introspection, think-
aloud while reading a text and so on. Although each of these techniques has attracted
criticisms, each offer valuable contributions to the investigation of the process of
reading.

A reader employs a range of different strategies to process a text effectively
(Carreil, 1987.). Strategies play an important role for a reader in interacting with the
text and in searching for important clues in order to construct the meaning of a text.
Process-oriented research examines how a reader employs his internal and external
resources, such as his background knowledge, language ability and familiarity with a
genre or text structure in order to understand a text. Research on reading processes in
first language (such as Olshavsky, 1977 and Garner, Wagoner and Smith, 1983) and
subsequent language (Sarig, 1987) seems to point to potential differences in the
reading behaviour of good and poor readers. In the domain of background knowledge
effect on reading strategies, studies by Kobeil (1999) and Pritchard (1990) suggest
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that people from different discipline and cultural groups may display different
processing behaviour. In other words readers’ strategies and reading problems may
not always be the same in different contexts. It can be argued that more research on
the reading strategies of readers from different discipline backgrounds or proficiency
levels is called for.

In contrast to the reading process, the product of reading has long been the
focus of research attention. If the process of reading refers to how a reader derives the
meaning of the text via different strategies, the product of reading refers to what
understanding of the content is reached. The main goal of product-oriented reading
research relates to the levels of COmprehension achieved by a reader. A common
research method for investigating a reader’s understanding of a text is by testing. Such
tests, using multiple-choice, cloze and open-ended questions, have been criticised for
their limited ability to really measure a reader’s comprehension of a text (Urquhart
and Weir, 1998). Other methods such as summary writing (Johns, 1985 and Johns and
Mayes, 1990) or using recall protocols (Bernhardt, 1991a) are also commonly
employed. Although protocol methods also have weaknesses (see Chapter Two), they
may offer compelling evidence of readers’ thoughts and reflections which may not be
revealed by testing methods (Pressley and Afflerbach, 1995).

Studies of L1 and L2 reading comprehension have been widely conducted
within the theoretical framework of psycholinguistics. One of the areas of interest
concerns the notion of schema theory applied to reading comprehension (see Chapter
Two). Schema theorists claim that the world knowledge acquired by a person is stored
and represented in an organised and hierarchical manner. This world knowledge, also
known as background knowledge, is then used by the person to understand a text. The
fact that readers from different cultural backgrounds interpret the same text differently
has provoked much empirical research into the effects of background knowledge on
reading comprehension. A study by Steffensen and Joag-Dev (1984), for instance,
points to the effect of cultural background knowledge on the comprehension of
culture-related texts.

In the context of ESP, research focusing on the effect of discipline-specific
knowledge on reading bomprehension has been conducted with students from a
variety of discipline areas (Clapham, 1996; Alderson and Urquhart, 1985; Widad,
1991; Oliviera, 1988, Hudson, 1991, among others). Unlike studies of reading

comprehension in cross-cultural contexts, studies of the comprehension of discipline-
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related texts have produced mixed results pertaining to the effect of background
knowledge. Clapham’s (1996) and Alderson and Urquhart’s (1985) studies, for
instance, show inconclusive results concerning the effect of background knowledge
on reading comprehension, while Oliviera’s (1988) study points to a positive effect.

Among the variables contributing to reading comprehension, the influence of
L2 proficiency on reading comprehension has been commonly included as one of the
variables in many L2 reading studies (Cummins, 1991; Rigg, 1988; Clarke, 1988,;
Perkins et al., 1989 and Koh, 1985). The issue of the influence of proficiency on L2
reading comprehension has been widely discussed in relation to the linguistic
threshold hypothesis and linguistic interdependence hypothesis. These two hypotheses
have been proposed to investigate whether reading is a language or a reading problem
(Alderson, 1984).

In investigating the contributing variables to L2 reading, Allen et al. (1988)
and Bernhardt and Berkemeyer (1988) found that students’ awareness of genre may
also influence their level of reading comprehension. Other than these studies, very
few studies have been found to investigate the effect of familiarity with genre on
reading comprehensidn.

In summary, there is a need to examine the factors that contribute to L2
reading strategies and comprehension in the context of ESP. Our interest is to
investigate both the process and product of reading by Malaysian students. The
present study, thus, sets itself the goal of investigating the effect of discipline-specific
background knowledge, proficiency and genre on the reading comprehension and
strategies of Malaysian students. The motivation for this study derives from two
concerns. One is the mixed and inconclusive results found in many L2 reading
studies. The other is the experience of teaching and developing ESP programmes (see
section 1.2), which requires the search for a better understanding of the reading
processes displayed by Malaysian students, The aims of this study are, thus, presented
in the section that follows.
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1.1 Aims of the present study

The aims of this study are summarised as follows:

e to investigate the effects of background knowledge, text sources (genre) and
proficiency levels on the reading comprehension and strategies of Malaysian ESP
students when reading discipline-related texts.

¢ to investigate the relationship between the subjects’ reading strategies and reading
comprehension of the texts.

The present study, as noted earlier, focuses on the effect of three factors,
namely background knowledge, genres and proficiency on the reading comprehension
and strategies of Malaysian readers. In particular, to investigate background
knowledge, we isolate two discipline domains: Mechanical Engineering and
Management. In addition, the effect of two types of academic genres (encyclopaedia
entry and textbook articles) and L2 proficiency (High and Intermediate) on reading

comprehension and strategies are included.

1.2 The context of the study

The present study was conducted with Malaysian students studying in the
Universiti Teknologi Malaysia (UTM, Johor Bahru, Malaysia). Although courses in
this university are taught in the national language, Malay, the students generally have
to read textbooks and reference books in English. This is a common situation in
almost every university in Malaysia. In general, Malaysians regard English as a
second language, although it must be noted that the standard of English in schools has
fallen considerably during the last two decades making it almost a foreign language
(Hassan, 1999). This situation also applies in UTM. However, the current study will
refer to English as a second language as it is considered to be ‘the most important
language after Bahasa Melayu (the Malay language) which is the official language of
the country and the first language of most of the population of the country’ (Hassan,
1999: 4).

In the past, due to colonisation by the British, the general education system in
Malaysia followed the British education system. Although at least four types of
schools were established, operating in parallel through the medium of English, Malay,
Chinese and Tamil, English-medium education, which was considered prestigious and
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important for career advancement, was well received by the population, as noted by
Lah (1996: 29):

The national schools in Malay-medium and the national type schools in
the Chinese-medium, Tamil-medium and English-medium were
introduced where BM (Bahasa Melayu or Malay language) was made a
compulsory subject alongside English. As a result, there was a sharp
increase in both the number of English-medium and Malay-medium
secondary schools and the Malays from the rural areas had access to
bilingual education. The percentage of total enrolment from all the
ethnic groups in English-medium schools rose from 61 per cent in
1956 to 84.4 per cent in 1964.

In the 1970°s and 1980’s, there was a gradual shift in the language of
instruction from fully English-based to Malay-based (Asmah, 1987 and Lah, 1996).
As a result, the Malaysian-education system experienced major changes in all aspects,
from syllabus design to the translation of books from English to Malay. With the role
of English reduced to a subject area taught in class, a considerable drop in the
standard of English language in schools was observed. Pillay (1998:3) notes that:

Now that the education system has shifted to using Bahasa Malaysia

(Malay Language), and English has been relegated to the status of a

subject in the school curriculum, one must expect the level of

competence to drop. Fairly or unfairly, teachers of English are being
castigated for this “drop” in levels of competence, a fact that
politicians and some educational leaders seem reluctant to accept.
As a result, students from all levels of education face the problems of comprehending
texts in English for academic or leisure purposes. At the same time, the process of
implementing the change to Malay as the main language of instruction was slow. This
was mainly due to the fact that the majority of textbooks, reference books, journals
and magazines used were still in English. (Asmah, 1983).

At the tertiary level of education, the Ministry of Education now requires
Malay to be used as the language of instruction in all disciplines (Seventh Malaysia
Plan, 1996). Despite this directive from the government, English continues to be used
as the medium of instruction. Universities such as the International Islamic
University, University Malaya and University Malaysia Sarawak continue to conduct
lectures in English because many of the teaching members are specialists from
overseas.

The situation in the Universiti Teknologi Malaysia (UTM), where the data

collection for our study takes place, is somewhat different. Malay has been the main



CHAPTER ONE INTRODUCTION

instructional language since the 1970’s. However, recently UTM received a mandate
to offer courses not only at certificate and diploma levels but alse at Bachelors and
Masters degree levels. With this sudden change in status, UTM now has to compete
with other well-established universities in Malaysia with all faculties encouraged to
use English, in addition to Malay, in their course of instruction. Although Malay
remains the language of instruction in UTM, English is acknowledged as an important
language. This is evident from the fact that the Department of Modern Languages
(DML) has been given the challenging role of raising the standards of English among
UTM students.

In the 1980s, the education system began to feel the impact of the declining
English language standards nationwide. This impact was also felt by UTM, and
resulted in the DML being given a bigger responsibility in providing the teaching of
English in the context of ESP. The department began receiving requésts from various
faculties in UTM to provide students with skills relevant to their disciplines. Thus, the
approaches to teaching English language in UTM underwent several drastic changes
in syllabus design, moving from General English to English for Specific Purposes
using authentic materials from science and technology domains.

Currently, three ESP courses are offered in UTM, namely, English for
Management and Business Studies (EMBS), English for Civil Engineering (ECE) and
English for Mechanical Engineering (EME). These courses, developed through the
collaboration of staff members of DML and the related faculties (Faculty of
Management and Human Resource Development, Faculty of Civil Engineering and
Faculty of Mechanical Engineering), were specifically designed for Management,
Civil Engineering and Mechanical Engineering students respectively. While the
EMBS programme uses teaching materials related to business correspondence, report
writing and oral presentation, ECE and EME focus on topics related to the students’
discipline studies.

The ECE programme contains two types of language training activities, core
and support activities (Abdullah et al., 1995). While the core activities are ‘built
around the learners mainstream academic activities in the Faculty of Civil
Engineering, ¢.g., note taking for faculty assignment’ (Abdullah ef al., 1995: 20), the
support activities contain exercises such as reading texts from their academic
textbooks, vocabulary work and guided tasks on note-taking and referencing skills.
The topics in the reading materials are selected from Civil Engineering textbooks, and
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include “concrete’, ‘aggregate’ and ‘building structures’ and so on. The studehts are

familiar with these topics which had been covered in their core subjects. These

reading materials are taken from the students’ academic textbooks for the following
reasons:

1. the students are assumed to be familiar with materials from textbooks rather than
from other sources of texts.

2. the materials from textbooks are the same materials used in the students’ core
activities and, therefore, familiarity with the topic helps to enhance the students’
understanding of the materials.

3. the teaching of content matter and language is conducted through team-teaching
by subject specialists and English language lecturers. Therefore, advice from
subject specialists of the area is always sought for.

Abdullah ez al. (1995) ndtes a number of problems encountered in implementing this

programme, however. Firstly, close collaboration and team-teaching have not always

been feasible especially in a situation where English is not used as the language of
instruction in the core activities by subject specialists. Secondly, the role of the

English language lecturers and subject specialists becomes quite unclear in particular

with respect to the focus on language aspects and content aspects of the field. Thirdly,

the students need more guidance and more simple texts at the initial stage of the
academic session before they are given the texts from their academic textbooks.

