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AB‘STRACT

Research in second _languages (L2) has identified that reading in Lé requires a reader
to use both top-down processing (e.g., use of background ‘icnowledge) and bottom-up
“processing (e.g., letter processing), and that relying heavily on .one type ef processing may
.impede successful comprehension.‘ However, in the area of Japanese as a Seccnd
Languag'e(J SL), few investigations have been conducted on strategy use among JSL
readers in comprehending J apanese texts. In particular, there is not enoughinvestigation
of the validity of the nrevalent beliei‘ among JSL teachers that a learner who has
substantial prior knowledge of Chinesei characters (i.e., knows Chinese) ccmprehends
Japanese texts far better than a learner whc does_ not, since Chinese characters are
extensively used for content words in Japanese texts. Nevertheless, transferring
| knowledge of Chinese characters may also be a drawback because some Japanese kanji
compounds are not semantically compatible with those in Chinese. Some researchers '
suggest that knowledge of Chinese characters is not necessarily an advantage for |
successful comprehension in Japanese (e. g., Hatasa, 1992).

This study examined if there are any differences in reading strategy .use between the
two language groups of intermediate JSL readers. It also examined the relationship |
between the appliCation of the knowledge of Chinese characters to solving kanji problems
and the readers' overall perfdMance in comprehending Japanese texts. Eight university
JSL learners participated in recall tasks of two Japanese passages, verbalising their
thoughts during the tasks. Both qualitative and quantitative data from this case study
suggest that use of Chinese knowledge does not guarantee Chinese readers successful or

superior comprehension of Japanese texts: those readers must be able to identify the .



iii.
rhetorical structure of the passages and use it when reconstructing mental representations
of the passages. Also the results suggest that use of knowledge of Chinese characters has
to be accompanied by effective use of metacognitive strategies to maximise its usefulness.

The results indicate that reading instruction in JSL needs to recognise the interactive

nature of the reading processes and that the activities that help learners develop effective

use of top-down processing and metacognitive strategies should be integrated into their

instruction.




v

TABLE OF CONTENTS
ADSLIACE ..ot e ii
Table Of CONENLS ..ottt 1v
List Of Tables ......ooooiiiiiiiiiiiicee e e _— vi
List of Figures .................. SOREROTOPURURRUURURRNY SO e . vii
Acknowledgements ... e SUUUR ORI OPRROPPRRPPPO
viii
Chapter 1 INtrodUCHION ............c.cooiiiiiiiiiiii i 1
Significance of Problem ... 2
Research QUEStioNS ... 5
Definitions of TErMS ...............ccccccoovoveieiiierieeee ST 6
Chapter 2 Review Of LIterature ...............cccoooiiiiiiiiiiii i e 9
Interactive Model of Reading Comprehension ....................iccccccooeeeeinien..n, 9
Reading Strategies in Non-JSL Contexts ..o, 12
Observation of Ongoing Use of Reading Strategies by L2 Readers ..... 12
Metacognition, Reading Comprehension, and Strategy Use ............... 15
Other Factors related to Reading Strategies ..., 17
Summary ..o e 24 -
Reading Comprehension Researchin JSL ..., 24
Characteristics of Japanese Language and Reading Comprehension ... 24
Kanji Vocabulary Solving Strategies for JSL Readers from Non-Chinese
Character Background .................ccccocoiiiiiii 32
Observation of Ongoing Reading Strategy Use in JSL Contexts ......... 35
SUMMATY ..ottt e 38
Chapter 3 Methodology ........ OO R PP UUUPRRUTRRR 40
Research Questions ... F OO U PO OO PUPOPRTRPPTOPPO 40
Research Design ................................ OO ... 40
Participants ...........cccocoeieiieiiiiiieein s 41
Data Collection Methodology ............. e et 44
MaterialS ...........occooiiiiii e e, 46
Japanese Language Assessment ........... RS e 46
: Reading Passages .............ccoooeeiviiiiiiiiiiiieeee e 47
Pilot Study ..o 49
Procedures ............ococoooiiiiiiii e 51
Pre-data Collection SeSSIONS ...............ccooiiiiiiiiieiiiiie it 51

Think-aloud Session ...................... S s 52




Data ANALYSES .......ooooiiiiieiiiii e 54

" Transcribing, Segmenting, and Coding of the Protocols ................... 54

Scoring of Written Recalls .............cccoooviiiieiiicc 58

Chapter 4 Results ....... PSSP P PO TP 60
Japanese Language Proficiency Test ..............ccccooiiiieniiiiiiiinnicniiciee 60

Strategy USE ......oooiiiiiiiiii e 64
Overall Use of Each Strategy Category .................cccooveveiveeienienn. 64

Word-Problem Solving Strategies for Unknown Kanji Words ............ 70

RECAIl SCOTES ....oooiiiiiiiiiiii ettt e 75
Comparison of Written Recall Scores ..............c.ccoooeiiiiniiiiniiine, 75

Recall Scores and Strategy Use ...........cccoooivviiiiiiiniieiiiceicce 78

Summary .............. PP PP 79

Chapter 5 DUHSCUSSION .....oviiiiiiiiiie et R 82
: The Types of Reading Strategies Used by the JSL Readers ......... BRI 82
Strategy Use: English Readers versus Chinese Readers .................... e 84

Overall Strategy USe ...........ccooviiiiiiiieiieieeie et 84

Word-Problem Solving Strategies .............ccocccovviiiiniiiii 88

Strategy Use: Effective Readers versus Less Effective Readers ................... 97
Relationship between the Strategy Use and Recall Scores .................. 98

Comprehension Processes among the NSC Readers ................c.......... 99

Comprehension Processes among the NSE Readers ......................... 104

DISCUSSION ..ottt 111

Chapter 6 Conclusions and Implications ................ccc.ccceeee. e, 115
~ Conclusions ... RS e 115

- Limitations of This Study ...............ccocoiiiiiiii 120
Implications for JSL Classrooms .............ccocooiriiiiiiiiiiniiie e 121
Suggestions for Future Research ................ccccoooiiiiiiii, 126
REfEIENCES .. ..ot 129
CAPPENAIX A Lo, [ESS 137
APPENAIX B ..o 142
Appendix C o et e 145
AppendixD ... e 146

AppendixX E ..o 148




Table 1

Table 2

Table 3

- Table 4

. Table 5

- Table 6

Tablé 7

Table 8.
~Table9

Table 10

Table 11

vi

LIST OF TABLES
| Béckground Of Participants ...............c.cccooovveiiiiiieiniceeeen ... 43
- 'Ratio of Each Orthographic Symbol in the Passages ............................. 48
i{esults of the J apzinesg Language Proficiency Test ............. PR 61

" Medians and Standard Deviations of Scores

in Individual Sections of JLPT ..o 61

Observed U Values on the Scores of Individual Sections

- inJLPT (NSE vs. NSC Group) ....... e e 63
Raw Frequencies of Each Strategy by Individual Participants ............... 65
Strategy Use of Each Participant ........................c...c.ccoooiiii 66
Observed U Values on Strategy Use in Each Passage v
(NSE vs. NSC Group) ........ccoooevvieiieiiiccen e 69

- Use of Word-Problem Solving Strategies for Kanji Words
by Each Participant ...................cccccooiiiiiiii e 74
Scores of Written Recalls of Individual Participants ............................ 76

Correlations between Strategy Use and Recall Scores
in the TWo Passages ..............c.ooooovevviiiiiiiiiceceeeeee e 79




Figure 1

Figure 2

Figure 3 -

Figure 4

Figure 5

Figure 6 -

Figure 7

Figure 8

Figure 9

Figure 10

Figure 11
Figure 12

Figure 13

Figure 14

Covil

LIST OF. FIGURES' |
- Examples of Japanese Orthographic Symbols ,' ..... SO e 25
Exarﬁples of Three Orthographic Symbols in a Japaneee Sentence ..... 26
Combarison of Japanese and Chinese SENLENCES ...v..vvoveerreeeeeereerereenn, 28
Word-Problem Solving Strategies for .Unkno_wr.l Kanji Words ............. 33
Additional Problem Solviﬁg Strategies for Unknown Kanji Words ..... ... 34
Rhetorical Organisation of ki-shbo—ten—ket&u N VTR i 49
I'nitiel Coding Scheme ............................... SRV _ e, 55
Categories of Strategies ....... e e 57

Comparison of Total Scores of JLPT in the Two Language Groups ..... 62

Comparison of Total Frequencies of Reported Strategies '
in Each Groups ............ccoooeiviiiiiins teereeaerrrteeeeatnraaieeanaaanrrenaan 66

Score Distribution of the Kanji Sections in JLPT .....................c.cococo.... 70
Examples of the Steps of Kanji-Problem Solving Using Okurigana ...... 72

Comparison of Raw Frequencies in Kanji-problem Solving Strategles
between measures of the Two Language Groups ......................... e 13

Comparison of Recall Scores between the Two Language Groups ........ 76




‘ , viit

ACKNOWLEDGEMENTS |

First of all, I would like to express my deepest gratitude to my thesis committee, Dr.
Stephen Carey, Dr. Patricia Duff, and Dr. Richard Berwick, for their critical comments on
the manuscript and constructive suggestions.

I would also like to thank Dr. Rebecca Chau and Mr. Masahiko Nakata, who kindly
allowed me access to their classes for the recruitment of the participants in this study. I
also thank all the participants for their co-operation and time.

I would like to express my gratitude to my former colleagues and mentors, Dr.
Chihiro Thomson, Mrs. Sufumi So, and Ms. Chisako Umeda, for their encouragement and
guidance during my days in Singapore. What I learned from them in those days did lay the
foundation for this thesis. Specially, I am indebted to Dr. Thomson and Mrs. So for
giving me the inspiration that ultimately led me to this study. :

Finally, I would like to thank Rodolfo Valerio, my husband, for his unWavering
support, patience, and love throughout the completion of this thesis. Without his
existence, I could never have finished this thesis.




CHAPTER 1
Intrdduction
| During the last two decades, research on reading for second language learners has
grown remarkably, initiated by the research in English as a first and second language (ESL
hereafter). Consequently, a large number of studies have been conducted to identify how
comprehension processes work and what factors are iﬂvolved in successful comprehension
(See Grabe, 1991, for a review of previous research in this field.) Particularly, a
_ signiﬁcant ﬁumbér of studies on reading strateéies has emerged f"rom‘the investigation of
readers' thought processes during task performance (e; g., Anderson, 1991; Barnett, 1988,
1989; Block, 1v986, 1992; Casanave, 1988; Cohen & HoSénﬁeld, 1981; Horiba, 1990;
Hdsenﬁeld, 1976; Sarig, 1987). As a result of previous research, the learner's abilbity to
use strategies has become considered one of the important factors for success in reading
comprehension (Anderson, 1991; Barnett, 1988, 1989; Block, 1986, 1992, Casanave,
1 988; Cohén & Hosenﬁeld, 1976; Sarig, 1987).

However, despite the steady growth in recognition of reading strategies, litﬂe
research has been reported within the context of Japanese as a second language (JSL), and
it is still not clear what strategies JSL learners employ while attempting to comprehend
Japanese texts. In par_ti(.:ular, there hés not been enough investigation as to the Vélidity of
the prevalent belief among JSL teachérs, that a learner who has substantial knowledge of
Chinese characters comprehends Japanese texts better than a learner who does not,

because kanji, which are derived forms of Chinese characters, is extensively used for

content words.




This study will attempt to identify the reading strategies used by JSL learners in an
intermediate university Japanese course at a Canadian university, and investigate how two
groups of readers, English native readers and Chinese native readers, approach the reading

comprehension of Japanese texts.

Significance of Problem'

Th¢ term "reading strategies” refers to "the mental operations involved when readers
| pﬁrposely approach a text to make sense Qf what they read" (Bamett, 1989, p.66).
Reading strategy research has taken on greater importance during the last 'deéade, along
With the prevalence of the view that reading comprehension is a type of cognitivé a;tivity
that requires the readers to use active mental processes for solving problems (Grabe, -
1991). Vast amounts of research have been conducted on both first and second
languages. Those studies revealed that strategy use may vary ffom reader to reader
(Anderson, 1991; Barnett, 1988; Block 1986; Sarig, 1987), that ﬁetacognition plays an
important role in effective use of reading strategies (Anderson, 1991; Barnett, 1988;
Block, 1986, 1992; Carrell, 1989; Casanave, 1988), and that strategies in tﬁe reader"s first
. language (L1) may be transferred into the secbnd language (L2) (Cumming, Rubuﬂ'o';, &
Ledwell, 1989; Koda, 1987, 1988; Sarig, 1987), but the exteﬁt of the traﬁsfer may be |
linﬂted depending on _LZ competence (Carrell, 1991; Clarke, 1980). In addition, the |

~ syntactic and semantic characteristics of the target language may affect the types of

strategies that are used by proficient readers (Swaffer, 1988).




In the area of JSL, although there has been a growing interest in reading strategies
‘among teachers (Ozaki, 1991), little research has been conducted on the topic. Iﬁ
particular, few investigations of a reader’s strategy use during the accomplishment of a
task have been conducted so far. HoriBa (1990) observed the reading processes of both
L1 and L2 readers of J apanese, and found that L2 readers exercised self-monitoring
strategies of vocabulary and sentence comprehension more often than L1 readers. In her
study of reading strategy training for the intermediate JSL learners, Taniguchi (1991)
reported active use of various strategies, such as word-problem solving strafegies and use
of general knowledge to assist comprehension, by the JSL learners during the reading
tasks. However, in Horiba's study, the presentation of the experimental text fo the
subjects was far from authentic reading; each sentence was written on an index card sé
that the subjects could read only one sentence at a time. Therefore, the observed strategy
use in that study may be different from that in a more authentic reading situation. |
Moreover, in Taniguchi's study, the main focus was on strategy training rathef than
investigating the learner's own reading process during the tasks. Therefore, it appears that
further in.vestigation is necessary for an in-depth understanding of reading strategies within
JSL settings. |

Moreover, few researchers in JSL have investigated the validity of the common
belief among JSL teachers about the greater advantage of Chinese readers over non-
Chinese readers in comprehending Japanese texts. Many teachers assume that the large

number of kanji used in Japanese texts enable readers with a Chinese background to

transfer their knowledge of Chinese characters and vocabulary in order to understand the




~ meaning of unknown kanji words in Japanese texts. For example, the results. of qué's
study (1989) showed tﬁat learners Who ha{te a stfoiig Chinesg laﬁguaige background may
pérform better in complex reading tasks, such as ‘para.lgraph éomprehension, than those
who do not. Hoiizever, v'theré is also some evidencé tﬁat the knowledge of Chinese
characters is ndf a strong factor in the reader's oyerall perfofrhzinc’é in reading
comprehension in J apanesé, especialfy‘for the JSL réaders who are highly proﬁcieni in

7 apanése (Hatasa, 1992). In additio’n; some résearchers have éugg;astea that the ‘_ |

: application of knowledge éf Chinesg characters and the transfer of Vobabuiary krioWlédge’

in Chinesé also may constrain succéssﬁil comﬁrehénsion becailgé not éll kanji words

: correspond' semantically to those in Chinese (éhou, 1 9§1;,Takebe, .1 979; 1989).»

In addition, although reséar’chers appear to be in agfeemeﬂt aBdut fhe strong

relationship“bctween voc;abuiér_y knowledgé and comprehe’nsioh_ (e.g., 'Gfabe, 1‘991; Jusf &

: Carpentéf, 1987; Koda, 1:989', 1'990),‘the readér‘s khdwled_ge of syntactic markers, such as
case-marking particles, méy also be important to successful corﬂprehcnsioﬁ in Japanese ‘
since they are the most significant syntactic mafkérs in] apanese language (Koda, 1989, :

. 1996; 1992; Saifo-Abbotf, 1991). Aisb, récent résearch in ESL and French és a foreign‘
»language sho)ws the imﬁortarice qf the readér’s use of priof knowledge, vsuch és knbwlédge
about the topic:and texf organisatioﬁ (e. g.‘, ‘Carrell, 1984, 1‘987) and the mét'acogvnitive

| .ability that one brings to t_hc readiﬁg (e. g, ‘Andérson, 1991;'Bamett, 1988; Bl_ock, 1986, )

1992;»CAasané.ve, 1988). Therefore, identifying how the JSL readers appfoach a text

- during reading will provide some useful insights into Japanese reading instruction. This is |

- especially important for the intermediate level of Japanese lea'fner_s, because instruction




shifts from conversational language at the beginner level to an in-depth understanding of

written texts at the intermediate level (Ito, 1-991; Yamamoto, 1989).

‘Furtherrﬁore, itis valuable to study reading stréltegies used by learnefs not only in
ESL settings but also in other cfoss-linguistic contexts, with suéh target languages as
J apanesé. It appears that the studies inL2 reading are dominated by those in ESL.

However, some researchers have suggested that the characteristic features of a target

- language might influence the reading processes in the language. As a consequence of

reviewing some studies of L1 readers of English and also with respect to Bernhardt's study
(1986, cited in. Swaﬁar, 1988) of L1 and L2 readers of German, Swaffar (1988) pointed

out that German requires its readers to use different optimal processing strategies from

_those used for English because of the linguistic differences between the two languages.

One of the most significant features that discriminate J apanese langu_agé from other
lénguages is a very complex orthographic system, that is, a combination of syllabaries and
1§gographies (Just & Carpenter, 1987; Taylc‘>r,- 1987). Méreovér, more thaﬁ two thousand
characters in total are used in printed miaterials, ﬁuch as neWspapers, magazines, books,

and so on. This uniqueness of the Japanese orthographic system may affect the way that

L2 readers use lower processing strategies (i.e., language decoding strategies). Therefore,

empirical data of the reading process of J SL readers méy contribute to a further

understanding of second language reading processes.

Research Questions

The research questions that were addressed in this study were as follows:




1.  What types of reading strategies are consciously employed by learners in
" an intermediate university Japanese language course?
This question focuses on any difference in the types of strategies used by JSL

readers to those that have been identified in ESL research.

2.  Is there any differe;lce in the pattern of strategy use for reading
comprehension"()f Japanese between English native readets and Chinese
native readers?

~ This question specially focuses on how Chinese L1 readers apply their
knowledge of Chinese characters to comprehending Japanese texts and if
English L1 readers use any specific strategies to compensate for their lesser

prior knowlédge of Chinese characters.

3.  Are there any characteristics of strategy use that discriminate the more
effective readers from the less effective readers in each language group?
This question focuses on whether there are any combinations of strategies that

are characteristic of more effective or less effective readers in each language

group.

Definitions of terms

The definitions of some terms used in this study are as follows:




~ Second language(s)(L2): .This term is used in tﬁis study as a language or
" languages acquired after the first language(s). Therefore, the term 'second- language(s)'
includes both foreign languages, such as English in Japan, and second lahguages, suéh as
English in Hong Kong.

Reading: Here, this refers to silent reading for understanding what is written
in a text. This term does ﬁot include 'reading aloud' or skimming or scanning for
' collecting specific information. |

Réading strategies: In this study, reading strategies are defined as strategic
procedures that readers consciously or subconsciously employ in order to understand |
what is written in a passage (Barnett, 1989). Reading strategies include understanding at
the discourse level as well as at the more local level, suc;h as specific words, phrases, and
sentences. |

Chinese characters:  The term 'Chinese characters' refefs specifically tp the
logographic symbols used in the Chinese language. In this study, the teﬁn, 'Chinese
characters' includes only traditional characters as used in Hong Kong and Taiwan, and
_ does not refer to pinyin or simplified characters used in the mainland of China. Also,
'kanji' refers to the logographic symbols used in the J apénese lgnguage.
| Knowledge of Chinese characters:  Since the Japanese writing system was
developed by adapting Chinese characters, Chinese characters (i.e., kanji) are extensively

used in Japanese writings. However, in this study, this term refers to "a knowledge of

Chinese characters" as used in the Chinese language.




The followmg chapter reviews literature related to the reading comprehensron
process and use of reading strategres in L2. It then presents an overview of the J apanese
orthographrc system and presumable effectof readers prior knowledge of Chinese
characters on readlng in Japanese. F 1na11y, the chapter revrews the prevrous studies on
kanjr-word problem solving strategres and ongomg readlng strategy useinJ SL contexts

Chapter three descrlbes the design and data collectlon methodology of thls study
First, it restates the research questlons and descrlbes the des1gn of th1s study ’Then it

| describes the number and types of part1c1pants Third, a detalled descnptron of the data
collection methodology is presented with a discussion concernmg the llrmtatlons of the
methodolOgy.. Fourth, the materials used in this study are described in detail. Fmally, the
pilot study and the procedures of actual data collection are described.

Chapter four presents the results of quantitative analyses of thls study First, the
results of the Japanese Language Proﬁc1ency Test are presented followed by overall
strategies use and comparison of the strategy use between the English native readers and"

~ Chinese native readers. Then, the use of word- problem solving strategies 1n the two
language groups is examlned Frnally, the recall scores and their correlatlon wrth strategy
| use are analysed

Chapter five presents a drscussmn of the results of quantltatlve analyses in relation to
the three research questlons Furthermore, the results of the quahtatrve analyses are also
presented and discussed. |

Chapter six presents the conclusions and limitations of the results of this study. It

also shows the pedagogical implications and suggests directions for further research.




CHAPTER 2
Review of Related Literature
In this chapter, first, the currently most prevalent model of reading comprehension,
the interactive model, will be described to illustraté the basic process of reading
comprehension. Then, the previous reading strategy research in non-JSL contexts will be
reviewed. This chapter alsé describes the characteristics of Japanese text in terms of their
possible impact on comprehension of JSL readeré. Finally, the previous research

regarding reading processes and reading strategies among JSL readers will be reviewed.

Interactive Model of Reading Comprehension

In recent years, most researchers, both in L1 and L2 reading research, have
emphasised the active role of readers (among others, Alderson, 1984; Barnett, 1989;
Carrell, Devine, & Eskey, 1988; Casanave, 1988; Davis, & Bistodeau, 1993; Horiba,

1990; Koda, 1994; Schats, & Baldwin, 1986; Stahl, Hare, Sinatra, & Gregory, 1991;
| Smith, 1988; Stanovich, 1991; Swaffar, Arenes, & Bynes, 1991). That is, reading 
comprehension requires readers to employ an active mental procéss, as if they were
composing a néw version of the text for a reader existing inside themselves, and to apply
their previously acquired knowledge, which is called "background knowledge," in
undefstanding the text (Pearson & Tierney, 1984, cited in Barnett, 1989). In other words,
;'comprehending a text is an interactive process between the reader's background

knowledge and the text" (Carrell & Eisterhold, 1983, p. 556).
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~ This view of reading comprehension is called an "interactive model" (Rumelhart,

1977), and has its theoretical roots in schema theory. 'According to the description of

- Carrell and Eisterhold (1983), within the model of schema theofy, the role of a text is only

to provide direction for readers to retrieve or construct meaning from their own

backgrouﬁd knd‘wledge. The background knowledge is structured by sub-units of

- knowledge called schemata. Schemata are hierarchically organised. Most general

sc‘h‘er'naf»a,‘ such as knowledge of the world and the knowledge of the topic, are at the top

~ of the hierarchy and most specific schemata, such as knéwledge about the spelling patterns

‘in the language, are at the bottom. All incoming information is processed through two

basic modes: bottom-up processing‘ and top-down processing. In bottom-up précessing, |

the features of the text, such as letters, words, or phrases, are processed first to construct

the meaning, and'thch received at the higher-level of processing that involves syntactic,

semantic, and discourse kanlédge‘ of the language. On the other hand, in top;down

processing, a reader makes general predictions about what comes next based on general

- schemata, and then searches the text for information that will at least partially satisfy these

predictions.
‘Two types of schemata are broadly considered important. One is "formal (structure)

schemata," which refers to thé backgrouhd knowledge of the formal and rhétori‘cal

organisational structure of different types of text. The other type "content schemata" is

| ~the background ‘kn.owlledge of the topic of the text and of the world. For successful

comprehension, the reader must activate schemata appropriate to the text. Previous

studies in second languages showed that reading comprehension and recall were enhanced
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when a reader was familiar with the content and aware of the formal structure of the text
| (Barnitz, 1986; Carrell, 1984, 1987, 1992; Roller, & Motambo, 1992).
A reader simultaneously uses the two modes of _processiﬁg, bottom-up and top-

“down, throughout the reading comprehension. Héwever; Stanoviéh (1980) suggested that
eitﬁer type of processing méy compensate for deficiency in the other. For example,
readers‘may‘ usevtheir background knowledge to infer the meanihg of unknown words
(top-down procéssing), while they might use informationi obtained by word recognition to
construct meaning when little background knowledge is available (bottom-up processing).
Nevertheless, relying too heavily on one specific mode appears to adversely impact
;:omprehension (Eskey, 1988; Grabe, 1988). If readers do not 'acq'uire efficient usé of
lower-processing skills (such as phonetic, letter, and word recognition), then their memory .
will be overloaded and enough memory capacity will not be available for higher-
processing. LeBerge and Samuels (1974) afgued that both decoding and comprehension
require attention and that, sinée a human can only attend to one thihg at a time, readers
need to acquire au_tomaticity in lower-level processing. On the other hand, if readers are

_ not efficient in using higher-processing .skills (such as use of contextual clues, activation of
formal and content schemata), then they will fail to identify the relationship between
sentences. Therefore, both bottom-up decoding and top-down interpretation are equally

important for efficient reading comprehension.
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Reading Strategy Research in Non-JSL Contexts
Observations of Ongoing Use of Reading Strategies by 1.2 Readers

Since the 1980's, the investigation of strategies has become one of the central
components in ;eCond language reading research (Grabe, 199 1). Reading is considered to
be a type of problem-solving activity (Anderson, 1991, Baniett, 1989; Block, 1986, 1992;
Sarig, 1987). Therefore, the reader's ability to use problem-solving strategies may have a
influence on performance in comprehension.

