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ABSTRACT 

This study sought information on the effixtiveness of teaching four 

metacognitive strategies to a small group of stniggling adolescent students. The 

investigation examined the tranrfer of strategies to content area classes and the 

changes in student confidence in reading class-related texts. The strategies 

chosen were (1 ) text preview, labelled Survey by Aukerman (1 972). (2) 

summatizing, using Cunningham's GIST (W8Z), (3) note taking for definlions 

and annotations (Vacca 8 Vacca, 1996), and (4) a guided study technique, 

Robinson's SQ3R (1 970). Reading strategies chosen were student-initiated and 

student-directed and suited to independent use with content area texts. 

The study tracked six grade seven students through six weeks of small 

group sessions where strategies were leamed and practiced and then 

detemined student changes regarding two perspectives: the transfer of 

strategies to content areas of Social Studies and Science and the changes in 

student confidence in reading content area texts. The following questions were 

addressed: (1) what transfer occurred from the reading strategy lessons to 

content area classrwms. (2) what changes were noted in reader confidence in 

reading content area texts and (3) what were the self-perceptions on the transfer 

of strategies to content area reading tasks? 

The study found that al1 students increased in their ability to recognize 

good strategies and select valuable strategies for content areas. Use of 

strategies was evident through three or more of the following indicators: (1 ) 



improved awareness of strategies individually used, (2) inclusion of new 

strategies in content area reading, (3) improvement of study procedures reported 

by student, (4) improved marks in content area tasks, and (5) less frustration 

with content area texts. Three students who demonstrated transfer also 

displayed an increase in their confidence as readen in content areas. The 

remaining three students did not display clear and consistent application of the 

strategies, although two students' seff-perœptions were that transfer had 

ocwrred. Both clsimed that better strategies and study skills were present, 

although little evidence was noted by the researcher. Only one student held the 

self-perception that no transfer had occurred as a result of the instruction which 

corresponded to the researcher's observations. 

The results of this study suggest that explicitly teaching metacognitive 

strategies with content area passages to a small group of struggling students 

was effective. Direct instruction and guided practice with tasks like those 

encountered in the classroom is supported by the findings of this study. 

Furthemore, the study indicated that when evidence of transfer of strategies to 

classwork is present, reader confidence was also positively affected. 

This study suggests that further valuable research could explore the - 

variables of the number and grade level of students. Would student confidence 

also be improved if the grouping were larger, or if the activities were part of 

classroom instruction? Would similar results be noted at other ages? 



ACKNOWLEDGEMENTS 

I would like to thank the people who have been particularly outstanding in 

their contributions to the cornpletion of this project. 

First, l am grateful to my family, especially husband, Ri&, for his support 

and 'gentie pushes' toward the completion of my goal. I am grateful for the 

many winter nights he drove into Winnipeg with me, the days he silently stepped 

around piles of books and finamial support he gave me though my first years of 

univenity. I am also appreciative of two grandmothers, who often took care of 

my two daughten, DBsirée and Charmée, giving me the time to work of my 

thesis project. 

Secondly, I am especially thankful for three people who took time out of 

their busy schedules to serve on my thesis cornmittee, Stan Straw, Gestny Ewart 

and Deborah Begoray. I valued your suggestions and questions. In partiwlar, I 

thank my advisor, Stan Straw, who knew my dream and could see ways to make 

the study corne to Iife. I looked back to his encouragement and practical help 

whenever I was struggling. I thank him for the continued support as my life grew 

ta include the added demands of a new job and two small children. 

Third, I need to thank two people at Plum Coulee School. First, I thank 

Dan Derksen, who willingly let me work with his students, and supported the 

plan of this study. With him, the project was completed smoothly and I am 

forever grateful to him. Second, I thank my principal. Bernice Dyck, who 

provided opportunities that made this projed possible. 



TABLE OF CONTENTS 

................................................. CHAPTER ONE 1 
Introduction ............................................... 1 

...................................... Context of the Problem 2 
................................ St~ggl ing Adolescent Readen 3 

................................... Skill with Real-Wwld Texts 4 
What are Metacognitive Strategies? . . . . . . . . . . . . . . . . . . . . . . . . . . . .  5 
Rationale for Choosing Strategies .............................. 7 

.................................... Statement of the Problem 8 
Definitions ................................................ 9 
ScopeoftheStudy . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  41 

................................................ CHAPTER W O  13 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Review of Literature 13 

Effectiveness and Transfer of ReadinglMetacognitive Strategies . . . . .  14 
Studies on Transfer with Mixed Results . . . . . . . . . . . . . . . . . . .  16 
Studies M i c h  Do Not lndicate Effective Transfer . . . . . . . . . . .  19 
Conclusion for Effectiveness and Transfer . . . . . . . . . . . . . . . . .  20 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  SurveyIPreviewing 21 
SuweylPreviewing as a Strategy for Struggling Readers . . . . . .  24 
Conclusion for PreviewinglSurvey . . . . . . . . . . . . . . . . . . . . . . .  26 

Content Area Note taking: Surnmarizing and Annotating Text . . . . . . . .  26 
Studies Finding lnaeased ComprehensionlRetention . . . . . . . .  28 
Note Making Instruction and Postsecondary Students . . . . . . . .  29 
Review of Literature for Summary Writing . . . . . . . . . . . . . . . . .  33 
Studies that lnvestigate Summary Writing . . . . . . . . . . . . . . . . .  36 
Conclusion for Note taking and Summary making . . . . . . . . . . .  40 

Guided Study StrategylSQ3R as a Metacognitive Strategy . . . . . . . . . .  40 
Review of Studies of SQ3R with Middle Years Students . . . . . .  42 

. . . . . . . . .  SQ3R as Guidelines Adapted to Suit Reader Needs 44 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  SQ3R Conclusion 47 

Introduction to Reader Confidence . . . . . . . . . . . . . . . . . . . . . . . . . . . .  48 
Studies that Demonstrated lmproved General Attitude . . . . . . . .  49 
Studies on AcademidReader Confidence and Metacognitive 

Strategies . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  50 
AcademidReader Confidence of Postsecondary Students . . . . .  51 
Conclusion for Reader confidence . . . . . . . . . . . . . . . . . . . . . . .  53 

Table of Studies for Metacognitive Strategies . . . . . . . . . . . . . . . . . . . .  54 
Table of Studies that lnvestigated Metacognitive Instruction and Reader 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  ConfidenceIAttitude 56 



CHAPTERTHREE .............................................. 57 
MethodsandProcedures .................................... 57 

.............................. Statement of the Problem 57 
.................................... Student Selection 58 

Overview of Procedures ............................... 59 
.......................... Overview of Assessment Tools 59 

...................... Detailed Explanation d Procedures 60 
............................. Awareness and Regulation 62 

............................... Three Surveys Selected 63 
.............................. Anecdotal Data Collection 64 

.......................... Progress in Content Area Units 65 
Method of Instruction .................................. 66 

.................................. Brief Description of Survey 68 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Brief Description of GlST 68 

Bnef Description of Critical and Question Notes . . . . . . . . . . . . . . . . . .  69 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Brief Description of SQ3R 69 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Summary of Time-line 71 
Final Assessment Tools . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  71 