Fourthly, since this programme does not employ texts from other sources, such as

encyclopaedia, it is quite difficult to ascertain the effectiveness of using academic

textbooks as the source of texts compared to other sources of texts. ‘
In the light of these issues in the design and implementation of the ECE
| course, the current research focuses on aspects of the English for Mechanical

Engineering (EME) pfogramme. The EME programme, which this present researcher

was particularly involved in, was developed to suit the students from Mechanical

Engineering area. Unlike the ECE programme, the EME programme uses texts not

only drawn from textbooks but also from encyclopaedias. This programme consists of

three stages from the students® first to third year. An integrated-skilled approach is
adopted in the first year involving the skills of reading, listening, speaking and
writing. At this stage, the students are introduced to reading texts drawn from general
sources, such as encyclopaedia. The purpose of employing texts from general sources
is to provide a lead-in before the students are introduced to more challenging texts
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from their academic textbooks or specialised journals. In the second year, the focus is
on reading texts from academic textbooks and making oral presentations. In the third
year, subjects are introduced to extensive reading of Mechanical Engineering texts
and are reqﬁired to do report writing related to Mechanical Engineedng topics.

On the basis of these two ESP programmes, we focus on the selection of texts
from textbooks or encyclopaedias. One issue that this study is attempting to address is
the question of selecting ESP materials, in particular

e whether it is good to develop materials based on the student’s discipline area.
This is in line with the assumption that since the students are familiar with the
topic area, their familiarity will facilitate their learning and understé.nding of the
reading text.

e whether it is good to use texts from a specialised source or from a general source.
Should the reading text be taken from a specialised source such as academic
textbooks or should a less specialised text be used, such as an encyclopaedia?

The issue of genre, in particular the effect of textbooks and encyclopaedia on reading
comprehension and strategies, has not been fully investigated. Our investigation,
therefore, includes genre as one of the variables. Furthermore, our study is also
interested in investigating the effect of background knowledge and proficiency on the
reading comprehension and strategies of Malaysian ESP students. Speciﬁcally, our
subjects are Mechanical Engineering and Management students from High and
Intermediate proficiency levels.

In the following sections, we present the definitions of some terms used in our
study. |

1.3 Definitions of terms

Below we define a number of key concepts used in our research. These are as
follows: English for Specific Purpose& (Section 1.3.1), background knowledge
(Section 1.3.2), genre (Section 1.3.3), language proficiency (Section 1.3.4), reading
comprehension (Section 1.3.5) and reading strategies (Section 1.3.6).
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1.3.1 English for Specific Purposes

One of the problems with the term English for Specific Purposes (ESP) is that
it is not a clear-cut concept. It seems to have many facets and definitions. Robinson
(1991:1) states that ESP may be perceived as ‘pluralistic’ by which she means that
there have been many definitions given but no single definition can describe it
comprehensively. She claims that the specificity of the purpose of, say, a certain
English language programme makes the programnie appropriate for perhaps only that
language learning environment and not for another. Therefore, it is difficult to define
ESP because whatever definitions are given would not be able to encompass its whole
meaning,

Dudley-Evans and St. John (1998) make the criticism that the definitions
given by Hutchinson and Waters (1987), Strevens (1988) and Robinson (1991) are
broad and complicated. As an alternative, they define ESP by using ‘absolute and
variable characteristics’ (p. 4). They provide a substantial and comprehensive working
definition of ESP which again could be criticised as being pluralistic and arbitrary.
But, for the purpose of this research, four aspects of the definition provided by
Dudley-Evans and St. John (1998: 4-5) are focused on, namely

L  Absolute characteristics:

e ESP is designed to meet specific needs of the learner;

e ESP makes use of the underlying methodology and activities of
the disciplines it serves. ESP is centred on the language (grammar,
lexis, register), skills, discourse and genres appropriate to these
activities.

Il Variable characteristics: _
o ESP may be related to or designed for specific disciplines;
e ESP is generally designed for intermediate or advanced students.

Another important aspect of ESP that needs mentioning here is its
classifications. Dudley-Evans and St. John (1998) and Robinson (1991) classify ESP
into English for Occupational purposes (EOP) and English for Academic Purposes
(EAP) in the form of a hierarchical tree structure. However, Robinson’s classification

as shown below (Figure 1.1) is clearer and more comprehensive.

10
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Figure 1.1- ESP classification (Robinson, 1991: 3)

—— Pre-experience
EOP: Simultaneous/In-service
—— Post-experience
ESP — Pre-study
For study in a specific In-study
discipline ‘
EEP/EAP L Post-study
— Indepehdent
As a school subject
| __Integrated

In this diagram, Robinson differentiates English for Occupational Purposes (EOP)
from English for Academic Purposes (EAP). EOP is closely related to the needs and
training of certain occupational areas, for instance English for Technicians, while
EAP is closely related to academic needs and training, for instance English for
Science and Technology. In the present research, this researcher focuses on one aspect
of the ESP context, that is, English for Academic Purposes (EAP).

1.3.2 Background knowledge

The concept of background knowledge is known to be difficult to define
because of its breadth. Psychologists and linguists often use the term differently to
refer to such concepts as general knowledge, world knowledge, prior knowledge or,
more commonly, background knowledge. Sometimes these terms are used
interchangeably. Researchers also tend to refer to background knowledge as
knowledge structures stored in the memory known as schemata (see Chapter 2,
section 2.3.1). Carrell (1987) and Swales (1990) employ the term schema to describe
background knowledge. They differentiate knowledge in terms of content schema and
formal schema. The former refers to knowledge of physical and abstract things,
although for Carrell this refers to content knoWledge related to cultural knowledge,
and for Swales this refers to knowledge about facts and concepts. Swales’ notion of
content knowledge seems to go beyond cultural knowledge encompassing other types
of specialised knowledge. Formal schema, on the other hand, refers to knowledge

11
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about the forms or rhetorical structures of a text (Carrell, 1987) or procedures and
routines of a discourse, such as, how to order food in a restaurant (Swales, 1990).

Alternatively, Samuels and Eisenberg (1981) differentiate two types of |
knowledge, namely propositional and procédural knowledge. Propositional
knowledge is ‘knowledge of the things in our world and in our mind.” (p.43). In
general, this refers to knowledge of physical things and abstract concepts stored in a
person’s mind. In reading, according to Samuels and Eisenberg (1981), this
knowledge ranges from the recognition and perception of letters to the formation of
semantic information from the specific words or concepts which exist in a reader’s
mind. These researchers noted that although the words or concepts may be
interrelated to each other in a form of schemata, the context of an event will determine
the selectioﬁ or use of a specific word or concept. This type of knowledge is similar to
declarative knowledge (O’Malley and Chamot, 1990) which not only takes the form
of abstract propositions but also temporal strings of events and images.

Procedural knowledge is knowledge of how to elicit implicit information from
a text, for-instanée, how to make inferences or to syntactically parse a sentence.
According to Samuels and Eisenberg (1981: 47),

Procedural knowledge is used to gain access to information not given
directly from the text. This is essential at all levels of processing
information. The printed representation of an unfamiliar word does not
give explicit instructions as to how it should be decoded. Nor does an
allegorical story give a detailed account of its symbolism. In both
cases, we must go beyond the text information, and we need a way to
select which indirect information should be retrieved.

They go on to explain that (p.49),

The basis of these processes are procedures that can-assess the current
context or state of the system, and be able to activate other, possibly
distantly related, parts of the knowledge base that would be relevant to

the current situation.

Against this essentially descriptive distinction between types of knowledge,
Samuels and Eisenberg (1981) raise doubts as to whether these types of knowledge
are indeed separable. For instance, for fluent readers the decoding procedures and the
activation of knowledge of a concept may occur simultaneously since the process is
already automatic, and this may therefore make empirical examination of the

knowledge bases difficult.

12
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Bernhardt (1991a) provides a clearer distinction of different types of
background knowledge. According to Bernhardt there are three types of knowledge:
¢ Local-level knowledge, such as, where certain household items (e.g. the

chequebooks) are kept.

¢ Cultural knowledge such as rituals, wedding, funeral etc.
e Domain-specific knowledge, such as engineering, medicine, soccer etc.
Since background knowledge is a very broad concept (Clapham, 1996), we only focus
on domain-specific knowledge as defined by Bernhardt (1991a). This domain-
specific knowledge can be attained by anyone through various ways such as by means
of formal education, professional experience or possibly through practising a hobby.
The use of the term background knoﬁzledge in this study refers, then, to this notion of
domain or diséipline-speciﬁc knbwledge. In relation to the notion of schemata
discussed earlier, this term refers to the content knowledge of the Mechanical
Engineering and Management domains.

1.3.3. Genre

The main interest in investigating the effect of genre arises from experience
and problems in writing and preparing ESP teaching modules. ESP material writers
are often unsure as to which sources of text would be suitable for ESP teaching
materials. Some claim that academic textbooks are a useful source of material, since
students have most contact with them through their academic studies, and are more
motivated when they read materials from a familiar source. On the other hand, there
are also some material writers who believe that ESP materials should be taken from
more general sources such as encyclopaedias. This is because the purpose of language
classes is to focus more on the target language rather than the conient area. As noted
earlier, the interest in examining whether there is a different effect in reading texts
drawn from textbooks and encyclopaedia stems from our experience in teaching and
preparing modules for the English for Mechanical Engineering programme.

Among the many researchers working within genre (Dudley-Evans, 1994, and
Bhatia, 1993), Swales’ (1990:59) definition of genre is often cited as a useful
framework.

A genre comprises a class of communicative events, the members of
which share some set of communicative purpeses. These purposes are

13



CHAPTER ONE INTRODUCTION

recognized by the expert members of the parent-discourse community, and
thereby constitute the rationale for the genre. This rationale shapes the
schematic structure of the discourse and influences and constrains choice
of content and styles. Communicative purpose is both a privileged
criterion and one that operates to keep the scope of a genre as here
conceived narrowly focused on comparable rhetorical action. In addition to
purpose, exemplars of a genre exhibit various patterns of similarity in
terms of structure, style, content and intended audience. If all high
probability expectations are realized, the exemplar will be viewed as
_prototypical by the parent discourse community. The genre names
- inherited and produced by discourse communities and imported by others
constitute valuable ethnographic communication, but typically need further
validation. (Boldface- Z. Zainal)

This working definition is developed on the basis of the characterisations

described by Swales (1990: 45-57). We will adopt it in order to differentiate the two
sources of texts employed in this study. As each defining characteristic of genre is
described, it will be applied to textbooks and encyclopaedias in an attempt to
distinguish them as two separate genres.
1. A genre is a class of communicative event: In this respect, the language of
the discourse, the participants, the role of that discourse and the cultural and historical
environment of its production and reception play the main role in the classification of
a genre. Therefore, common activities like doing household chores and driving, or a
rare activity like ‘a TV advert using a talking dog’ (Swales, 1990: 46) are not
considered as communicative events and therefore ‘fail to constitute a class or genre’
(Burgess, 1997: 76).

In our study, textbooks and encyclopaedias are considered different with
respect to language, participants, the role of the discourse and the main context for
production and reception. Firstly, although both textbooks and encyclopaedias are
similar in using the written mode as their main mode of communication, there are
differences in the degree of details included. The language used in textbooks is
comparatively more elaborate since its production is not limited by space. By
elaborate, it means the language includes descriptions of detailed information such as
examples and illustrations for the purpose of providing clarity in the information
provided. Encyclopaedias, on the other hand, use condensed or summary forms
because writers are usually given limited space to describe a subject matter. Secondly,
the participants or consumers of textbooks are typically limited to students, teachers,

lecturers and subject specialists whereas the consumers of encyclopaedias tend to be

14
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diverse, comprising potentially the whole general-public. In this respect, it can be said
that textbooks have a well-defined readership compared to encyclopaedias. Thirdly,
the discourse role or function of textbooks is to present and instruct readers on the
content of specific subject areas, which may be selected or sequenced according to
complexity, while the discourse role of encyclopaedias is to inform readers on content
from a variety of subject areas. Since the arrangement of contents in encyclopaedias is
usually in alphabetical order, gradation according to complexity is not applied,
Fourthly, there is a tradition of use of textbooks in the classroom, whereas the main
cbntext of use of encyclopaedias is in public (educational institutions) or private

libraries.