Block (1986) investigated the reading strategies employed by ESL students who
were native speakers of Chinese and native speakers of Spanish, and she compared the
results with strategy use among native speakers of English. She used think-aloud |
protocols in order fo observe the subjects' on-going pfocesses duﬁng reading
comprehension task (see Chapter 3 for further description of think-aloud protocols). This
study produced two broad categories: géneral and local strategies. General strategies are
used for global compreheﬁsion: to gafher information for the comprehension using their
background knowledge and to monitor their own comprehension. The éomprehension
gathering strategies in this category seem to reflect top-down processing. Local
strategies, on the other hand, serve to understand specific linguistic units in the text. This
category is involved in bottom-up processing.

She also identified two modes of response: an extensive mode and reflective mode.

In the reflective mode, readers direct their attention away from the text and towards

themselves. Their focus is on their own thoughts and feelings rather than on the
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information in the text. In contrast, readers in the extensive mode focus on understanding
the ideas of the author expiessed in the text. They do not relate the text to themselves. -

Block identified several findings from this study. First, in terms of general strategy

 use, there seemed not to be any particular pattern of strategy use either which

. distinguished the ESL readers from the native speakers of English or which distinguished

the native speakers of Chinese from the native speakers of Spanish. Moreover, the
strategy types and the pattern of strategy use of English native speakers did not appear to

be diﬂ'efent from those of the ESL réaders. She suggested that the strategy use,

| particuiérly the use of higher-level ones, may not be tied to specific languagé features.

Second, there was no evidence indicating specific "effective strategies." All
proficient readers used different strategies in different combinations although there were

four characteristics of effective readers; they demonstrated (a) integration of the

“information in the text, (b) high awareness of text structure, (c) ability to relate general -

knowledge and personal experience to the information in the text, and (d) response in the -
extensive mode. However, these characteristics were observed to some extent in the less
proficient readers, too. Rather, the most significant factor that distinguished the effective

readers from less effective was the frequentA use of monitoring strategies and the capability

* to plan using alternative reading strategies to solve their problems in comprehending the

text. In other words, the effective readers in this study had Wellj(ieveloped métadognitive -
abilities. Therefore, Block concluded that readers' metacognitive ability, such as ability to

monitor their understanding and to plan the strategies to solve problems, is the kéy o

differentiating effective readers from less effective readers.
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Block's conclusions were supported by Sarig (1987). Sarig stﬁdied the s‘trategy‘use
for fnain idea analysis and overall message synthesis tasks by E'SL students in their first
and second languages. Prior to the'exp'eri'ment, Sarig set up fou.r qategoriés of moves
(i.e., strategies): téchnical-aid rﬂoves“, clarification and simplification moves, coherénce-
detecting moves, and monitoring moves. |

Technical-aid moves are strategies involving specific techniques té facilitate text
processing, such as skimming, scanning, skipping, marking and v.vriting key elements.
Clarification and simplification moves refer to strategies used to clarify and/or sirﬁplify
what is written in the text. These rﬁoves include the use of various types of substitution,
simplification, paraphrases, Synonyms, and circumlocution. The third type of moves,
cohérence-detecting moves, is involved with strategies, such as effective use of prior
content and formal schemata to predict forthcoming text, identification of key information
in the text, identification of people in the text and views or actions attributed to them,
cumulative decoding of text meaning. The last type in Sarig's list of strategies is
monitoring moves, which are defined in much the same way as comprehension monitoring
strategies in Block's study.

The results of the study indicated that all participants qsed a similar number of
moves regardless of the conse(iuent task scores. Sarig also found that the monitoring
moves contributed to the success of cqmprehension only when a.reader can: (a) be aware
of the nature of the task; (b) be aware of the need to control consistency of task

performance; (c) identify failure in comprehension; (d) recruit various resources for the

error correction; (e) evaluate correctly one’s chances of handling a difficulty; (f) control
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decoding effort, and (g) tolerate uncertainties in comprehension when necessary. Sarig,
therefore, concluded that how the readers use the strategies, that is the reader's
metacognitive ability, is more crucial for success in reading comprehension than what

strategies they use.

Metacognition, Reading Comprehension, and Strategy use

Previous reading research in reading strategies showed that a reader's metacognitive
ability, rather than the use of specific types of strategies, may be critical for successful
comprehension. Metacognition refers to "the knowledge about our own thinking and

- learning" (Casanave, 1988). Metacognition in reading includes "(a) readers' knowledge of
their cogniti\}e resources and their compatibility with the reading situation, (b) self-
regulatory mechanisms used by an active learner during an attempt to solve a problem, and
(c) development and use of compensatory stretegies for either reading for meaning or
reading for remembering" (Connor, 1987, p.17). The readers who developed
metacognitive capability, for example, know what reading strategies they have already
acquired and which strategies are effective for accomplishment for a specific type of
reading task. While reading a text, they frequently ctleck the accuracy of their
understanding and sometimes adjust the reading speed in order to prevent overload of
their mental capacity. They also know what they should do when they cannot understand

what they are reading. The metacognitive ability is critical even for students in the

beginning level of L2 learning since this ability is also needed for efficient decoding and
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éncoding even if those Iearners rély more on the language decoding .or bottom-up
strategies rather than top-.down strateéies (Swaffar, Arens, & Bynes, 1991).

Barnett (1988) investigated the relationship among the reader's metacognitive
awareness, strategy use and reading comprehension aniqng university students of French
asa fbreign language. In her study, the subjects' metacognitive awareness was measured |
in terms of the subjects' perception of using more effective stratégies in the reading .tasks.
As for strategy use,- she focused on one specific strategy: reading using context as a élue.
She found an interaction among three factors; students who read using context better were
more likely to perceive that they used effective strategies, and they also comprehended
better. |

In the 1992 article, Block reported on her. examination of the use of a
éomprehension—monitofing strategy, which is considered one of the self-regulatory
strategies, by the subjects in her study (1986). She identified three phases, and their
associated six steps, of the process of comprehension-monitoring: the evaluation phase
(problem recognition and problem source identification), the action phase (strategic plan
and action/solution attempt), and the checking phase (check and revision). She found that
less proficient readers, both the native and non—na;cive speakers, used the comprehension-
monitoring process ihcompletely; they could identify problems, but seemed not to know
what to do next. In contrast, the proficient readers not only were able to recognise

problems, but also were able to identify ways to solve the problems. Also, the effective

readers were evaluating whether those problem-solving strategies actually work or not.
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The results of this investigation, therefore, support her previous conclusion that the more

proficient readers rﬁay have a well-developed use of metacognitive strategies.

7

Other Factors Related to Reading Strategies

L2 Proficiency and Reading Strategy Use. There has been a debate regarding the

relationship between L2 proficiency and reading strategy use among L2 learners. Some
researchers have argued that reading in L2 critically depeﬁds on one's L1 reading ability
.rather than upon the learner's proficiency level in the target language (Coady, 1979; Jolly,
1978, cited in Alderson, 1984). They argued that the higher-level processing strategies in
L1 may be transferred into L2 and may compeﬁsate for weakness in lower-level linguistic
skills (Coady, 1979). However, there are also claims that the reading ability in L2 depends
on the reader's proficiency in the language (Carrell, 1991; Clarke, 1980; Cziko, 1980;
Devine, 1987).

Clarke (1980) summarised the results of two studies that examined the transfer of
: strétegies using semantic and syntactic cues from L1 to L2 among begiﬁné} level of
Spanish speaking ESL learners. One study used the cloze test and the other used miscue_\
analysis procedures. Clarke found that tﬂe good L1 readérs, who achieved high scores in -
the Spanish cloze teét, focused on the semantic cues more frequently than the poor L1
readers in reading L1. He also found Athat the good L1 readers performed better than the | ]

poor L1 readers in both languages. However, the differences between the two groups of

readers were greatly reduced when they read in L2. Clarke suggested that there may be a
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thréshold level of proficiency that must be attained before good readers can transfer
obtained reading strategies in their L1 to reading in L2.

* Other researchers found similar results that suggest the "short-circuit" in L2 reading;
that is, limited control over L2 causes the ggod readers to use poor reader strategies
(Clarke, 1980). Cziko (1978, 1980) investigated the relationship between lénguage
competence and the use of graphic (e.g., visual similarity 6f words) and contextual
information (e.g., semantic, syntactic, and discourse clues) in reading comprehension
among the intermediate and advanced French L2 learners in the Grade 7. He also used
native speakers of French as a control group. To collect the data, he used miscue analysis
as Clarke did. In this study, ﬁe found that the intermediate group made graphically
induced errors most frequently, and as the léarner's proficiency level increased, occurrence |
of this type of error decreased. Furthermore, the intermediate group made errors
conforming to syntactic and semantic clues, which were provided by the preceding parts,
less frequently than the advanced and native speaker groups. Although he acknowledged
that the interpretation of the results of this study must be limited to the oral reading by
native French and English speaking students, Cziko concluded that there is a possible
proficiency level which L2 learners must attain in order to be able to use higher-level
reading strategies as the native speakers do. |

Nevertheless, one may argue that the ﬁndihgs by Clarke and Cziko cannot be
generalised since both researchers used the miscue analysis in oral reading and since

reading processes in oral reading may not be the same as those in silent reading. In her

stﬁdy, Carrell (1991) investigated this short-circuit in silent reading. She pointed out the
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methodological shortcomings in Clarke's study;rsince the subjects in his studies were all at
approximately the same level of English proﬁciency, ii is difficult-to say precisely what
role proficiency in L2 playe in the short-circuit of strategy transfer. Therefore, she used
Spanish native speakers in an intermediate and advanced ESL program and native
speakers of English in beginning and intermediate university Spanish couises in her studyl.
She examined the effect of two variables, L1 reading ability and L2 proficiency, on L2
reading. The results were rather inconclusive. Fcr the Spanish le group, she found that
L1 reading ability was a stronger predictor of L2 reading. In contrast, for the Engiish Lll .
| group, the L2 proficiency was a stronger predictor than the L1 reading ability. Carrell
suggested that this difference in the relative importance cf the two factors in eech group
may be due to the difference in the abselute proficiency between the L1 groups; the
Spanish L1 group had higher proficiency in L2 than the Engiish L1 group in their L2.
Consequently, she concluded that one of the' most plausible explanations for this result
was that the proficiency level in L2 may be more critical for learners at slightly lower
proﬁciency levels than those who have attained slightly higher pioﬁciency.' This implicitly

supports the existence of a language threshold in transfer of L1 strategies into L2 reading.

Linguistic Characteristics of the L2 and Reading Strategies. As discussed in the
previous section, reading in L2 involves both L1 reading ability and L2 proﬁciency'. Also,

reading requires both general cognitive skills (e.g., reasoning and inference) and language

processing skills (e.g., letter and word processing, use of syntactic and semantic. cues) ‘
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(Koda, 1994). Thus, one could assume that linguistic properties that are unique to
speciﬁc languages may call for .particular processing skills and strategies. |

Inv L1 research, for example, eye-movement studies showed that experienced English
L1 readers seemed to attend to content words more than function words when reading
English (Carpenter & Just, 1983), while experienced German L1 readers attended to
function words more than content words (Bernhardt, 1986, cited in Swaffer, 1988).
Swaffer (1988) pointed out that this contrast between English and Gerrrlan L1 readers -

, might indicate the differences in the effect of fuhction words on comprehension in each
language, and she suggested that the linguistic differences between the two languages
might induce the different optimal processing strategies.

Koda (1988) conducted two studies that investigated word recognition strategies
among skilled native readers of English, and ESL readers from three different
orthographic backgrounds: Arabic, Spanish, and Japanese. According to Koda, there are
two tyr)es of orthographic system that are distinguished by the ways that words are

’ recognised. The first one is phonographic orthographies, such as those in Spanish and

Arabic, in which grapheme and phoneme are corresponding to each other. Word

recognition in this type of orthographic system involves linear-mode processing; that is,

the phonological decoding always occurs prior to semantic decoding. The second type of
orthographic system is logography, such as Chinese characters and kanji in Japanese, in
which one graphemic unit corresponds to the meaning of an entire word or morpheme and

also corresponds to a sound sequénce. In this type of orthographic system, word

recognition processing is in parallel-mode; that is phonological decoding occurs
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spontaneously with, or after semantic décoding. English lies between the two _
orthographic extremes above. Koda categorised English and Japanese groups as parallel-
mode readers and Spanish and. Arabic groups as linear-mode groups. In order to examine
the eﬁ'ect of each type of word recognition processes, Koda tested the effects of blocking
either visual (e.g., rane and fane) or sound (e.g., rain and rane) information on a lexical
decision making task in the first study and the effects of heterographic homophones (e.g.,
eight and ate) on a text comprehension task in the second study. The results of both
studies were consistent; the parallel-mode groups relied more heavily upon the visual
iilformation than the linear-mode groups did. Theref(ire, Koda concluded that the transfer
“of the lower-processing strategies, such as word recognition, may occur in L2 reading.
This conclusion suggested that to transfer L1 lower-processing strategies into L2 may
either assist or impede reading comprehension, depending on the difference or similarity of

the optimal processing strategies between L1 and L2.

Strategies for Inferring Unknown Vocabulary in Text Comprehension. It appears

that there is an agreement among researchers with respect to the strong relationship
b-etween vocabulary knowledge and i:omprehension in L2 reading research (e.g., Davis &
Bistodeau 1993; Grabe, 1991; Koda, 1994; Ulijn, 1981; Swaﬁ‘ar, Arens, & Bynes, 1991).
Ulijn (1981) found that the knowledge of the content words was especially crucial for

reading comprehension since the important ideas of the text are expressed by those

content words. If readers recognise that they do not understand the meaning of a word,
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they will try to guess fhe meaning by using cognates, context clues, and some other
means. | |

Haynes (1984) identified some of the inference strategies for unfamiliar words
among ESL readers from different ‘I‘,l backgrounds. She found that, regardless of the
readers' L1 backgrounds, they profited more from the immediate context, such as from the
Words in the same sentence, than from ';he globél context. In addition, the readers
frequently used morphological analysis and graphemic and phonemic rhatching as well,
Haynes, however, found that the guesses drawn from these morphological and
graphophonemic matches often conflicted with the syntactic context. In other words, as
Haynés étated, the saliency of word shape overrode the reader's abiiity to attend to the
context clues, such as syntactic ones. From this observation, Haynes suggested that the
more familiar a word looked, the more difficult it was for L2 readérs to shjﬂ attention
away from graphophonemic form.

Huckin and Bloch (1993) investigated the processes for inferring the meaning of
unknown words used by three ESL students at the intermediate level. In analysing their
subjects’ think-aloud protocols during the translation task, they identified some steps used
to infer the word meaning. In this model, readers first study the word form to see if they
_recognise any of its parts. Ifthey do, then they generate a hypothesis as to what the word
may mean. Finally, they use one or more context-based strategies to evaluate this
hypothesis. If they do not recognise any part of the word at all, then they would use

context-based strategies to generate a guess. ‘The most common context-based strategies

used by Huckin and Bloch's subjects were use of some clue-words which are located
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immediately before or after the unknown word. If thé readers céuld not find any clue
words or other contextual aids, and if they could generate a coherent text representation
: without using the unknown word, they avoided the word entirely.

Huckin and Bloch also found that their subjects used the context both to generate
and evaluate their inferences. However, generation of the inferences was also done
through mérphological or other word-level anaiysis. In such cases, the context served
‘only for evaluation of the inferences.

One of questions in their study was what causes the readers' failure to take full
advantage of context clﬁes. The results of this study shbwed that the failuré to use
context clues to infer the word-meaning occurred when the subjects thought that tﬁey
knew the word, but actually did not. The subjects mistakenly identified the word and
failed to examine the context. In most cases, this failure was due to the subject's
misidentification of word form. Huckin and Bloéh argued that misidentification of word
form might be a serious problem if the vocabulafy in the students' L1 contains a‘large
number of cognates of the target language (e.g., vocabulary in English and that in French).
This finding strongly supports the suggestion from Haynes (1984) that word familiarity
may cause L2 readers to ignore contextual incongruity. Huckin and Bloch, therefore,
suggested that sensitising L2 learners to the potential sources of graphemic confusion may
be valuable to help L2 learners realise the importance of using the context clues to confirm

their inferences, and at the same time teachers should help the learners develop

metacognitive skills, such as monitoring their inferences using the context clues.
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Summary

In summary, the previous research on reading strategies within non-JSL contexts.
found that: () the readers' metacognitive ability is more crucial for success in
comprehending the text than what strategies they use; (b) there may be a threshold level of
language proficiency that the readers must have attained in order to transfer their effective
strategies from L1 to L2; (c) the linguistic characteristics of L2 (e.g., orthographic system)
may require L2 readers to acquire a new set of lower-processing strategies (e.g., word
recognition) that is different from those of their L1; (d) L2 readers used the immediate
eontext in order to both generate a guess of the unknown words' meanings and evaluate
the rightness of the guess; and (e) the word familiarity may cause L2 readers to overlook

contextual factors.

Reading Comprehension Research in JSL

| Characteristics of Japanese Language and Reading Comprehension

The most notable characteristic of the Japanese language is its use of multiple types
of orthography and its vast number of characters (Satake, 1989; see also, Just &
Carpenter, 1987; Tayior, 1987).

In Japanese, there are three basic orthographic symbols: hiragana, katakana, and
kanji. Kanji is categorised as logography, in which each character represents the meaning
of a whole word or morpheme. In contrast, hiragana and katakana are syllabarieé, and

each character represents a syllable. Figure 1 proVideé an example with the same word,

meaning "cat," shown in the three orthegraphic symbols.
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Figure 1. Examples bf Japanese orthographic symbols.

/ne-ko/

| hiragana: al
katakana: ‘ | b
kanji: I

The Japanese word corresponding to "cat" consists of two syllables, /ne/ and /ko/. In

ka’riji, these syllable§ are represented by éne character. ﬁowever, in hiragana and
v-kétak'ar'la,. one syllable is assigned each character: "#2" (/ne/) and "Z " (/ko/) in hiragana,
and "4 " (/ne/) and "2 " (/ko/) in katakana. |

Although these three orthographic symbols fnay be uSed together in one sentence,

eaéh ‘of them has a specific function in the sentence (Satake, 1‘989_). Kanji is mainly used
for content words and stems of ‘words such as verbs aﬂd adjéctives; On the other hand,
hiragana is primarily used for function words, such as post-positional case-marking
 particles, for inflections of verbs and adjectives, or for auxiliary verbs. | Katakana is usually
used to write words of foreign origiris, especially those from Wéstern languages, and
énqm‘atopoeic words. Figure 2 iliustfates an eXamplé of actual use of these three
onhograpMC symbols inva Japanese seﬁtence. The characfers with single underlines are

hiragana, those with double underlines are katakana, and those without any underline are-

kanji.
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Figure 2. Examples of three ortlrographic symbols in a Japanese sentence.
I AR = NTHUFEREAFBEHI .
R B T WEH HAEAE 2 2.

- I asfor Singapore in for four years Japanese [OM]' taught

"As for me, I taught J. apanese in Singapore for four years."

- Hiragana and katakana have nearly 50 characters each, whereas kanji has from 3000
to 4000 kanji used in Japanese dally life (Satake, 1989). However, the Japanese
_ govemment has set a gurdehne to limit the number of kan_|1 that are commonly used in
- publications, such as govemmental documents,'newspapers, magazines, and in
broadcasting, to 1,945 characters (Kindaichi; Hayashi, & Shibata, 1988). Taylor (1981,
cited ianoda, 1988) estimated that, in an average sentence, about 65 percent of the
characters consist of hiragana, 25-30 percent of'kanji and four percent ef katakana. .
The use ef multiple orthographic symbols, however,. becomes a potential obstacle fer
foreign learners reading Japanese (Takebe, 1989). Kanji_? in particular, are critical for
learners whose L1 does not have Chinese characters in its orthographic system, such as -
English. The graphic complexity of kanji requires native speakers of English to acquire a
new set of lower processing strategies, which are quite different from the strategies in
their L1, for processing the information at a higher level. In addition, they have to
develop lower-processing strategies for a vast number of kanji. .In general, JSL learners

are expected to be able to recognise (and understand the meaning of) at least 300 kanji by

1 OM indicates a ‘direct object marker’. It does not have any English word that it corresponds to
because direct objects are marked by word order in English. :
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the end of a beginner level course (Yoshimura, 1989). Since many of kanji words are
composed of two kanji, the actual number of words that they have to be able to recognise
- can be much larger than 300. Immaturity of usiﬁg lower-proceséing strategies and the
overwhelming number of kanji may reduce working memory capacity for higher-level
processing for kanji among English-speaking JSL readers. |
On the other hand, it is generally considered that those who are literate in Chinese
have an advantage in reading Japanese. Historically, the Japanese orthographic system has
evolved through the continuous adaptation of classical Chinese characters and the partial
simpliﬁcation of the Chinese characters (Just & Carpenter, 1987, Takebe, 1981).
Consequently, most kanji are quite similar to Chinese char.acters in terms of their physical
features énd the meanings that each character has. Furthermore, as a result of the long-
term cultural and scholastic exchange between China and Japan, the Chinese and Japanese
languageg have adopted a large amount of vocabulary from each other (Miura, 1983,
Shen, 1993). Therefore, there are many cases in which the learners of Japanese can use
their vocabulary knowledge in Chinese to understand the meaning of unknown kanji
‘words (Chéu, 1991; Takebe, 1979). They may not know the readings (e,
pronunciations) of those kanji word.s, but it does not seem to be a problem to comprehend
the meanings because sexﬁantic decoding of kanji words may be done without
phonological decoding (Koda, 1988). Figure 3 shows the example of the similarity

between Japanese and Chinese in written form.
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Figure 3. Comparison of Japanese and Chinese sentences.

~ Japanese: FA (X > R — LT EH@FBJEIZIK ¥Rz

I ‘ Singapore in 4 years Japanese "~ taught

Chinese: %EE%?DD&IEQE%ET EI A FE

I in Singapore 4 years taught Japanese

'Meaning: I taught Japanese in Singapore for four years.

In this example, most of the kanji in the latter part of the sentences ("taught Japanese
for four years"), PI4EM H A B4 # 2 72 in Japanese and Iﬂlﬂiﬁ THAZE I
Chinese, are the satne in both languages (i.e., [Eili "four years," H 7= 3E "Japanese," and
# "teach"). This similarity between Chinese characters and kanji can enable Chinese-
literate leamers to transfer well-developed word recognition strategies and vocabulary

| knowledge in Chinese into understanding kanji words, and this transfer may enable those

learners to spare mote memory for higher-level lproceSsing. The same knowle(ige would
also presumably facilitate the acquisition of Chjnese by Japanese speakers or by English
speakers who are literate in J apanese. |

Koda (1989) investigated t}ie development of reading proficiency among beginner-
level JSL learners in terms of differences in knowledge of Chinese charaeters. There were
two groups of students: -a kanji group, which consisted o‘pror‘ean2 and Chinese students,
and a non-kanji group, which consisted of all other students. She tested the reading

* proficiency, grammar knowledge, and vocabulary knowledge among the students in the

2 Korean language has both logographies (i.e., Chinese characters) and alphabetic characters (i.c.,
Hangul) in its orthographic system (Taylor, 1987). However, it appears that use of Hangul dominates
now. . _
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two groups once at the end of each of the first two quarters, and examined the difference
betWeen the t§vo groups. The results showed that vocabulary knowledge wés the siﬁgle
most significant factor discriminating the kanji group from non-kanji group. Koda also
found not only that the kanji group performed better than the non-kanji group on all the -
tests, bﬁt also‘th.at'the difference between the two groups did not change over time in the
simple tasks (e;. g., word translétion, word-grouping, changing the word forms, ana |
inserting particles) and became greater in the more complex tasks (e.g., sentence
completion and reading compr,ehensionj. These results imply that whethér 'thev leafners a.re'
" literate in Chinese rhay have a signiﬁcaﬁt_ inﬂueﬁcé on Japanese reading comprehepsion
and the develépﬁent of the ability to combrehend Japanese texts.