CHAPTER FOUR . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  73 
Review and Discussion of Data . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  73 
Outline of Individual Data as Presented . . . . . . . . . . . . . . . . . . . . . . . .  74 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Student One: Shayne 75 
Backgromd ......................................... 75 
lndicators from Prestudy Session . . . . . . . . . . . . . . . . . . . . . . . .  76 
Indications during Study Sessions . . . . . . . . . . . . . . . . . . . . . . .  77 
lndicators frorn the Poststudy Session . . . . . . . . . . . . . . . . . . . .  78 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Summary 79 
Student Two: Stacy . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  79 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Background 79 
lndicators from the Prestudy Session . . . . . . . . . . . . . . . . . . . . .  80 
Indications during Study Sessions . . . . . . . . . . . . . . . . . . . . . . .  81 
lndicators from the Poststudy Session . . . . . . . . . . . . . . . . . . . .  82 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Summary 83 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Student Three: Arlis 83 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  Background 83 
lndicators from Prestudy Session . . . . . . . . . . . . . . . . . . . . . . . .  84 
Indications during the Study Sessions . . . . . . . . . . . . . . . . . . . .  85 
lndicators from the Poststudy Session . . . . . . . . . . . . . . . . . . . .  86 

........................................... Summary 86 



........................................ Student Four Luke 87 
......................................... Baaground 87 

........................ lndicators ftom Prestudy Session 87 
Indications during Study Sessions . . . . . . . . . . . . . . . . . . . . . . .  89 
Indicators from the Poststudy Session .................... 89 

........................................... Surnmary 90 
Student Five: Andrea ...................................... 91 

Baaground ......................................... 91 
Indicators from Prestudy Session . . . . . . . . . . . . . . . . . . . . . . . .  92 
Indications during Study Sessions ....................... 93 
lndicators from Poststudy Session ....................... 93 
Summa ry ........................................... 94 

Student Six Dale ......................................... 94 
Background ......................................... 94 
lndicators from Prestudy Session ........................ 96 
Indications during the Study Sessions . . . . . . . . . . . . . . . . . . . .  97 
lndicators from the Poststudy Session . . . . . . . . . . . . . . . . . . . .  97 
Summary . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  98 

Surnmary of the Review and Discussion of Data . . . . . . . . . . . . . . . . . .  98 
Table of Findings Relative to the Purpose of the Study . . . . . . . . . . .  101 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  CHAPTER FlVE 102 
Conclusions and Recommendations . . . . . . . . . . . . . . . . . . . . . . . . . .  102 
Metacognitive Strategies Used . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  103 
Statement of the Problem . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  103 
Summary of Findings for the Question of Transfer to Content Areas . 104 
Summary of F indings on the Question of Reader Confidence . . . . . . .  104 
Summary of Findings on the Question of Reader Self-Perception . . .  105 
Final Conclusions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  1û6 
Limitations of the Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  107 
Implications for Further Research . . . . . . . . . . . . . . . . . . . . . . . . . . . .  108 
Implications for Classroom Practice . . . . . . . . . . . . . . . . . . . . . . . . . . .  109 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  WORKS ClTED 111 

APPENDICES . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  124 
Appendix A: Rhody Secondary Reading Attitude Assessment . . . . . .  125 
Appendix B: Questionnaire on Reading Strategies . . . . . . . . . . . . . .  127 
Appendix C: Student Perceptions on Content Area Reading 

Fonn A (Prestudy) . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  128 
Appendix D: Student Perceptions on Content Area Reading 

Forrn B (Poststudy) . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  130 



Appendix E: Summary Wfiting using GIS1 ..................... 132 
Appendix F: Samples fkom Lessons on Question notes and Critical notes 

................................................. 133 
Appendix G: Questionnaire on Reading Strategies Scoring Sheet . . 134 
Appendix il: Overview of Lessons and limeline ................. 135 

.............................. Lesson Plans for Survey 137 
Lesson Plans for Surnmarizing using GIST ................ 140 
Lesson Plans for Making Reading NotesaCritical& Question Notes 

............................................ 143 
Lesson Plans for the Guided Study Tedinique, SQ3R . . . . . . .  146 

List of Tables 

Table of Studies for Metacognitive Strategies . . . . . . . . . . . . . . . . . . . .  54 
Table of Studies that lnvestigated Metacognitive Instruction and Reader 

Confidence/Attitude . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  56 
Table of Findings Relative to the Purpose of the Study . . . . . . . . . . .  101 



CHAPTER ONE 

Introduction 

Cody was one of those students you never forget. He was small for his 

age, with short wrly hair and rather thick silver-rimmd glasses. As his grade 

seven Language Arts teacher, I remernber best his eagemess. Whenever a new 

task was presented, he attacked it with vigor, buried his head into the matter at 

hand and looked up with a smile whenever intmpted. On the other hand, 1 

also remernber sadly Cody's problems with reading, how he would appear to 

read, but could not seem able to make meaning among the paths of tangled 

words. Cody had already resigned himself to the idea that he was not a reader 

and openly announced that he planned to quit school the following year. I 

remember tkis sadly, because as a new junior high teacher, I tried to make the 

job of reading easier for Cody. I provided word lists of key vocabulary, 

overviews of chapters, cassette tapes for difficult novels, opportunities to read 

aloud with a buddy, and as many other helps as I could find time to invent. I am 

saddened to think of al1 this because even though the help t gave hirn may have 

helped him with his assignments, I am not sure he went away with ways to taMe 

the reading independently. 



Context of the Problem 

Typically, when weak students reach adolescence, they are often 

considered 'students at risk". These "at-risk kids" often display reading 

wmprehension difficulties that impede success in content areas. It is hardly 

surprising that the schaol dropout rate is high among these stniggling students 

(Means, Chelemer & Knapp, 1991 ). 

Educators have àeveloped rnyriad strategies to improve reading 

comprehension. Volumes of material have k e n  published on the topic. In 

reviewing recent research, Pearson and Fielding (1 991), were careful to 

distinguish between attempts to improve students' comprehension of text and 

attempts to irnprove students' ability to wmprehend texts independently. The 

latter category of strategies is of greater interest to me. While clear evidence 

states that improved comprehension does indeed occur with a huge host of 

strategies, some strategies more clearly give the student a set of tools that they 

can transfer to real-world reading (Pearson 8 Fielding, 1 991 ). In the work force 

there is little chance that a teacher wîll be available to analyze reading tasks and 

create some good strategies to facilitate comprehension. Instead, workers must 

analyze reading tasks independently and select a suitable strategy with 

confidence from a repertoire of worthy strategies. Particularly students who 

enter the workforce early by 'droppingotf need to have acquired a nestegg of 



reading strategies with suffident self-monitoring to recognize difficulty and to 

select appropriate reading interventions. 

Stnimlincl Adolescent Readers 

In my classroom expariences, I found that many struggling adolescent 

readers share comrnon characteristics. Pans, Wasik and Turner (1 991 ) state 

that the characteristics of struggling readers &en resemble novice readers. 

Struggling readers seldom look ahead to survey the text or back to check 

comprehension. They tend to attack al1 kinds of reading in the same manner, 

fading to adjust reading for different texts or purposes. Often they focus on 

decoding and isolate problern words, much like the beginning or novice reader in 

the early years of school (Walker, 1997). 

Unlike novice readers, however, these older students often have low 

expectations for success, anxiety about reading, and unwillingness to persevere 

with difficult text (Paris et al., 1991). As weak readen struggle to read grade- 

level materials, they often believe they are not able to understand and are 

"doomed to failuren (Walker, 1992, p.20). Classroom strategies do open the 

doors for understanding textual material, in other ways than reading. However. 

my students, and probably most struggling readers, usually Say they would like 

to know how to read better and believe k i n g  able to read is a life skill. 