2. The principal criterial feature that turns a collection of communicative
events into a genre is some shared set of communicative purposes: In this respect,
Swales notes his agreement with both Miller (1984) and Martin (1985), that shared
purpose rather than shared form is the main criterion for establishing genre. Although
communicative purpose is very powerful in shaping our lives, Swales posits that
purpose is less demonstrable than form. He notes that ‘the fact that purposes of some
genres may be hard to get at is itself of considerable heuristic value’ (p.46). This
means identifying the purpose of a text requires close examination of the text which is
unprejudiced by the stylistic features and norms of the text. |

In the context of our study, the bommunicative purposes of textbooks and
encyclopaedias can be differentiated. The purpose of textbooks is, above all,
pedagogic. This is the main thrust of producing any textbooks. The writers will
always have a set of students in mind as their target audience. In addition, it is noted
that textbook production has a commercial purpose (Swales, 1995). On the other
hand, the purpose of an encyclopaedia is, above all, informative since it provides facts
and information on various topics. Although the production of encyclopaedias may be
commercially driven, the market is generally aimed at institutions and orgarﬁsations
rather than at individual readers. Unlike textbooks, whose audience generally belongs
to a specific discourse community, the audience of encyclopaedias may consist of a
wide, non-specialist publié. It is noted that texts from encyclopaedias are sometiines
used for teaching purposes but the texts are not written with this purpose in mind.
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3. Exemplars or instances of genres varz-in their prototypicality: In addition
to communicative purpose, prototypicality is a feature which is used ‘to identify
membership of a genre. Swales (1990) provides two ways of identifying the varying
prototypes of genre, namely the definitional approach and the family resemblance
approach. The definitional approach helps to identify a member of one class to
another, such that an apple is a member of the set of types of fruit and a woodpecker
is a member of the set of types of bird. The family resemblance approach looks into
the inter-relationships of the event, such that, soccer and chess are members of “the set
of games’, although they do not share the same rules. In conclusiom Swales (1990)
reiterates that, although communicative purpose is of paramount importance in génre
identification, formal or structural features and audience expectations are ways of
recognising whether an exemplar is prototypical of a certain genre.

In our investigation, several characteristics of textbooks and encyclopaedias
are seen to be different from each other. Firstly, textbooks are generally domain
specific, fdr instance, one textbook for one domain area, such as geography, history
and literature, whereas, encyclopaedias are generally not domain specific. They
contain various topics from different content areas. Even with specialised
encyclopaedias, such as an Encyclopaedia of Science and Technology, the contents
tend to be eclectic, for example, including Physics, Chemistry or Medicine. Secondly,
textbooks tend tb be comprised of a number of chapters arranged in sequence, while
encyclopaedias are comprised of volumes. Although the volumes of encyclopaedias
are also arranged in numerical order, the érrangemeht of the contents is typically in
alphabetical ordér. Thirdly, textbooks have a list of contents on the front ‘pdge while
encyclopaedias do not. Fourthly, textbooks have indexes at the end, while
encyclopaedias place indexes in a separate volume. In sum, these prototypical
characteristics show that textbooks and encyclopaedias constitute genre classes of
their own.

4. The rationale behind a genre establishes constraints on allowable
contributions in terms of their content, positioning and form: There is a rationale
behind the purpose of a communicative event. The example Swales (1990) provides is
administrative correspondence (or letter) and a number of its establishable genres
such as the good-news letter and the bad-news letter. The shared rationales behind
these letters give rise to conventions which in turn determine the schematic structure
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of the communication and also delimit-¢he lexical and syntactic choices. Burgess
(1997) sums up by saying that ‘wherever a different rationale emerges so will a
separate genre” (p.77). Therefore, these rationales shared by the members of the
discourse community facilitate both the production and reception of the genre.

In this study, the first rationale behind producing textbooks is to provide
specialised knowledge to students or people who are formally in the process of
acquiring knowledge, whereas the rationale behind producing encyclopaedias is to
provide summaries of faéts and knowledge to the public. The second rationale of
textbooks is to meet the demands of educational institutions, schools etc. while the
encyclopaedia is to meet the demands of the general public. The third rationale of
both textbooks and encyclopaedias is to make financial profit. However, the market
for textbooks is the individual student because they are relatively cheaper than
encyclopaedias, whose market is institutions and organisations.

S. A discourse community’s nomenclature for genre is an important source
of insight: In this point, Swales notes that although insights can be gained from the
names given.by expért members of a discourse community to genres, these may at
times have to be treated with caution. Since these genre labels are recognised ‘as
providing recurring rhetorical action’ (Swales, 1990: 55) to classes of communicative
events, they may be institutional labels rather than descriptive terms. As an example,
the labels “tutorial’ and ‘lecture’ in educational settings can have two connotations.
Firstly, they may be two labels representing the vsame communicative event, such as
“one teacher’s ‘tutorial’ is another teacher’s ‘lecture’” (Burgess, 1997: 78). Secondly,
they may have merged into an indistinct communicative event, for example, a
‘lecture’ may have interactive small group tasks or a ‘tutorial’ may have interactive
tasks with a computer rather than with a teacher. Swales (1990) suggests that the
genre analyst should start by investigating the communicative event of a genre rather
than depending on the institutionalised labels. |

In our study, the names commonly used by the discourse community are
‘textbook’ and ‘encyclopaedia’. Generally, textbooks are also referred to as books and
encyclopaedias as volumes. However, as books and volumes are labels referring to
written bound texts, these names do not reveal any difference between textbooks and
encyclopacdias. Therefore, we follow Swales’ (1990) suggestion stating that
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investigators have to depend on the-cesamunicative. event of a genre rather than its
labels.

On the basis of the differentiations between textbook and encyclopaedia using
Swales definition of genre, we therefore adopt the term genre to describe the sources
of texts used in our study. We have argued that textbooks and encyclopaedias can be
differentiated in terms of the sets of characteristics provided by Swales.

The following Table 1.1 summarises the difference between textbook and
encyclopaedia genres according to Swales’ working definition.

Table 1.1 — Genre identification based on Swales’ (1990) definition

Criteria Textbooks Encyclopaedia
Class of communicative | ¢  Use language as mode of e  Use language as mode of
event communication communication
e  Students, teachers, lecturers, or | ® General public as
specialists as participants/audience
participants/audience
¢ Role of discourse- to teach e Role of discourse — to inform
content from specific areas content from variety of subject
' areas
e  Main environment of production
and reception ¢  Main environment of production
- classrooms in schools and and reception - libraries in
universities schools and universities
Communicative e Pedagogic purpose e  Informative purpose
purposes e Pedagogic purpose (sometimes)
o Commercial purpose o Commercial purpose
Prototypicality o  Subject specific e Not subject specific
¢ Limited specialised topics ¢  Unlimited variety of topics
(arranged by grading contents)
e  Consists of a number of chapters | ¢  Consists of a number of volumes
arranged by numbers arranged alphabetically
o Non-defined readership
e  Well-defined readership v
e Does not contain a list of
o  Alist of contents at the front contents at the front
¢ Anindex at the back o Indices placed in a separate
volume
Rationale e To provide specialised e To provide facts and knowledge
knowledge to students to public
e To meet demands of educational | ¢ To meet demands of public
institutions, schools etc.
Nomenclature ¢ Books e Volumes
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1.3.4. Language proficiency

Language proficiency is a broad concept which is often poorly defined
(Farhady, 1982). For the purpose of the present study, we will explore the meaning of
proficiency in terms of overall language proficiency and reading proficiency. As
proficiency is an nnponant factor in many L2 studles we will also briefly examine
this concept in the context of L.2.

In the area of teaching and testing, Spolsky (1989) and Bialystok (1998)
di'scuss the concept of language proficiency in terms of two approaches, namely,
structural/formal and functional approaches. The structural/formal approach considers
proficiency in terms of knowledge of the rules, grammar and lexicon of a language.
This means that structural knowledge of a language plays an important part in
determinihg whether a person is proficient or otherwise. The functional approach, oﬁ
the other hand, considers proficiency in terms of a person’s ability to conduct specific
linguistic and communicative functions in definable situations ‘(Spolsky, 1989). In
other words, ‘formal apprdaches attempt to explain language: functional approaches
attempt to explain communication.” (Bialystok, 1998: 502). This means that language
proficiency not only is concerned with the knowledge of the rules and grammar of a
particular language but also the ability to use the language in some definable
situations.

A different view of language proficiency is presented by Cummins (1991a)
who provides two dimensions of proficiency: attribute-based and input-based aspects
of proficiency. Attribute-based aspects of proficiency are dimensions of proficiency
which are influenced by a person’s personal attributes, such as his’her cognition,
personality, age and so on. These are considered stable attributes possessed by the
person. Input-based aspects of proficiency, on the other hand, are dimensions of
proficiency which are influenced by a person’s exposure to the language input over a
period of time. Therefore, the quality and quantity of language input will determine
the level of proficiency achieved by the person. The language input is also viewed in
terms of contextualised and decontextualised language (Cummins, 1991a). Similar to
the idea of the functional approach described above, contextualised language cues
refer to how meaning is communicated in an interaction in a given situation.
Decontextualised language, on the other hand, refers to ‘linguistic cues that are
independent of the immediate communicative context’ (Cummins, 1991a: 71). This

seems to relate closely to the idea of the formal approach discussed above.
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| In general, the discussten above points to the complexity of the concept of
language proficiency. While knowledge of language rules and vocabulary is
important, it cannot be denied that knowledge of how the language functions in a
given situation is also crucial. Furthermore, a person’s attributes and the amount of
input received are also factors influencing proficiency level. |
While the concept of language proficiency is explained in terms of formal and
functional approaches, the concept of reading proficiency is explained in terms of the
interaction between a reader and a text/writer. Reading proficiency seems to be
associated with the efficiency and effectiveness of the interaction. Goodman (1988:
12), for instance, asserts that:

... proficient readers are both efficient and effective. They are effective

in constructing a meaning that they can assimilate or accommodate and

which bears some level of agreement with the original meaning of the

author. And readers are 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 the

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.

However, the situation in L2 reading is more complex than the description
offered by Goodman. This is mainly due to the putative influence of the reader’s L1
reading skills on their L2 reading ability. Cummins (1991a) argues that in L2 reading,
there appears to be a degree of interdependence between a reader’s L1 and L2
academic skills. Exploring several studies related to L2 reading conducted with
Hispanic, Scandinavian and Asian students, Cummins shows that there are some levels
of influence of the readers” L1 skills when they read in L2. For instance, in the case of
Japanese readers, Cummins discovers that there is a moderately strong relationship
between reading in Japanese (L1) and English (L2) despite differences in the two
writing systems. This suggests that the transfer of skills from L1 to L2 may occur
when the students read in L2. If this is the case, then L2 reading proficiency depends
largely on the level of L1 reading skills already acquired by the readers.