Nevertheless, kanji cduld élso be an obstacle for Chinése-literate JSL learners. Some |
researchers in JSL have pointed out.thaf there are some discrepancies in the meanings of |
characters and their combinations in Japanese and Chinese (Chou, 1991, Takebe, 1979,
1989). In other words, one combination of kanji may have a diﬁ’gfent meaning in J apanese.
and Chinese. For example, a combination of kanji signifying "letters (for correspondiﬁg)" |
in Japanese (% #& ) means "toilet paper" in Chinese, whereas the word referfihg to
"letters" in Chinese is {§. The Cultural Agency of Japan (1978, cited in Tékebe, 1979)
studied 1,882 kanji compounds appearing in three kinds of beginning énd intermediafé JSL
textbboks, comparing the meanings with corresponding Chinese words that are currently
used in Chinese society. The results showed that 27 percent of those words did not exist

in Chinese. Also, eight percent of them have slightly or completely different meanings in

Chinese. »This implies that a knowledge of Chinese might lead learners to an incorrect
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judgement of the meaning of the unknown Japanese words if those learriers 1;e1ied only on |
their knowledge of Chinese.

Moreover, Koda (1989, 1990, 1993) suggeéted that knowledge of case-marking
particles is also important for comprehending Japanese texts. Previous reading research in
non-JSL context revealed that both syntactic and semantic knowledge is necessary for
successful comprehension (see Swaffer, 1988; Swaffer, Arens, & Bynes, 1991).
According to Koda (1989, 1990, 1993), Japanese makes use of both case-marking
particles and word order for case marking. However, she assumed that case-marking
particles would be moré important than word order because of ‘the relative flexibility of
word order between the subject and main vérb in‘a sentence and the frequent occurrence
of ellipsis of subjects and objects. Inl1990 studies, Koda investigated the relationship
between various factors in J apaﬁese reading comprehension and found that both
vocabulary knowledge and case-marking particle knowledge strongly correlated with
comprehension scores. This finding suggests that relying on vocabulary knowledge alone
may not facilitate the successful comprehension in J apénese language.

There is also some evidence that being literate in Chinese may not be an absolute
advantage for comprehending Japanese texts. Results of Isida's study (1985), for instance,
- suggested the knowledge of Chinese characters is not necessarily the greatest predictor of
the overall performance in reading corﬁprehension of Japanese texts. She studie_d
intermediate learners whose L1 was English, Chinese (Mandarin and Cantonese), and

Korean, regarding the difference in achievement of various Japanese language skills. The

results of the study showed that the Chinese group gained the lﬂghest scores in kanji and
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vvocabulary tests, the Korean group scoree second, and the English group was the lowest
famong the three language groups. Interestingly, however, the results of the reading
comprehensien test did not differ as much as those of the kanji and vocabulary tests,
although the mean score of the Chinese group was signiﬁcnntly higher than that of the
English group. |

Hatasa's study (1992) reports similar results. She investigated' the effect of
transferring knoWledge of Chinese characters on kanji recognition, grammar, and reading
comprehension tasks in Japanese. Her study used three groups of JSL readers who were
diﬂerentiated by theif overall pronciency level in Japanese: beginner, intennediate; and
advanced. The readers at each proficiency level contained both native epeakers of Chinese
(Mandaﬁn and Cantonese).and netive speakers of English. She found that the Chinese
groups at all proficiency levels transferred vtheir knowledge of Chinese characters te a _
_ fairly large extent in the reading task. Hoi&ever, their proﬁciency levels had a greater
- effect on'vthe score in the reading .comprehension task than the knowledge of Chinese
cnnractefs. Consequently, Hatasa concluded that the knowledge of Cninese characters is
not a significant factor in fea_ding performance; and suggested that ‘other variables, such as
discourse structure, thesion; or grammar, may have to be emphasised rnore in teaching
reading.

In summary, previous research into the characteristics of Japanese language and
reading comprehension suggested: (a) kanji can be one of the most cfitical obstacles for

. JSL learners whose L1 does not have similar logogfaphies, when learning to read and

write Japanese; (b) however, if the learner is literate in Chinese, he/she may be able to
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transfer the vocabulary knowledge from Chinese to facilitate the comprehension of
Japanese texts, although excessive reliance on the knowledge of Chinese characters and
)}ocabulary alone may inhibit the successful comprehension of Japanese; and (c) in
comprehending Japanese texts, the influence of Aknowledge of Chinese characters may not
be as significant as most J SL teachers believe, particularly, among the learners at higher

proficiency levels.

Kanji Vocabulary Solving Strategies for JSI. Readers from Non-Chinese Character

Background

In the previous section, it was pointed out that kanji may be the largest obstacle for
JSL learners who do not use Chineee characters in their first language. Then, what will
those whose L1 do not have Chinese characters do when they meet the unknown kanji »
words? Some JSL researchers tried to identify the strategies used by those readers when
they have to guess the meaning of tinknown kanji words to undeistand Japanese texts.

'Téniguchi (1991) investigated how JSL readers use. problem solving strategies in
order to overcome the obstacles that they faced in comprehending Japanese science texts
(see the following section for a summary of this study). All the subjects in thié study had
no previous knowledge of Chinese or Korean. In this investigation, she found four types

of vocabulary-solving strategies for unknown kanji words. Those strategies are presented

in Figure 4.
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Figure 4 Word problem solving strategies for unknown kanji words (Taniguchi, 1991).
1. Decomposition of kanji
e.g. Guessing a meaning of the character ¥§ ("fluid") as somethlng

related to ‘water' or 'fluid' because the character contains 7K
("water"; simplified as ¥) as its part.

2. Recognition of the kanji in the compound

e.g. Guess the meaning of 4) ‘& ("éubstance") as 'the condition’ because
4] means "object" and ‘& means "quality".

3. Knowledge of the general constfuction of kanji compounds

e.g. Guess the meaning of JJ]R ¥ ("atom") as a person's name because
Japanese first names for girls tend to end with the character f .

4 Background knowledge of the content

e.g. Guess the meamng of 43F ("molecule") as molecule because J&
F means atom

Tamguchi's data suggest that the ba’ckground knowledge and contextual clues helped
her subjects infer the meaning of unknown vocabulary successfully. For instence, the
reader whose example was shown in item 4 knew that J& F means "atom". Also, he
obviously had basic knowledge in physics since he knew the word 'molecule’. On the
other hand, purely depending on the information obtained» from the kanji in the target
word may lead the readers to a wrong inference. Fer example, the reader who guessed
that JJ]R ¥ was a person's name over-generalised the struetural rule of the Japanese |
compound and ignored the fact that the text was talking about something related to

physics. Consequently, the reader did not recognise that he made a wrong guess until

another student told him the compound meant "atom." This implies that not only focusing
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oﬁ the information obtained from the kahji character (i.e,, bottom—uplproéessing) lbutv also
taking into account the broader context (i.e., top-down processing) is required for.
successful inferencing in relation to theé unknown words.

Lee (1993) found similar strategies to those in Taniguchi's study in her observation
.. of how advénced JSL readers guess unknown words, inéluding both kanji and unknown |
kanji words, in Japanese newspapers. Among her examples, all but one were unknown
kanji words. Lee found three additional strategies used by hef subjects. These are -

presented in Figure 5.

Figure 5. Additional problem solving strategies for unknown kanji words (Lee, 1993).
1. The use of contextual clues
2. The use of okurigana (i.e., normally the inflected part of a verb and an

adjective that is to be written in hiragana) to search for the word that fits
to the context '

.3. The use of the reading of one of the two kanji that make up a compound

4. Guess the reading of the compound Pk & ("challenge") as [choo-sen]
because the reading of &, is [sen] and [choo-sen] is the only word to fit
~ to the context. ‘ : '

.Lee also found that there were some differences between the good readers and poor
readers in their use of those strategies. Her good readers comBined rhore than one
strategy; they in particular used the combination of the contextual clues and the meaning
of a kanji in.a compound. Alsd, the good readeré paid more attention to Athe meaning‘ of

both kanji in a compound, while the poor readers tended to remember a compound as a

chunk without looking at the meaning of individual kanji. For example, one of her




35

subjects guessed the meaning of %7 i ("dir;act") as "extreme" because she had seeﬁ the

| kahjifiﬁﬁ in a different compound i 3% ("extreme"), whereas the meaning of "extreme"
actually cbrﬁes from the chara.ct'er # . In another instance, a reader read aloud the
compound ¥ I %] [shi-joo-hatsu] ("the first time in histrory") as [reki-joo-hatsu]. She
analysed this case as follows: the reader memorised a word JE 5 [reki-shi] ("history") as a
chunk and in encountering one of the two kanji composing the word in a diﬂ‘erént
combination (i.e., shi in [shi-joo]), he/she automatically adopted the reading of the ﬁrsf
kanji from memory '(i.e., reki in [reki-shi]). In contrast, good réaders looked at the
meaning of individual kanji and successfqlly reconstmctéd the meaning of a kanji
compound. Furthermore, Lee found that poor readers occasionally misidentified a kanji as
one that looked versr similar to it. Lee suggested that JSL teachers should help students
learn the meaning as well as an accurate foﬁn of individual kanji, and possible

combinations with other kanji.

Observation of Ongoing Reading Strategy Use in JSL Contexts
Compared fo the amount of work in non-JSL cdntéxts, such’ as ESL and other
European languages as L2, there has been little researph aimed at observing JSL readers'
Qngoing reading process and strategy use during the comprehension of Japanese t‘eth.‘
Horiba (1990) investigated the narrative comprehensioh pfocéss among L1 and L2
readers of Japanese, using think-aloud protocols. Her focus in this study was on the .

relationship between language competence and readers’ attention to different aspects of

reading comprehension and their strategy use. Her L2 subjects were all native speakers of
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English, enrolled in a third-year Japanese languagé course at an American university. She
categorised the strategies identified in think-aloud protocols into eight groups: predictions,
duestions on the content, cémments on structure, comments on own behaviour,
confirmation of predictions, references to antecedent information, inferences, and use of
general knowledge and associations. The data showed that the L2 readers more
frequently made comments on their own vbehaviours than did the L1 readers, and that these
comments were predominantly about their self-monitoring of vocabulary and sentence

“comprehension. On the other hand, the L1 readers more frequently made inferences and
elaborations, and relied upon their gengral knowledge and associations than the L2 readers
did, although th'ere was some evidence that the L2 readers also utilised a familiar schema
on the topic of the story and activated relevant information. With these findings, Horiba
suggested that limited automaticity in lower-level processing had L2 readers pay more
attention to the vocabulary and grammar, and as a result, little capacity in short-term
memory was available for higher—le\}el processing. This corresponds with the previous

~ research findings in non-J SL contexts (e.g., Clarké, 1980; Cziko, 1980; Carrell, 1991).

Another stu’dy (Taniguchi, '1991) that used the think-aloud procedures in a JSL
context was more informal in nature than Horiba's study in terms of the research design
and purpose of thé study. However, it may be valuable to review the findings since the
reading material used in Taniguchi's study was written in expository prose. Taniguchi

(1991) attempted to obs;we reading processes of JSL readers and, at the same time, to

integrate reading instruction and strategy training. Her subjects were six science graduate

students in an intermediate Japanese course. There were no Chinese or Korean students
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among the subjects. Reading strategies taught toAthe subjects were (a) to get a gist of the
paésag_e, inferring the meaning of unknown pa&s based on their previou's knowledge, such
as linguistic knowledge, formal knowledge, and content kriowledge; (b) to read the |

passage, predicting the upcoming content, to check the accuracy of their prediction of the

content and, if it's necessary, to correct the prediction, and (c) to separate important

- information from less important. The data were collected through a modified form of

think-aloud procedures; each subject described their thoughts while reading the passage
with peers. From the observation, Taniguchi distinguished five categories of strategiés:
predictions from the topic or illustration, inferring the meaning of unknown vocabulary,
selection of the information, comprehernsion monitoring, and use of general knoWlédge
and agsociations. Also, she found several sub-categories of strategies fqr solving word or
kanji related problems. The passage used in this study was fairl'y short but contained a
ﬁigh percentage of unknown kanji and vocabulary. However, the subjects used various
strategiés for solving word or kanji relellteld problems, such as inferring the meaning of a
kanji compound from the kanji that they already knew, but at the éame time utilising the
content knowledge in order to understand the unknown pérts of the passage. Unlike
Horiba's study, Taniguchi observed little strategy-use focusing on syntactic features of the
text.” Taniguchi did not imply what caused this result. One of the possible explanations is
that the emphasis 6n using content knowledge and a grasp of the important information in
the passage might direct the subjects to the conceptualisation of what is written in the

passage rather than detailed analyses of the sentence structures used in the passage.

Because think-aloud protocols in this study were collected through group activities in an
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actual reading class, the reading processes and reader's strategy use observed in this study
inay be different not only from those ina laboratory setting but also from those in a more
natural context. Nevertheless, the observed reading pronesses of Taniguchi's subjects
showed similarity to the ﬁndings in Horiba's study: L2 readers do utilise their content
knowledge in order to understand the passage although they tend to focus more on

aspects of the language itself, such as vocabulary.

Summary

In this section, the reading comprehension research in JSL contexts was reviewed.
The charai:teristics of the Japanese writing system reviewed were: (a) use of multiple
orthographic symbols and extensive use of kanji for content words; and (b) high semantic
compatibility with Chinese words. These cliaracteristics, particularly; use of a large
number of kanji in authentic written J. apanese possibly allows JSL readers who are literate
in Chinese language to transfer their knowledge of Chinese characters and vocabulary into
comprehending Japanese texts.

In contrast, kanji becomes a potential obstacle for learners whose L1 does not have
Chinese characters since these learners must acquire a new sét of lower-processing
strategies, such as letter recpgnition strategies, for a vast number of kanji. Consequently,
tiiose learners use various types of word-problem solving strategies to compensate for the
limited size of their kanji knowledge. |

In addition, kanji can also be an obstacle for Chinese-literate JSL learners. There are

some discrepancies between kanji compounds and their meanings in Japanese and what
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those compounds mean in Chinese. These discrepancies may lead Chinese-literate JSL
readers to a wrong inference of an unknown kanji compound and, in some cases, théy may
activate the wrong background knowledge of those readers.

Observation of the ongoing reading strategy use in JSL reported similar findings to
- those in non-JSL contexfs: L2 readers do utilise their content knowledge in order to

understand the passage (i.e., top-down processing) although they tended. to focus more on

~ language itself (i.e., bottom-up processing).
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CHAPTER 3
Methodology
This chapter will present a description of the research design, participants, procedure

for data collection, and analysis of the data. ‘

Research Questions

The research questions that were addressed in this study were aé follows:

1.  What types of reading‘ strategies are consciously employed by learners in an
intermediate university Japanese language course? |

2.  Is there any difference in the pattem' of strategy use for reading éomprehension
of Japanese between English ‘native readers and Chinese native readerd?

3. Are there any characteristics of strategy use that discriminate the more

effective readers from the less effective reade_rs in each language group?

Research Design

The present study aimed at investigating strategy use among intermediate learners of
JSL involved in reading comprehension tasks. More specifically, this study‘ focuses on
identifying the types of strafegigs that are employed by the JSL readers and on |
investigating the relationship between thé readers' L1 (i.e., English versus Chinese) and the
way the readers approach Japanese text. |

In order to achieve this objective, this study adopted a qualitative c'asl.e study design.

A case study design has a major strength in its suitability to small-scale investigation.

(Nunan, 1992). In the area of second language research, case studies have generated very
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detailed accounts of the processes of language learning (Duff, 1990, quoted in Nunan,
©1992; cf. Johnson, 1992).

The goal of this study is an in-depth understanding of one phenomenon within the
JSL context; that is, what is the procesé that JSL learners go through in reading Japanese
texts for comprehension. Therefore, it is necessary for the researcher to observe the -
subjects' ongoing process during a reading comprehension tésk as closely as possible. One
of the ways to achieve this is to use the readers' verbal reports during the task
accomplishment and to trace their thought processes from those reports. Moreover,
previous research on reading strategies has revealed the involvement of various factors,
such as readers' backgrounds, and their use of strategies (see, Oxford & Crookall, 1989,
for a summary of this issue.) Hence, the researcher needs to take into account such
variables in analysing the obtained data. However, to conduct and manage this type of
investigation, the researcher needs to keep the number of participants relatively small.

Therefore, a case study design is the most appropriate for the purpose of this study.

Participants

The participants in this study were students enrolled iﬁ a second-year J apanése
language course at a university in the Lower Mainland of British Columbia. Participants
were recruited from one of two sections in February 1994. In that university, the two
sections were taught by difference instructors. Therefore, all participants were selected
from the same section in order to eliminate the variability in the types of the instruction

that they had received. In the recruitment, the researcher visited the class with permission

from the instructor and described the study in English. Copies of recruitment letters in
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English were also handed‘out to students. The researcher visited the classroom agaih in
the next lesson and collected the names and telephone numbers of the students who were
interested in participating in this study. Thirteen students (six English speakers and seven
Chinese speakers) volunteered.

- The researcher visited the class the following week and distributed the background
questionnaires (Appendix A) and coﬁsent fo@s (Appendix B) to the volunteers. The
questionnaire contained questions abouf personal background variables, such as age,
gender, first apd second languages, instructional language in their formal educatio.n,r length
of learning Japanese language, reading habits in their first and Japanese languages, and so
forth. Also, the volunteers were asked to write down all of their free time during the next
four weeks, so that the researcher could create the schedule for the activities in the |
project.

However, two. English speakiﬁg and three Chinese speaking volunteers v(zere
dropped from the final analyses of the result of this study, although they were included and
participated in all the activities for this study, because their background was extremely
different from the rest of the participants. For example,dtwo 6f the Chinese speaking
participants had‘in fact grown up eithér in the United Stated or Canada and had never
received formal education through the medium of Chinese. The other Chinesé-speakihg

“subject was much older than other paﬁicipants. Also, two English participants had live;d
in Japan more than two years and therefore were not typical English.speakers. Therefore,
the data collected from eight participants were used in the ﬁnal analygis in thi§ study: four

native speakers of English and four native speakers of Chinese. The backgrounds of these

participants are presented in Table 1.
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Table 1

Background of Participants

Participants L1 Gender Age Residency Learning Stay in Japan

(Pseudonyms in Canada® Japanese (Purpose of the stay)
by L1) (Years) (Years) .
Elaine English  F 20 N/A - 3.5 3 weeks (Cultural
. ‘ - exchange)
Eleanor English F 22 N/A 2.5 None '
Ed English M 20 N/A L5 2 months (Intensive
' Japanese course)
Eric English M 20 N/A 2 None
Colleen Cantonese F 19 6 4, None
Carmen Cantonese F 22 3.5 1.5 2.5 weeks
' (Vacation)
Cathy Cantonese F 21 0.6" -2 None
Christy Mandarin F 20° 4 2.5 2 months

(Homestay)

*The information was collgcted through the interview. °Although her residency in Canada
was less than one year, Cathy had studied English in Hong Kong from primary school, and
‘she told the researcher that she had no difficulty in expressing herself in English. “The

number of years stated here is that of formal ins&uction. However, Christy éxplained that

she had also learned Japanese informally from her J apanese relatives from approximately

the age of ten.
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Data Collection Methodology

The primary source of data in this study was recording and analysis of the 'think-
aloud' protocols (Ericsson & Simon, 1984, 1987). In recent years, investigations of
feading strategies have their source in the data of subjects' verbal reports (e.g., Anderson,
1991; Barnett, 1988, 1989; Block, 1986, 1992; Cohen & Hosenfield, 1981; Cumrhing et
al., 1989; Davis & Bistodeau, 1993; Horiba, 1990; Sarié, 1987). There are two basic
types of self-reports: introspective reports (i.e., think-aloud protocols) and retrospective
reports (Ericsson & Simon, | 1984, 1987). |

" In think-aloud protocols, a learner is instructed to report what they are thinking
during the accompliehment of the task. Therefore, a researcher can obtain a sequence of
the learner's thoughts during the solutien of the task, by means of the learner's verbal
report (Ericsson & Simon, 1984, 1987). On the other haﬁd, in refrospective reports, the
learners are asked to report everything they remember about what they were thinking
during the task. Retrospective reports are either collected immediately er shortly after the
task completion (Cohen, 1987; Ericsson & Simon, 1984, 1987).

Psychologists and second language researchers have been debating the reliability of
think-aloud protocol as a research fool for many years (e.g., Ericsson & Crutcher, 1991;
Ferch & Kasper, 1987; Howe, 1991; Lyons, 1991; Nunan, 1992; Rankin, 1988; Russo,
Johnson, & Stephens, 1989). However, many second language researchers appear to
agree that, with careful application, introspective methods are useﬁl indicators of learners'

ongoing strategy use (Barnett, 1989; Block, 1986, 1992; Cohen, 1987, Ericsson & Simon,

1987; Horiba, 1990; O'Malley & Chamot, 1990; Oxford & Crookall, 1989; Rankin, 1988,

Russo et al., 1989; Sarig, 1987).
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O'Malley,» Chamot, Stewner-Manzanafes, Russo, & Kupper (1985) found that fhe
think-aloud protocols were mofe vproduétive inbidentifying” the strategies than simpl?

A bbsewing the learners'l verbal and non-verbal behaviours since it is impos_sible fo observe
what really happens inside the mind. Also, some 'researchefs (Abraham & Vann, 1987;.
Barﬁett, 1988; Wenden, 1986) revealed that, in retrdspection; learners often report what
they belieQe they do or they should do for completing the ta_sk, not what they actually do.
Furthefmdre, in retrospective reports, learners often forget what they were doiﬁg or
thinking during the task (Cohen, 1987).

However, there are also some limitations of the think-aloud protocols.v F‘i'rst, there is

. still the possibility that the verbalisation of thought itself might affect the learners' mental
processes (Russo et al., 1989). In fact, Horiba (1990) observed differences in the degree |

of reading comprehension between leailrr‘lers. who read whﬂe verbalising their thoughts and‘

~ who read without doing so.. Second, the total amount Qf verbalisation will vary across

learners (Biock, 1986; Cumming et al., 1989; Davis & Bistodeau, 1993; Horiba, 1990;

Rankin, 1988; Uzawa & Cumming; 1989).. Block (1986) reported that sbme subjects

seemed to experience difficulty with the think-aloud protocols duﬁng the accomplishment

' 6f the task.

In order to overcome these lihlitatiohs; think-aloud pr_otdcols were combined with
other fypes of ‘pr.ocess-tréci.ng methods (retrospective interviews and analysis of written
recalls) in this s;cudy. Also, a deﬁlonstration and practicé of "‘chink-aloud protocols‘bgfore
the data collection sessions were pro?ided for each pérticipant.

The retrospective interviews were semi-structured. Participants were asked such

questions as what words were unknown to them, what part was difficult to understand,
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and what kind of things they did to solve those problems. To the participants- whose
verbalisations were relatively few, questions such as what they were thinking when they
were quiet were given. These types of questions were asked since this research involved
those whose cultural background is Chinese, and this might affect the degree of the
participants' verbalisation. In fact, one of the Chinese partic'ipant;, Carmen, showed some
resistance to verbalising her thoughts during the practice session. She éxplained the
reason for her résista.nce was that, when sﬁe saw her Caucasian classmates unintentionally -
| verbalise their thoughts when feading Japanese texts, she considered them té appéar
'ridiculous'. In addition, at the end bf the interview, the Chinese participants were asked in |
what language they thought they were thinking while reading Japanese texts. ’This |
@estion was added éﬁer a i)ilot study because a Chinese student who participated in the
pilot study reported frequent use of English (i.e., a moderating language) during the task
accomplishment.
Furthérmore, a free written re’cali- task was administered to obtain additidnal
information to supplement the data collécted by the think-aloud protocols. This task was
used to obtain information on each participant's overall comprehension of the texi in terms

of the number of propositions that they remembered from the original texts.