Skill with Real-World Texts 

Struggling readers &en show little interest in literature. Although these 

students know reading is a life skill. this rarely translates into an interest for 

fictional texts. Furthemore, they &en state that fidional reading materials are 

seldom part of the world of work. Newspapers, travel guides, magazines, sales 

brochures, contrads, repair manuals-these are real-world texts, and none of 

these is fiction, Students who consider thernselves weak readers seldorn read 

for pleasure, and when they do, selections are often nonfiction (Means et al., 

1991 ). Popular selections for adolescent males might be sports or car 

magazines, and fashion magazines are very popular among fernales. Comics 

are usually the single popular choice of fictional material for these readers. 

Educators working with "at-risk kids" often make a concentrated effort to direct 

educational experiences so that these students develop Iife skills and teachers 

often carefully select texts that simulate real-world reading tasks. 

I am not going to argue that reading nonfiction requires a different set of 

strategies or skills than reading fiction. Personally, I believe that there are many 

overlapping features shated by both types of reading, but there are some 

different strategies good readers use when dealing with nonfictional text. For 

example, reading a text linearly from beginning to end may work as a strategy to 

gain the main idea of a piece of fiction even when the text presented is difficult. 

However, strategic content area readers leam to look ahead, use context, and 



reread (Paris et al., 1991). While students may discover that developing skill 

with fiction or narrative may naturally build skill in other areas of reading. this 

study focussed on building skill with the types of text that "atn'sk kids" are more 

likely to encounter as they approach adulthood and venture into the workforce. 

Secondly, this study concentrated on those strateg ies which readers 

could easily use independently. Many strategies were not considered simply 

because they required a reading partner. Other, equally-valuable strategies, 

were teacher-directed and required a teacher-planned frame. These were also 

not included in the study because of the decision to focus on strategies that 

could be personal cognitive tools, controlled, seleded, or adapted by readers. 

These strategies then hinged upon student metacognition for recognition of need 

and selection and are hereafter labelled metacognitive strategies- 

M a t  are Metacoanitive Strateaies? 

Cognition relates to the state of knowing; metacognition deals with 

knowing about knowing. Metacognition, as it applies to reading, c m  be 

described as the knowledge leamers have about reading strategies and the 

ability to capitalire upon such knowledge to monitor their own reading (Vacca 8 

Vacca, 1996). Metacognitive strategies are generally defined as those 

strategies that enable readers to gain knowledge from te*. Such strategies 

according to Means, Chelemer and Knapp (1 991) enable readers to set a 



purpose for reading, connect background knowledge, focus on main ideas, and 

check understanding. 

Metacognitive strategies are varied and nurnerous. However, in al1 cases, 

the reader adively considers the task and lwks for avenues to facilitate 

meaningrnaking. These avenues include strategies that occur during the 

planning before reading, selfmonitoring during the reading, and self- 

assessrnent affer reading. Examples of such strategies include: 

- preview the text 

- activate background knowledge 

- generate questions 

- identify information required 

- summarize or paraphrase 

- monitor blocks to comprehension 

- use a guided technique like SQ3R (Robinson, 1970) 

Furthemore, metacognition encourages students to think about their 

thinking, to leam to analyze a situation. and decide which skills or strategies are 

needed to gain understanding and how to apply those skills to achieve success 

(Edwards, 1996). 

In order best to fit the time and content areas of this study, only the 

following four metacognitive strategies were chosen for use in this study: 



1 ) Text Preview (labeled Suwey by Aukeman, 1972) 

2) Summarïzing-GIST, (Cunningham, 1982) 

3) Note taking (Definitions, Annotations, 8 SumrnariUng) 

4) Guided study technique, SQ3R (Robinson, 1970) 

Rationale for Choosincr Strateaies 

These strategies were chosen for this stuây because they seemed well 

suited to help students devefop a repertoire of strategies for unlocking the 

content of their textual materials independently. Furthemore, these four 

seemed to provide a good sequence of instruction where skills leamed with one 

strategy wufd be a part of the following strategy, i.e., a later strategy would build 

on the knowledge of a former strategy. 

I hoped that the chosen strategies would becdme compensatory 

behaviours that would take into account areas of weakness while supplying a 

method for success and subsequently improve reader confidence. They would, I 

believed, teach struggling readers ways to monitor reading and define methods 

to improve understanding, developing academic abilities and a sense of 

confidence (Holly, 1987). 1 believed that partiwlarly for adolescent students, the 

use of metacognitive strategies could be effective and would not appear 

demeaning or childioh. Weak readers usually acknowledge their weakness 

readily and would Iike to know how to improve. The use of rnetacognitive 

strategies puts the possibility of improvement into the leamer's hands. 



Adolescents appreciate 'being in control,' and a studentoriented locus of 

wntrol can be a pawerful motivator. 

Statement of the Problem 

me purpose of this study was to explore the etf6ctiveness of teaching 

four metacognitive strategies to a small group of adolescent students, (six 

struggling students), ftom the following perspectives: the transfer of strategies to 

content area classes, and the changes in student confidence in reading class- 

related content area texts. The strategies chosen seemed best suited to endow 

struggling students with self-initiated compensatory strategies applicable for 

real-world texts, where understanding the content (that is, comprehension) 

would be important. 

The study tracked the six participants through several srnall group 

sessions and then determined differences in academic confidence in content 

areas and in the participants' selfconfidence in reading content area texts. To 

do this, the following questions about transfer of strategies and reader 

confidence were addressed: 

1. What transfer occurred from the reading strategy lessons to 

content area classrooms? 

2. What changes were noted in reader confidence in reading 

content area texts? 

3. What are the self-perceptions of the transfer of strategies 

to content area reading tasks? 



Definitions 

Annotation+ remark written in the margin of a text or on a separate 

paper as a reader comment that links, questions or restates information. 

Com~rehension-the construction of meaning; a goal-oriented, active 

process to derive meaning from a text (reading). 

Exolicit instruction-a rnodel of instruction where teachers mode1 particular 

strategies, provide opportunities for supervised or guided pradice followed by 

opportunities for independent practice. Finally, students apply strategies 

independently white reading. This process is also known as the gradua1 release 

of responsibility (Pearson 8 Gallagher, 1 983). 

GIST-an orderly process of writing a 15word sumrnary for a paragraph - 
of infornational text developed by Cunningham (1 982). A second version for 

short passages produces a 20-word summary. 

Guided ~ractice-a process employed after direct instruction in which the 

teacher works through a procedure with students, providing assistance when 

needed. 

Guided studv techniaue-one of many systematic approaches to leaming 

content by directing textbook reading and focussing students' attention to the 

major ideas presented; a study or leaming strategy. 

Metacoanition-thinking about the processes of thinking, self-awareness, 

and self-control relating to one's own leaming process; understanding one's 

personal leaming. 



Modellinq-showing a student how to do a task using those with more 

expertise to provide an emuletion of the task with expectation that the leamer 

will copy the model. 

Narrative text-language associated to the telling of a story, relating a 

sequential set of details, 

Para~hrase-the process of writing statements that convey the meaning of 

a text without importing mxds verbatim and without adding ideas beyond those 

conveyed by the original text. 

Predidinq-anticipating the outcorne or in content area reading, 

anticipating the information of the next passage. 

Skill-information-prace~sing techniques that are automatic, ranging from - 
letter-sound identification to passage sumrnarization (Paris, Wasik, 8 Turner, 

1991 ). 

Strateaic reader-a leamer who analyses a task, establishes a purpose 

for reading and then selects a strategy for this purpose. 

Strateaies-systematic actions applied deliberately to achieve particular 

goals, involving a flexible, adaptable and wnscious use of knowledge during 

processes of reading and learning. These are sometimes more specifically 

categorized as teaching shategies-those that are content focused and teacher- 

initiated, or learning strategies-those that are student-initiated and directed 

(Alvemann 8 Moore, 1991). 