In the context of Malaysian students, Hassan (1999) investigates the reading
behaviour of Malay pupils reading in L1 (Bahasa Malaysia) and L2 (English). Results

of her study show that both L1 reading ability and L2 language proficiency correlate
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with L2 reading ability. -Adthough Hassan notes that some level of transfer from L1
reading ability to L2 reading ability is observed for higher proficiency level, the lower
proficiency students have to reach a certain language threshold level before the
transfer of L1 reading ability to L2 reading ability is observed. These findings
suggest the complexity of the relationship between L1 and L2 reading proficiency
among Malay students. Since Hassan’s study only concentrates on the Malay
students’ reading behaviour, the level of language transfer between L1 and L2 by
other ethnic groups in Malaysia, such as the Chinese and Indians, is still unclear.
However, a study (Ho, 1987) conducted in a different context (Singapore) with the
same three ethnic groups of students, Chinese, Malays and Indians, to investigate the
correlation between subjects’ reading in L1 and L2 shows a significant correlation
between performances across languages. This means despite the different L1
backgrounds the subjects’ reading performance in L1 correlates with their reading
performance in L2. These findings seem to lend support to the linguistic
interdependence hypothesis. (which will be discussed later in section 2.2.4, Chapter
Two).

In contrast to Hassan’s (1999) and Ho’s (1987) studies which examine the
level of transfer from L1 to L2 reading ability, our main interest is to examine the
subjects’ reading comprehension and strategies in English. In this present research,
the subjects’ proficiency refers to their overall English language proficiency rather
than only their reading proficiency. This is measured by the students’ English
language result in the Malaysian Certificate of Education examination, their English

Language Placement Test in UTM and teacher assessments (see section 3.3.1).

1.3.5 Reading comprehension

The term reading comprehension can be defined from two related
perspectives, namely, teaching and testing. From the teaching perspective, Urquhart
and Weir (1998) discuss the changing focus of attention in the 1970’s from
‘decoding’ to ‘comprehension’. This led to some major changes in the teaching of
reading. These authors criticise the pedagogic assumptions behind comprehension as
put forward by Urquhart (1987 cited in Urquhart and Weir, 1998: 86) namely that:
1) There is such a thing as ‘total’ and ‘perfect’ comprehension of a text.
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2) Careful reading, which aims to extract perfect comprehension, is superior to any
other kind of reading, e.g. skimming, and is, in fact, the only kind of reading
which deserves the name. ,

Urquhart and Weir (1998) argue that these assumptions are pervasive. From the

testing perspective, the first assumption is only possible in terms of scoring 100 per

cent on comprehension tests (Fry, 1963). However, even with short texts, readers
often have many unanswered questions. This implies that ‘total’ and ‘perfect’
comprehension may not be possible even with careful reading. The second
assumption may also have serious implications in teaching if one type of reading is
labelled as ‘superior’ to another, such as, using skimming and scanning reading
comp;aied to careful reading. While skimming and scanning cause ‘a drop in

comprehension in return for an increase in speed’ (Urquhart and Weir, 1998: 86),

intensive and careful reading in classrooms may ‘result in slow, laborious reading

when it is not, in fact, necessary” (Urquhart and Weir, 1998: 87).

Another assumption subjected to criticism by Urquhart and Weir (1998) is the
notion that readers interpret and comprehend a text according to their background
knowledge. If this is the case, care has to be taken in treating an answer as ‘right’ as
this is subject to the readers’ background knowledge. They conclude that the notion of
‘ideal comprehension’, where a reader is able to recover the author’s total intention
and meaning, is difficult to obtain since some texts may have more than one
interpretation.

In relation to the application of readers’ background knowledge in reading,
Samuels and Eisenberg (1981) posit that the comprehension process involves the
interaction of the cognitive faculties of the human mind and the information contained
in a text. These authors stress two main tenets of the text processing models. Firstly,
they stress thé interactive notion of all the cbgm'tive components involved in
comprehension. This means all the components work together and none can work
independently. Secondly, they stress that the main goal of reading is comprehension.
Therefore, “all of the parts of the process are ultimately working toward this goal’
(Samuels and Eisenberg, 1981: 32). With these two main tenets, these researchers list
two factors that are involved in fluent reading, namely, the external factor such as the
text and its content, and the internal factor such as the reader’s stored knowledge.
Therefore, in the view of Samuels and Eisenberg, comprehension is defined as

follows;
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Comprehension is a process that requires the translation of written
language into a form that is usable by the reader’s cognitive system. It
requires the integration of that information into the network of existing
knowledge stored in the reader’s long-term memory system. At risk of
oversimplification, one can say that the ease and extent of
comprehension is related to the degree to which there is a match
between the incoming information from the text and the knowledge

and information stored in the reader’s mind.(1981: 31).

This definition gives rise to two types of comprehension, namely, literal and
inferential comprehension. The former occurs when the required information is within
a text, while the latter occurs when the required information is outside the text. In this
respect, readers are said to employ their background knowledge.

Coley’s (1987) notion of comprehension is similar to Samuels and Eisénberg’s
(1981). To Coley, comprehension is a constructive process whereby readers have to
make inferences on the basis of their background knowledge in order to put together
the information in the text. Coley sums up by stating that ‘the reader’s own goals,
attitudes and understanding of the communicative intention of the author are factors
which must be taken into account’ (p. 113). Fnrthermore, he includes explanations
regarding the possible outcomes of the comprehension process. Firstly, a reader may
construct an interpretation similar to the meaning intended by the author. Secondly,
the reader’s interpretation may differ from the author’s intended meaning. Thirdly, the
reader may fail to interpret the text altogether. These outcomes, according to Coley,
may be due to either the text’s formal structure or text-type (such as expository,
narrative and so on) or because the reader lacks the required knowledge such as
lexical or topic-related knowledge. Coley notes that “the success in comprehension is
dependent upon not only knowledge-based but also text-based factors...” (Coley,
1987:114). _

For the purpose of our study, the definition put forward by Samuels and
Eisenberg (1981) is adopted since this study focuses on the interaction between the
readers’ background knowledge and the information in the text. Comprehension can
be achieved when there is a degree of match between the information in the text and
the background knowledge in the reader’s mind. The level of understanding can vary
according to the way the readers comprehend a text; some readers tend to explicate
the literal meaning of a text while others tend to make inferences by using their

background knowledge. Further explanations regarding reading comprehension are
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provided in-Ehapter two of the literature review (section 2.3.1) where detailed

explanations of the role of schemata in reading comprehension are provided.

1.3.6 Reading strategies

In order to discuss the term ‘strategy’, we explore its meaning in the context of
learning strategies and reading strategies. In the context of learning strategies, Oxford
(1993: 175) defines L2 leaming strategies as ‘specific actions, behaviour, steps, or
techniques that students employ — often consciously — to improve their own progress
in internalizing, storing, retrieving, and using the L2. Strategies are the tools for
active, self-directed involvement that is necessary for developing L2 communicative
ability’. Cohen (1998), who agrees with Oxford’s (1993) point concerning
‘consciousness’ in strategy use, postulates that a learner’s ‘choice’ is an important
element in making a strategy a conscious action. Aware of the controversy
surrounding the element of consciousness in defining strategy, Cohen posits that
leamers are partially aware of the strategies they use even if they do not give full
attention to them. Here, Cohen perceives the element of consciousness as important
regardless of whether the learner is aware of the strategies being used.

In reading, the same controversy surrounds the term strategy, that is whether
or not a strategy is a conscious action. There appear to be two categories of definition.
The first is in line with the notion of strategy as a conscious action (such as
Olshavsky, 1977; Kletzien, 1991; Cohen, 1987). For instance, Kletzien (1991: 69)
defines strategy as a ‘deliberate means of constructing meaning from a text when
comprehension is interrupted’, Olshavsky (1977: 656) defines strategy as ‘a
purposeful means of comprehending the author’s message’, while Cohen (1987: 133)
defines strategy as ‘those mental processes that readers consciously choose to use in
accomplishing reading tasks’. In these definitions, the phrases ‘deliberate means’,
‘purposeful means’ and ‘consciously choose’ strongly indicate that reading strategies
are conscious actions on the part of a reader.

The second category of definitions, on the other hand, does not overtly make
any mention of consciousness but rather implies that consciousness may play a part
(see Block, 1986). For instance, Block’s (1986) definition of reading strategies does
not include ‘consciousness’ as a main element. According to Block, ‘comprehension

strategies indicate how readers conceive a task, what textual cues they attend to, how

24



CHAPTER ONE INTRODUCTION

they make-sense of what.they read, and what they do when they do not understand’
(1986:.465). By including the phrases such as ‘attend to’ and ‘make sense’, this
definition seems to imply that reading strategies are perhaps conscious actions.
However, the phrase ‘what they do when they do not understand’ is problematic. For
example, if a student consciously ignores some difficult words or sentences when
he/she does not understand, can that be classified as a strategy at all?

Another issue related to ‘consciousness’ and ‘unconsciousness’ can also be
seen in researchers’ attempts to differentiate reading strategies from reading skills.
Carrell (1998), who agrees with Paris e al. (1991 cited in Carrell, 1998),
differentiatés strategies from skills on the basis of the consciousness and
unconsciousness of an action. Interestingly, Paris ef al. also suggest that there is a
potential conflation of these two terms, in that, strategies can become skills when they
are automated or skills can become strategies when they are used consciously. Their
definition is presented below:

Skills refer to information-processing techniques that are automatic,
whether at the level of recognizing grapheme-phoneme correspondence or
summarizing a story. Skills are applied to a text unconsciously for many
reasons including expertise, repeated practice, compliance with directions,
luck, and naive use. In contrast strategies are actions selected deliberately
to achieve particular goals. An emerging skill can become a strategy when
it is used intentionally. Likewise, a strategy can “go underground” and
become a skill. Indeed strategies are more efficient and developmentally
advanced when they become generated and applied automatically as skill.
Thus, strategies are “skills under consideration.” (Paris ef a/.,1991 cited in
Carrell, 1998:7)

The distinction between skills and strategies may appear clear from the earlier part of
the deﬁnitioﬁ. However, the possible conflation of the two terms suggested'. by the
latter part of the definition may pose a problem of differentiation. Does this mean that
processing skills like bottom-up, top-down or interactive processes are included as
strategies as they may be used both consciously and unconsciously? If this is the case
then the term strategy is a wide and amorphous concept.

Little consensus is observed between researchers’ use and differentiation of
the terms strategies and skill. For instance, Kobeil (1999) notes that Davis (1968)
refers to ‘inferencing’ as a skill while Olshavsky (1977), Pressley and Afflerbach
(1995) and Hammadou (1991) refer to it as strategy. Kobeil also comments that in
teaching ‘Nuttall (1982) uses the terms strategy and skill as synonymous while for
Davies and Whitney (1981) both terms are used interchangeably.’ (Kobeil, 1999:51).
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~La address this problem, Urquhart and Weir (1998) provide three ways of
differentiating a strategy from a skill. The first is similar to Paris er al’s (1991)
differentiation as described above, that is, that a strategy is a conscious action while a
skill is an unconscious action. The second is that a strategy is reader-oriented while a
skill is text-oriented. Strategies are considered as reader-oriented because strategy
research often starts with readers reading a text and then reporting their understanding
either introspectively or retrospectively. The strategies captured in the reports are then
categorised on the basis of the readers’ levels of proficiency in order to study the
similarity and diﬁ'erenbes in using the strategies between the levels, However, skills
are considered text-oriented because skills research often starts with a taxonomy of
skills which are derived from an analysis of a text. For instance, Munby’s (1978)
taxonomy of skills, according to Urquhart and Weir (1998), ‘is overwhelmingly text
based.’ (p.96). Therefore, the typical verbs, such as ‘understanding’ and ‘recognise’,
employed in Munby’s taxonomy represent a receptive reader. For example:

Understanding conceptual meaning -

Understanding the communicative value of sentences

Understanding the relations within the sentence

Understanding relations between parts of text through lexical cohesion
devices.