Materials
Japanese Language Assessment
In order to assess the participants' general proficiency in Japanese, the Japanese

Language Proficiency Test, Level 3 (Association of International Education, Japan, & the

Japan Foundation, 1993) was adopted. This test is the most well known test measuring
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L2 Japanese proficiency and is administered once a year within and outside Japan. The
-version of the test used in this study was the same as that conducted by the Japan
Foundation in 1992. The focus of the test is mainly reading and listening. It consists of
five sections: listening, orthographies, vocabulary, grammar and reading. All questions
are in a multiple-choice format. In scoring the test, the percentage of correct answers was
calculated since details concerning the allocation of points to each section are not released

to the public.

Reading Passages

¥

Two short passages of expository prose from reading comprehension exercises in the

| Nihongo Journal were chosen as reading materials for this study. Nihongo Journal is a
monthly magazine targeting JSL learners inside and outside Japan. All materials in the
language exercise sections are developed by JSL teachers from well-known post-
secondary institutes in Japan. There are two reasons why the materials were taken from
this source. First, since this magazine is compiled specifically for JSL learners, the
passages have been syntactically and semaﬁtically controlled by the aufhor and the level of
the difficulty of the materials is marked. Yet, the style of the passages is fairly authentic as
Japanese texts. Second, the topics of the passages appear not to require the readers to
have specific cultural knowledge. Most topics were taken from daily life and general
interests.

In the selection of fhe experimental passages, topic, length, and linguistic difficulties

were taken into account (Rankin, 1988). Also, the researcher asked four students in the

other section of the second year Japanese course of the same university to read the several
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- passages that were candidates for the experimental passages and collected their opinions

regarding the topic and difficulty of the passages. Finally, two passages were chosen.

Both passéges were marked as "upper-beginner" level and most kanji words were

~ written in hiragana in order.to increase the simplicity of the passages. Therefore, for the

present study, those words were changed into kanji to increase the ratio of kanji contained
in the passages to 25 to 30 percent, which is the percentage in an average Japanese
sentence according to an estimation by Taylor (1981, cited in Koda, 1988). The

characteristics of each passage were summarised in Table 2.

Table 2

Ratio of Each Orthographic Symbol in the Passages

. No. of characters (percentage) No. of

Passage Hiragana Kanji ~ Katakana Numeral Total Sentences

1 260 75 20 0 355 16

(13%)  (21%)  (6%) (0%)  (100%)
2 240 108 38 12 398 15

(60%) (27%) (10%) (3%) (100%)

Passage 1 was titled "Toys." Passage 2 was titled "Waiting Time." Both passages
were written using the rhetorical structure called ki-shoo-ten-ketsu, which is the most
common style in Japanese expository prose (Hinds, 1983; Thomas, 1988). According to -

Takemata (1976, cited in Hinds, 1983), the organisation of the structure is as pr_esénted in

- Figure 6.
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Figure 6. Rhetorical organisation of ki-shoo-ten-ketsu (Hinds, 1983).
Ki " begin one's argument.
Shoo  develop the argument.

Ten turn the idea to a sub-theme where there is a connection, but not a directly
connected association with the major theme.

U

Ketsu  bring all of the above together and reach a conclusion.

Both Passage 1 and Passage 2 consisted of four paragraphs‘, corresponding to ki,
shoo, ten, and ketsu respectively. Also, the third item, zen, was presented by submitting a
contrast élement with the content of the previous section, shoo in both passages.

The method of presenting each passage to the participants was adopted from Block
(1986). Each'passage was written on a sheet of paper (Appendix C). A.large dot was
inserted after each sentence as a reminder to the participants to vérbalise their thoughts.
After a pilot-study, an English translation of a key word was adde;i to the bottom of each
passage to prevent the one unknown key word from inhibiting the reader's comprehension
of the passage. This modification had been done based on the finding that the participants
in the pilot study showed difficulty in understanding one of the passages simply because
they did not kﬁow the meaning of a word contained in the passage (see tﬁe foll'owing

section for further details of this pilot study.)

Pilot study

A pilot study using two JSL students in the other section of the target course was

performed in the first week of March, 1994. The participants were one native speaker of
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Mandarin Chinese and one native speaker of Spanish who had native-like proficiency in
English. In this study, the Spanish speaker was used in the place of an English lspeaker
because there was no English spea\king volunteér with a background sirhilar fo those who
participated in the full-scale study.

The objectivé of this pilot study was mainly to ensure the appropriatenessl of the
materials and procedures that were planned for use in the full-scale study. Also, obtaining
the preliminary information about students' use of reading strategies was attempted.

The participants were asked to read a Japanese passage, while thinking aloud in
English. English was chosen as a language for verbalisation because the participants were
considered not to have attained the proficiency level in Japanese to be able to express their
thoughts clearly and thoroughly. Also, English has beeh used. as a language for
verbalisation in previous studies using think-gloud protocols in J SL contexté (Horiba,
1990; Taniguchi, 1991). Prior to the think-aloud session; one practice session was
provided to the participants. After thinking aloud, they were asked to write down, in
English, everything that they remembered. In the practice session, one of the prose
passages was found too difficult for non-Chinese speakers bécause of the kanji words
included in the passage. In the full-scale study, it was replaced by another piece
. containing kanji that were fairly familiar to them. The passages used in the pilot study
seemed to be appropriate in terms of the length, content, and level of difﬁbulty although
both participants showed difficulty in understanding Passage 2 bec_ause they did not know

the meaning of one word, which was a key word of the passage, as mentioned above.

Therefore, the English translation of the word was added to the bottom of the sheet that

. the passages were written. The same modification was conducted to the other passage in
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order to make the presentation of each passage comparable. In the retrospective

interview; the Chinese participant commented that she noticed switching languages

_(Eﬁglish and Chinege) in thinking while reading the passage; that is; she tended to think in
“English 'to solve. the grammatical problems, but .she spontaneously switched to Chinese
whenevér she héd problems with kanji wdrds. Therefore? questions regarding what
language they .béiieved they were thihking in were added to the questions for Chinese

~ participants in the retrospective interview to obtain additional information.

Pro’cédtireS
Pre—défanollection Sessiqns
'l The béckgrdund questionnaires and cohsent forms were distiibutéd to the
participants by the researcher in their classroom and4collected in the following class. Also, E
the resgarchef established the scheahle for all activities for this study based on each
parti.cipant's free time. | | |
(_)n-c.:é tfle schedule was éstablished, an office room .on the campus Was afranged for
' thé activities for this study, except a larger classroom was reée'rved for the Japanese
Lahgdagé Préﬁciency Tést When n‘1<_>_relthan three participants were allocatéd’ tﬁe same
. time slot.
o All partiéipanfs tooi< thg J épfe‘mese pfoﬁcicncy test in the.ﬁrsfc wgek_ of March, 199.4,
e%(cept, three paﬁicibaﬁts who had to take the test thcvfolléwing week due to time

constraints. During the test, the researcher stayed in the same room and made sure that

~ the test was conducted without any disturbance. The test took approximately'twoshoufs;
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The 'following week, the researcher met the participants 'individually at the office for
a practice éession of thinking-aloud. First, the résearcher demonétrated toa participaﬁt
how to think-aloud, reading a short passage. Then, .the participant practised think-aloud
in English while reading a short passage. The researcher sat beside the participant while
. he/she was thinking-aloud. Aﬁef the participant finished thinking-aloud, the researcher
asked the participant questions, such as "You wefe ‘_fairly quiet here, but What were you
thinking?". When he/she explained, then the participant was instructed to verbalise it in
the next }')assage. After this ciuestion-and-answer, the participant was given another short
passage and read while thinking-alc;ud. All practice sessions were recorded on the audio
tapes to have the participants become accustpmed to being recorded. One practice

session took approximately 20 minutes.

‘Think-aloud Session
Each participant met the researcher at the same location used for the practice session
on.a separate day. Although Rankin (1988) recommends having a practice session
immediately before the think-aloud session, this was impossible in this study because of
.the availability of the participants on each day. Therefore, in the think-aloud session, each
participant was first given a short passage and asked to read it while thinking-aloud. Not
only did this activity help the participant "warm-up," bqt also it was useful to assure
whether the participant understood clearly what they had to do.
- After reading the warming-up bassage, the participants were told that they would be
given a passage and asked to read it, reporting what they were thinking. They were also

told to read for the meaning of the text because they would be asked later to recall it in
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English. Furthermore, the participants were instructed not to try to explain to the
researcher why they were doing a particular activity. Then, the participants were given
one of the two passages. The assignment of the passages to each participant was counter-
balanced, so that the order would not affect the performance. While the participants were
reading the passage, thinking-aloud their thoughts, the researcher was sitting beside them
and taking notes for the retrospective interview. No interference by the researcher
occurred, except when the participants kept their silenc¢ too long. All participants were
allowed to take as much time as they wanted until they felt ready for recall.

When the participants were ready, they were given a sheet of paper on which they
were asked to write in English everything remembered of the passage. Participants were
also asked to write down their recall protocols in a complete sentence. In the recall task,
participants were allowed to spend as much time as they needed. For Chinese
participants, the use of an English dictionary was permitted when they asked. After the
participants finished writing a written recall, a retrospective interview was held. The
participants participated in these activities in the think-aloud sessions individually. The
thinking-aloud and retrospective interview were recorded on audio tapes for later
analyses. The length of one think-aloud session, including the warming-up passage,
writing a written recall and retrospective interview, was approximately 40 minutes in total.

Each participant repeated the same procedures with another pz;ssage on a separate
day. All sessions were conducted in English, except for Christy who verbalised her
thoughts in a mixture of English and Japanese. Each participant completed two think-

aloud sessions within one week.
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Data Analyses

Transcribinig= Segmenting,‘ andCoding of the Protocols

~ All the tape-recofded think-aloud protocols (ap'prbximately four héurs) were -
trans‘cribed By thg reséarcher from April to May, 1'994. 'Th'e protocols oft Christy were
transcribéd and then, the parts verbalised in J épanese were traﬁslated intoAEnglish by the
researcher.

| For the segmentation of the pfotocols, pvaus‘e, intonationL and méaning were ﬁsed in
thi§ study i‘n .ordver‘to distinguish stretches of verbalisation from one anothér. Codmg was
initially conducted using the scheme adapted from Block (1986.)'. The scheme dsing this ‘.
initial coding is presented'in Figure 7. T_he interrater rel.i'a'bility using ohé indeﬁendent
judge on all the passages waé 82.9 perceﬁt fof Passage 1 and 81.3 percent fér Passage 2.

| However, there are several categories Wheré the ffequenciés v;(erc so low. |
-Theréfore, in order tb.identiﬁr the paftems of strategy usemdre_clearly, the categories‘
yielding iess than five percent in total frequency for each pérticipant wAere.cv:ollaps.ed With‘
bther categories and ne\& categories dérived. The scheme used for ﬁnal_analyses is

~ presented in Figure 8.
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Figgfe 7. Initial coding scheme (Adapted from Block, 1986; modified by the researcher).

1. Anticipate content: The readers predict what content will occur in succeeding
- portions of text using such things as titles, topic of the text, and so on.

2. Recognising text structure: The readers distinguish between main points and
supporting details or discuss the purpose of information.

3. Integrate information: The readers connect new information with
previously stated content.

4. Self questioning: The readers pose questions to themselves in order to a) pay
attention to specific aspects of the text, or b) question the significance or veracity
of information.

5. Interpret the text: The readers make an inference, draw a conclusion, or form
a hypothesis about the content.

6. Use general knowledge and associations: The readers use their knowledge to
a) explain extend and clarify content; b) evaluate the veracity of content; and/or ¢)
react to content. ’

7. Comment of behaviour: The readers describe strategy use, indicating
awareness of the components of the process, or expressing a sense of
accomplishment or frustration.

8. Correct behaviour: The readers notice that an assumption, or interpretation is
incorrect and change that statement. :

9. React to the text:  The readers react emotionally to information in the text.

10. Monitor comprehension:  The readers assess their degrees of understanding of
the text in either the discourse level or local level.

11. Reread: The readers reread a portion of the text either aloud or silently.

12. Question meaning of a clause or sentence: The readers do not understand the
meaning of a portion of the text.

13. Question meaning of a word: The readers do not understand the meaning
of a particular word.

14. Solve vocabulary problem: The readers use context, a syhonym, or some other

word-solving behaviour to understand a particular word.

O

15. Translation: The readers translate a word/phrase/sentence into English in a
"word-for-word" manner. ‘
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16. Structure analysis: The readers analyse the sentence structure in order to
understand the meaning of a phrase/sentence.

17. Skipping: The readers skip words or sentence that they do not understand.
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Figure 8. Categories of strategies’

1.

‘Comments on the Content (CMC): - The readers attempt to understand the

content of the text using various types of resources or express their feeling about the
“ content. The readers' focus is strictly on "meaning" of the text. This category
contains the following types of comments. - S -

2

b)

d)

Prediction on succeeding portions of the text
"So, this is gonna be something to do with toys."

Recognising the purpose of partioular information _»
"This sentence probably shows the examples of the previous sentence."-

Inference about the content Coe o
"Maybe these are things that are around the chlld . like trees'and spoons that are
toys." SR ' S

Questlomng to themselves about the content
"Why did they say this?"

- Use general knowledge and associations

"Maybe, it's like.... these toys are not saymg dlfferent thrngs when... like when you
pull the string." - ‘

Reacting to information in the text

~"This is what I think interesting...."

Comments on Own Behaviour (CMB): .The readers describe strategy use,
indicating awareness of the components of the process, or expressrng a sense of
accomplishment or frustration. '

"(This sentence is very long, so ) I haye to stop from the first sentence bit by bit."

- Monitoring Comprehension (MC):  The readers assess their degrees of

understanding of the text in either discourse level or local level.

" .. this doesn't seem to be what I've beentallcing about.” :
"So, I know that [word] for sure."

. Rereading (RR) -

The readers reread portions of the text aloud

3 The excerpts were taken from actual protocols collected in this study.
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5. Questioning of the Meaning of a Word or Sentence (QM): The readers do not
understand the meaning of particular words, phrase, or sentences.

"T don't understand that sentence. I don't know what that means."
"Oh, I don't get that, wazawaza."

6. Solving Language Problems (SP)
The readers attempt to solve problems caused by linguistic elements

"iki... and then the second one is 'tatoeba' no 'tatoe'." .
"I'm not sure if this 'ga’ is a contrastive 'ga’ with the rest of the sentence or if it is a
~ subject."
7. Translation (TR)
The readers translate a word, phrase, or sentence into English in a "word-for-word"
manner.

"Machijikan means 'waiting time'."

8. Skipping (SK) :
The readers skip words or sentence that they do not understand.

The tape-recorded interviews (approximatel)‘l three hours) were also transcribed by
the researcher and dsed as‘supplemental information for the judgement when the type of
strategies appeéred in the think-aloud protocol were not clear. Also, it was.used asa
reference to identify unverbalised strategy use during reading paséage. In the case that

: un?erbalised strategy was identiﬁed in the trénscribed interview, it was included when

counting the frequency of strategies.

Scoring of Wriften Recalls

Each written recall was propositionally analysed, following the procedures

recommended by Bovair and Kieras (1985). The passages used in this study were
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translated into English (Appendix D) and analysed propositionally. The original passages
were divided into propositions by the researcher. A completed list of propositions is
presented in Appendix E. The list of the propositions was used for scoring the amount of
information containéd in participants' recall protocols. The number of propositions that
were accurately recalled by each participant was counted and then converted into a
percentage. Té ensure the reliability of the scoriﬁg, interrater reliability was calculated
using one independent judge. The reliability was 93.2 percent for Pas.sage 1 and 88.6

percent for Passage 2 on all the written recalls.
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CHAPTER 4
R;esults
This chapter will present the results of the quantitative analyses of collected data in -

this study. In the first section, the re.sults of the Japanese Language Proficiency Test will
. be presented as a ~measure of the participants' proficiency level. Then, the strategy use

among the participzintg will be presented in relation to their L1 background. Also, the use

of the word—solving strategy for kanji words, which is presumably highly aﬂ‘ected by the
| difference in knqwledge of Chinese characters, Will be examined in detail. In the third

section, the participants' written recall scores are analysed in relation to the strategy use.

Japanese Language Proﬁciéncy Test

Table 3 shows the results of the J apanese Language Proficiency Tests (JLPT) for

- each participant. The total scores were converted into a percentage for the purpose of the

analysis. The range of the converted scores fér the group 6f English native speakers (NSE
© group) was approximately from 51 to 85 percent and that for the group of Chinese native '
~ speakers (NSC group) was approximately from 70 to 97 percent. Table 4 shéws the
medians and standard deviations in the total scofes and scores in each section. The
medians of the total scores shqw thaf the NSC gr'oup obfained higher scores than the NSE
group (83.5 for the NSC group and 68.1 for fthe NSE group). Also, the standard

deviations show that the variability of the total scores is smaller in the NSC group than the

NSE group (11.0 for the NSC group and 15.6 for the NSE group).
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Results of the Japanese Language Proficiency Test
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Orthography & Reading Comprehension &
Vocabulary Grammar
Name LST RDG RGN VOC PCL WF MIS RC Total %
Elaine 60.0 160 120 240 417 458 250 125 237 593
Eleanor 36.0 120 12.0 293 458 333 292 83 206 515 -
Ed 840 227 200 480 583 542 292 250 341 853
Eric 720 240 173 400 542 458 375 167 308 769
Colleen 88.0 227 200 427 542 542 333 250 340 850
Carmen 64.0 240 200 453 500 542. 417 292 328 821
Christy 100.0 26.7 20.0 533 583 583 417 292 388 969
Cathy 56.0 26.7 16.0 40.0 458 50.0 292 167 280 70.1

Notes. The full score of each section is as follows: Listening Comprehension = 100,

Orthography and Vocabulary = 100; Reading Comprehension and Grammar = 200. LST

= Listening Comprehensidn; RDG = Kanji Readings; RGN = Kanji Recognition; VOC =

Vocabulary; PCL = Particles; WF = Word Form; MIS = Miscellaneous; RC = Rcadihg

Comprehension.

S - Table 4
|

Medians and Standard Deviétions of Scores in Individual Sections of JLPT

Reading Comprehension & -

Orthography &
Group Vocabulary Grammar | |
LST RDG RGN VOC PCL WF MIS RC  Total(%)
NSE 66.0 193 147 347 500 458 292 14.6 68.1
(20.5) (5.7) (40) (10.7) (7.6) (86) (52) (1.1)  (156)
NSC 760 253 200 440 521 542 375 27.1 835
(20.5) (2.0) (2.0) (5.8) (54 (B4 (63) (9 (11.0) .

Note. The figures in the parentheses are standard deviations. -
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The distribution of the total scores in each group is shown in Figure 9. This ﬁgﬁ‘re
again shows the superiority of participants in the NSC group in the total scores of thj§
proficiency test. Figure 9 also shows that two participants in the NSE group, Elaine and
Eleanor, achieved much lower scores than other participants. This indicates that the NSE
group actually consists of participants with two proficiency levels: intermediate and

slightly lower than intermediate.

Figure 9. Comparison of total scores of JLPT in the two language groups (by converted

scores).
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In descending order of scores within each group: C1-= Christy; C2 = C'olleen; C3=

Carmen; C4 = Cathy; E1 = Ed; E2 = Eric; E3 = Elaine; and E4 = Eleanor.

In terms of the scores in individual sections, Table 4 shows that the medians of the
NSC group were higher than those of the NSE group. However, it appears that the scores

of the low proficiency participants, Elaine and Eleanor, lowered the median of the NSE
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group. Therefore, a Mann-Whitney U test was performed to identify if the differences in
the two language groups were statistically significant. Table 5 presents the summary of
the observed U values.

The results of U tests show that the differences between the NSE group and NSC
group did not reach statistical significance. These results may indicate that the low median
of the NSE group in fact resultgd from the low scores of Elaine and Eleanor and that there

is no large differences among the rest of the participants.

Table 5

Observed U Values on the Scores of Individual Sections in JLPT (NSE vs. NSC Group)

Sections U value
LST 5
RDG 2
RGN 3.5
VOC 3.5
PCL - 6.5
WF 2
MIS 3

" RC 2
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Strategy Use
Overall Use of Each Strategy Category

The total raw frequency of reported strategy éategories for each participant had a
wide range: from 30 to 228 in Passage 1 and 27 to 215 in Passage 2. Table 6 presents the
raw frequencies of strategies used by each participant. In general, the participants in the
NSE group verbalised their strategy use more frequently than those in the NSC group.
Figure 10 shows the range of total frequency of strategies in eacﬁ group. One might argue
that the difference in the amount of the verbalised strategy couldv be due to the fact that
English is the first languagé for the NSE group, but the second lénguage for the NSC
group; the verbalisation in readers' first languages might iﬁcrease the amount of the
verbalisation since they méy feel more comfortable with doing so. However, Cathy |
verbalised her strategy use far more frequentiy tﬁan her peers in the two passages (142
times in Passage 1 and 141 times in Passage 2) and, in fact, these frequencies were higher
than some of these found in the NSE group. This may suggest that the degree of one's
verbalisation of strategy uée is not necéssan'ly inﬂuer.l'ced exchisively by the person's ability
in the language used for think-aloud protocol (TA protocol hereafter). The distribution of
. the raw scores is almost the same in the NSC group regardless of the paésage (30to 142
in Passage 1 and 27 to 141 in Passage 2), while it is slightly different among the NSE

readers (91 to 228 in Passage 1 and 121 to 215 in Passage 2.
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Table 6

Raw Frequencies of Each Strategy by Individual Participants (by Times)

Passage 1
NSE NSC
Strategy Elaine Eleanor Ed Eric  Colleen Carmen Christy Cathy

CMC 18 44 23 34 18 13 15 23

CMB 21 49 8 25 1 3 6 19
MC 43 19 14 30 1 11 30 19
RR 60 8 15 32 1 12 8 36
QM 23 16 6 22 1 6 2 11
SLP 16 17 5 12 4 4 8 16
TR - 31 27 13 23 2 4 0 15
SK 16 6 7 7 2 5 0 3

Total 228 186 91 185 30 58 . 69 142

Passage 2
NSE - NSC
Strategy Elaine Eleanor Ed Eric  Colleen Carmen Christy Cathy

CMC 41 36 45 37 21 12 15 32

CMB 24 23 5 29 0 1 9 10
MC 38 16 26 33 8 1 13 12
RR 15 4 21 42 5 3 7 28
oM 14 10 10 20 4 2 2 10
SLP 6 8 15 16 6 4 1 18
TR 14 19 5 33 8 1 1 30
SK 9 5 2 5 1 3 0 1

Total 161 121 129 215 53 27 48 141

Note. CMC = Comment on Content; CMB = Comment on Own Behaviour; MC =

Monitoring Comprehension; RR = Rereading; QM = Questioning the Meaning of a Word

or Sentence; SLP = Solving Language Problems; TR = Translation; and SK = Skipping.
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Figure 10. Comparison of total frequencies of reported strategies in each group (by

times).

Passage 1 . _ . Passage 2
250 - ' 250 -
El F

r 200 -

Legend: C1 = Cathy; C2 = Christy; C3 = CAarmen; C4 = Colleen; E1 = Elaine; E2 =
Eleanor; E3 = Eric; and E4 = Ed. Frequencies in Passage 1 are in descending order within

each group.