SQ3R-a study technique developed by Robinson (1970) used to leam 

information from content area readings. The process involves the following 

steps: suwey, question, read, recite, and review. 

Summarizinq-the process of writing statements, which capture the main 

ideas of a reading passage as a means to increase understanding of text and 

learning of content. 

Suwey-technique describeci by Aukerman (1972) that involves the a d  of 

previewing a block of text to gain a framework of key concepts from the titles, 

subheadings, visual aids, introductory and concluding paragraphs. 

Scom of the Studv 

This study was done under the assumptions that metacognitive strategies 

are an appropriate and useful means to address the needs of students with 

content area reading difficulties, and secoridly, that such strategies could be 

taught to struggling adolescent students. Furthemore, it was also assumed that 

the classroom teacher, k i ng  aware of strategies practiced, would provide an 

environment and atmosphere that promoted, or at the very least. allowed 

students to activate these strategies when reading. 

It was further assumed that these students wished to improve their ability 

to wmprehend content area texts and would be rnotivated to try the strategies 

studied. Finally, it was assumed that these students believed they were 

struggling readers in content areas and were not confident about their ability to 

handle successfully the materials in content areas. 



One problem with this study was that two students, lacking interest in seif- 

improvement, were not motivated to participate in the guided sessions. They 

adopted a "laissez-faire" attitude that interfered with interviews and observations 

during the study. A second problem was that transfer of strategies was gauged 

through observations and personal interviews, and therefore one c m  only state 

that the strategies are believed to be actively used by students. The research 

question about transfer of strategies to classroom use can best be desaibed as 

the belief that such strategies are in use as noted through classroom teacher's 

observations or students' personal reflections. 



CHAPTER lW0 

Review of Literature 

This chapter presents a review of Iiterature related to the use of 

metacognitive strategies in content area reading. In particular, Iiterature was 

chosen that lwked at the four strategies used in this study, in settings similar to 

those of the study. Special attention was paid to the areas of transfer and 

reader confidence. Wherever wssible, recent literature was given preference, 

although some studies before 1985 were included because of the close match to 

this study. 

Five major sections make up this chapter. The first section 'Effectiveness 

and Transfef' examines the research regarding effective transfer of 

metacognitive strategies from direct instruction to classroom application in 

content areas. In particular, this section reviews studies that recorded good 

transfer. It also reviews three studies that found mixed results regarding transfer 

and diswsses two studies that found no transfer after metacognitive instruction. 

The next three sections, 'Previewing ReadinglSurvey," 'Content Area 

Surnmarizing and Note takingn and 'Guided Study Strategy/SQ3R," examine 

specific metacognitive strategies and reviews the effectiveness of each. In each 

case, studies with positive findings are reviewed first, followed by those with 

mixed results, and then those where the strategy was ineffective are included. 

The final and fifth section, 'Reader Confidence," surveys literature 

relating to readers' self-perception of ability and level of confidence. In this 



section, three studies that examinad changes in students' general attitude are 

reviewed first. The four studies that follow examine specifically the effect of 

metacognitive training on academic and raader confidence. Two tables follow, 

providing overviews for the studies. 

Effectiveness and Transfer of ReadinnMetacoanitive Strateaies 

The discussion sumunding eff8Ctive reading comprehension instruction 

is af great interest to educators. fn partiailar, educators prke those strategies 

that students transfer to the reading of passages they later encounter on their 

own. In the pradical world, most interest is directed toward the value and 

effectiveness of instruction and the transfer students make to independent 

reading. How well do teacher interventions increase the students' independent 

ability to understand unfamiliar reading passages? 

As stated by Tiemey and Cunningham (1984), the issue is with transfer: 

Can we teach students knowledge, skills or strategies that will transfer to their 

reading of passages with which teachers have rot helped them? At the time of 

the review, Tiemey and Cunningham found the results of the studies done were 

encouraging. They described a study by Palincsar done in 1982 which 

specifically addressed the four comprehension strategies of summarizing, self- 

questioning, predicting, and clarifying unclear text with seventh grade readers. 

Palinscar (as cited in Tiemey 8 Cunningham, 1984) used reciprocal teaching to 

highlight these strategies with students. In this study, two sets of students 

worked with the researcher in pairs, mi le others worked in small classroom 



groups with reading teachers. Palinscar typically saw a great deal of facility with 

the strategies that appeared to last and transfer to other tasks. By the fifteenth 

day of training, students typically achieved 70% acairacy. Reliable gains were 

apparent on tasks similar to, but distinct from the training and on regular class 

assignments. 

Similarly, Tiemey and Cunningham (1984) cited the research of Lipson 

and Paris, shidies done in 1982 that saw evidenœ of transfer after warking with 

third and ffih grade students. Lipson and Paris also used a 'coursen or 

workshop approach to provide specific instruction in reading strategies. The 

"coune," appropriate for young readers, made the strategies appealing and 

accessible through use of such metaphors as 'Being a Reading Detective," 

"Reading is Like a Puzzle,' "Following Reading Maps." These metaphors 

directed students with focussed questions and guidelines. The trained students 

outperfomed the control group even several months after the instruction had 

been completed. In this study, transfer did occur and that transfer was in fad 

durable over an extended time. 

Franklin (1 993) also noted effective reading growth using the reading 

strategies with expository text after giving several intemediate grade teachers 

in-service workshops on strategies. In-school support continued through 

modeling techniques and monitoring application of reading strategies in the 

classrooms. Results for eighty-two ffih and sixth grade students showed 

significant gains in reading achievement scores after one year of the project. 



Metacognitive strategies in the content areas have been used to prornote 

both reading performance and leaming in the subjed area. Some research 

identified a notable difference between the growth of metacognitive awareness 

of content area reading and grade level. Yore (1993), and Craig and Yore 

(1 995). found that middle years students have limited knowledge about scienœ 

reading, science text and science reading strategies. In fact, the average grade 

four to eight studenfs metacognaive knowiedge of science reading. scienœ text, 

and reading strategies is similar to a younger and poorer reader of a narrative 

text (Craig & Yore, 1995). The grade level results between narrative reading 

comprehension and science reading comprehension, as measured by 

standardized testing, were significant. They showed that rniddle yean students 

do not consistently inaease their metacognitive awareness of science reading 

with additional years of schooling as they do for narrative text. The results 

suggested students benefit from explicit instruction about expository strategies 

by middle years content-teadiers to increase strategy awareness and use. 

Studies on Transfer with Mixed Results 

A number of studies showed mixed results on the benefit from specific 

strategic metacognitive instruction. Such studies range from elementary to 

college and three of these are reviewed here. The first involved grade six and 

seven students, and the others involved college students in reading study skills 

courses. 



Fralicù (1990) grouped sixth and sevenîh grade students 

heterogeneously. The purpose was to decide l an integrated metacognitive 

study skills program, taught in the first ten weeks of school was beneficial to 

students' attitude and academic growai. The researcher taught topics on 

leaming styles, previewing texts, outlining. note taking and other study skills in 

English, Math, Science and Social Studies classes. The classfoom teacher 

followed up on the sfrategies thmghout the school year. Pre- and posttests 

measured academic achievement and study habits. The data showed that the 

integrated program had a positive (>.O01 ) impact on study habits and attitude. 

They also noted significant statistical growth on th8 California Achievement Test 

in Reading, Social Studies, and Study Skills. The difference was not significant 

in Math and Science. However, the results of this study clearly show that 

strategy instruction was effective and transfer occurred to some content areas. 