( cited in Urquhart and Weir, 1998: 96)

The third point of differentiation is that strategies are applied when a reader
encounters problems in understanding a text. Skills, on the other hand, are automatic
actions applied by a reader when processing a text. Therefore, Urquhart and Weir
(1998: 98) posit that ‘strategies, unlike skills, represent a response to a problem, e.g.
failure to understand a word or the significance of a proposition...”. In sum, the
differentiations between strategies and skills suggested above provide a deeper
understanding of the distinction between the two.

What can be gathered from the above definitions is that reading strategies
involve the conscious actions of a reader. But there are also arguments which suggest
that reading strategies can also be unconscious actions. In addition, reading strategies
are reader-oriented and are employed when readers face the problem of understanding
a text. But the notion of strategies and skills can be problematic in the sense that they
are very much interrelated and overlapping with each other. The definition of strategy
adopted in this study is, therefore, similar to Kobeil’s (1999: 53) definition, that is

‘the cognitive process used by readers consciously and unconsciously’. In line with
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Urguhart and Weir’s (1998) notion, we perceive that reading strategies are reader-
oriented. In addition, reading strategies are employed when a reader faces the
problem of comprehension. This notion is in line with Kletzien’s (1991), Olshavky’s
(1977) and Block’s (1986) definitions.

1.4  Thesis organisation

We have explained in this chapter the aims of our study and some brief
background information concerning the Malaysian education system. In addition,
some working definitions of terms used in this study are offered. In the following
chapter, Chapter Two, some aspects of reading models pertaining to this study are
delineated, followed by a review of the théoretical framework of schema theory. In
addition, in order to justify our decisions in conducting this research, we also review
past empirical research related to this afea. _We highlight the inconclusive resuits
found in previous studies which our present investigation attempts to explore ftlrther.

We then move to discussions of the research design and methodology of our
study in Chapter Three. We also report on the pilot study conducted prior to the
main study. The purpose of the pilot study was to invesﬁgate the suitability of the
reédjng texts used in our research and the measures used to analyse the protocols.
Some samples of how the idea unit analysis was conducted are also included in this
chapter.

Chapter Four discusses analyses of the reading texts and the subjects’ details
elicited from a questionnaire.. The analyses included are lexical density, topical
structure analysis and idea unit analysis. The lexical density provides insights into the
readability and difficulty levels of the texts. The topical structure analysis and the idea
unit analysis, on the other hand, provide findings regarding the complexity of the text
propositions and the nature of the text structure. In addition, analysis of the
questionnaire gives information concerning subjects’ familiarity with their discipline
topics and perception of text difficulty according to genre.

Next, we present the statistical analysis of data in Chapter Five using
univariate analysis of variance tests to investigate the effects of background

knowledge, proficiency and genres on reading comprehension and strategies used.
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Chapter Six discusses the performance of individual students. Case studies of
four students are described here in order to explore in more detail some additional
issues raised by the quantitative analysis. ‘

The closing chapter, which is Chapter Seven, offers a conclusion to our
study, a summary of the main findings, and recommendations for future research.

1.5 Conclusion

The aim of this chapter is to provide an introduction to the present study and
discuss the context in which the study was conducted. The aims of the study have
been stated and definitions of terms provided in order to delineate the scope of our
research. In the past, a lot of issues which examine the process and product of reading
have been investigated. Alderson (2000:6) argues that “it is still the case that different
readers will develop somewhat different understandings of what a text “means” ’.
This is partly due to the fact that text does not have meaning but rather has ‘meaning
potential’ (Alderson, 2000: 6). The meaning is created in the interaction between
readers and texts. Since readers have different knowledge and experiences, the
meaning derived from the interaction may also be different.

Although the study of reading has long been conducted from a product-
oriented approach, it is the process-oriented approach which now offers means of
investigating the cognitive processes of readers. By means of protocol methods,
insights have been gained into how readers approach and interact with a text, what
strategies they commonly resort to and what routes they take to comprehend a text. In
the next chapter, we review past studies conducted in the area of reading

comprehension and strategies in order to outline the area for our study.

28



Bibliography

Abdullah, K. I., Louis, A. F., Raof, A. H. A, and Hamzah, M. (1995). Towards a
framework for curriculum design in ESP. ESP Malaysia, 3, 1, 13-26.

Alderson, J. C. (1984). Reading in a foreign language: a reading problem or a
language problem? In J. C. Alderson and A. H. Urquhart (Eds.), Reading in a
Foreign Language. (1-24). London: Longman.

Alderson, J. C. (2000). Assessing Reading. Cambridge University Press.

Alderson, J. C., and Urquhart, A. H. (1985). This test is unfair: I’'m not an economist.
In P. Hauptman, R. LeBlanc and M. B. Wesch (Eds.), Second Language
Performance Testing. Ottawa: University of Ottawa Press. [Reprinted in P.
L. Carrell, J. Devine and D. E. Eskey (Eds.), (1988). Interactive Approaches
to Second Language Reading. (168-182). Cambridge: Cambridge University
Press.

Allen, E. D., Bernhardt, E. B., Berry, M. T., and Demel, M. (1988). Comprehension
and text genre: an analysis of secondary school foreign language readers.
Modern Language Journal, 72, 2, 163-172. '

Allison, D., Berry, V., and Lewkowicz, J. (1995). Processes and their products: a
comparison of task sequences and outcomes in EAP writing classes. Hong
Kong Papers in Linguistics and Language Teaching, 18, 13-32.

Amer, A. A. (1994). The effect of knowledge-map and underlining training on the

reading comprehension of scientific texts. English for Specific Purposes, 13,
1, 35-45.

Ambrose-Yeoh, A. (1988). A study of the concept of ESL proficiency in selected
Malaysian contexts and its implications for assessment. RELC Journal, 19, 2,
87-97.

Ammann, R., and Mittelsteadt, S. (1987). Turning on turned off students: using

newspapers with senior high remedial readers. Journal of Reading, 30, 8,
May, 708-715.

Anderson, R. C., and Pearson, P. D. (1988). A schema-theoretic view of basic
processes in reading comprehension. In P. L. Carrell, J. Devine and D. E.
Eskey (Eds.), Interactive Approaches to Second Language Reading. (36-
55). Cambridge: Cambridge University Press.

357



BIBLIOGRAPHY

Anderson, R. C., Reynolds, R. E. Schallert, D. L., and Goetz, E. T. (1977).
Framework for comprehending discourse. American Educational Research
Journal, 14, 367-381.

Asmah, H. O. (1983). The roles of English in Malaysia in the context of national
language planning. In R. B. Noss (Ed.), Varieties of English in Southeast
Asia: Selected Papers from the RELC Seminar on “Varieties of English
and Their Implications for English Language Teaching in Southeast
Asia”. (229-249). Singapore: Seameo Regional Language Centre.

Asmah, H. O. (1987). National Language and Communication in Multilingual
Societies. Kuala Lumpur: Dewan Bahasa dan Pustaka.

Auerbach, E. R,, and Paxton, D. (1997). “It’s not the English thing”: bringing reading
research into the ESL classroom. TESOL Quarterly, 31, 2, 237-261.

Baldwin, R. S., Peleg-Bruckner, Z., and McClintock, A. H. (1985). Effects of topic
interest and prior knowledge on reading. Reading Research Quarterly, 20, 4,
497-504.

Bartlett , F. C. (1932). Remembering . Cambridge: Cambridge University Press.

Berman, R. A. (1984). Syntactic components of the foreign language reading process.
In J. C. Alderson and A. H. Urquhart (Eds.), Reading in a Foreign
Language. London: Longman.

Bernhardt, E. B. (1986). Reading in the foreign language. In B. H. Wing (Ed.),
Listening, Reading and Writing: Analysis and Application. (93-115).
Middlebury, VT: Northeast Conference on the Teaching of Foreign
Languages.

Bemnhardt, E. B. (1991a). Reading Development in a Second Language. Norwood,
N.J. Ablex.

Bemhardt, E. B. (1991b). A psycholinguistic perspective on second language literacy.
In J. H. Hulstijn and J. F. Matter (Eds.), Reading in Two Languages, AILA
Review, 8, (31-44). (Amsterdam).

Bembhardt, E. B., and Berkemeyer, V. B. (1988). Authentic texts and the high school
German learner. Die Unterrichtspraxis, 21, 1, 6-28.

Bernhardt, E. B., and Kamil, M. L. (1995). Interpreting relationships between L1 and
L2 reading: consolidating the linguistic threshold and the linguistic
interdependence hypotheses. Applied Linguistics, 16, 1, 15-34.

358



BIBLIOGRAPHY

Bhatia, V. K. (1993). Analysing Genre. London: Longman.

Bialystok, E. (1998). Coming of age in applied linguistics. Language Learning, 48,
4,497-518.

Block , E. (1986). The comprehension strategies of second language readers. TESOL
Quarterly, 20, 3, 463- 494.

Block, E. (1992). See how they read: comprehension monitoring of L1 and L2
readers. TESOL Quarterly, 26, 2, 319-340.

Bossers, B. (1991). On the thresholds, ceiling, and short circuits: the relation between
L1 reading, L2 reading, and L2 knowledge. In J. H. Hulstijn and J. F. Matter
(Eds.), Reading in Two Languages, AILA Review, 8, (45-60) (Amsterdam).

Bossers, B. (1991). Reading in Two Languages. Unpublished Ph.D. thesis.
Amsterdam: Vrije Universiteit.

Brown, G., and Yule, G. (1983). Discourse Analysis. Cambridge University Press.

Burgess, S. (1997). Discourse Variation Across Cultures: A Genre Analytic Study
of Writing on Linguistics. Unpublished Ph.D. Thesis. The University of
Reading.

Carrell, P. L. (1983). Three components of background knowledge in reading
comprehension. Language Learning, 33, 2, 183-205.

Carrell, P. L. (1984a). The effects of rhetorical organisation on ESL readers. TESOL
Quarterly, 19, 4, 727-753.

Carrell, P. L. (1984b) Schema theory and ESL reading classroom: implications and
applications. The Modern Language Journal, 68, 332-343.

Carrell, P. L. (1984c). Evidence of a formal schema in second language
comprehension. Language Learning, 34, 2, 87-112.

Carrell, P. L. (1985). Facilitating ESL reading by teaching text structure. TESOL
Quarterly, 19, 4, 727-752.

Carrell, P. L. (1987). Content and formal schemata in ESL reading. TESOL
Quarterly, 21, 3, 461-481.

359



BIBLIOGRAPHY

Carrell, P. L. (1991). Second language reading: reading ability or language
proficiency? Applied Linguistics, 12, 2, 159-179.

Carrell, P. L. (1998). Can reading strategies be successfully taught? The Language
Teacher: The Japan Association for Language Teaching, 22, 3, 7-14.

Carrell, P. L., and Eisterhold, J. C. (1988). Schema theory and ESL reading pedagogy.
In P. L. Carrell, J. Devine and D. E. Eskey (Eds.), Interactive Approaches to
Second Language Reading. (73-92). Cambridge: Cambridge University
Press.

Carrell, P. L., and Wise, T. E. (1998). The relationship between prior knowledge and
topic interest in second language reading. SSLA, 20, 285-309.