Since there is a greatb deal of difference }in the degree of verbalisation among the
participants, the raw frequency of each type of strategies used by,individual participants
* was transformed into a proportion of total frequency for further analysis. Table 7 shows
the proportions of the strategies for each participant. Overall, Comment on the Content
and Monitoring Comprehension shows higher proportions than other categories in both

groups regardless of the passages. Also, the proportions of translation in the NSE group

are higher than those in the NSC group in reading Passage 1.
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Table 7

Strategy Use of Each Participant (by Percentage Proportion)

Passage 1

NSE ' NSC
Strategy Elaine Eleanor Ed  Eric Colleen Carmen Christy Cathy
CMC 79 23.7 25.3 184 60.0 22.4 21.7 16.2

CMB 92 263 88 135 . 33 52 87 134
MC 189 102 154 162 33 190 435 134
RR 263 43 165 173 33 207 116 254
QM 10.1 8.6 6.6 11.9 3.3 103 29 7.7
SLP 70 91 .55 65 133 69 116 113
TR 136 145 143 124 67 69 00 106
SK 70 32 77 38 67 86 00 2.1

Total 1000 999 100.1 100.0 999 100.0 100.0 100.1

Passage 2

'NSE NSC
Strategy Elaine Eleanor Ed Eric  Colleen Carmen Christy Cathy

CMC 255 298 349 17.2 39.6 444 313 227
CMB 149 190 39 13.5 0.0 3.7 18.8 7.1

MC 236 132 202 153 151 37 271 85
RR 93 33 163 195 94 111 146 199
QM 87 83 78 93 75 74 42 71
SLP 37 66 116 14 113 148 21 128
TR 87 157 39 153 151 37 21 213
SK 56 41 16 23 19 111 00 . 07
Total 1000 1000 1002 998 999 999 1002 1001

Note. Some percentages total slightly more or less than 100 due to rounding.
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However, it is not very clear if there are any significant differences between the NSE
group and NSC group in terms of strategy use since it appears that there is no spesiﬁc
pattern that discriminates one group from the other. For instance, the participants of the
NSE group used Comment on Own Behaviour in a fairly large proportion in the two
passages (approximately 10 to 26 percent in Passage 1 and three 4 to 19 percent in
Passage 2). Nevertheless, the proportion of the same strategy is relatively small for Ed in
- Passage 2 (3.9 percent). In the NSC group, on the other hand, the proportions of
Comment on Own Behaviour are fairly small for Colleen and Carmen in both passages
(3.3 percent and 5.2 perceht, respectively, in Passage 1 and, 0.0 percent and 3.7 percent in
Passage 2). However, Cathy in Passage 1 and Christy in Passage 2 reported the same
strategy fairly frequently (13.4 percent and 18.8 percent, respectively). This ihdicates that
there Amay be no particular strategy that is more frequently used by all the members of one
group.

Théréforé, the two-way Mann-Whitney U test was performed to determine if there
are any significant differences in the proportion of each strategy between the two groups.
Table 8 shows the observed U value in each strategy category. Since the number of
participants was extremely small, the U value was calculated following the procedures
recommended by Spatz (1993). The results show that Translation in Passage 1 and
Questioning the Meaning of a Word or Sentence in Passage 2 are statistically significant at
0=.05 level. This result suggests that these NSE readers tended to used the verbatim
translation more frequently than the NSC group in order to comprehend the content of

Passage 1. Also, the result suggests that the NSE readers might experience problems in
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understanding the meanings of words, phrases, and sentences more often than the NSC
group in reading Passage 2. However, there are no statistically signjﬁcant differences in
other categories. These results show that for these few participants the differences are not
sufficient enough to reject the null hypothesis (i.e., these is no difference between the two
groups). This suggests that the differences in the strategy use among the participants may
not have resulted from their language background, but from other factors such as the way

in which the passage was written and the individual differences among the participants.

Table 8

Observed U Values on Strategy Use in Each Passage (N SE vs. NSC Group)

- Strategy Passage 1 ~ Passage 2

CMC 9 12
CMB 2 4
MC 9 5
RR 7 10
QM 4 0*
SLP 14 12
TR 0* 6
SK 6 5

Note. * Statistically significant at o = .05 level.
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Word-Problem Solving Strategies for Unknown Kanji Words

As discussed in'Chapter 2, the most evident factor that diécriminates the NSE group
from the NSC group is the amount -of knowledge of Chinese characfers. Figure 11 shpws -
that the score distribution of the. two sectioﬁs of JLPT of the participéhts. The results of
the JLPT show that there is no notable differehce among the participarits, except the two
lower proficiency participants, in scores of the two kanji sections: Kanji reading and kanji

recognition.

Figure 11. Score distribution of the kanji sections in JLPT.
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The full points of the two sections are: Kanji Reading = 27 points; Kanji Recognition = 20.
Legend: C1 = Christy; C2 = Cathy; C3 = Carmen; C4 = Colleen; E1 = Eric; E2 =Ed; E3 =

Elaine; and E4 = Eleanor. Points in the kanji reading section are in descending order.

However, since the reading materials contained several kanji characters that most

participants had not learned in the classroom before, it is possible that the fundamental

difference in the knowledge of Chinese characters may affect how the readers solve
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. problems of un_dersfanding the meénings of unknown kanji words. Therefore, in order to
observe how each participant solved the vocabulary related problems, the ways in which
the participants guessed the meanings of unknown words were extracted and categorised
in terms of the sources for the problem solving.

The categories are constructed based on the source of inferring the meaning of
unknowh words: context clues, knowledge of Chinese language, knowledge of known
kanji used in the target word, and other_ types of sources. The last category, named
"Others," includes the use of "Okurigana," general knowledge on topic or content of the
passage, sounds of the words, word form of the word, and position of the word in the
sentence.

The "Okurigana" refers to the hiragana part of Qerbs, adjectives, and adverbs, which"
shows the inflection of these words. For instance, a verb, ifi 3+ ("to line up") can be
divided into the two parts: the word stem "ilf " and the inflection part "3s ". The latter
part is called "Okurigana." Figure 12 shows the example of how a JSL reader can use
Okurigana as a source of vocabulary problem solving. In this example, the reader cannot
recognise the cdrrect reading of the kanji character, so that shg cannot determine the_:
meaning of the word. However, since Qkurigana is written in hiragana, she can know that
the word-ending has the sound of [bu]. Then she uses that information as a clue to find
out the most probable reading of the kanji character, and searcheg the words with [bu] in

their word-endings, such as [aso-bu], [to-bu], and [mana-bu]. Then she chooses the most

probable one among the alternatives that she would have found. The last decision can be
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made by referring to other available information, such as the context or discourse of the

passage or, possibly without any reference at all.

Figure 12. Example of the steps of kanji- problem solving using Okurigqna.
Target word:  3f 35 [nara-bu] (to stand in line) |
The reader does not reéogrﬁse the reading of the kanji character "3 "
She searches the word With Okurigana "gs [bu] in her memory.
She finds the word [mana-bu] (to study) as the reading of the target word.

She interprets the phrase/sentence according to the meaning of the word.

The cafegory, Use of Known Kanji is determined when the participant knew the
meaning of any of the kanji in the target kanji word and applied that knowledge in order to
infer the meaning of the whole word. In case of the NSC group, the judgement of Usé of
Chinese knoWledge was made when the participants explicitly eipressed, in either TA
protocols or retrospective intéryiews, that they did ﬁot know the meaning of the word in
Japanese and applied the meahihg of the characters in Chinese language to under_stan(i the
word. | | |

Figure 13 presents the raw frequencies of word-solving _strategies for kanji in the

‘two passages. Ina compaﬁson of the total frequencies of the two .language groﬁps, the

NSE group used the word problem solving strategies more frequently than the NSC group

in both’ passages (21 times and 15 times, respectively, in Passage 1 and 26 times and 11
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" times, respectively, in Passage 2). This data implies that the NSE group might experiencé

difficulty in understanding the unknown kanji words more frequéntly than the NSC group.

Figgfe 13. Comparison of raw frequencies in kanji-problem solving stra'tegies'betweenv

. measures of the two languagé groups.

Passage 1 S ~ Passage 2
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Legend: C1 = Cathy; C2 = Colleen; C3 = Christy; C4 = Carmen; E1 = Eleanor; E2 =
Elaine; E3 = Eric, and E4 = Ed. Frequencies inPassage 1 are in descending order within

each group.

~ Regarding the use of each sub-category of the kanji-problem solving strategies, the
raw frequencies of the sub-categories for each participant were converted to propbrtions
in order to eliminate the differences in the verbalisation. The results are presented in Table

9.



' Table 9
Use of Word-Problem Solving Strategies for Kanji Words by‘ Each Participant (by
Percentage Proportion) |

Passage 1
, NSE NSC
Strategy Elaine Eleanor Ed Eric Colleen Carmen Christy Cathy

CXT 0.0 0.0 0.0 0.0 0.0 0.0 333 0.0
CHK na  n/a n/a n/a 333 50.0 0.0 57.1
KNK 83.3 85.7 1000 60.0 1 66.7 50.0 333 143
OTH 16.7 143 0.0 400 0.0 0.0 333 28.6

Total 100.0 100.0 100.0- 100.0 100.0 100.0 99.9 100.0

Passage 2

NSE NSC
Strategy Elaine Eleanor Ed  Eric  Colleen Carmen Christy Cathy
CXT 0.0 0.0 30.0 44 4 00 00 0.0 0.0
CHK n/a n/a n/a n/a 50.0 0.0 0.0 100.0
KNK 75.0 100.0 " 50.0 444 50.0 100.0 0.0 0.0
OTH 25.0 0.0 20.0 11.1 0.0 0.0 0.0 0.0

Total 100.0 100.0 100.0 999 100.0 100.0 0.0 100.0

" Note. Some percentages total to slightly more or less than 100 due to rounding. CXT =
Context Clues; CHK = Use of Chinese Knowledge; KNK = Use of Known Kanji; and

OTH = Other Types of Strategies.

The most common strategy to solve problems of kanji words were, regardless of the

reader's language background, using the kanji character itself as a clue; using known kanji

characters in the target words as a clue or, in the case of the NSC group, understanding
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.the target words as Chinese words. For example, in Passage 1, all the partici'pants; é;(cept
Christy, used either strategies in about 50 percent or more of the situations where they did
not understand tﬁe meaning of kanji wordg.

The result also shows that both groups, except Christy, did not use the cont%axt clues
at all in Passage 1. Although Chrisfy used the context clues in guessing the meanings of
kanji words, the raw frequency was \}ery low; she used 1t only once. This tendency of the
low frequency of context clues in thé NSC group was also ébserved in r.eading Passage 2
(0.0 for all the readers in the group). However, interestingly, two rea‘d.ers in the NSE
group, Eric and Ed, used the context cfues_to solve kanji wérd problems in fairly high»
proportions (30 percent and 44.4 percent respectively) in Passage 2. This resul_t mé.y :
imply that the NSC readers are more likely to depend on kanji charécters alone as a source
of informatioh to understand the meahing of unknown kanji words than the NSE group in

Passage 2.

Recall Scores

Comparison .of Wﬁttgn Recall 'Scorgs

In this study, the written recall task was used as a ineasur_ement of readingv
comprehension. Table 10 presents the scores of written recalls for each participant and
the increase in scores bétWeen Passégé 1 and Passage 2. Also, Figure 14 shows the

distribution of the recall scores in each group. The written recalls were firstly scored in

terms of the number of propositions that were accurately recalled by the participant, and
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then the number was converted into a percentage of propositions contained in the original

passage.

Table 10

Scores of Written Recalls of Individual Participants (by Percentage of Total).

Passage FElaine Eleanor  Ed

Eric ~ Colleen . Carmen Christy ~ Cathy

1 1.1 105 13.7
2 109 182 164

Increase 9.91 1.73 1.20
rate’

84 474 95 390 295
482 555 173 755 564
5.74 117 - 182 19 191

*These figures indicate that how many times each score of the same participant in Passage

2 increased from that in Passage 1.
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Figure 14. Comparison of recall scores between the two language groups (by percentage
of the total).
Passage 1 Passage 2
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Legend: C1 = Colleen; C2 = Christy; C3 = Cathy; C4 = Carmen; E1 = Ed; E2 = Eleanor;
E3 =Eric; and E4 = Elaihe. Scores in Passage 1 are in descending order within each

group.

As shown, all the participants scores in reading were higher in Passage 2. Although
there are some differences in the degree to which how many times their scores increased,
six out of eight participants gained their recall scores in Passage 2 approximately twice as
much as those in Passage 1. This suggests that it was more difficult for most participants
to remember the content of Passage 1, which was abput children's toys, than that of

‘Passage 2, which was about waiting time. In fact, after reading both passages, all the
participants commented that Passage 1 was more difficult to understand than Passage 2 in

terms of the content and vocabulary. Also, all the members in the NSC group, except
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Carmen, outperformed the NSE group on both passages in the recall task;'the NSC group
could recall more propositions in both passages than the NSC group.
' However, there is also variability among the scores within each group. In the NSC
group, Carmén’s scores were very lpw in both passages compared to those of lher' peers.
In the NSE group, on the other hand, all had fairly low scores in Passage 1. Eric,
| however, outperformed his peers in Passage 2 and his score is closer to those of the NSC
. group than those of his peers. Considering the fact that these two participants, Carmen
and Eric, are at a similar proficiency level of japanese (see the first sectibn, Japanese
Language Proficiency Test, in this chapter), this result may suggest that factoré other than
their L1 back;ground (i.e., L1 with or without Chinese charactefs) mighi affect tﬁeir '

performance in written recall task in Japanese.

Recall Scores and Strategy Use

In order to investigate if there is ahy relationship between the use of specific
strategies and the pérticipants' recall scores, Spearman's r; was calculated, following the
procedures recommended by Spvatz‘(1993).‘ The observed values of r; are presented in -
Table 11. |

The results éhow that Questioning the Meanings of a Word or Sentence is
statistically significant (-.88) in Passage 1 at a=.05 level. Also, the figure indicates a
strong correlation in a negative direction between the recall scores and frequency of

Questioning the Meaning of a Word or Sentence. In other words, the more frequently the

pérticipants (juestioned the meanings of sentences, phrases, or words, the lower their
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, reca!l scores were. However, no types of strategies were significantly correlated with the
recail scores, either negatively or positively, in Pas'sage 2. This result suggésts that, in
"Passage 1, if participants had problems in understanding the meanings of words, phrases
or senter‘lcels, they were likely td perform poorly in the recall task, but not in the same task

in Passage 2.

Table 11

Correlations between Strategy Use and Recall Scores in the Two Passages

: Strategy Passage 1 ~ Passage 2
- cMC 055 014
CMB -0.48 0.07
MC. © 036 -0.02
RR 064 040
QM -0.88* . -0.62
SLP - 069 -0.12
TR 055 014
SK 043 -0.17

*p<.05
Summary

In this chapter, the results of the quantitative analyses of the collected data were

presented. The results of the Japanese Language Proficiency Test indicate that there is no

statistically significant difference in séores of the individual sections in the proficiency test
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between the two groups. However, the distribution of the total scores shows that the
NSE group contains two participants, Elaine and Eleanor, whose proficiency levels are
slightly lower than the intermediate level. Furthermore, the results of Mann-Whitnéy U
tests showed no statistical signiﬁcanc¢ in terrhs of the differences in scores of'individual
sections in the proficiency test. This may suggest that, except Elaine and Eleanor, all the
participants had attained similar proficiency levels in J apanesé.

As for the strategy use, the results of Mann-Whitney U tests showed that the NSE
group used the verbatim translatioﬁ in Passage 1 and Questioning the Meaning of a Word
A or Sentence in Passage 2 more frequently than the NSC group. However, there were no
-~ statistically significant differences in strategy ﬁse with respect to other types of strategies.
There was .no one common strategy between the ;cwo passages that distinguishes one
language group from the other. This seems to suggest that the differences between the
two groﬁps in strategy use may be influenced by factors other than their language
background, such as the type of the passage that they read or the individual differences
among _the participants.

In terms of vocabulary problem solving, both the NSE and NSC groups used kanji as
~ a main source for inferring the meaning of unknown kanji words. The two NSE readers,
Ed and Eric, also used the context fairly often in order to solve the kanji problem in
reading Passage 2, while the NSC group was independently relying on the kanji
themselves. |

Furthermore, vthe written recall scbres show the supériority of the NSC group over

the NSE group. Nevertheless, individual differences were also observed. Carmen, the
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NSC reader, performed much more poorly than the rest of the NSC readers in‘ both
passéges. On the other hand, the performance of Eric, the NSE reader, was dramatically
better in Passage 2; he recalled six times as much content as he could in Passage 1.

Finally, the Spearman's Correlation Coefficient showed that Quest.ioning the
Meaning of a Word or Sentence is significantly correlated to the participants' performance
in the written recall task in Passage 1, but no signiﬁéant correlation was observed ip
Passage 2. This implies that language decoding problems? such as underétanding the word
meanings, may have larger impact on the comprehension in Passage 1 but not necessarily
so in reading Passage 2.

~ All the results réported in this chapter and their possible implication will be discussed

in the next chapter.
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CHAPTER 5
Discussion

In .th_is chapter, the results of the quantitative analyses will be reviewed and discussed
according to three aspects: the type of reading strategies, strategy use in terms of the
language background, and the stratégy use in terms of the eﬁ’ectiveness in. reading.
Furthermore, the qualitative data from think-aloud protocols ahd written recalls will be
presented in order to examine tﬁé subtle characteﬁstics and differences in the strategy use
among the participants; particularly in terms of the language background and scores of the

written recall task.

The Types of Reading Strategies Used by the JSL. Readers

The first research question was what types of reading strategies the JSL readers used
in comprehending Japanese texts. In this study eight types vof strategies emerged in total.
Overgll, the types of strategies used by the JSL readers in this study were similar to those
that had been found iﬁ the previous studies in the non-J SL conte);t, except the use of
verbatim translation. A review of the previous L2 reading strategy studiés that used think-
éloud protocols (TA protocols hereafter) shqws that many of those studies did not include
verbatim translation of the target languages into other languages in the strategy categories
(e.g., Block, 1986; Sarig, 1987, Horib'a, 1990). Even if researchers recognised it as one
type of strategy, the reported frequencies of the yerbatim translation were fairly‘ low (e. g

Andersoh, 1991). The participants in this study, both the NSE and some of the NSC-

readers, however, used the verbatim translation to some extent in reading the experiment
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passages. in particular, Eleanor, Eric and Cathy used the translation strategy more than
ten percent of their total stratégy use in both passages.

There are a few possibilities regarding why the participants used the verbatim
translation in comprehending the passages. One of the possible causes is that the research
procedures may have encouraged the participants to use translation during the data
collection activities. Many of the previous studies used the ESL readers, and usually the
language usedbin the passage are compatible with that used in the verbal report of the
thought processes (e.g., Block 1986; Sarig, 1987). In contrast, the participants in this.

| study were asked to verbalise their thoughts and recall what they read in English. This
procedure may encourage the readers to use verbatim translation in order to report what
they were thinking clearly and remember the content of the passage.

Another possible cause of frequent use of translation might be the ,instruction that
they have received. The participants were considered intermediate readers, yet their

- abilities in speaking Japanese were fairly limited. Therefore, English was often used in the
classroom instruction and activities. In particular, the occasional use of English is
necessary to determine if the students understand abstract concepts ér complex matters
written in texts. Therefore, the participantslin this study were accustomed to use
translation from Japanese to English in their learning environment. This, again, may
contrast with the ESL context; all instructions are often given in English in the
intermediate level. Therefore, the differences in the instructional languages‘may affect the

way and frequency that the readers use the translation as reading strategies.
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Strategy Use: NSE Readers versus NSC Readers

The second research question is whether there are any specific differences in the
pattern of strategy use between the NSE group and NSC group. The two issues will be
discussed in relation to this question. The first is regarding the overall use of strategies in
the two language groups. The second is concerning the difference in word solving

strategies for kanji words between the two groups.

‘Overall Strategy Use

The résults of Mann—Whitney U tests showed that the use of two strategies was
statistically significant; the NSE group tended to use a higher proportion of Translation in
Passage 1 and of Questioning the Meaning of a Word or Sentence in Passage 2 than the
NSC group. However, there is no single strategy that distinguishes one language group
from the other in both passages. This appears to suggest that readers' language
background was not the only factor to distinguish one language group from the other in
terms of strategy use. |

In Passage 1, the NSE readers used Translation strategy more freqﬁently than the |
NSC readers. The TA protocols show that all the NSE readers struggled to understand
the passage because of the existence of many unknown kanji words in the passage. For
instance, Eric's TA protocol for sentence 14 shows his frustration (italics indicate words
where the participant read Japanese words aloud but translated here for the convenience;
parenthesis indicates the kanji words that the parficipant skipped; Roman types indicate

words the participant spoke in English):
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..... Anyways.... uh.... Ayahhhh! More kanji that I don't know. uh.... (box), spoon....
What's that? spoon... what's that? something also spoon... spoon.... spoon? spoon?
spoon, also....tree... of....Oh! Goodness! (leaves) all of them are toys....

In most cases, the NSE readers tried to use various types of word solving strategieg: such
as word form, guessing the reading of kanji from the okurigana, and so forth. However,
when those readers were unable to reach any kind of inference, they used the strategy that
Huckin and Bloch (1993) called "pothole"; they skipped the word and tried to reconstruct
the sentence from the segments around the unknown word(s). In Passage 1, Eric could
not infer the meaning of ten kanji words and skipped them. To an even greater extreme,
Elaine skipped most kanji words contained in this passage.

In contrast, the TA protocols of the NSC readers show that those readers did not
expeﬁence this type of strugglg or frustration regarding the kanji words. It appears that
the NSC readers knew more of the kanji words in Passage 1 than the NSE reader did. In
addition, even though they did not know a kanji word, they eésily solved the problem by
understanding the kanji characters in Chinese. Cathy, for example, clailﬁed the several
kanji compounds as unknown to her. However, she solved-her problem by understanding
the words as Chinese words:

...and the kanji, I don't know. Maybe it should mean 'calculation' according to
Chinese. '

Here, she had not learned the word, 5 & (calculation), as Japanese before, but she simply
used the meaning of the combination of the sarﬂe characters in Chinese and interpretéd the
sentence successfully.

Not knowing so many words in the passage appeared to require the NSE readers to

spend much of their short-term memory capacity for guessing the meaning of those words.
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As result, enough memory capacity might not bé left to the NSE readers for activating
higher-level processing. Consequently, the NSE readers may have been forced to rely on
the lower-level processing, i.e., translating each segment of the sentence and
reconstructing the whole sentence by gathering those translated segments.‘

Furthermore, the content of Passage 1 seemed unfamiliar to all ihe participants. As
previous L2 reading studies show, familiarity with the content area increases the amount
that a reader can comprehen'd (éarrell, 1984). The Passage 1, arguing that hi-tech toys for
young children may not be as good as most young mothers think, appears somehow ;nore
abstract and the topic of the passage, about the relationship between mothers and children,
is presumably not closely related to these readers' daily lives. On the other hand, the topic
of Passage 2 is ‘waiting time’ and they are more likely to have similér experiences to those
described in the passage. This unfamiliarity of the topic of Passage 1 might have inﬁibited
the NSE readers from using their general knowledge to compensate for their inferiority in
understanding or guessing the meaﬁing of those kanji words. In contrast, the NSC readers
could overcome the unfamiliarity with the topic by applying their knowledge of Chinese

‘language to understand the kanji words. Unfamiliarity with the topic and too many
unknown kanji words had a combined effect on the NSE readers' comprehension process
and, consequently, might have led the NSE readers to use the verbatim translation.

In Passage 2, however, this effect of the kanji knowledge appeared to be weak. In
Passage 2, use of .Questioning the Meaning of a Word or Sentence was a statistically

significant difference between the two language groups: the NSE group used that strategy

more frequently than the NSC readers. This suggests that, in Passage 2, the NSE readers
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experienced more difficulty in understanding words, phrases, and sentences than the NSC
readers. This result was supported by the participants' TA protocols. Compared to
reading Passage 1, they could understand the meanings of kanji words more frequently.

| Yet, the NSE readers still had a greater number of unknown kanji words than the NSC
réaders. In Passage 2, however, the NSE group attempteci to infer the meanihgs of the
unknown kanji words more frequently. Also, the NSE readers sucdessfully guessed the
meanings of more unknown words than in Passége 1. In particular, this behaviour was
more evident with the two NSE readers, Eric and Ed, Who attained the intermediate
proficiency level of Japanese. This implies that knowing more kanji wofds enableg the
NSE readers to understand a lérger portion of the text in reading Passage 2 and that, =

- consequently, the readers could construct the grounds for inferring the meanings of those

unknown kanji wofds. '

Nevertheless, the effect of the kanji knoWledge on the participants' reading prbcesses
seems to vary depending on the individual parﬁcipants. For instance, Eric's TA protocol
shows that he knew more kanji words in Passage 2 than in Passage 1. However, he also
used Translation more frequently in Passage 2 than in Passage 1 (12.4 percent in Passage
1 and 15.3 percent in Passage 2). In contrast, the proportions of the same strategy used
by Elaine and Ed were much smaller in Passage 2 than Passage 1 (8.7 percent in Passage 2
and 13.6 percent Passage 1 for Elaine, and 3.9 percent and 14.3 percent for Ed)
Moreover, Cathy and Colleen used Translation strategy in fairly high proportion in

Passage 2 (15.1 percent for Colleen and 21.3 percent for Cathy). Together with the fact

that there was no single strategy that discriminates one language group from the othe‘f, the
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results of this study seem to suggest that the readers' language backgrounds as well as
characteristics of individual readers and of passages are involved in reading strategy use

and comprehensions in JSL.