A more subject-specific study by Brown (1 991 ) examined the performance 

of students in first-year General Biology. This research examined specific 

reading strategies that promote the rnastery of biology concepts and appropriate 

reading comprehension. Ninety-eight students, selected because of their SAT 

scores, were randomly placed into two groups, those enrolled in General Biology 

with no reading instruction and those enrolled in reading study skills and 

General Biology with instruction. Instructional reading topics during the 

fourteen-week semester included: time management. previewing, s t ~ ~ t ~ f e d  

skimming, vucabulary development, note taking, summarizing and test taking. 



Students in both groups wote the Nelson Oenny Reading Test (NDRT), the 

General Biology PrelPost Test. a dore test from the biology textbook, the Study 

Reading Behaviors (SRB) and Study Skills (SS) inventories. The findings 

showed variability but no significant statisticaf difrence between the two 

groups' performance on the biology posttest, final grade, and NDRT. However, 

there was a difference in study reading behaviors, and study skills. The general 

finding of this study was that since variability existed between pretests and 

posttests, some students enrolled in reading study skills, metacognitive in 

nature, did benefit from the instruction. 

A more recent study using a student suwey at the end of the semester 

found similar transfer. Dawson (1 998) investigated students' reported transfer of 

textbook comprehension strategies (taught in a study skill course) to subsequent 

coilege course work. The surveys asked students about use of the eleven 

reading strategies taught in the reading course: 

(1 ) comprehension monitoring, 

(2) referring to the course outlines, 

(3) previwîng chapter headings, subheadings, boldfaced ternis 

and captions, 

(4) question-generation answered after reading, 

(5) tex- annotation, 

(6) taking notes, 

(7) outlining, 



(8) summarizing, 

(9) concept mapping, 

(1 0) webbing, and 

(1 1 ) creating concept cards. 

They also interviewed five students in more depth about their strategy 

use. Dawson ôelieved tranfer had occurred. Students reported using seven of 

the eleven stategies- Those strategies mat could be used during reading 

(numben 5-7 above) were more regularly used than pre- or postreading 

strategies. 

As Vacca and Vacca (1 996) suggest in their discussion of SQJR, Dawson 

(1 998) likewise found that students chose to use and adapt strategies that were 

effective but not too timeconsuming. Students also reported using more 

strategies as difficulty experiemed with the reading increased. None of the 

students interviewed chose the same patterns or combinations of strategies for 

reg ular use but personalized strateg ies. 

Studies VVhich Do Not lndicate Effective Transfer 

Transfer appears to occur when we teach strategies with tasks like those 

tasks of the content area and when the content area teacher encourages use 

and practice of leamed strategies. A program described by Bi& (1 995) was 

deemed not to have transfer to classroom learning because of the lad< of 

similarity between the intervention and the classroom setting. The study tracked 

elementary children (grade two to four). who met before or after school for 



instructional activities in reading and self-esteem. While they noted gains on 

standardized tests of reading and math, none were noted in transfer of leaming. 

A similar finding cdlege students pointed out the improved 

efFectiveness of specific readinglstudy skills versus generalfy-applicable skills 

(Elliot, 1983). The researcher concluded that content area related strategies 

were more useful to college history students than either the general instruction 

or the lack of instruction. These findings point to the important influence of the 

content area classroom in effective transfer. 

Conclusion for Effectiveness and Transfer 

Teachers can do much to foster effective transfer of metacognitive 

strategies to content area classes. Metacognitive research findings suggest that 

successful readers are more aware of the strategies they use during reading 

than less successful readers (Tierney & Cunningham, 7984). Nearly al1 the 

researchers reviewed in this section mentioned the value of direct instruction 

with metacognitive strategies using tasks and texts similar to those in the content 

area. For the content area teacher, effective transfer means teaching leaming 

strategies and teaching the content. 

Content area teachen, however, have several advantages (Weinstein, 

1987). They have the advantage of making use of 'real" purposes, 'real" text, 

and "realn learning as materiafs. Furthemore, content area teachers have 

opportunities to reinforce leaming with review and response throughout the year. 

Several researchers noted the benefit of using such opportunities to structure 



practice in a variety of settings and promote individualizhg or personalking of 

strateg ies. 

Occasionally, the time factor was addressed (Lindquist-Sandmann, 1 987) 

as the direct instruction of strategies initially may be a timeconsuming 

approach. However, once readers can use strategies independently, leaming 

becomes more efficient, and more effective than without instruction. Teachers 

have the opportunity to encourage leamers to take wntrol of their own leaming 

and develop a penonal set of metacognitive tools for leaming. Students who 

personalire strategies recognize their control of the strategy, examine text, 

decide needs and select (or adapt) a strategy to fit the reading (Mueller, 1997). 

The students have control and authorship; they are in charge of the route to 

comprehension. 

Many prereading strategies improve student reading wmprehension. 

Many, however, are teacherdirected and teacher-initiated. Advance organizers, 

preteaching vocabulary and strudwed overviews, are examples. By mtrast, 

one strategy that can be student-initiated is a text preview. Previewing usually 

includes skimming, lwking at pictures, titles and subtitles. Tiemey and 

Cunningham (1 984) state that 'certainly, no one argues that having students 

read titles, prefatory statements or illustrations make them better comprehenders 

in any general sense." Yet, according to Paris, Wasik and Turner (1 991). many 

students do not understand the value of previewing text, titles, and pictwes or 



importance of thinking about a topic before reading. They recommend teachars 

increase students' metacognitive awareness so that it is applied automatically 

and with thoughffil attention. Students should know the role previewing plays to 

analyze and plan the reading more effwively. 

Tiemey and Cunningham (19û4) suggest that previews of text may be a 

partiwlarly helpfui strategy for unsuccessful readers who do not engage 

strategies sponfaneausly. However, proficient previewi-ng requires the skill of 

question generation, basing questions upon the title, introduction, headings, 

bold print, illustrations and conclusions (Aukeman, 1972). Previewing is more 

than "looking ahead at the pidures" or 'reading the ending' as so many readers 

habitually do. Previewing (or 'Surveying,' the label used by Aukeman) is a 

metacognitive strategy aimed at increasing reading comprehension and recall. 

Previewing should also not be a tedious, drawnout task, but a quick worthwhile 

overview of subject matter. 

A preview can help students find the big ideas of the chapter first. 

Mueller (1 997) recommends students read the introduction, conclusion, 

headings, pictorial aids and chapter questions as a means to find three big ideas 

presented in the chapter. Although this could be a class exercise, students who 

practice and acquire the habit to do this independently increase their persona1 

set of tools for content area comprehension. 

Students frequently reject ideas that appear burdensome. Cheney (1990) 

encourages speed and efficiency by lirniting students to a ten-second preview. 



Using issues of news articles for pradice, Cheney instnicts students to read 

titles, subtitles and picture captions to generate a purposeful question as a 

prereading task Cheney states that discussion generally shows that students 

see that previewing is easy and they can gather information quiddy. 

They can also adapt such a strategy as a rneans to deal with a new 

section or chapter in a diffiwlt textbook (Stetson and Williams, 1992). Then, the 

survey could follow ttie same sequence but conclude with discussion or journal 

entry about the cbapter's basic information. Because of the lengthy text and 

reflection time, such an activity would likely take twenty to thirty minutes on the 

first day. 