Carson, J. E., Carrell, P. L., Silberstein, S., Kroll, S. B., and Kuehn, P. A. (1990).
Reading-writing relationships in first and second language. TESOL
Quarterly, 24, 2, 245-266.

Cecil, N. L. (1984). Impact of interest on the literal comprehension of beginning
readers: a West Indian study. The Reading Teacher, 37, 750-753.

Chafe, W. L. (1977). Creativity in verbalisation and its implication for the nature of
stored knowledge. In R. O. Freedle (Ed.), Discourse Production and
Comprehension. (41-55). Norwood, N. J.: Ablex.

Chikalanga, I. (1990). Inferencing in a Reading Process. Unpublished Ph.D Thesis.
The University of Reading.

Chikalanga, I. (1992). A suggested taxonomy of inferences for the reading teacher.
Reading in a Foreign Language, 8, 2, 697-709.

Clapham, C. (1996). The Development of IELTS: A Study of the Effect of
Background Knowledge on Reading Comprehension. Cambridge:
Cambridge University Press.

Clarke, G. M., and Cook, D. (1978). A Basic Course in Statistics. Edward Arnold.

Clarke, M. A. (1988). The short circuit hypothesis of ESL reading — or when language
competence interferes with reading performance. In P. L. Carrell, J. Devine,
and D. E. Eskey (Eds), Interactive Approaches to Second Language
Reading. (114-124). Cambridge: Cambridge University Press.

360



BIBLIOGRAPHY

Close, C. A. (1993). NNS readers’ strategies for inferring the meanings of unknown
words. Reading in a Foreign Language, 9, 2, 867-893.

Coady, J. (1979). A psycholinguistic model of the ESL reader. In R. Mackay, B.
Barkman and R. R. Jordan (Eds.), Reading in a Second Language. (5-12).
Rowley, Mass.: Newbury House.

Cohen, A. D. (1987). Mentalistic measures in reading strategy research: some recent
findings. English for Specific Purposes, 5, 2, 131-147.

Cohen, A. D. (1998). Strategies in Learning and Using a Second Language. Essex:
Longman.

Cohen, A. D., Glasman, H., Rosenbaum-Cohen, P. R., Ferrara, J., and Fine, J. (1979).
Reading English for Specialised Purposes: discourse analysis and the use of
student informants. TESOL Quarterly, 13, 551-565.

Coley, A. M. (1987). Text Comprehension. In J. R. Beach and A. M. Coley (Eds.),
Cognitive Approaches to Reading. (113-138). John Wiley & Sons Ltd.

Connor, U. (1984). Recall of text: differences between first and second language
readers. TESOL Quaterly, 18, 2, 239-256.

Connor, U., and Farmer, M. (1990). The teaching of topical structure analysis as a
revision strategy for ESL writers. In B. Kroll (Ed.), Second Language
Writing: Research Insights for the Classroom. Cambridge University Press.

Cook, G. (1994). Discourse and Literature. Oxford University Press.

Cotterall, S. (1990). Developing reading strategies through small-group interaction.
RELC Journal, 21, 2, Dec. 55-69.

Crookes, G. (1990). The utterance and other basic units for second language discourse
analysis. Applied Linguistics, 11, 2, 183-199.

Cummins, J. (1991a). Interdependence of first- and second-language proficiency in
bilingual children. In E. Bialystok, (Ed.), Language Processing in Bilingual
Children. (70-89). Cambridge: Cambridge University Press.

Cummins, J. (1991b). Conversational and academic language proficiency in bilingual
contexts. In J. H. Hulstijn and J. F. Matter (Eds.), Reading in Two
Languages. AILA Review, 8, 75-89.

Cziko, G. (1978). Differences in first and second language reading: The use of
syntactic, semantic and discourse constraints. Canadian Modern Language
Review, 34, 473-489.

361



BIBLIOGRAPHY

Davies, A (1984). Simple, simplified and simplification: what is authentic? In J. C.
Alderson and A. H. Urquhart (Eds.), Reading in a Foreign Language. (181-
198). London: Longman.

Davies, E., and Whitney, N. (1981). Study Skills for Reading. London: Heinemann.

Davis, F. B. (1968). Research in comprehension in reading. Reading Research
Quarterly, 3, 499-545.

Dessler, Gary (1998). Management. Prentice Hall.

Donin, J., and Silva, M. (1993). The relationship between first- and second-language
reading comprehension of occupation specific texts. Language Learning, 43,
373-401.

Dreher, M. J., and Guthrie, J. T. (1990). Cognitive processes in textbook chapter
search tasks. Reading Research Quarterly, 25, 4, 323-339.

Dudley-Evans, A. (1994). Genre analysis: an approach to text analysis for ESP. In M.
Coulthard, (Ed.), Advances in Written Text Analysis. London: Routledge.

Dudley-Evans, A., and St. John, M. J. (1998). Developments in English for Specific
Purposes: A Multi-disciplinary Approach. Cambridge: Cambridge
University Press.

Erickson , M., and Molloy, J. (1983). ESP test development for engineering students.
In J. W. Oller Jr. (Ed.), Issues in Language Testing Research. (280-288).
Rowley, M.A.: Newbury House.

Ericsson, K. A., and Simon, H. A. (1980). Verbal reports as data. Psychological
Review, 87, 215-51.

Eskey, D. E. (1988). Holding in the bottom: an interactive approach to the language
problems of second language readers. In P. L. Carrell, J. Devine and D. E.
Eskey (Eds.), Interactive Approaches to Second Language Reading. (93-
100).Cambridge: Cambridge University Press.

Eskey, D. E., and Grabe, W. (1988). Interactive models for second language reading:
perspectives on instruction. In P. L. Carrell, J. Devine and D. E. Eskey (Eds.),
Interactive Approaches to Second Language Reading. (223-
238).Cambridge: Cambridge University Press.

Farhady, H. (1982). Measures of language proficiency from the learner’s perspective.
TESOL Quarterly, 16, 1, 43-59.

Fasold, R. (1984). The Sociolinguistics of Society. Basil Blackwell Ltd.

362



BIBLIOGRAPHY

Finch, G. (2000). Linguistic Terms and Concepts. Macmillan Press Ltd.

Flick, W. C., and Anderson, J. I. (1980). Rhetorical difficulty in scientific English: a
study in reading comprehension. TESOL Quarterly, 14, 3, 345-351.

Flowerdew, J. (1993). Variation across speech and writing in biology: a quantitative
study . Perspectives, 5, 1, 75- 87.

Fransson, A. (1984). Cramming or understanding? Effects of intrinsic and extrinsic
motivation on approach to learning and test performance. In J. C. Alderson
and A. H. Urquhart (Eds.), Reading in a Foreign Language. (86-115).
London: Longman.

Fry, E. (1963). Linguistics and Reading: A Manual. Cambridge: Cambridge
University Press.

Gaies, S. J. (1980). T-unit analysis in second language research: applications,
problems and limitations. TESOL Quarterly, 14, 1, 53-60.

Gambrell, L., and Koskinen, P. S. (1991). Retelling and the reading comprehension of
proficient and less-proficient readers. Journal of Educational Research, 84,
6, July-Aug. 356-362.

Garner, R, Wagoner, S., and Smith, T. (1983). Externalizing question-answering
strategies of good and poor comprehenders. Reading Research Quarterly,
18, 4, 439-447.

Garnham, A. (1985). Psycholinguistics: Central Topics. Routledge. London.

Garrison, B. M., and Hynds, S. (1991). Evocation and reflection in reading
transaction: a comparison of proficient and less proficient readers. Journal of
Reading Behaviour, 23, 3, 259-280.

Geva, E., and Ryan, E. B. (1993). Linguistic and cognitive correlates of academic
skills in first and second languages. Language Learning, 43, 1, 5-42.

Ghadessy, M. (1988). A study of four attitudes and reading comprehension of primary
six students in Singapore. RELC Journal, 19, 2, 51-70.

Glastonbury, B., and MacKean, J. (1991). Survey methods. In A. Graham and C.
Skinner (Eds.), Handbook for Research Students in the Social Sciences.
(225-247). The Falmer Press.

363



BIBLIOGRAPHY

Goodman, K..S. (1975). Language and Literacy: The Selected Writings of
Kenneth Goodman. London: Routledge and Kegan Paul.

Goodman, K. S. (1988) The reading process. In P. L. Carrell, J. Devine and D. E.
Eskey (Eds.), Interactive Approaches to Second Language Readlng (11-
21). Cambridge: Cambridge University Press.

Goodman, K. S., and Burke, C. (1973). Theoretically Based Studies of Patterns of
Miscues in Oral Reading Performance, final report. Project No. 9-0375,
Grant No. OEG-0-9-320375-4269, US. Office of Education.

Gough, P. B. (1972). One second of reading. In J. F. Kavanagh and 1. G. Mattingley
(Eds.), Language by Ear and by Eye. (331-358). Cambridge, MA: MIT
Press.

Goutsos, D. (1997). Modeling Discourse Topic: Sequential Relations and
Strategies in Expository Text. Norwood, N. J.: Ablex Publishing
Corporation.

Grabe, W. (1988). Reassessing the term “interactive”. In P. L. Carrell, J. Devine and
D. E. Eskey (Eds.), Interactive Approaches to Second Language Reading.
(56-70).Cambridge: Cambridge University Press.

Grabe, W. (1991). Current development in second language reading research. TESOL
Quarterly, 25, 3, 375-406.

Grabe, W., and Kaplan, R. (1996). Theory and Practice of Writing. London:
Longman.

Greene, J., and D’Oliviera, M. (1982). Learning to Use Statistical Tests in
Psychology. Open University Press.

Hacquebord, H. (1994). L2-reading in the content areas: text comprehension in

secondary education in the Netherlands. Journal of Research in Reading, 17,
2, 83-98.

Hale, G. A. (1988). Student major field and text content: Interactive effects on reading
comprehension in the test of English as a foreign language. Language
Testing, 5,1, 49-61.

Halliday, M. A. K. (1985). Spoken and Written Language. Melbourne: Deakin
University Press.

364



BIBLIOGRAPHY

Hammadou. J. (1991). Interrelationship among prior knowledge, inference, and
language proficiency in foreign language reading. The Modern Language
Journal, 75, 25-38.

Hanauer, D. (1998). The genre-specific hypothesis of reading: reading poetry and
encyclopaedic items. Poetics, 26, 2, Nov. 63-80.

Harrison, C. (1979). Assessing the readability of school texts. In E. Lunzer and K.
Gardner (Eds.), The Effective Use of Reading. (72-107). Heinemann
Educational Books for the Schools Council.

Harrison, C. (1980). Readability in the Classroom. Cambridge: Cambridge
University Press.

Hassan, F. (1999). Language, Reading, Discourse and Metacognitive Influences
on the Reading Strategies of Malaysian Secondary School Children in L1
and L2. Unpublished Ph.D. Thesis. The University of Manchester.

Hatch, E., and Lazaraton, A. (1991). The Research Manual: Design and Statistics
for Applied Linguistics. Boston: Heinle & Heinle Publishers.

Hersy, P., and Blanchard, K. H. (1969). Management of Organisational
Behaviour. (117-119). Prentice Hall Inc.

Hewing, A., and Henderson, W. (1987). A link between genre and schemata: A case
study of Economics text. ELR Journal, 1, 156-176.

Ho, W. K. (1987). Proficiency across languages: an overview. In W. L. Leong, N. E.
Guan, K, Abdullah, S. P. Thinnapan and N. Govindasamy (Eds.), The
Bilingual Ability of a Sample of Primary Three Pupils: A Collection of
Three Papers. Singapore: Institute of Education.