Word-Problem Solving Strategies

- As presented in the previous chapter, there are distinctive differences between the
two language groups in how each group solved the kanji word problems. The aﬁalysis of
word-problem solving strategy for kanji words shows that the NSC readers predominantly
used the kanji characters in the target word asa primary source of the information for
inferring the word meanings. This has been done by either using their kanji knowledge in
Japanese or understanding the kanji characters in Chinese. On the other hand, the NSE
reade;s used a wider variety of strategies; in addition to use of the meaning of known kanji
characters, the NSE readers used the context, and other types of strategies, such as
attending okurigana (see the Chapter' 3 for clarification of okurigana), readings of the
kanji, and word form. These strategies have also been observed .in other JSL studies (Lee,
1993; Taniguchi, 1991). Interestingly, however, the use of known.kanji was much higher
than other types of strategies. This implies that the English native readers also actively use
their kanji knowledge in order to guess the meanipg of unknown kanji words, although
their knowledge is much more limited than the Chinese native readers.

This ciifference in word problem solving between the two. language groups had been

predicted due to the semantic compatibility of kanji (or Chinese characters) between

Japanese and Chinese (see Chapter 2 for the discussion on this issue.) In addition, the
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nature of the kanji chara;:ters (i.e., each character represents a morpheme), also had the
English native speakers use their kanji knowledge actively in order to guess the meaning
of the kanji words as well as other types of strategies to substitute their limited
knowledge.

However, there are subtle differences among the NSE readers in the way that they
solved vocabulary problems between Passage 1 and Passage 2. In Passage 1, all in the
NSE group tried to infer the meaning of unknown kanji words by focusing on the word
form; using the meaning of known kanji in the target words, pronouncing the kanji
repeatedly to assist the search of the target word in their memory, attending the
okurigana, and the form of the target word. Thé NSE reader did not use the context
clues, such as looking for the keywords in the same sentence that provide them with soﬁe
clue or using the general knowledge or world knowledge to infer the meaning of the word.

In Passage 2, however, Ed and Eric used context as a source of inferring the
meaning of the unknown words in addition to the strategies they used for Passage 1.
These two NSE readers used the context either independently or in conjunction with other
types of vocabulary solving strategies. For instance, Eric did not know the word, 38 2t &5
B (the result of investigation). This word is a compound noun, in which two indepéndent
nouns # #2¢ (investigation or survey) and &5 5% (results) are joined into one. In his TA
protocol, Eric fixated on the part containing the target word to find out any clue.

[After reading the word 7 Z& &5 5] Oh, my goodness! Very large kanji... that I

have no idea what that is..... What's that? Something....appeared in a newspaper

It's come out in the... in the paper... something....some..... Holy cow! I have no idea

what that kanji is. That's gonna be a problem, I think. it appeared in the

newspaper. It's come out in the paper. [He read the sentence from the beginning]
Something... It's come out in the paper.
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'In this protocol, Eric seems to have noticed that the phrase "appeared in a newspaper,"
which immediately followed the target word, was a key word to guess the meaning of the
FE A . Also, he related in the retrospective interview that he noticed that the first
kanji character #% might mean 'investigation'. Nevertheless, he could not produce one
hypothesis about the meaning of the whole word at this point, so he moved to’ the next
seﬁtence. Eric still did not have any clue as to what the target word méant when he

finished reading the first paragraph. Therefore, he moved to the next paragraph. At the

moment he read the beginning of the next paragraph, Eric noticed that it contained half of
the target word 3§ #&. His protocol reads as follows:

This something..... According to....this.... maybe, statement or theory or
explanation.....

Here, Eric seems to have used the phrase 'according to' as a clue-word and searched the
word that might commonly follow the phrase. Also, it appears that he used the previously
obtained clue; that is, 'something' appeared in a newspaper. Then, he generated a

hypothesis that the target word might mean either 'statement’, 'theory', or 'explanation’.

In his written recall, he used the word 'a survey' for the target word. In the retrospective
interview, Eric explained how he finally decided the meaning of this word:
It's a guess. I'was.... Ijust took a look at the... at all the stuff and fact that they
actually have numbers and.... and comparisons between the things. Then I thought,

"OK. All those number and comparisons might be a survey." So... Ijust... That's
basically how I guessed.

As in the preceding passage, Eric apparently noticed the text structures of the passage; it
contained many numbers and comparisons. At that point, he searched his memory for
what might have contained that type of information. Using this clue, he revised his first

hypothesis and then finally decided the meaning of the target word might be 'a survey'.
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However, when he read the beginning of the second paragraph, he generated a hypothesis.
Erig could guess the meanings of three out of ten unknown kanji words successfully using
a similar approach.

The other NSE reader, Ed, used the context in the similar way to Eric. Ed, for
instance, did not know the word 4E # (age).

something... uh... year or... maybe... I don't know. Something about 'years'...
high.... as becoming high... uh.... maybe 'if you are older' or something like that.....

In this protocol, he recognised the first character 4E means 'year' and constructed the
hypothesis that the target word might be related to 'year'. Furthermore, although he did
not verbalise it, the retfospective interview revealed that he also noticed the second
character iy having a 3 (tooth) as its part. Then, he hypothesised that the target word
might mean ‘elderly person"or that sort of word. Next, he read the part immediately after
the target word and understood it as 'as (sometl;ing) Ais becqming high.! Combining the
two clues, one from the target word itself and the other from the immediate context, Ed
finally concluded that the word meant 'age' and understood the whole phrase as 'as one is
becoming older'. As Eric did, Ed used the two types of clues, one is kanji characters
themselves and the other is the context. Ed inferred correctly two out of seven unknown
kanji words in this way.

These strategic steps used by Ed and Eric are identical to those used by the subjects
in Huckin and Bloch's study (1993). Their subjects .ﬁrst attended to the word-form and
' studied it if they recognised any of its parts. If they did, they generated the hypothesis

about the meaning of the target word. Then, they evaluate their hypothesis using one or

more context clues. Similérly, Ed and Eric first attended to the kanji characters to see if
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they would recognise any of them. If they did, they generated a hypothesis using the
meaning of the identiﬁed character(s) or using it in conjunction with the context. Finally
they evaluated it with reference to either a local or global context, or sometimes both.

Elaine and Eleanor, on the other hand, did not use the steps that Ed and Eric did.
Despite their attempt té guess what the target word might mean, they failed to do so in
most cases. Even if they did generate a guess, they found that it did not fit in with the rest
of the context. Eventually, they discarded the guess and either made a "pothole," that is,
fhey avoided the words that théy did not understand when reading the sentence, or
skipped the whole sentence completely. For instance, Elaine also did not know the word
£y in sentence 4. Whét she did was to skip the whole sentence. Her protocol of this
section reads as follows:

Two kanji I don't know that starting at the sentence. uh... high.... as becoming...

uh.... OK. hmmm..... as becoming..... don't I forget what 'hodo"is. hmmm..... OK.

patience....OK. Yeah, I'm not sure what the first kanji really is. So, it's hard to
translate it. [She moved to the next sentence.]

In this protocol, Elaine seems not to know what to do when she did not understand the
target word. It appears that she continued to read the rest of the sentence to see if it
would provide her with any clues on the meaning of the target word. However, this did
not work. Also, she verbalised that she forgot what the function word "hodo" means. As
a result, she skipped the whole sentence and moved to the next.

For another example, Eleanor did not recognise the word 433 (line-up) in sentence
9. Her protocol shows that she recognised neither of the characters in the compound.

She verbalised as follows:

....I think the first kanji is yuumei, 'famous'. Yuumeina mise would be like uh
'famous stores'? Maybe. And restaurants uh... this is saying that in front of res....
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like uh, restaurants or famous stores... uh... that the wait is often.... or people feel
that they can wait much longer. I'm not sure what the kaniji is after "long", but I
imagine that this is what they are saying.

Here, Eleanor simply skipped the word 4T 3] (line-up) and tried to reconstruct the
sentence from the segments that she could understand. Obviously, she used the mental
presentation of the text that she had obtained up to this point: this passage is talking about
"waiting and irritation." Therefore, her interpretation of the sentence does make sense to
some degree in the discourse. Yet, it was quite different from what the sentence meant to
be. |
Why Ed and Eric could use the context clues effectively and why Elaine and Eleanor

could not may be related to the fact that the latter two belong to the lower proficiency
level. The TA p‘rotocols of the four readers show that Ed and Eric know much more kanji
words than Elaine and Eleanor in both passages. The previous studies in ESL context
suggest that the most common and effective strategy for guessing words' meanings is to
find the keywords in the immediate/local context that collocate with the target word

| syntactically or semantically (Haynes 1984; Huckin and Bloch, 1993). However, many of
content words are written in kanji in Japanese texts. Therefore, not being able to recognise
too many kanji words (i.e., bottom-up processing) would prevent the readers from usiné
this keyword method (i.e., top-down processing). In other words, the reader must be able
to use bottom-up processing at the 'threshold' level to activate the top-down processing.
In this study, the deficiency in understanding the kanji words (i.e., the bottom-up

processing) might prevent Elaine and Eleanor from using the context clues (i.e., top-down

processing) to guess the meaning of those words.
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Compared to the NSE readers, the NSC readers had many fewer problems witﬁ ‘
understanding or guessing the meaning of kanji words. The relatively consistent
performances in comprehending both passages suggest that transférring the vocabulary
knowledge from Chinese to Japanese helped the NSC readers a great deal. Nevertheless,
their TA protocols show that their knowledge of Chinese language also may become a
drawback. In this study, there were four cases in which the réader's Chinese knowledge
appeared to have caused failures in understanding or guessing the meaning of kanji words.
One such case involved the character f= (voice) in Passage 1. In the Chinese language,
this character can also iﬁdicate three things: 'sound’, 'voice', and 'noise'. However, in
Japanese, the character only means 'voice', and the other two 'sound' and 'noise' are '
expressed by completely different words. In other words, the semantic usage of the
character is much narrower in Japanese than in Chinese. All the NSC readers but one
understood the word as 'voice' and only Christy gave the correct translation in Japanese.
Another case was observed in Passage 2. In sentence 1, there is a word $7 [l that means
'newspaper’' in Japanese. This word, however, means 'press’ or 'news' in Chinese.
Although most NSC readers translate this word from Japanese into English as
"newspaper," Colleen understood it as "news," which obviously resulted from the
.application of her Chinese knowledge. Interestingly, the NSC readers seem not to have
noticed that they misunderstood the meanings of these words; in fact, they claimed that
they knew these words. The TA protocols also suggest that the readers unconsciously

applied the Chinese knowledge in understanding the kanji words. They did not express

any hesitation or doubt as to about what they had interpreted. In the passages used in this
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study, these words were not critical to the overall comprehension of the text. However, if
th_ese 'false cognates' were the keywords to understanding the passage, their Chinese
knowledge could activate the wrong content schema‘and, consequently, the readers might
interpret the text differently from what it should be. Haynes (1984) reported a case in
which the use of faulty cognates misled the Spanish readers in reading English texts on
what the story was about.

In addition, there was also a case in which the heavy reliance on Chinese language
led a NSC reader to a wrong inference of the unknown kanji word. In sentence 3 of
Passage 2, Carmen did not knéw the word — -} 4%, in sentence 3. In Japanese, the word
means 'in one's twenties'. In contrast, the character /%, means 'a generation', 'a dynasty', or
'a geological era' in Chinese. Carmen understood the word = + 1% as "20s" in her
written recall. In the retrospective interview, she told the researcher how she guessed the
word's meaning:

Because I... first because I... my native language is Chinese. So, the kanji of

Japanese is quite similar to Chinese. So, I was trying to connect these two things

[i.e., the word's meaning in Japanese and that in Chinese] together and guess the

meaning. So, here, ft, .....I think it is a kind of 'that period' [in Chinese]. So, I think

the same principle can apply to Japanese. So, I think it.... mean ‘twenty century' or
that kind of thing.
Here, Carmen understood the unknown kanji character in Chinese. Then she used the
meaning without checking its appropriateness with other clues, such as the context.
Consequently, 4she misinterpreted the whole sentence. | As she eXpressed in the interview,

Carmen appears to have a strong belief that Japanese kanji can be understood in Chinese.

Yet, this belief might inhibit her from using other clues, such as the context, that were

available to her. The interpretation of the sentence, the female of 20s (i.e., the twentieth
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century); is somehow incompatible with the content of the previous paragraph since it
implies that the focus of the study was only on the relationship between the length of
waiting time and irritation among people in the modern Japanese society.

These '_thr'ee examples of misinterpretations of kanji words by the NSC readers
appear to support the implications in Takebe (1979; 1989) and Chou (1991); the ove;-
generalisation of the semantic compatibility between Japanese and Chinese may lead the
Chinese native readers to incorrect judgément of the meaning of kanji words. In some
cases, the NSC readers noticed the meaning in Chinese did not f1"c the coﬁtext that they
had read. For instance, Colleen told the researcher that she first tried to understand the
word — -+ f% in Chinese. However, she di‘scarded that interpretation because it did not
make sense in the context. This type of the sensitivity to the other clues may be needed to
prevent the over-reliance of their Chinese knowledge.

In summary, this section examined the difference in strategy use between the two
language groups. The quantitative data shows that the NSE readers used two strategies,
Translation in Passage 1 and Questioning the Meaning of a Word or Sentence in Passage
.2,~more frequently than the NSC readers. However, there was no one type of strategy
that distinguished one language group from the other in both passages. -The examination
of the qualitative data in Passage 1 implies that frequent use of the Translation strategy by
the NSE readers might be resulted from the combination of the unfamiliarity of the
passége content and the existence of too many unknown kanji words. However, in

Passage 2, although the NSE readers questioned the meanings of words, phrases, and

sentences more often then the NSC group, the degree of using Translation strategy by the
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NSE readers was varied from one reader to another: Eric used translation strategy more
often in Passage 2, and Elaine and Ed did in Passage 1. Therefore, it seems that the
strategy use among the readers in this study may be influenced not only By their language
backgrounds but also other factors such as individual differences. |

Furthermore, thé comparison of the word solving strategies for kanji words between
the two groups confirmed that the NSC readers inevitably applied-their knowledge of
vocabulary and characters in Chinese to understand unknown kanji words. However, this
positive transfer of the khowledge sometimes may also become a negative transfer; the
kanji Words of which meanings are, partially or completely, incompétible with the same
combinations of charécters in Chinese may cause the faulty interpretation of the text
_meaning if the r'eader does not use any other sources as cross reference. On the other
hand; the NSE readers used various types of word solving strategies. Particularly, they
~ sought the clues in the morphological analysis, that is, using the familiar kanji in the target
words. However, this analysis may not be very useful if the readers do not use the other
sources of clues, especially the context clue. In addition, the results suggested that there
is a threshold level of vocabulary and kanji knowledge required in order to use the context

clues effectively.

Strategy Use: Effective Readers versus Less Effective Readers

The third and last research question of this study was if there are any characteristics

of the strategy use that discriminate the effective readers from the less effective readers

within each language group. In this section, first the overall results concerning the
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relationship between the strategy use and recall scores are considered. Then, qualitative'
data will be presented and discussed regarding the process of successful and less
successful comprehension. Also, this section will discuss similarities between the reading

processes of the effective readers in the two language groups.

Relationship between the Strategy Use and Recall Scores

As presented in the previous chapter, the Spearman's 7, between the type of the
strategies and scores of written recall show that Questioning the Meaning of a Word or
Sentence was strongly correlated with the participant recall scores in Passage 1 ina
negative direction. This suggests that, the better the participants understand the meaning
of a linguistic unit, such as a word, phrase, and sentence, the more the participants could
recall the content of the passage. However, there was ho strong correlation between the
participants' strategy use and recall scores in Passage 2. |

The comparison of the recall scores shows that all the readers who score highly in
Passage 1 were the NSC readers, who have an advantage of understanding kanji words.
Furthermore, the TA protocols of the low-scoring participants demonstrate the
overwhelming struggle of those readers to understand unknown words, although there is
‘one exceptional case. These findings suggest that understanding or inferring the words'
meaning might be one of the crucial factors for successful comprehension in Passage 1.

This result is congruent with those in the previous studies of L2 reading in non-JSL

contexts (e.g., Davis & Bistodeau 1993; Grabe 1991, Koda, 1994; Ulijn, 1981; Swaffar,
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Arénﬁ, & Bynes, 1991), that is the readers' vocabulary knowledge in the target language is
one of the .important factors in comprehending texts in L2.

However, the effect of the vocabulary knowledge oﬁ recall scores appears less
obvious in Passage 2. The results of the Spearrﬁan's r; did not show any strong correlation
between the recall scores and vocabulary related strategies, such as Questioning the
Meanings of a Word or Sentence. In addition; one NSE reader, Eric, could recall a fairly
bl.arge améimt of the content although the rest of the high-scoring participants were NSC
readers. Moreovef, another NSE readef, Ed, performed much more pobrly than Eric
although the former had fewer unknown words. These results seem to suggest that
something othér than the readers' vocabulary knowledge affected their perfomlance in the
recall of the passage. In the following sections, the comprehension processes of both
groups will be examined to inQestigate if there are any similarities among the éﬁective

readers in the two language groups.

Comprehension Processes among the NSC Readers

As discussed in the previous section, all NSC readers; except one, could recall fairly
* large proportions of the total number of propositions in both passages. Carmen, however,
recalled a much lower proportion of propositiéns than her i)eers in both passages. In the
Japanese proficiency test, Carmen achieved the second highest scores of all the

participants in this study. This implies that a lack of linguistic knowledge in Japanese was

not the cause of her lower recall rate of the content of the passages.
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One of the factors differentiating Carmen from the other NSC readers is that she
tended to spend very little time inferring the meaning of words, phrases,. or sentences that
she did not underétand. The comparison of the raw frequency of the Skipping strategy
shows that Carmen skipped words, phfases and se.ngénces more frequently than other NSC
readers. When she found words, phrases, or sgntence's that shé did not understand, she
just skipped them and moved on to the next part. For instance, in Passage 1, she did not
understand the meaning of sentence 15. Carmen's TA protocol read as follows:

[Reading sentence 1.5 and 16 in Japahese] I don't understand the first sentence

[reading aloud sentence 15] That sentence. I cannot figure it out. But, the second
one [sentence 16] is.....

Sentence 15 seems to be the most difficult sentence to understand even for NSC readers.
One of th_e words, T. & (devising), has a completely different meaning in Chinese
(labour). Furthermore, there was another unknown wprd, Bw ’) { (to come across), is
something that the reader cannot guess the meaning by simply applying the Chinese
knowledge since the word is a combination of a kanji stem and hiragana auxiliary verbs.
Nevertheless, three other NSC readers did try to interpret the text using various strategies;
such as using either Chinese knowledge, the global cohtext, or the topic or general
knowledge. When none of these word-solving étrategieé seemed to work, the other NSC
readers tried to understand the sentence as it would fit into the text representation they
had constructed in their memory. In contrast, Carmen did not make any attempt to infer

the meaning of the sentence at all, moved on to the next sentence, sentence 16. She

merely verbalised her problems in understanding the sentence and, without verbalising any
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plan or strategy to solve those problems. This pattern was also observed in her reading of
Passage 2.

Also, Carmen seldom checked her interpretation of the passage, using other sources
such as coherence, between what she had read and what she was reading. For instance,
Carmen misinterpreted sentence 13. This sentence states the consequence of sentence 12;
since the long line-ups in front of the shops attract people passing by, some shops recently
began to hire part-time workers to stand in lines in front of' their shops. However, Carmen
did not understand the relation between sentence 12 and sentence 13; she interpreted
sentence 13 as "recently... some people would line up for... in front of some shop for... to
find a part-time job." In a retrospective interview, she said that she had a problem
connecting the meaning of the word, $§ ¢ (to request; to hire), to the other part of the
sentence because she knew the word only as 'to request'. However, she noticed that there
was the word 7 )L XA b (part-time work/worker). Apparently, this word activated
her general knowledge. She finally concluded that people 'request the part-time job from
the store'. However, she did not recognise that this interpretation did not fit with what the
previous parts said. She also made similar mistakes in reading Passage 1.

As this example demonstrates, Carmen's reading processes appear to be sentence-
based. If she could make sense at the intra-sentential level, she moved on to the next
sentence without evaluating it in the global context of the text. On the other hand, the

other NSC readers seemed to pay more attention not only to intra-sentential but also inter-

sentential coherence/cohesion. Cathy, for example, interpreted sentence 13 accurately
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although she spent more time trying to understand the sentence than Carmen did. Cathy's
TA protocol of this sentence is as follows:
[After reading the whole sentence aloud once] Therefore.... so, 'therefore' something
like that, recently... 'recently'... recently... hmmm..... the line-up... part-time job of....
oh, “arubaito" is 'part-time job'. fo request... "tanomu" is trying to... to describe the
shop.... itis said... it seems that there is also shops that hire... this is not really
means 'to ask for favour' or this mean 'hire' part-time people to line up because of
this [previous part].
Here, Cathy verbalised more language decoding strategies, such as analysing sentence
structure and verbatim translation. This suggests that Carmen was much automated at
using the language decoding processing than Cathy was. In fact,. Cathy's score in Japanese
proficiency test was lower than that of Carmen. However, Cathy used the various sources
to understand the sentence. First, she knew the word $§ ¢p as 'to ask for favour'. Her
protocol suggests that she probably noticed that the meaning of the word that she knew
did not fit well in the context that she had understood. Also, she knew that the previous
section up to ¥ ¥ was modifying the following noun 'shops'. Furthermore, Cathy seems
to have noticed that the causal relaﬁonship between sentence 12 and sentence 13. Using
these clues, she changed the interpretation of the word slightly in a way that the sentence
would be suited with the context better. This result suggests that the readers’
metacognitive ability, in this case, evaluating their interpretations using various types of
sources, has an effect on successful comprehension.
Interestingly, Carmen could not recall the latter part of both passages. Both

passages were written in the rhetorical structure called ki-shoo-ten-ketsu, which is the

most common for Japanese expository prose (Hinds, 1983; Thomas, 1988). In these two

passages, each paragraph corresponded to the four parts of the rhetorical structures (see
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Chapter 3 for further explanations of the rhetorical structure of these passages). Also, in
the passages, the aﬁthor made a contrast between the Second and third paragraph, which
correspond to the fen section (i.e., turn to the sub-theme). In Passage 1, Carmen did not |
have any problems in understanding the first two paragraphs. However, she showed
confusion and difficulty in understanding the last two paragraphs. In the retrospective
interview, Carmen perceived that the last two paragraphs were the most difficult to
understand and explained the reasons as follows:

Beéause there are so many things I don't understand. But, I understand the words,

but when I put them together, I don't understand. So, I think I felt depressed
because.... "Why I cannot understand?"

Apparently, she did not have a problem of word recognition, but failed to reconstruct the
meaning from those words. On the contrary, in Péssage 2, Carmen di.d not perceive such
frustration. She perceived the passage as fairly easy to understand'. Yet, both her TA
protocols and written recalls show that she misunderstood the content in the third

| paragraph.

One of the clués to identify why Carmen made such misinterpretations might be that
she appeared not to have recognised the third paragraph contrasting with the content of
the second paragraph. In both passages, there was a connective T 3 (but; however), |
which clearly exprésses the contrastive nature of the paragraph. However, Carmen
seemed not to have paid much attention to this conjunction in her reading. She neither
verbalised the word in her TA protocol nor wrote in her written recall for Passage 1. As

for Passage 2, Carmen did include the word "however" at the place corresponding to the

beginning of the paragraph three. This suggests that she noticed this word in reading
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Passage 2 but did not verbalise it. Nevertheless, her TA protocol for Passage 2 implies
that Carmen was still not clear what the third paragraph meant in relation to the rest of the
passage when she understood the text as a whole. In reading the last sentence of Passage
2, she had a trouble in understanding the meaning of the sentence. It is very short, but the

author is expressing what he/she wanted to the most throughout this passage; the author is

- indirectly criticising the fact that, despite being less patient to wait for their friends, people

are willing to take trouble to wait for a long time to enter famous restaurants or shops.
The author expresses this by saying, "Why does it happen?" Carmen did not understand
how this short sentence would connect to the rest of the part and did not write anything in
her written recall on the last paragraph.