Readers also do not intuitively use headings well to increase 

wmprehension. Grant (1993) recommends that teachers model the use of 

headings, showing the process of activating and conneding background 

knowledge and anticipating the content of the passage. In a first hand aaccunt 

of work with high school students, Lindquist-Sandmann (1 987) relates that 

students easily overlaoked the structure of the text. Direct instruction of the 

survey process was used. Discussion emphasized the goal of metacognition 

and text structure. The students leamed how specific aspects of structure 

helped understanding, or how a change in structure by the editor improved 

wmprehension. lmproved quality of study guide responses and higher scores 

convinced Lindquist-Sandmann on the effectiveness of a metacognitive 

approach to surveying text. 



Gillespie (1990) also models the use of headings with students, fouissing 

attention to "What do I already know about . . . ?" and "What important things will 

the text tell me about . . . ? According to Gillespie (1 9W), who reviewed and 

surnrnarized research on student-generated questions, students should be 

taught how to fornulate worthwhile questions. Gillespie cites Aukeman's survey 

strategy as one possible means to break the task into workable steps for 

students. Suwey addresses cornponents of text structure (title, subtitle, visual 

aids, introduction and conclusion) individually in the question generation 

proœss. While a number of other methods were also described, the general 

consensus is that if students are expected to ask gwd  questions, they must 

receive instruction. Furthemore, Gillespie recommended teachers teach 

question-generation and provide students with ample time to pradice for 

effective transfer. lt is unlikely that transfer will automatically occur. 

Sun/ev/Previewina as a Strateav for Struaalina Readers 

While many studies have explored the value of previewing and 

prereading strategies, most investigated teacher-generated and teacher-directed 

methods. m i l e  most of these have not been considered for inclusion in this 

review, a study by Graves, Cwke, and La Berge (1983) has connections to this 

topic. They wnducted a study on the effeds of previewing diffiwlt short stones 

with low ability junior-high school students. Although the study used narrative 

rather than expository texts, many other features of the study merit its inclusion 

in this review of fiterature. First, Graves, Cmke and La Berge selected low 



ability (struggling) readers, working with texts two to six grades below level. In 

fact, because of the gap bebeen reading level and grade level, even the 

narratives chosen for the study were less d'ïcult than the class materials. The 

texts chosen for the study were at the ff ih or sixth grade level according to Fry's 

readability scale. Secondly, the components of the previews addressed areas 

similar to those addressed through Aukennan's survey strategy. The previews 

createô by the researchers aimed at providing a content overview, activating 

interest through questions and highlighting ditlicult vocabulary and key words. 

This is similar to the studentgenerated preview produced during a survey. 

Aukeman's method of Survey includes questions generated from boldfaced 

vocabulary. 

Ouring the study, data were collected through oral recalls, short-answer 

questions and an attitude survey after each text presentation. Students swred 

significantly higher with previews on comprehension and retention. Data also 

showed strong support in favor of previews on the attitude survey. Graves, 

Cooke, and La Berge found the students did exceptionally well on inferential 

questions that they could not have answered from the preview. They suggest 

that stniggling readers can understand information more fully if they have 

received a preview. They hypothesize that students rnay not have to allot as 

much processing energy to factual understanding and therefore, can make more 

meaningful connections ftom information. They encourage teachers to provide 



previewing information without feeling that the students are not reading. They 

feel such prereading information ftees the student for deeper meaning making. 

Conclusion for Previewina/Survey 

While the literature regarding previewing material is plentiful, much of it 

deals wïth those prereading strategies (such as advance organizers, structural 

overviews and brainstorming) which teachers design and orchestrate. While 

they may address shrdent-related issues, they are nonetheless genented andior 

directed for students rather than by students (Tiemey & Cunningham. 1984). 

For the purposes of this study, the literature was sorted to select studies which 

provided students with instruction about a preview of expsitory text from a 

metacognitive perspective. While it is clear from the reading, previewing stands 

upon solid theoretical ground and has the support of rnany educators, research 

about student-direded or student-initiated surveys is lirnited. However, Iike 

Cheney (1 990) and Lindquist-Sandmann (1 987), many teachers have strong 

ccmvidions in favour of previewing text, based on first hand experience as 

classroom teachers. They believe students improve their comprehension of 

expository with more automatic use of prereading surveys. 

Content Area Note takina: Sumrnarizina and Annotatina Text 

Because the strategies of summarizing and note making are frequently 

intertwined in research, the two have been reviewed together. Frequently, the 

topic of note making included both processes: summarization and annotation. 

According to Paris, Wasik and Turner (1 991 ), beginning readers and 



unsuccessful students may not think about the text Mer th8y read the Iast word. 

Some readers eagerly move ont0 the ne* task without refleding on their 

reading. 'Did I meet my goal? What did I leam? Were my predictions 

accurate? Did everything rnake sense? Can I summarize the main points? 

Good readen ask questions like these and invoke strategies to review the te* 

and their cornprehension. 

Because a summary of a text is selective, Tiemey 8 Cunningham (1984) 

Say it is logical to assume that leaming to summarize texts might cause readers 

to be able to allocate their attention better to important information. Wth 

summarization and annotation strategies, students stop or create breaks in the 

te& to engage in writing. 

Several questions seem to recur in the literature reviewed. First, the 

questions about increased comprehension and retention of information using 

note making are frequently addressed. Second, there are questions about the 

note rnaking's usefulness for increasing understanding versus note making as a 

convenient means to condense text for test review, i.e., to ask whether there is 

value in note making as an encoding strategy or m r d i n g  strategy. While most 

of the literature review continues to ask about the latter, these have not been 

included in this review of Iiterature. Studies included investigate comprehension 

and retention from note making. 



Many studies investigated the daim mat note making instruction could 

improve comprehension and& retention of information. Two of the studies 

reviewed here examined students from grade f ie to eight while the balance 

worked with college students. 

A recent study done by Miller (1 995). cited strong positive effeds of 

strategic note making instruction upon recall of oral information and reading 

comprehension. Miller's study included a heterogeneous group of eighty feh- 

grade students. The purpose of the study was to examine the effects of two 

instructional strategies. lnstructors used an advance organizer and modeled 

note making. Both the advance organkar and the note making treatrnents were 

valuable for Iiteral recall for al1 students. A significant finding was the strong 

affect of the treatment on low achievers. There was a 3/14 sigma inaease in the 

use of inferences by the low achievers in the note making treatment. Miller 

wncluded that both strategies were effective instructional techniques of 

expository materials with a diverse leamer population. Note making instruction 

appeared very effective for weak grade five students. 

While Miller's study focussed heavily on listening and expository 

discourse for its findings, an earlier study by Bigelow (1 992) supported note 

making for expository text alone. The first part of BigeloWs study examined the 

effectiveness of two kinds of note making (outlining and restniduring into a 

matrix) with 150 rniddle years students. In both cases, the groups were initially 



instructed on how to apply the note making strategy and provided with some 

guided practice. Later, groups were given an unfamil iar text to process. Tests 

designed to measure recall and comprehension showed that both groups 

perfomed significantly higher than a control group that simply read the 

passages. 

The students in Bigelow's study did not have an opportunity to review. 

Therefore, the study's results reveaf the impact of note making as a leaming 

strategy. Reviewing material and notes would have emulated note making as a 

study tool, which may have yielded even more significant effect. Bigelow 

recommends the inclusion of note making instruction in content areas to help 

leamers achieve leaming objectives and to leam to use the strategy. 

Note Makina Instruction and Postsecondarv Students 

This section reviews eight studies that investigated the effectiveness of 

note making with postsecondary students. The Crst two studies agree on the 

effectiveness of note making instruction, but seem to indicate that much of the 

improvement c m  be attributed to the review of notes. Scholars in subsequent 

studies argue that the process of note making actively involves the leamer in the 

construction and clarification of ideas. As a result, better meaningmaking 

occurs and comprehension and retention is improved. 