Hoover, W. A., and Tunmer, W. E. (1993). The components of reading. In G. B.
Thompson, W. E. Tunmer and T. Nicolson (Eds.), Reading Acquisition
Processes. (1-19). Clevedon: Multilingual Matters.

Horiba, Y. (1990). Narrative comprehension processes: A study of native and non-
native readers of Japanese. The Modern Language Journal, 74, 2, 188-202.

Horiba, Y. (1996). Comprehension processes in L2 reading: language competence,
textual coherence and inferences. SSLA, 18, 433-473.

Hosenfeld, C. (1984). Case studies of ninth grade readers. In J. C. Alderson and A. H.
Urquhart (Eds.), Reading in a Foreign Language. London: Longman.

365



BIBLIOGRAPHY

Hsiu, C. C., and Graves, M. F. (1995). Effects of previewing and providing
background knowledge on Taiwanese college students’ comprehension of
American short stories. TESOL Quarterly, 29, 4, 663-684.

Hudson, T. (1982). The effects of induced schemata on the ‘short circuit’ in L2
reading: non-decoding factors in L2 reading performance. Language
Learning, 32, 2-31. [Reprinted in P. L. Carrell, J. Devine and D. E. Eskey,
(Eds.). (1988). Interactive Approaches to Second Language Reading. (183-
206). Cambridge: Cambridge University Press.]

Hudson, T. (1991). A content comprehension approach to reading English for Science
and Technology. TESOL Quarterly, 21,1,77-104.

Hunt, K. W. (1966). Recent measures in syntactic development. Elementary English,
43, 732-39.

Hutchinson, T., and Waters, A. (1987). English for Specific Purposes: A Learning-
Centred Approach. Cambridge University Press.

Ibrahim, N. M. (1994). Comprehension Strategies in Reading Engineering and
Management Texts: Are They Discipline-specific? Unpublished M.Sc.
dissertation. The University of Aston.

Jaaskelainen, R. (1995). Thinking aloud as a data collection method. In H. Nyyssonen
and L. Kuure (Eds.), Principle of Accessibility and Design in English Texts
- Research in Progress. (207-228). Publication of the Department of English,
University of Oulu.

Jakobson, R. (1960). Linguistics and poetics. In T. Sebeok (Ed.), Style in language.
(350-377). Cambridge, MA: MIT Press.

Janzen, J. (1996). Teaching strategic reading. TESOL Journal, 6,1, 6-9.

Jimenez, R. T. (1997). The strategic reading abilities and potential of five low-literacy
Latina/o readers in middle school. Reading Research Quarterly, 32, 3, 224-
243,

Jimenez, R. T., Garcia, G. E., and Pearson, P. D. (1996). The reading strategies of
bilingual Latina/o students who are successful English readers: opportunities
and obstacles. Reading Research Quarterly, 31, 1, 90-112.

366



BIBLIOGRAPHY

Johns, A. M. (1985). Summary protocols of “underprepared” and “adept” university
students: replications and distortions of the original. Language Learning, 35,
4,495 - 517.

Johns, A. M., and Mayes, P. (1990). An analysis of summary protocols of university
ESL students. Applied Linguistics, 11, 3, 253-271.

Johnson, P. (1982). Effects of reading comprehension on building background
knowledge. TESOL Quarterly, 16, 503-516.

Kailani, T. Z. (1998). Reading aloud in EFL revisited. Reading in a Foreign
Language, 12, 1, 281-294.

Kasper, L. F. (1996). Using discipline-based texts to boost college ESL reading
instruction. Journal of Adolescent and Adult Literacy, 39, 4, 298-306.

Kembo, J. (1997). Inferencing in a Second Language: How Far is Language
Proficiency a Factor? Unpublished Ph.D. Thesis. The University of Reading.

Kinnear, P. R., and Gray, C. D. (1999). SPSS for Windows Made Simple (third
edition). Psychology Press Ltd. Taylor & Francis group.

Klare, G. R. (1974). Assessing readability. Reading Research Quarterly, 8, 62 —
102.

Kletzien, S. B. (1991) Strategy use by good and poor comprehenders reading
expository text of differing levels. Reading Research Quarterly, 26, 1, 67-
86.

Kobayashi, M. (1995). Effects of Text Organisation and Test Format on Reading
Comprehension Test Performance. Unpublished Ph.D. Thesis. The Thames
Valley University.

Kobeil, M. (1999). The Influence of Content Domain Knowledge on the Reading
Strategies and Reading Comprehension of Tertiary Level Readers of
English as a Foreign Language. Unpublished Ph.D. Thesis. The University
of Manchester.

Koh, M.Y. (1985) The role of prior knowledge in reading comprehension. Reading
in a Foreign Language, 3,1, 375-380.

Kroll, B. (1977). Combining ideas in written and spoken English: a look at
subordination and coordination. In E. O. Keenan and T. Bennet (Eds.),
Southern California Occasional Papers in Linguistics, 5, 69-108.

367



BIBLIOGRAPHY

LaBerge, D., and Samuels, S. J. (1974). Towards a theory of automatic information
processing in reading. Cognitive Psychology, 6, 293-323.

Lah, S. C. (1996). Language Attitudes towards English and Language Proficiency

in English among Malaysian Students: A Sociolinguistic Study of Penang
Island. Unpublished Ph. D. Thesis. The University of Reading.

Lautamatti, L. (1987). Observations on the development of the topic in simplified
discourse . In U. Connor and R. B. Kaplan (Eds.), Writing Across
Languages: Analysis of L2 Text. Reading, M.A: Addison-Wesley, 92-126.
(Originally published in N. E. Enkvist and V. Kohonen (Eds.). (1978). Text
Linguistics, Cognitive Learning and Language Teaching. Publications de
P’association Finlandaise de Linguistique Appliquee, 22, 71-104. Helsinki:
Akateeminen Kirjakauppa).

Lee, J. F. (1986). On the use of recall task to measure L2 reading comprehension.
Studies in Second Language Acquisition, 8, 83-93.

Lee, J. F., and Schallert, D. L. (1997). The relative contribution of L2 language
proficiency and L1 reading ability to L2 reading performance: A test of the
threshold hypothesis in an EFL context. TESOL Quarterly, 30, 4, 713-739.

Levine, M. G., Haus, G. J, Sims, A. L., and Ramos, E. A. (1987). Effect of
background knowledge on the reading comprehension of ESL High School
students. Reading Improvement, 24, 1, 31-39.

Li, S., and Munby, H. (1996). Metacognitive strategies in second language academic
reading: a qualitative investigation. English for Specific Purposes, 15, 3,199-
216.

Lim, K. B. (1976). Facilitating reading comprehension among undergraduates from
Malay-medium schools. In E. M. Anthony and J. C. Richards (Eds.), Reading:
Insights and Approaches. Singapore University Press.

Maarof, N. (1993). Assessing Reading Comprehension of Malaysian ESL
University Students: A Comparison Between an Intermediate Written
Recall and a Multiple-Choice Task. Unpublished Ph.D. Dissertation. The
Florida State University.

Mahoney, D., Shillaw, J., and Hull, J. (1991). Storing simple stories: narrative recall
and the Cantonese speakers. Perspectives, 3, 2, 57-74.

Marshall, S., and Gilmour, M. (1993). Lexical knowledge and reading comprehension
in Papua New Guinea. English for Specific Purposes, 12, 1, 69-81.

368



BIBLIOGRAPHY

Martin, J. R. (1985). Process and text: two aspects of human semiosis. In J. D. Benson
and W. S. Greaves (Eds.), Systemic Perspectives on Discourse, Vol. 1 (248-
74). Norwood, NJ: Ablex.

McDonough, J., and McDonough, S. (1997). Research Methods for English
Language Teachers. London: Amold.

McQuiston, F. C., and Parker, J. D. (1988). Heating Ventilating and Air-
conditioning.(3" edition) John Wiley and sons.

Meyer, B. J. F. (1975). The Organisation of Prose and its Effects on Memory.
Amsterdam: North-Holland.

Meyer, B. J. F., and Freedle, R. O. (1984). Effects of discourse types on recall.
American Educational Research Journal, 21, 1, 121-143.

Miller, C. R. (1984). Genre as social action. Quarterly Journal of Speech 70, 151-
167.

Minsky, M. (1975). A framework for presenting knowledge. In P. Evinson (Ed.), The
Psychology of Computer Vision, New York: Winston.

Mohamad, M. A. H., and Swales, J. M. (1984). Factors affecting the successful

reading of technical instructions. Reading in a Foreign Language, 2, 206-
217.

Monteiro, S. Q. (1992). A Contrastive Investigation of ‘Reading Strategy
Awareness’ and °‘Reading Strategy Use’ by Adolescents Reading in the
First Language (Portuguese) and in the Foreign Language (English).
Unpublished Ph.D. Dissertation. University of Essex.

Munby, J. (1978). Communicative Syllabus Design. Cambridge: Cambridge
University Press. '

Mustafa, Z. S. (1991). Reading and Writing in a Specific Environment: The
Malaysian Experience. Unpublished Ph.D. Dissertation. Indiana University.

Nelson, G., and Schmidt, T. (1989). ESL Reading: Schema Theory and Standardized
Tests. TESOL Quarterly, 23, 3, 539-542.

Newell, A., and Simon, H. A. (1972). Human Problem Solving. Englewood Cliffs,
N.J: Prentice-Hall.

Nisbett, R. E., and Wilson, T. D. (1977). Telling more than we can know: verbal
reports on mental processes. Psychological Review, 84, 231-259.

369



BIBLIOGRAPHY

Nor, F. M. (1993). Reading Strategies Employed by Successful Readers in
Comprehending Scientific Texts. Unpublished M.Sc. dissertation. The
University of Aston.

Norris, S. P., and Phillips, L. M. (1987). Explanation of reading comprehension:
schema theory and critical thinking theory. Teachers College Record. 89, 2,
281-305.

Nunan, D. (1992). Research Methods in Language Learning. Cambridge:
Cambridge University Press.

Nuttall, C. (1982). Teaching Reading Skills in a Foreign Language. London:
Heinemann Educational.

O’Loughlin, K. (1995). Lexical density in candidate output on direct and semi-direct
versions of an oral proficiency test. Language Testing, 12, 2, 217-237.

O’Malley, J. M., and Chamot, A. U. (1990). Learning Strategies in Second
Language Acquisition. Cambridge: Cambridge University Press.

Oliviera, V. Q. S. F. (1988). The relevance of background knowledge or schemata in
EFL reading comprehension. ESPecialist, 9, 1/1, 97-109.

Olshavsky, J. E. (1977). Reading as problem solving: an investigation of strategies.
Reading Research Quarterly, 12, 4, 554- 674.

Olson, G. M., Duffy, S. A., and Mack, R. L. (1984). Thinking-out-loud as a method
for studying real time comprehension processes. In D. E. Kiears and M. A.
Just (Eds.), New Methods in Reading Comprehension Research. New
Jersey: Lawrence Erlbaum Associates.

Oxford, R. L. (1993). Research on second language learning strategies. Annual
Review of Applied Linguistics, 13, 175-187.

Paran, A. (1996). Models and Theories of L2 Reading. Paper presented at the
University of Reading, Centre for Applied Language Studies, Oct. 29 1996.

Paris, S. G., Wasik, B. A., and Turner, J. C. (1991). The development of strategic
readers. In R. Barr, M. L. Kamil, P. B. Mosenthal and P. D. Pearson (Eds.),
Handbook of Reading Research. Vol. 2 (609-40). New York: Longman.