The other three NSC readers, on the other hand, seemlto have noticed the global
text organisation of Passage 2. They either explicitly stated their recognition of the text
organisation or, even if thgy did not verbalisé it, they used the same text organisation as
the original passage in their written recalls. This suggests that being unable to identify the
rhetorical organisation of the péssage caused Carmen to fail comprehending and recalling

the content of the passages.

Comprehension Process among the NSE Readers

The scores of the Japanese proficiency test show that the NSE group is composed of
two proficiency levels: the intermediate and the slightly lower than intermediate level.
Nonetheless, the recall scores of Passage 1 were almost the same among the four readers, .

except Elaine. As discussed in the second sections of this chapter, this is likely to result of
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the combination of too many unknown kanji words and unfamiliarity with the content
area.

In Passage 2, the lower proficient participants, Elaine and Eleanor, also could not
recall much of the content in the passage (10.9 and 18.2 percent, respectively). Their TA
protocols clearly show that their limited vocabulary and kanji knowledge again inhibited
their comprehension when reading Passage 2. They often verbalised the vocabulary,
particularly the kanji words, as unknown and failed to infer the meaning of those words.
Also, Elaine and Eleanor tried to understand the passage by connecting the segments that
they understood .and, at the same time, by applying general or world knowledge.
However, this did not work very well since the information obtained from the text was so
limited that they could not reconstruct what the author actually stated in the passage.
Eleanor, for example, recognised the limitation of this approach and verbalised the
possibility of misinterpretation as "Maybe I made a whole new story.." These two readers'
reading processes clearly support the ciaims in a non-JSL context that ‘the language
decoding ability has an important role in L2 reading (Carrell, 1991; Clarke, il 980; Cziko,
1980; Devine 1987).

Also, in Passage 2, two noticeable patterns were observed. First, despite the highest |
scores in the Japanese proficiency test among the NSE readers, Ed performed poorly in
comprehending the passage. Second, Eric's recall score was six times as much as that in
Passage 1.

Comparison of the reading time shows that Ed spent the less time than Eric did (13.2

minutes and 18.8 minutes, respectively). This difference seems to be mainly because Eric
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had more problems in understanding the vocabulary in the passage. Ed did not know ten
of the words, while Eric did not know fifteen of them. Therefore, Eric needed to spend
more time to solve problems caused by those unknown words. Also, Eric mis-identified
the first kanji character in the title, ff (to wait) as ¥ (to hold in hand; to have). This mis-
identification had his reading processes slow down since he seemed to struggle, at several
places, to fit the meaning of the word %D (to wait) in the local context. Combining
these facts, it is implied that Ed is more advanced user of the lower processing strategies,
such as kanji recognition and word recognition.

One of the differences between Ed and Eric in the TA protocols of Passage 2 was
that the former expressed difficulty in making a connection between the first two
paragraphs and the last two. While reading the passage, Ed frequently questioned himself
why the author included certain statements. Particularly, when reading the whole passage
for the second time, he kept on asking himself "why":

... many people are waiting in lines... it's becoming more popular for people to wait

in lines in front of things like uh..... a cheap store or a restaurant that gives you good

food. uh.... But why is this strange?... like uh... maybe it's strange because they are
willing to wait so long. uh... uh.. and also these days uh... people are waiting... you
can see people waiting in lines to get a job. uh... but... I don't understand why this is
strange. uh... OK. Waiting for your friend or your... your girlfriend or lovers or
something like that.. uh... if you wait like... because if you wait for twenty minutes....

I think that's 'because’ or 'although’, although you wait twenty minutes... uh... you

have to be patient to get into the famous store or... hmmm:.... What does this have to
do between waiting for your friend and getting into store?

This segment shows that Ed did not have problems in understanding the 'language' but did
struggle to fit the third and fourth paragraph in the broader context. Later in the

interview, Ed told the researcher that he did not understand why the author started to talk

about the long waiting line in front of shops in the third paragraph and also the main
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meaning of the question, "Why is that so?" at the end of the paragraph. Apparently, Ed,
like Carmen, did not recognise that the second and the third paragraph were contrastive
with each other. This suggests that not being able to determine the coherence among the
parts of the text’might inhibit Ed from constructing a sound text representation in his
memory and, consequently, he could remember only segments of the latter paragraphs in
his written recall. |

Interestingly, Ed was the only reader who knew the rhetorical structure ki-shoo-ten-
ketsu. In the retrospective interview of Passage 1, Ed suggested that he used the
knowledge of the ki-shoo-ten-ketsu to determine that the third paragraph was contrastive.
However, Ed seemed not to recognised that Passage 2 was written using the same
rhetorical organisation. Furthermore, Ed misunderstood the connection between sentence
8, "But, this result of the survey is a little strange," and the rest of the sentence in the same
paragraph. In his TA protocol, he translated sentence 8 correctly. However, he did not
understand why the authoy made this statement. Finally, he misunderstood that the author
was considering the following parts, such as the making of a line in front of shops, as a
strange phenomenon. This misunderstanding caused further confusion to Ed since it
conflicted with his previously obtained knowledge that people tend to be patient while
waiting to enter good restaurants or famous shops. Without being able to solve this
conflict between the informﬁtion obtained from the text and his previously obtained
knowledge, Ed kept on wondering, "Why is the author saying this ?" :

Moreover, this segment showed that use of the general knowledge distorted Ed's

interpretation of sentence 13. His TA protocol and retrospective interview confirmed that
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Ed knew all vocabulary in the sentence. However, the TA protocol for this sentence is
read:

Recently... or, there's also... uh... people are lining up to... to find jobs? I guess...

uh... uh.. employment line or something like that. OK. What does this have to do

with getting irritated? :
After interpreting the sentence, Ed appeared to notice that his interpretation did not fit to
the theme of this passage, waiting and irritation. Nevertheless, he did not revise the
interpretation. It seems that the words, 'part-time job' and 'line-up', was connected to the
'employment line' in his general knowledge.. Since this perfectly made sense, Ed did not
think that his interpretation might be wrong. He even did not try to fit the 'sentence into
the broader context. In other words, the information obtained from the text itself through
the bottom-up processing has been overridden by the reality storéd in the reader's general
knowledge that is activated by top-down processing.

On the other hand, Eric's reading process is quite different from Ed's. First, Eric
seems to be more sensitive to the text organisation. In reading both passages, Eric
frequently attended to the connectives. For instance, his TA protocol shows that he
anticipated, by attending to the connective “C 3 (but), that the third paragraph was going:
to be contrasting with the previous paragraph.

Moreover, Eric also understood sentence 13 accurately by using the information
obtained from language decoding and information that he had obtained in reading previous

parts of the text. Unlike Ed, Eric did not know the meaning of the word, 3 & (to

request; to hire) in this sentence. Despite this disadvantage of vocabulary, Eric

successfully comprehended the sentence. His TA protocol of this sentence is as follows:
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Therefore.... uh... recently... So, that would be... 'because of this'... uh... 'recently'...
uh.... line part-time job of... 'arubaito' means 'part-time job'... ko... uh... Is that
‘kooretsu'? part-time job of..... something.. I don't know what the verb is... It's
gonna... I don't know what the kanji for the word.... uh... I heard that there are
shops.... So, it seems like uh... recently... presently.... uh... part-time... line-up.....
heard that there are.... hmmm..... I'm not sure what that means. Is that kooritsu' or
'koo' something.... line-up of part-time job.... part-time... shops.... Oh, maybe, some
stores are offering people... people for money that stand up in the lines... from other
stores draw attention to the store. Anyway, if that's what it means, it will make a
little sense. '

In this segment, Eric also attended the connective % #1 T (therefore), and seemed to
interpret the relation between the target sentence and previous sentence as " Because of
sentence 12 (i.e., if many people make a line in front of the stores, people passing by tend
to think that the stores are low in price or selling good quality of goods), the event in
sentence 13 (i.e., the stores hire part-tirhe workers aﬁd had them make a line in front of
their stores) happened." This interpretation was confirmed in his retrospective interview.
He told the researcher that the major clues to interpret sentence 13 was the causal relation
between sentence 12 and 13, which was indicated by the word & #1."C (therefore), and
the words "pért-time job' and 'lines’ in the target sentence. In other words, Eric used the
bottom-uﬁ, (wo%d recognition), and the top-down (using the causal relationship between
the two sentenées) spontaneously to successfully comprehend the paragraph. Compared
to Ed, he checked his interpretation in the context of the last part of the exert above.
Moreover, the written recalls of these two readers show a difference, too. Ed's
recall protocols suggest that he could recall even very small details of the first two
paragraphs in the passages. HoWevér, he barely remembered what was written in the last

two paragraphs. Even though he could recall some parts of them, each segment w.as.

logically disconnected. Also, despite the instructions to write what he remembered from |
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the passage, Ed also wrote his opinions about the content of the passages or his feelings in
reading the passages. For instance, in his written recall of Passage 1, he wrote:

This article mentioned mathematics. I am confused though. Can young children
learn math via these toys?

The last sentence of this segment obviously expresses Ed's opinion about what the author
said in the passage. A similar segment was found in his recall for Passage 2:
According to the article, the results of the survey seem to be a bit strange. I found it

difficult to understand the reasoning behind this statement as the paragraph
developed.

In this segment, Ed expressed his confusion when trying to undefstand the third
paragraph. Again, the last sentence of this segment is not expressing what he understood,
but his feeling. On the other hand, Eric's written recalls do not include these kinds of
statements. Eric wrote down only what he remembered what the author said in the
passage, using the rhetorical structures that are exactly the same as in the original
passages.

This difference between Ed and Eric in their written recall somehow reminds one of
the differences between the effective readers and less effective readers in Block's study
(1986). She found that, in their TA protocols, the less effective readers tended to use the
reflective mode of response, in which the readers directed their attention to their O;NH
thoughts and feelings rather than to the information in the text. The readers who used the
reflective mode tended not to integrate information either. The effective readers, in
contrast, responded in the extensive mode; they focus on understanding the ideas of the
author expressed in the text and made a connection between the information in the text.

Although Ed did not explicitly verbalise the use of reflective mode in his TA protocol, it
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seems that he experienced the similar struggle while reading the passages. It seems that
Ed could not find a way to eliminate the contradiction between what he read and what he

knew about the topic. As a result, he misinterpreted the sentence completely.

Discussion

The examination of the reading processes between those who had higher recall
scores and those who did not suggests that there is some similarity regardless of the
readers' language background. |

First, the recall score results suggest that the reader's proﬁciehcy level.in Japanese
may have only a limited effect on comprehending and recalling the content of the passages.
The less proficient readers, Elaine and Eleanor, performed poorly in comprehending and
recalling both passages. Their TA protocols clearly show that tﬁis was mainly due to the
lack of the vocabulary and kanji knowledge. However, Ed and Carmen, who scored the
second and the third highest scores in language proficiency test, also performed much
. more poorly than Eric and Cathy, who marked the lower scores in the same test. The TA
protdcols and retrospective interview implies that the readers' ability to understand the
language system was not the cause of the difference. Ed and Carmen's reading processes
show more smooth language processing than Eric and C.athy's, whose processes appear to
depend more on the bottom-up, text-based processing.

One of the causes seems to be that the two less effective readers appeared not to
recognise the global text organisation. They seemed not to be aware of the relationship

between the paragraphs and sentences. Even if they did, they could not use the
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organisation to generate the text representation in their memory for later retrieval.
Consequently, they failed to recall pért of the content. On the other hand, all the'readefs
who recalled higher percentage of the propositions not only recognised the global
_rhetorical structures but also used the same rhetorical organisation in their recall.

Tflis result seems to support the finding by Carrell (1992); the readers who were not
aware of text organisation of the original passage but also wh§ only used the organisation
in their written recalls showed superiority on the recall tésk, both (iuéntitatively and
qualitatively, than those who did nét. In this study, both Ed and Carmen did not use the
original text structures in their recall. They could remember, rather in details, the content
of first two paragraphs and they used the same rhetorical organisation in their written
recélls. However, Ed and Carmen were unable to recognise or identify the logiéal relation
between the first two paragraphs and the last two. As a result, they could not recall most
of the last two paragraphs. Even if they could recall, it was rather segmented ahd each
segment was presented independently. As Carrell found, the awareness alone does not
seem to be enough. Ed was aware of the rhetorical organisation in Passage 1. In addition,
he knew the rhetorical structure ki-shoo-ten-ketsu, which is typical in Japanese expository
- texts. Nevertheless, he failed to use the structure in his recall. This result implies that |
knowing or being aware of the rhetorical organisation may not be enough for successful
retrieval of the content; the readers have to be able to use the structure to generate the
text representation in their memory. In other wérds, the readers' ability to use their

rhetorical knowledge in the process of reading may have an important role for successful

comprehehsion and recall of the content.
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Moreover, the less effective readers in this study appeared not to evaluate their
comprehension using the broader context. Both readers seemed to understand each
sentence independently; they hardly made a connection between the information nor
checked the interpretation with other parts of the passages. Also, these readers seeméd
not to know what to do when they noticed the problems. In the case of Carmen, she
noticed that some phrases and sentences caused the problems in understanding Passage 1.
However, she did not try to solve the problems and simply skipped those phrases or
sentences. Ed, on the contrary, had the problem to understand the author's idea in the
passages. However, he appeared not to have known how to overcome this problem and,
in the middle of confusion, he was just wondering "why is he saying this." These patterns
are also observed by Block (1986) among the readers whom she called "Nonintegrators."
In a later article (1992), Block reported that these readers used the monitoring strategy
rather incompletely; they failed to identify the source of the problems or, even they did,
they did not make strategic plans to sélve tﬁese problems. On the other hand, the effective
readers in this study seemed to pay more attention to the coherence in the passages and
frequently checked their understanding with reference to the broader context. Also, those
effective readers appeared to know how to solve the problems when they faced them.
Their TA protocols show that they possess great control over their attention, adjusting the
reading pace to prevent their memory becoming overloaded, and constantly checking their

understanding throughout the reading processes and revising it if necessary. This result

again seems to support the previous findings in non-JSL contexts, that the reader's
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metacognitive ability plays an important role in reading comprehension (Anderson, 1991;

Barnett, 1988; Block, 1986, 1992; Casanave, 1988).
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CHAPTER 6
Conclusions and Implications
In this chapter, fhe conclusions of this study will be presented. Also, the limitations
of this study will be discussed in terms of the generalisability of the results to the larger
population. Finally, the implications of this study to the JSL classrooms and suggestions

for further research will be discussed.

Conclusions

The primary purpose of this study was to investigate the reading p'rocesses of two
groups of JSL readers whose first languages were English and Chinese. The results of this
study showed that the reading processes of the participants were similar to those that have
been identified in previous sFudies in non-JSL contexts, except for one strategy; the
participants in this study frequently used verbatim translation. One of the possibilities
regarding what caused this difference was the way the study was designed: the use of
English to report their thought processes may encourage the participants to translate what
they read in Japanese into English. Also, the use of English as a medium language in their
classrooms might increase the use of the translation from Japanese into English.
Nevertheless, there is also the possibility that other factors might be involved in this result, -
such as the readers' proficiency level in the target language (Caréy, 1991). Therefofe,

further investigation is necessary to determine the cause of the frequent use of verbatim

translation in this study.
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This study ;also attempted to examine the validity of the prevalent belief among JSL
teachers that that Chinese readers have an absolute advantage of reading Japanese text
over the English native readers. The results of this study suggest that being literate in
Chinese language does help JSL readérs comprehend Japanese texts; iﬁ particular, if the
content of the text is unfamiliar to the readers. In this study, all the NSE readers showed
difﬁculty in understanding the content of Passage 1. The data clearly suggests the Chinese.
readers did use their knowledge of vocabulary and characters in Chinese language as a
major source to solve kanji vocabulary i)roblems. In addition; they showed relatively
consistent performance in the recall task regardless of the content or difficulty level of the
passages. In contrast, all the English readers in this study did struggle to understand the
kanji words. In order to overcome the word problems, they used. wide variety of word
inference strategies, particularly word-form based str\ategies such as using the kanji in the
target word as clues. However, in Passage 1, a vast number of unfamiliar kanji inhibited
the NSE readers from using other sources to infer the meanings of those kanji words.
These results suggest that knowing the Chinese language is truly a great help for the
readers.

However, this advantage of Chinese readers in comprehending Japanese texts may
not be an absolute one. This study found that, since the visual familiarity of the characters
’spont.aneously activates the readéfs' Chinese knowledge, they sometimes unconsciously
understand the meanings of the words as they are in Chinese. It may not be a problem in
most cases. Nevertheless, if a combination of the characters is not semantically

compatible in the two languages, the Chinese readers may interpret the passage quite
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differently. In particular, if the word is expressing the key concept necessary to
understand the content of a passage, then it can be a very serious problem. In this sense,
the Chinese knowledge is also, as Chou (1991) stated, a 'double-edged sword' for Chinese
readers; it has both an advantage and disadvantage in comprehending Japanese texts. In
this study, there were four cases where the readers misunderstood the meaninés of kanji
words because they relied on their Chinese knowledge as a source. This suggests the |
importance of knowing the possible risks to apply the Chinese knowledge and cultivating
the sensitivity to the semantic similarity and difference of kanji words between Japanese
and Chinese. In addition, one of the four cases was also related to that the re‘ader ignored
the fitness of her interpretation of the word's meaning into the broader context. This
implies the signiﬁcance of the readers' ability of using context clues as the source to
evaluate the appropriateness of the interpretation in the specific context.

Moreover, the comparison of the recall scores implies that the use of the Chinese
knowledge does not necessarily guarantee the reader the successful comprehension of the
Japanese texts. The poor performance of Carmen in the recall tasks for both passages and
the relatively high recall scores of Eric in Passage 2 imply that something more than the
transfer of the knowlédge of vocabulary and characters in Chinese may be crucial for
successful comprehension.

The qualitative data of the effective readers and less effective readers suggest that
what discriminates the former from the latter may be the way in which they read the

passages. In this study, the less effective readers, one Chinese and one English reader,

failed to recognise the global text structure. Even if they did recognise, they did not use




118

the structure to establish the connection among the sentences or paragraphs in the
passages. On the other hand, the effective readers not only were aware of the text |
structure but also used the original structure in their récalls. Therefore, it appears thét the -
readers' ability to use the rhetorical structures of the origipal passage to connect the parts
of the text may be one of the important factors in order to understand and recall the
paésages successfully. This seems to conﬁ.rm the great impact of the rhetorical structures
on reading comprehension (Carrell 1984, 1987).

Also, as previous L2 studies had identified, thé readers’ metacognitive abilities
appear to be crucial for successful comprehension. The less effective readers tended to
evaluate their interpretation of the sentence only at the intré—sentential level and not to pay
much attention to the coherence among the sentences; they appeared to accept their
interpretation as correct if they bould make sense at the intra-sentential level. In somé
cases, the less effective readers heavily relied on their general knowledge, which were
activated by one or two words in the sentence, and interpreted the sentence based only on
that source. They did not check if the interpretation would fit in the rest of the passage. ’
In contrast, the effective readers seem to use the context effectively to evaluate their
interpretation as well as to assist themselves in inferring the meanings of the sentences or
phrases.

Also,. the less effective readers appeared not to know what to do when they faced
problems. Carmen seldom tried to solve the problems in undersfanding the words or

sentences. She simply skipped the part she did not understand. Ed obviously did not

know what to do when he could not understand the author's intention in including
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particular content and helplessly repeated "why" to himself. These behaviours imply that
these readers may not have identified their problems or that, even if they have identified
their problems, they could not form any strategic plan to solve the problems. On the other
hand, the effective readeré identified their problems clearly and planned what to do to

solve those problems. In short, the less effective readers in this study appeared not to
employ their metacognition effectively.

Interestingly, both less effective readers, Carmen and Ed, scored relatively high in
the Japanese proficiency test. In fact, their scores were higher than those of Eric and
Cathy, whose recall scores were much higher than those of Carmen and Ed. On the other
hand, the two English readers, Elaine and Eleanor, achieved much lower scores than the
other six readers in the Japanese proficiency test and performed poorly in the recall tasks
of both passages. The data of their reading process indicates that the large number of |
unknown kanji words and structures overwhelmed these readers. However, Carmen and
Ed also had difficulty to understand the content although they seemed not to have many
problems in uncierstanding the language itsglf Thus, the readers' proficiency in the target
language may not be the single factor to determine their performance in reading
comprehension, but does have an effect on the comprehension process. This implication
confirms the notion of interactive process in reading comprehension; both bottom-up
language decoding and top-down interpretation are érucial for successful comprehension.

These results seem to give some evidence for the findings by Hatasa (1992) and

Ishida (1985) that the effect of the knowledge of vocabulary and characters in Chinese

have only a limited effect on the reading comprehension of Japanese texts. The data of
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this study shows the possibility of a larger impact, of the readers' metacognitive ability and
use of rhetorical structure (i.e., higher-level processing), on the comprehension
performance than Chinese knowledge itself. In other words, even if the reader can
recognise the larger number of kanji words at a much faster speed than English readers,
they may not be able to comprehend the text successfully if they cannot use these types of
higher-level processing effectively. Of course, this study was preliminary in nature and the
number of the participants was small, so that further investigation of this issue must be
done in a larger scale study. However, the results of this study may give the J SL teachers
some warnings not to over-generalise the advantage of Chinese readers in the reading of

Japanese texts.

Limitations of This Study

This study was exploratory in nature. Most of the previous studies using think-
aloud protocols, conducted to observe the L2 learners reading processes, have involved
only two languaées; the first and second languages. However, in this study, Japanese is,
strictly speaking, the third language for the Chinese readers. In addition, they verbalised
their thoughts in English, their second language. - Thus, the research procedures, reading in
the third language while verbalising in the second language, might affect the Chinese
readérs‘ reading processes as well as what they verbalised.

Also, all the Chinese readers, except one, had learned Japanese only through

instruction in English. This learning environment might affect their reading processes in

many ways. For instance, there is an evidence that the Chinese readers in this study might
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switch between English and Chinese in their thought processes depending on what types

of language probléms that they encountered. All Chinese readers perceived that they
tended to think in English whenever they encountered the grammatical problems.

However, they claimed that they spontaneously switched to Chinese when they encounter |
unknown kanji. Therefore, the results of this study might be applicable to the Chinese JSL
readers who are learning Japanese using English as an instructional language, but not to
those who received the instruction in Japanese or Chinese.

Moreover, the applicability of the coding system in this study also needs to be
evaluated with different subjects and materials. The coding system used in this study was
developed from the relevant existing coding systems. However, in the process of the
adaptation, the number and types of categories were changed considerably. Further
evaluation must be necessary to determine the applic;ability of this system to other data.

Finally, this study used only eight participants. Thus, replications of this study must

be conducted in order to confirm the results of this study.

Implications for JSL Classrooms

This study may provide several implications to general reading instruction in JSL and
kanji instruction in conjunction with reading alfhough there a‘re some limitations discussed
above.

The results of this study suggest that the current reading instruction in JSL

classrooms may need to be re-examined. Traditionally, the JSL reading instruction aimed

at increasing learners' knowledge of Japanese through reading Japanese texts, rather than
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understanding the content of texts (Ozaki, 1991). As a result, the emphasis of the
instruction tends to be on explaining the content of the texts sentence by sentence.in easy
Japanese or, explanation and practising the usage of vocabulary, sentence structures, and
kanji that appear in the texts (Hata, 1989; Ozaki, 1991; Yamamoto, 1989). Hata (1989)
called this type of instruction as "reading instruction without reading" and criticised its
shortcomings in developing learners' reading proficiency in J. apanése. Hata pointed out
that the centre of the instruction is teachers' explanation about the content of the text or
usage of ‘vocabulary and grammar and that, consequently, the learners do not 'read’
anything but listening to the teachers' explanation. Thus, it appears that prevalent reading
instruction in JSL contexts focuses only on improving the learners' ability to use bottom-
up processing.
| In this study, despite their proficiency level in Japanese, two readers, Ed and
Carmen, seemed not to be able to comprehend the passages successfully because they
could not identify the logical connections among the paragraphs. Both readers appeared
either to have overlooked the conjunctions that would present the rhetorical organisation
of the passage or, to misunderstand the logical connection that the conjunction indicated.