Mclntyre (1 990) investigated the effect of review and note making. 

Students in this study were divided so that reviewing notes became one variable 

under consideration. Participants were divided under four conditions: NIR 



(noteslreview), NINR (notesho review), NNIR (no notedreview), and NNINR (no 

notes/ no review). Ail participants took a topic-specific qui2 Notes were also 

analyzed. Data confimed that leaming was linked significantly (c.05) to note 

making. However, students who scored well did not necessarily have 'better" 

notes than those who achieved lower scores. However, the study did not 

provide training on how to take efficient notes. 

Wellington (1 980) also found signifiant value in note making and review 

in a study with 1 1 0 college undergraduates. Students were given a factual recal l 

test after reading a six-page article. The test oowrred five days after the initial 

reading and students who read the passage again and reviewed the notes they 

had made outperfomied those students who merely read the passage a second 

time. 

60th studies support the review function of note making but do not 

discredit the value of note making alone as an information processing strategy. 

In fact, in neither study, was note making instnicted. Instruction of note making 

in a study by Harris (1990) involved text annotation and underlining. Groups 

were trained using passages from history and science. Data collected supported 

underlining for effective short terni leaming, but showed that the annotation 

method was superior for long terni retention, especially in science. When 

considered together, these findings support the use of note making as a useful 

reading strategy when retention is the goal. 



This conclusion by Hams fits well with Guido and Colwell's rationale 

(1 987) for using direct instruction to teach summary wrïting followhg expository 

text reading. They daim thet the a d  of surmarizing requires active reader 

involvement in reading and processing information. Text annotation, as used in 

Harris' study, required students to note key ideas in their own words in the 

textbooks' rnargins embodying the elements of summarization and paraphrasing 

in the annotation, 

Simpson and Nist (1990) also studied the Mect of having college 

students state key ideas briefIy in their own words using text annotations in the 

margins of textbwks. Students participated in nine Sû-minute classes of direct 

instruction and practiœd independently for at least three hours. Students 

observed teachers modeling the strategy, disaissed with pers. and got 

immediate feedback on early attempts. Furthemore. students used textbooks 

from three content areas and modified the proœss to suit tasks and content. 

lnstructed features of the annotations included: 

(1 ) writing brief summaries 

(2) listing and organizing multiple ideas such as causes, affects, 

characteristics, 

(3) noting examples 

(4) using graphs and charts 

(5) jotting down possible test questions 

(6) noting confusions or problems with understanding 



(7)underl ining key words and phrases. 

Simpson and Nist attempted to gather data and answer questions 

regarding differences in academic performance, time spent and transfer to 

content areas after mastering the annotation strategy. Data were collected 

through multiple choice tests of information on content, students' records of 

study time, students' annotations and oral descriptions of their leaming. Results 

showed that students receiving direct instruction outperformed the wntrol group 

who used a variety of strategies such as rereading, memorizing and 'looking 

ovef the material. The control gmup had been encouraged to preview the text 

and then create questions and answers after reading. However, most chose 

altemate strategies. The annotation group swred higher on each of the multiple 

choice quiues and spent approximately 35% less time in study. 

It would appear that leaming was more effective and time efficient with 

text annotations made during reading. However, Simpson and Nist explain their 

findings by citing Anderson and Ambruster's (1984) conclusion that it is not 

necessarily the strategy itself; the annotation group did better in less time 

because they were activel'y invo/ved in constmting ideas and monitoring their 

learning. As they read the text, students were structuring the ideas, and retelling 

those ideas in their own words, checking comprehension, and noting key points. 

Reading was active meaningrnaking. 

Augustine (1 992) also investigated the impact of active construction 

during a study on the usefulness of paraphrasing. This study atternpted to 



isolate the skills of paraphrasing and examine the various levels of effectiveness 

based upon the amount of personal involvement in the paraphrase's creation. In 

this study, 1 17 college students systematically leamed the strategy of 

paraphrasing. While one group read passages and generated paraphrases, 

another group read passages and compared premade paraphrases. A third 

group highlighted the main ideas of paraphrases already made for their use. 

While there was a signiticant Mëct noted among dl participants who worked 

with paraphrases, the most noted effect was among the groups engaged in 

generating paraphrases. The study estabrished that best recall of information 

occurred when the paraphrasing activity is frequent and requires dynamic, 

flexible and generative skills. 

Review of Literature for Summaw Writinq 

Surnmary writing is also often a form of note making involving the 

reduction of a passage to its gist, or main points. Students proficient at 

summarizing can deted and concisely articulate the main idea and key points, 

using their own words, while closely maintaining the author's intent (Vacca and 

Vacca, 1996). Summary notes of expository passages are brief and clear 

condensations that often are used to facilitate retention of key points. 

Students usually write summaries for one of two reasons. The first is a 

presentation or report to others (teacher, classmates, for example). The other is 

to be used as a leaming or memory aid to put important information into a more 

manageable 'bitea for later use. Either way, summaries are useful for elirninating 



detail and clarifying the key points of a text. Finding the main idea requires 

readers to (1) understand what they have read, (2) make judgemms about the 

importance of the information and (3) consolidate information succindly (Paris, 

Wasik 8 Turner, 1991). 

According to Hill (1991), summaries help the leamer recall written 

materials and strengthen comprehension. However, surnmary-writing is a 

difficult task for many students. Unfortunate1 many students la& the training to 

create clear and concise summaries. In particular, in content areas, summary 

writing is assumed, and because many students have not aquired that skill, 

they tend to copy verbatim instead of summarizing (Hill, 1991 ). 

However, summarizing can be taught using teacher modeling, guided 

practice, and independent pradice. The first step is to convey the 

characteristics of a good summary stressing that it is brief, has the important 

points and eliminates details, lists and unnecessary description (Gambrelf, 

Kapinus 8 Wilson, 1987). 

Students frequently have trouble distinguishing important and 

nonessential points to mite a succinct summary. In general, older, more 

experienced readers mite bette? summaries than younger, less skilled readers 

(Paris et al.), but these students could be trained to follow the same niles that 

older and more skilled surnmarizers use (Brown, Day 8 Jones, 1983). Hill 

(1 991 ) suggests that a logical approach to summary writing with junior high 



students uses a temporal order frame. Some content area texts lend themselves 

well to a frame such as: 

e First, this happened: 

Then 

Then 

Finally 

Even more expenenced m e n  at the coltege level found this a naturat 

pattern (Hill 1991 ). As students becorne more cornpatent at summariting, other 

types of organizers can be used such as cause and effact, definition and 

example, problem and solution, or compare and contrast. Hill concludes with the 

point that summary miting does not just happen, but is based upon skills taught 

by teachers. 

To provide a strategic approach to summary writing , Cunningham (1 982) 

investigated the usefulness of a procedure for instruction, GIST, which was 

successfully tested at the fourth grade. GlST provides sequential training in 

writing a summary for progressively larger chunks of text. Students leam GIST 

through a group process. Discussion is encouraged to define the reason to use 

such a technique and explore choices for content inclusion in the summary. The 

final product is a Wenty-word condensation of the original text. While 

Cunningham recognizes that some passages may not lend themselves to 

summarization, his findings showed if summarization is the leaming objective, 



the GIST technique is a useful means to provide explicit instruction regarding 

summary generation. 

Studies that Investi~ate Summarv Writinq 

Studies that investigated the effed of summarymiting and 

comprehensionlretention show that the strategy is valuable. In partiailar, 

sumrnarization appean to increase understanding on major ideas, although it 

may not show gains on the retention of specifc fad recall. Studies chosen for 

review in this section involved grade four to eight students who received direct 

instruction and pradice in summarywiting. 