Perkins, K. (1992). The effect of passage topical structure types on ESL reading
comprehension difficulty. Language Testing, 9,2, 163- 172.

370



BIBLIOGRAPHY

Perkins, K., Brutten, S. R., and Pohlmann, J. T. (1989). First and second language
reading comprehension. RELC Journal, 20, 2, 1-10.

Pillay, H. (1998). Issues in the Teaching of English in Malaysia. Document URL:
Specialist Teachers Training Institute, Kuala Lumpur.

Pressley, M., and Afflerbach, P. (1995). Verbal Protocols of Reading: The Nature
of Constructively Responsive Reading. Lawrence Erlbaum Associates,
Publishers.

Pritchard, R. (1990). The effects of cultural schemata on reading processing
strategies. Reading Research Quarterly, 25, 4, 273-295.

Randimampionona, C. R. (1991). An Investigation of English Reading Strategies of
Malagasy Students. Unpublished Ph.D. Thesis. The University of Reading.

Rankin, M. J. (1988). Designing thinking-aloud studies in ESL reading. Reading in a
Foreign Language, 4, 2, 119-132,

Rayner, K. (1990). Comprehension process: an introduction. In D. A. Balota, G. B. F.
d’Arcais and K. Rayner (Eds.), Comprehension Processes in Reading.
Hillsdale, NJ: Lawrence Erlbaum Associates.

Rayner, K., and Pollatsek, A. (1989). The Psychology of Reading. Englewood Cliffs,
NIJ: Prentice Hall.

Reynolds, R. E., Taylor, M. A., Steffensen, M. S., Shirey, L. R., and Anderson, R. C.
(1982). Cultural schemata and reading comprehension. Reading Research
Quarterly, 17, 3, 353-366.

Ridgway, T. (1995). Thresholds of the background knowledge effect in foreign
language reading. Reading in a Foreign Language , 11, 1, 151- 168.

Rigg, P. (1988). The miscue-ESL project. In P. L. Carrell, J. Devine and D. E. Eskey
(Eds.), Interactive Approaches to Second Language Reading. (206-219).
Cambridge: Cambridge University Press.

Riley , G. L., and Lee, J. F. (1996). A comparison of recall and summary protocols as
measures of second language reading comprehension. Language Testing, 13,
2,173-187.

Robinson, P. C. (1991). ESP Today: A Practitioner’s Guide. London: Prentice Hall.

371



BIBLIOGRAPHY

Roe, P. (1989). Report on a Visit to Universiti Teknologi Malaysia. Unpublished
Research Report. Universiti Teknologi Malaysia.

Roller, C., and Matambo, A. R. (1992). Bilingual readers’ use of background
knowledge in learning from text. TESOL Quarterly, 26, 1, 129-141.

Rowe, W. D., and Rayford, L. (1987). Activating background knowledge in reading
comprehension assessment. Reading Research Quarterly, 22, 2, 160-176.

Rumelhart, D. E. (1977/1990). Toward an interactive model of reading. In S. Domic
(Ed.), Attention and Performance. VI (573-603). New York: Academic
Press.

Rumelhart, D. E., and Ortony, A. (1977). The representation of knowledge in
memory. In R. C. Anderson, R. J. Spiro and W. E. Montague (Eds.),
Schooling and the Acquisition of Knowledge. Hillsdale, NJ: Lawrence
Erlbaum.

Sadoski, M., Paivio, A., and Goetz, E. T. (1991). A critique of schema theory in

reading and a dual coding alternative. Reading Research Quarterly, 26 , 4,
463-484.

Salager-Meyer, F. (1991). Reading expository prose at the post-secondary level: the
influence of textual variables on L2 reading comprehension (a genre-based
approach). Reading in a Foreign Language, 8, 1, 645-662.

Salager-Meyer, F. (1994). Reading medical English abstracts: a genre study of the
interaction between structural variables and the reader’s linguistic-conceptual
competence (L2). Journal of Research in Reading, 17, 2, 120-146.

Samuels, S. J., and Eisenberg, P. (1981). A framework for understanding the reading
process. In F. J. Pirozzolo and M. C. Wittrock (Eds.), Neuropsychological and
Cognitive Processes in Reading. (31-67). New York: Academic Press.

Samuels, S. J., and Kamil, M. L. (1988). Models of the reading process. In P. L.
Carrell, J. Devine and D. E. Eskey (Eds.), Interactive Approaches to Second
Language Reading. (22-36). Cambridge: Cambridge University Press.

Sani, A. M. (1992). The Effects of Culturally Derived Attitudes on the
Interpretation of Written Texts. Unpublished Ph.D.Thesis. The University
of Reading.

Sarig, G. (1987). High-level reading in the first and in the foreign language: some
comparative process data. In J. Devine, P. L. Carrell and D. E. Eskey (Eds.),

372



BIBLIOGRAPHY

Research in Reading in English as a Second Language. (105-120)
Washington, D.C.: TESOL.

Schank, R. C. (1982). Reading and Understanding: Teaching from the Perspective
of Artificial Intelligence. Hilldale, NJ: Lawrence Erlbaum.

Schank, R. C., and Abelson, R. P. (1977). Scripts, plans and knowledge. In P. N.
Johnson-Laird and P. C. Wason (Eds.), Thinking : Readings in Cognitive
Science. Cambridge: Cambridge University Press.

Selinker, L., Todd-Trimble, M., and Trimble, L. (1976). Presuppositional rhetorical
information in EST discourse. TESOL Quarterly, 10, 3, 281-290.

Seventh Malaysia Plan. (1996). The Prime Minister’s Department: Malaysia.

Shiro, M. (1994). Inferences in discourse comprehension. In C. Maicolm (Ed.),
Advances in Written Text Analysis. (167-178). London: Routledge. London.

Simpson, J. M. (2000). Topical structure analysis of academic paragraphs in English
and Spanish. Journal of Second Language Writing, 9, 3, 293-309.

Smith, F. (1971). Understanding Reading: A Psycholinguistic Analysis of Reading
and Learning to Read. New York: Holt, Rinehart & Winston.

Spelman-Miller, K. (2000). Writing On-Line: Temporal Features of First and
Second Language Written Text Production. Unpublished Ph.D. Thesis.
University of Reading.

Spolsky, B. (1989). Communicative competence, language proficiency, and beyond.
Applied Linguistics, 10, 2, 138-156.

Spooren, W., Mulder, M., and Hoeken, H. (1998). The role of interest and text
structure in professional reading. Journal of Research in Reading, 21,2 79-
95.

Stake, R. E. (1995). The Art of Case Study Research: Perspective in Practice.
London: Sage.

Stanovich, K. E. (1980). Toward an interactive compensatory model of individual
differences in the development of reading fluency. Reading Research
Quarterly, 16, 1, 32-71.

Steffensen, M. S., and Joag-Dev, C. (1984). Cultural knowledge and reading. In J. C.
Alderson and A. H. Urquhart (Eds.), Reading in a Foreign Language. (48-
62). London: Longman.

373



BIBLIOGRAPHY

Steffensen, M. S., Joag-Dev, C., and Anderson, R. (1979). A cross-cultural
perspective on reading comprehension. Reading Research Quarterly, 15, 1,
10-29.

Stevens, K. (1980). The effect of background knowledge on the reading
comprehension of ninth graders. Journal of Reading Behaviour, 12, 151-
154.

Strevens, P. (1988). ESP after twenty years: a re-appraisal. In M. Tickoo (Ed.). ESP:
State of the Art. Singapore: SEAMEO Regional Language Centre.

Stubbs, M. (1986). Lexical density: A technique and some findings. In M. Coulthard
(Ed.), Talking about Text: Studies Presented to David Brazil on his
Retirement. Discourse Analysis Monograph 13. (pp.27-42). Birmingham:
English Language Research. University of Birmingham.

Swales, J. M. (1990). Genre Analysis: English in Academic and Research Settings.
Cambridge: Cambridge University Press.

Swales, J. M. (1995). The role of the textbook in EAP writing research. English for
Specific Purposes, 14, 1, 3-18.

Taglieber, L. K., Johnson, L. L., and Yarbrough, D. B. (1988). Effects of prereading
activities on EFL reading by Brazilian college students. TESOL Quarterly
22, 3 Sept. 455-472.

Taillefer, G., and Pugh, T. (1998). Strategies for professional reading in L1 and L2.
Journal of Research in Reading, 21, 2, 96-108.

Tan, B. K. (1978). Proficiency in English amongst secondary four Chinese stream
students in Singapore. RELC Journal, 9, 1, 39-53.

Tannen, D. (1979). What’s in a frame? Surface evidence for underlying expectations.
In R. O. Freedle (Ed.), New Directions in Discourse Processing. (137-
181).New York: Ablex.

Tannen, D., and Wallat, C. (1987). Interactive frames and knowledge schemas in
interaction: Examples from a medical examination/interview, Social
Psychology Quarterly, 50, 2, 205-16. [reprinted in Jaworski, A. and
Coupland, N. (Eds.), (1999). The Discourse Reader. (346-366). London:
Routledge].

Tepsuriwong, S. (2001). An Investigation into Learner’s Reading Strategies in

Performing Pedagogic Reading Tasks. Unpublished Ph.D. Thesis.
University of Reading.

374



BIBLIOGRAPHY

The New Encyclopedia Britannica. (1986). Encyclopedia Britannica International
Ltd.

Tudor, 1. (1988). A comparative study of the effect of two pre-reading formats on L2
reading comprehension. RELC Journal, 19, 2, 71-86

Upton, T. A. (1993). The Influence of First and Second Language Use on the
Comprehension and Recall of Written English Texts by Japanese
Readers. Unpublished Ph.D. dissertation. University of Minnesota.

Ure, J. (1971). Lexical density and register differentiation. In G. E. Perren and J. L.
M. Trim (Eds.), Applications of Linguistics. (443-52). Cambridge:
Cambridge University Press.

Urquhart, A. H. (1987). Comprehension and interpretations. Reading in a Foreign
Language, 3, 387-409.

Urquhart, S., and Weir, C. (1998). Reading in a Second Language: Process,
Product and Practice. London: Longman.

UTM Prospectus. (1990). Universiti Teknologi Malaysia.

Wade, S. E, Buxton, W. M., and Kelly, M. (1999). Using think-alouds to examine
reader-text interest. Reading Research Quarterly, 34, 2 (April-June), 194-
216.

Widad, M. J. (1991). The Interactive Effects of Background Knowledge on ESP
Reading Comprehension Proficiency Tests. Unpublished Ph.D. Thesis. The
University of Reading.

Williams, E. (1984). Reading in the Language Classroom. London: Macmillan
Publishers Ltd.

Williams, E. (1996). Reading in two languages at year five in African schools.
Applied Linguistics, 17, 2, 142-120.

Williams, R. (1986). Teaching vocabulary recognition strategies in ESP reading. The
ESP Journal, 4, 121-131.

Winograd, T. (1972). Understanding natural language. New York: Academic Press.

Wong, S. C. (1988). What we do and don’t know about Chinese learners of English: a
critical review of selected research. RELC Journal, 19, 1, 1-20.

375



BIBLIOGRAPHY

Yin, R. K. (1984). Case Study Research: Design and Methods. Beverly Hills, Calif:
Sage Publications.

Yoon, H. K, and Goetz, E. T (1994). Context effects on word recognition and reading
comprehension of poor and good readers: a test of the interactive-
compensatory hypothesis. Reading Research Quarterly, 29, 1, 179-186.

376