In addition, this study confirmed that readers' metacognitive abilities, such as use of
the context to evaluate the appropriateness of their interpretation, are crucial for
successful comprehension. The two less effective readers, Ed and Carmen, tended to

evaluate their understanding at the intra-sentential level and did not pay much attention to

its fitness to the broader context.
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These results suggest that the reading instruction in JSL needs to shift its focus from
explaining the details of texts and improving language-decoding skills to de§eloping
students' ability of using such skills as identifying the global text organiéation of the
passage, inferring the unknown parts by using their background knowledge or context
clues. In other words, JSL teachers should take the interactive nature of reading (i.e., the
interaction between top';down processing and bottom-up(processing) into account.

Also, JSL teachers should help students to develop their metacognitive abilities, such
as evaluating their understanding by using different sources that are available to them.

The literature in the area of reading in first and second languages suggests thé positive
effect of metacognitive training on comprehension in both first language (Brown,
Campione, & Day, 1981; Weinstein, & Mayer, 1986) and second language (Barnett, 1989;
Carrell, 1989; Kern, 1989; O'Malley & Chamot, 1990). |

In order to achieve this shift of instruction, as Yamamoto (1989) recommended,
such activities as reading through a whole passage in a limited length of time to grasp the
main ideas of the passage, or identifying the rhetorical structure of the passage and
s'ufnmariSing the content using the rhetorical structure should be integrated into the
current JSL reading instfuction. Also, teachers should help JSL learners to deVelép their
metacognitive ability by providing exercises such as using the context in evaluating what
they understand or planning strategic approaches when they faced problems.

Furthermore, this‘ study méy have implications for teaéhing kanji to Chinese and |

English native readers. For teaching kanji to Chinese readers, teachers should recognise

the two-sided nature of applying Chinese knowledge in reading Japanese texts: Not all
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kanji words correspond to the same combination of the characters in Chinese. At tHe
same time, teachers should help the Chinese students develop the sensitiﬁty about the
similarities and differences of the kanji words between Japanese and‘Chinese. One of the
ways fo do so may be to ask studeﬁts to understand the kanji words in Chinese then
compare it with the meanings in Japanese. In this way, the students can understand the
differences clearly. Also, teachers should encourage the Chinese students to use other
types of clues, such as context, to evaluate their interpretation regardless of whether they
 used Chinese knowledge or not. As the data of this study showed, application of the
Chinese knowIedge appears sometimes to occur unconsciously. In addition, as Huckin
and Bloch (1993) suggested, using the context to evaluate the inference may be essential
in using any types of word inference strategies. Therefore, to sensitise the Chinese readers
to the suitability of the word's meaning in Chinese to the context may helé them to avoid
. making a wrong interpretation of the séntence.

The use of context for evaluation is also important for the English readers. The
results of this study showed that the inost common strategies among the English readers
were word-form based strategies, such as using known kanji in the target wqrd to guess -
the meaning, decomposing each kanji charaéter into smaller elemeﬁts, or using okurigana
as a clue to search the word in their memory. However, these strafegies may not be
reliable without using the context to evaluatg the appropriateness of the oufcome in it

Therefore, the JSL teachers should emphasisé the use of the context with the word

inference strategies regardless of the readers' language background.
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For English native readers, teacﬁers should help them increase the number of kanji in
the recognition level. This study identified that evén the English readers use the
previously obtained kanji khowledge és a major sourcé of guessing unknown kanji words.
Thus, the larger the size of the readers' kanji knowledge, the more clues.for guessiﬁg kanji
words will be available to the readers. Also, the data of the English readers in this study
showed that they may. need to recognise »a certain proportion of the kanji characters m the

- passages in order to utilise higher-level strategies, such as using the context clues.
Furthermore, although they knew the words the_mselves, Ed and Erlc did not rec;ognise a
few words in the passagés because they were not exposed to the kanji characters. This
result suggests that the English r_eadcrs may have a Beneﬁt from being exposed to the kanji
characters for the words that are frequently used in their learning materials. One pogsible
way to do so is to use the kanji characters for commonly used wbrds in all the written
materials that the students will read. Although a consideration will be required fegarding
how many characters should be introduced to the students at one time, in this way the
teachers may be able to.help them become familiar with those characters.

Also, teachers should help English readers develop their sensitivity fo physical
differences and similarities among the kanji characters. In this study, the two English
readers mis-identified one character £ (to wait) with % (to have; to hold) in Passage 2. -
The word "to wait" was involved in the main idea of the passages. As a result, they
activated the wrong content scheme, something related to "having time" instead of

"waitihg time" and were struggling to make connections between the word and the rest of

the passage. Lee (1993) also observed similar mistakes and suggested the importance of
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developing learners' ability to discriminate one character from those visually resembling it.
Thus, teachers should clarify for the students the differences of the kanji characters, that
may cause visual confusion, by decomposing those characters to the basic elements and

clearly pointing out the same and different elements of the characters.

Suggestions for Future Research

A most important direction for further research will be the replicaﬁon and
modification of this study. The previous studies in a JSL context appear to be
predominantly focused on the English speaking (or at least non Chinese-character
background) students or Chinese students who are studying in Japan or their home
countries. However, with an increasg of the immigrants from Asia Pacific nations, the
number of those who have already obtéined substantial knowledge of Chinese characters
seems to be growing among the JSL leémers in North American universities. In this
context, research regarding such readers is necessary in order to provide the JSL teachers
with useful information to understand their reading processes.

Another adaptation of this study may be replications with different types of reading
rhaterials, such as narratives. The passages used in this study were written in expository
prose. Horiba (1990) conducted a think-aloud study using narratives. As she predicted
from previous studies in non-JSL contexts, the results of this study show slight differences
from those in her study. Horiba suggested, based on findings in L1 reading research, that

there might be possible differences in the reading processes between the narrative and

expository texts; the readers of a story are trying to anticipate where the story is going,
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while the reader of an essay is trying to relate ¢ach new element in the essay to earlier
| elements with general expectation about the overall structure of the argument. Such
sto;age differences are critical to comprehension (Carey, 1974, in press; Carey &
Lockhart, 1973). In fact, the readers in this study, unlike the L2 subjects in Horiba's
study, hardly predicted or anticipated the content that would occur in succeeding portions
of text. However, it is not so clear why these differences in comprehension resulted
because of differences in the rhetorical structures or the way the materials were presented.
In this study, the reading materials were presenfed in a more authentic way; the whole
* passage was written on a sheet of paper. In contrast, in Horiba's study, the title and each
of the sentences were written on separate index cards. Thus, replications of this study
'With different types of reading materials and the same presentatioﬁ may be necessary in
order to confirm the hypothesis that the difference in rhetorical s_tructluré in Japanese
requi;es readers to use different types of reading strategies.

Also, it may be necessary to investigate if there are any differences in the amount of
verbalisation and reading‘ processes, for Chinese readefs, with background similar to those
in this study, when they repbrt their thoughts in their first language. Some of the Chjnesel
parti'ciparvlts in this study claimed that they tended to think in English particularly when
-they faced grammatical problems. These readers began their study of Japanese after
coming to Canada and, therefore, they received all their instruction in English. This
learning énvironment apparently affected the language used in their thought processes, as

perceived by the readers. Thus, to identify the Chinese learners' comprehension processes

in reading Japanese texts, with verbalisation in Chinese, and to compare the results to
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those idenfiﬁed in this study may be useful, from both methodological and theoretical
points of view, for the further research of language learning involved with multiple
languages. -

| Research on reading process and strétegy use in JSL is just beginning, ahd thus
much more research is necessary. In particular, it would be crﬁcial that a largef scale of
studies'be conducted in future research. Previous studies, including this study, that
attempted direct observations of L2 learners' ongoing reading processes predominantly
involved small numbers of subjects. Therefore, studies using large numbers of subjects

~ should be conducted for a more comprehensive understanding of reading processes in

JSL.
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APPENDIX A

BACKGROUND QUESTIONNAIRE

Reading Comprehension strategies for Japanese as a Second Language:
A Sfudy of Chinese and Non-Chinese Speakers

Background Questionnaire

The purpose of this questionnaire is to gather information about your language
background and reading habits. It will take about 10-15 minutes to complete this
questionnaire. Please answer all questions that are 'applicable to you. ‘To assure
anonymity, PLEASE DO NOT WRITE YOUR REAL NAME IN THIS QUESTIONNAIRE.

Note: Questions with "*'(asterisk) -- Please circle an‘éppropriate one.
1. General Information

1. Pseudonym: : 2. | Age:

3 Sex: Male Female

4. Country of Birth:




2. Language Background

5.*

Your first language:
English Chinese

If your first language is Chinese, please write the name of the dialect (eg.
Mandarin Chinese).

Do you understand any languages (except Japanese) other than your first
language to any extent?
YES NO

If your answer is YES, please write the name(s) of the language(s) and circle
the level of each language skill that you can use in the language(s).

Language:

' Poor Fair Excellent Not at all
Speaking 1 2 3 4 5 .0
Listening 1 2 3 4 5 0
Writing 1 2 3 4 5 0
Reading 1 2 3 4 5 0

Language:
(If you understand more than two languages besides your first language)
Poor Fair Excellent Not at all
Speaking 1 2 3 4 5 0]
Listening 1 2 3 4 5 0
Writing 1 2 3 4 5 0
Reading 1 2 3 4 5 0
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What language do you usually use to communicate with your family? If you use

different languages for different family members, please describe this.




10.

11.
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What languages have been used as the main instruction languages in your
previous education? Please write the name of the language.

Age 6 - 11: '
Age 12 - 14:
Age 15 - 18:

Have any of your teachers provided you with exercises specifically for "effective

-reading skills" in your first language before?

. YES NO

If your answer is YES, please describe briefly the instructions they provided you
(eg. your age, types of activities, types of reading skills).

pr many hours a day do you usually read in your first language?

hours / day

What kind of materials do you usually read in your first language? (Please
circle as many as you want.) How often do you usually read them?

a. Newspapers time(s)/week
b. Magazines (except comics) time(s)/week
¢. Novels y _ time(s)/week
d. Technical books : ___ time(s)/week

e. Other (please specify)

time(s)/week

3. Japanese Language Learning

12.

Which Japanese course(s) are you currently taking at this department?




13.

14.

15.

16.

17.
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Where and how long were you studying Japanese before taking this course?
Institution ~ Period of time '

How do you evaluate your ability of Japanese language?

Poor Fair . Excellent
Speaking 1 2 3 4 5
Listening 1 2 3 4 5
Writing . 1 2 3 4 5
Reading 1 2 3 4 5

Have you taken the Japanese Proficiency Test that is administered by the
Japan Foundation?

YES NO , .

If your answer is YES, please write the level that you took and the result. .
Level:
Result*: passed. failed

Have you been to Japan before?

YES NO
If your answer is YES, please answer the following questions.
When?: '
Where?:
How long?:

Purpose of your stay:

How often do you read in Japanese?

a. Aimost everyday

b. Sometimes in and outside the Japanese class
c. Only in the Japanese class

d. Other (please specify)




18.

19.

20.
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What kinds of materials do you read in Japanese? (Please circle as many as
you want.) How often do you read them?

a. Newspapers time(s)/week
b. Magazines time(s)/week
c. Novels time(s)/week

d. Other (please specify):

time(s)/week

What is the greatest obstacle for you in understanding Japanese texts? Please
rank the following items in provided brackets; from 1 (the greatest obstacle) to 5
(the least obstacle). ‘

( ) Grammar

( ) Vocabulary

( ) Kanji

( ) Frequent omission of a subject or object of a sentence.

( ) Other (please specify):

Have any of your Japanese teachers provided you with exercises specifically for
learning "effective reading skills" in the Japanese language before?

YES NO
If your answer is YES, please describe briefly the exercises that they provided

you.

‘Thank you for your help!
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PAGE3OF 3

STATEMENT OF INFORMED CONSENT

' Reading Comprehension Strategies for Japaneée as a Second Language:
A Study of Chinese and Non-Chinese Speakers

If you would like to participate in the study, please circle one of the options (“consent / do not
consent”), sign and date the form and return it to Kimi Furuta. Be sure to keep the extra copy
that has been supplied for your own records.

| consent / do not consent [circle one] to participation in the study outlined above (Reading
Comprehension Strategies for Japanese as a Second Language: A Study of Chinese and Non-
Chinese Speakers) and acknowledge that | have received a copy of this consent form and
attachments.

Name (please print):

Signature:

Date:

Address:

Telephone:
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APPENDIX C

THE EXAMPLE OF THE EXPERIMENTAL PASSAGE
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12.

13

14

15.

16.
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APPENDIX D
ENGLISH TRANSLATION OF THE EXPERIMENTAL PASSAGES

Passage 1 Toys

. Recently, it is said that the toys of young children have chénged.

Toys that allow children, during their play, to learn about numbers or letters have
increased.

There are also many high-tech toys that use televisien sets or produce vocal sounds.
Children quietly play with these toys alone.

Children talk with them‘in place of their mothers.

They naturally rﬁemorize letters or begin to learn how to calculate.

Mothers are relieved from trouble,‘ and their children can leem with fun.

Therefore, it is said that -the toys are very popular among young mothers.
Nevertheless, one Wonders if children don’t ever tire of the high-tech toys.

When the children answer, the toys always say only the same thing.

‘Even if the children can read a new letter, the toys only say “bing-bong” or

“congratulations.”

They never pat the children’s heads, as a mother would, nor do they show a tender,
smiling expression like most mothers :

. There are a lot of toys around children.

Boxes, spoons, and even the leaves of trees are toys for children.

Children devise and invent forms of play that most adults don't come across.

As for children, what is needed the most is not hjgh-tech toys, but perhaps a mother

who play with the children together.



10.

11.

12.

13.

14.

15.

16.
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Passage 2 Waiting Time

Recently, the results of a study regarding the relatlonsh1p between waltmg time and
irritation among Japanese appeared in one of Japanese newspapers.

This study tried to investigate how many minutes of wa1t1ng time cause irritation to
Japanese people.

According to this study, it is said that women in their twenties become irritated the
fastest.

The higher their age become, the more people become patient (when they are waiting).
And, it is said men are a little more patient than women.

When waiting for someone, Japanese people, on average, start becoming 1rr1tated after
twenty minutes.

When waiting for a train or bus, it seems that people become irritated aﬁer ten
minutes, and for toilet, it takes about five minutes.

However, the results of this study is a little strange.

There are often long lines in front of famous shops or restaurants.

I think people are probably waiting from 30 minutes to one hour (in those lines).
However, nobody gives up (and leave). ' |

And, if there are many people in line, everybody would think "The shop must be with
low prices," or "The restaurant must serve very good food," and consequently, those

shops become more popular.

Therefore, it is said that there are some shops that hire a part time workers to stand in
lines in front of their shops.

Despite becoming irritated after twenty minutes for waiting for their friends or
boyfriends or girlfriends, people are much more patient in order to entering famous
shops.

People take the trouble to go to a shop where they have to wait in line.

(I wonder) Why are they doing so?
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APPENDIX E
PREI;OSITIONAL ANALYSIS OF THE EXPERIMENTAL PASSAGES
Passage 1 Toys |
P1 (SAY PEOPLE P3)
P2 (TIME P1 RECENT)

P3 (CHANGE TOY)
P4 (OF TOY CHILDREN)

. P5S (MOD CHILDREN YOUNG)

$2:P1 (INCREASE TOY)

S3:

P2 (ALLOW-TO TOY CHILDREN)

P3 (DURING P2 PLAY)

P4 (POSSESS CHILDREN PLAY)

P5 (LEARN-ABOUT CHILDREN NUMBERS)
P6 (LEARN-ABOUT CHILDREN LETTERS)

P1 (EXIST TOY)

P2 (MOD TOY HIGH-TECH)

P3 (NUMBER-OF TOY MANY)

P4 (USE TOY TELEVISION-SETS)

P5 (PRODUCE TOY VOCAL-SOUNDS)

S4:P1 (PLAY-WITH CHILDREN TOYS)

Ss:

P2 (MOD P2 QUIET)
P3 (MOD P2 ALONE)

P1 (TALK-WITH CHILDREN TOY)
P2 (IN-PLACE-OF TOY MOTHER)
P3 (POSSESS CHILDREN MOTHER)

$6:P1 (MEMORIZE CHILDREN LETTER)

P2 (MOD P1 NATURAL)

P3 (BEGIN-TO CHILDREN P4)

P4 (LEARN-HOW-TO CHILDREN P5)
P5 (CALCULATE CHILDREN)

S7:P1 (RELIEF $ MOTHER)

P2 (FROM P1 TROUBLE)

P3 (ABLE-TO CHILD P4)

P4 (LEARN CHILD $)

P5 (WITH P4 FUN)

P6 (POSSESS MOTHER CHILD)
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S8:P1 (THEREFORE P2 S7:P1)
P2 (SAY PEOPLE P3)
P3 (MOD TOY POPULAR)
P4 (DEGREE-OF P3 VERY)
PS5 (AMONG P3 MOTHER)
P6 (MOD MOTHER YOUNG)

$9: P1 (NEVERTHELESS P2 S8:P1)
P2 (ONE WONDER P3)
P3 (TIRE-OF CHILD TOY)
P4 (NEGATE P3) |
P5 (MOD P3 EVER)
P6 (MOD TOY HIGH-TECH)

$10; P1 (WHEN P2 P6)

' P2(SAY TOY THING)
P3 (MOD P2 ALWAYS)
P4 (MOD THING SAME)
P5 (MOD ONLY P4)
P6 (ANSWER CHILD)

S11: PI(EVEN-IF P2 P6)
P2 (SAY TOY "BING-BONG"
P3 (SAY TOY "CONGRATULATIONS")
P4 (MOD P2 ONLY)
P5 (MOD P3 ONLY)
P6 (ABLE-TO CHILD P7)
P7 (READ CHILD LETTER)
P8 (MOD LETTER NEW)

S12: P1 (OR P2 P7)
P2 (AS P3 P6)
P3 (PAT TOY HEAD)
P4 (NEGATE P3)
P5 (POSSESS CHILD HEAD)
P6 (PAT MOTHER HEAD)
P7 (SHOW TOY EXPRESSION)
P8 (MOD EXPRESSION TENDER)
P9 (MOD EXPRESSION SMILING)
P10 (LIKE P8 MOTHER)
P11 (NUMBER-OF MOTHER MOST)

$13: P1 (EXIST TOY)
P2 (AROUND P1 CHILD)

P3 (NUMBER-OF TOY MANY)
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S14: P1 (AND P2 P4 P5)
P2 (FOR P1 CHILDREN)
P3 (REF BOX TOY)
P4 (REF SPOON TOY)
P5 (REF LEAF TOY)
P6 (POSSESS TREE LEAF)

S15: P1 (DEVISE CHILD FORM)
P2 (INVENT CHILD FORM)
P3 (OF FORM PLAY)
P4 (COME-ACROSS ADULT FORM)
P5 (NEGATE P4)
P6 (NUMBER-OF ADULT MOST)

S16: P1 (REF P3 TOY)
P2 (NEGATE P1)
P3 (NEED CHILD THING)
P4 (MOD P2 MOST)
P5 (MOD TOY HIGH-TECH)
P6 (REF P3 MOTHER)
P7 (MOD P6 PROBABLE)
P8 (PLAY-WITH MOTHER CHILD)
P9 (TOGETHER MOTHER CHILD)

Passage 2 Waiting Time

S1:P1 (APPEAR RESULT)
P2 (TIME P1 RECENT)
P3 (IN P1 NEWSPAPER)
P4 (NUMBER-OF NEWSPAPER ONE)
P5 (POSSESS STUDY RESULT)
P6 (REGARDING STUDY RELATION)
P7 (BETWEEN RELATION WAITING-TIME IRRITATION)
P8 (AMONG P7 JAPANESE) |

$2:P1 (TRY-TO STUDY P2)
P2 (IDENTIFY STUDY P3)
P3 (CAUSE WAITING-TIME IRRITATION)
P4 (TO P3 JAPANESE)
PS5 (AMOUNT-OF WAITING-TIME HOW-MANY-MINUTES)




$3:P1 (ACCORDING-TO P2 STUDY)
P2 (SAY $ P3) o
P3 (BECOME WOMEN IRRITATED)
P4 (MOD P3 FASTEST)
P5 (IN WOMEN ONE'S-TWENTIES)

S4:P1 (WHEN P2 P4)
P2 (BECOME PEOPLE PATIENT)
P3 (MOD PATIENT MORE)
P4 (BECOME AGE HIGHER)
P5 (POSSESS PEOPLE AGE)

S5:P1 (SAY STUDY P2) .
P2 (MORE-THAN P4 P5)
P3 (DEGREE-OF P2 A-LITTLE)
P4 (MOD MEN PATIENT)
P5 (MOD WOMEN PATIENT)

S6:P1 (WHEN P2 P8)
P2 (START-TO PEOPLE P3)
P3 (BECOME PEOPLE IRRITATED)
P4 (AFTER P2 MINUTES)

PS5 (NUMBER-OF MINUTES TWENTY)

P6 (MOD TWENTY AVERAGE)
P7 (MOD PEOPLE JAPANESE)
P8 (WAIT-FOR PEOPLE SOMEONE)

S7:P1 (WHEN P2 P6)
‘P2 (SEEM $ P3)
P3 (BECOME PEOPLE IRRITATED)
P4 (AFTER P3 MINUTE) ;
P5 (NUMBER-OF MINUTE TEN)
P6 (WAIT-FOR PEOPLE TRAIN-BUS)
P7 (WHEN P10 P8)
P8 (TAKE P3 MINUTE) ,
P9 (NUMBER-OF MINUTE FIVE)
P10 (WAIT-FOR PEOPLE TOILET)

'$8: P1 (HOWEVER P2 P6-P7)
P2 (MOD RESULT STRANGE)
P3 (DEGREE-OF P2 A-LITTLE)
P4 (POSSESS STUDY RESULT)
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$9:P1 (EXIST LINE)
P2 (IN-FRONT-OF P1 SHOP)
P3 (IN-FRONT-OF P1 RESTAURANT)
P4 (MOD P1 OFTEN)
P5 (MOD LINE LONG)
P6 (MOD SHOP FAMOUS)
P7 (MOD RESTAURANT FAMOUS)

$10:P1 (THINK AUTHOR P2)
P2 (WAIT PEOPLE)
P3 (MOD P2 PROBABLE)
P4 (BETWEEN P2 MINUTE HOUR)
PS5 (NUMBER-OF MINUTE THIRTY)
P6 (NUMBER-OF HOUR ONE) ‘

S11:P1 (HOWEVER S10:P1 P2)
P2 (GIVE-UP NOBODY)

S12:P1 (IF P2 P11)
P2 (THINK PEOPLE P4)
P3 (NUMBER-OF PEOPLE ALL)
P4 (OR P5 P8)
P5 (MUST SHOP P6)
P6 (WITH SHOP PRICE)
P7 (DEGREE-OF PRICE LOW)
‘P8 (MUST RESTAURANT P9)
P9 (SERVE RESTAURANT FOOD)
P10(MOD FOOD GOOD)
P11(EXIST PEOPLE)
P12(NUMBER-OF PEOPLE MANY)
P13(IN PEOPLE LINE) .
P14(CAUSE P15 P2)
P15(BECOME SHOP POPULAR)
P16(DEGREE-OF P15 MORE)

'S13:P1 (SAY PEOPLE P2)
P2 (BECAUSE S12:P14 P3)
P3 (HIRE SHOP WORKERS)
P4 (TIME P4 RECENT)
PS (NUMBER-OF SHOP SOME)
P6 (MOD WORKER PART-TIME)
P7 (CAUSE SHOPP8)
" P8 (STAND WORKER)
P9 (IN-FRONT-OF P8 SHOP)
P10 (IN WORKER LINE)
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S14:P1 (ALTHOUGH P2 P7)
P2 (IN-ORDER-TO P3 P5)
P3 (MOD PEOPLE PATIENT)
P4 (DEGREE-OF P3 MORE)
P5 (ENTER PEOPLE SHOP)
P6 (MOD SHOP FAMOUS)
P7 (WHEN P8 P11) '
P8 (BECOME PEOPLE IRRITATED)
P9 (AFTER P8 MINUTE) ‘
P10(NUMBER-OF MINUTE TWENTY)
P11(WAIT-FOR PEOPLE ROMANTIC-PARTNER)
P12(WAIT-FOR PEOPLE FRIEND)

~ S15:P1 (IN-ORDER-TO P2 P3)
P2 (TAKE PEOPLE TROUBLE)
P3 (GO PEOPLE SHOP)
P4 (MUST PEOPLE P5)
P5 (WAIT PEOPLE)
P6 (AT P5 SHOP)

S16:P1 (WHY P2)
P2 (DO PEOPLE S15:P1)