A study by McNeive (1 985) examined the effectiveness of one sentence 

summaries upon recall of expository text. In this study, 347 elementary students 

(grade four and six) used expository passages from content area textbooks and 

received explicit instruction in summary writing according to one of three 

instructional methods over a six-week period. Students leamed to write one 

sentence summaries, or one sentence summaries and a paragraph summary, or 

they were taught according to current classrwm pradice for social studies 

reading. The effectiveness of summary writing was evaluated on a written free 

recall from a social studies passage. Results showed that one sentence 

summary writing was effective in improving the recall of sixth grade students with 

expository passages, although it was not effective for improving the recall of 

fourth grade students. m i l e  this disputes Cunningham's earlier work with 

summary writing at the grade four level, the process may not have suited 



passages studied, or the study's witten free recall may have contributed to the 

la& of effect at the grade four level. In any case, the effect at grade six was 

significant. 

A second study using grade six social studies was canied out by Rinehart 

(1 985) using seventy students. Like McNeive, Rinehart used direct instruction to 

train students to apply the strategy of summary writing. Rinehart used several 

measures for analysis: major and minor information questions on a social studies 

test, preparation time for the test, paragraph sumrnaries and outlining. Rinehart 

also investigated the length and quality of notes generated as students prepared 

for the social studies test. Students in the control proup cafried on with planned 

lessons just as in McNeive's control group. 

Findings were encouraging toward the use of surnmary writing. Students 

trained in the strategy for five days outperfomed the control group on major test 

items (though not on minor test items). Trained students used more time to 

prepare for the test and their notes were longer and of higher quality than the 

control group. Rinehart concluded that metacognitive training using the strategy 

of summary writing aided efficient learning from text. 

Ambruster, Anderson and Ostertag (1987) also exarnined the strategy of 

summarization with grade five social studies classes. Eighty-two students were 

divided into two groups, one receiving direct instruction on summarizing a 

problem\solution text structure and the other receiving more traditional questions 

and discussion after reading. While Day 1 was spent recognizing the 



problemkolution text structure and recording, Day 2 was used to give a frame for 

writing a summary. The pattern given was as follows: 

- had a problem because . 

Therefore, 

As a result, 

Students spent Days 3 to 9 working on textual passages from social studies, 

gradually assuming more responsibility and independenœ for the sumrnaries. 

On Days 10 and 1 1, students retumed to the regular social studies cumailum 

and received feedback regarding the summaries written there. Data from 

summary passages and a unit test essay was colleded on Days 12 and 13. 

Analysis of data supported the assumption that trained students would 

have a greater factual recall. In fact, trained students recalled about 50°h more 

of the macrostnicture ideas from the reading passages on the essay test. 

Summary writing did not show positive effect on the short answer test that 

probed recall of fads men independent of the 'big ideas." Analysis of 

summaries also showed that students trained over the twelve days were better 

able to distinguish important points from details. Their summaries included more 

of the most important ideas and significantly fewer of the least important ideas. 

The training group had leamed the lYnd of information that they should include in 

a problem/solution text summary. 

Slater (1985) designed a study to examine the effect on comprehension 

and recall of expository text using summaries written with structural organizers. 



Like Ambruster, Anderson and Ostertag (1987). one group of students was 

asked to complete frames to help with the reading of eight junior high history 

teds. Two of these were in the probkm-solution pattern, similar to the frame 

Ambruster, Anderson and Ostertag used. However, two others were in each of 

the clairn-supportcondusÏon and cause-8ffect patterns. A second group of 

students was given the structure as a written guide, but students were not tofd to 

wnte A third grwp, a control group, was directeci to read the passage carehrlly 

and take detailed notes mi le reading. At the end of reading. this group was 

instructed to mite d m  everything they wuld remember. The fourth group was 

given the same directions as the third, but was not instructed to make notes. 

Results upheld the hypothesis that those who wmpleted the pattem 

frame would outperfom other groups in a free recall and on a multiple choice 

test. However. Slater had not expected the powerful effect of note making. Note 

making produced a stronger effect than the structural organizer when students 

were not actively involved in recording the details of the structural pattern. This 

effect was consistent for each of the four structural patterns. Slater wncluded 

that students are likely to leam more from text if they receive detailed 

information about the structure of an expository text and use it to produce a 

summary. However, note making, even without such a structural organizer, is 

likely to improve students' learning from text. In fact. according to Slater, note 

making can improve students' comprehension and recall markedly. 



Conclusion for Note takina and Sumrnaw making 

The quantity of literature on note making and summanzing is extensive 

and in no way has this review extiausted the possible sources. Current sources, 

and in particular. those that deal with expository text in middle years content 

areas, were selected. Literature appears to reinforce the belief that by 

mnstructing a summary, students are constnicting meaning with active 

involvement (Flood and Lapp, 1991). Summary4ting forces students to 

examine text more carehlly and record their reworked versions in their own 

language (Devine, 1991). Shilarly, note making forces attention to main ideas 

and aids in retention. Both summaryinriting and note making have been 

reviewed within the same section because of m u e n t  overlap. Summarizing is 

often used as a note making strategy. Both note making and swnmary writing 

encourage students to pay attention to material leamed and organize it in a 

personally useful way (Anderson 8 Ambruster, 1991, Annis, 1985). 

While there is an increased emphasis on the metacognitive nature of 

learning, the instruction of study skills is not a new idea. lncorporating the 

philosophy of metacognition with this instruction puts greater emphasis on 

showing students how, why and when to study. Metacognition encourages 

leamers to incorporate strategies into a system of leaming. Tiemey and 

Cunningham (1984) stated their reservations on the instruction of skills just to 

show mastery of the strategy. They wam educators to remember that process is 



important, but to the extent that wmprehension is like gardening. We must be 

more interested in the vegetables produced than the tools in the shed. While 

Tiemey and Cunningham promote teaching weak readers about the strategies 

for reading, they remind educators that students need to incorporate those 

strategies into their personal set of "toolsœ to improve the 'harvest" of meaning. 

Educators fraquently agree that belowgverage reaâers employ fewer 

tools or strategies and with tess expertise than above-average readers. Felsher 

(1 981 ) reported that above average readen employed readingithinkinghvriting 

study strategies twice as often as below average readers. As expected, Felsher 

reported that above average readers achieved better scores in the 

readinglthinkinghiting tasks. 

Many educators attempt to expand the use of metacognitive strategies 

among stmggling students by providing explicit instruction and pradice. One of 

the most comrnonly known and frequently rewmmended study system of 

leaming is SQ3R (Robinson, 1970). SQ3R is an auonym for the following 

process: 

Survey-the reader previews material. noting general outlines, 

headings and visuals of the passage. 

Question-the reader generates questions based on headings, . 
visuals and topic of material. 

Read-the reader reads the passage, attempting to find answers to 

generated questions and find key information. 



Recite-the reader answers aloud or writes responses to the 

questions generated. 

Review-the reader rereads the passage or portions of it to verify 

answers. 

SQ3R does incorporate valid reading strategies (prereading survey, 

questiongeneration, adivating prior knowledge, and note taking, for example), 

but leamen are frequentfy ffustrated. finding it dinicult to use independently. 

Vacca and Vacca (1 996) postulate this diffiwlty arises from the lockstep formula 

leamed but not placed within the leamets control. They state that the key to 

any system's effectiveness may very well lie in how students leam to control it 

through flexible and seledive use. By enwuraging personal awareness and 

including metacognition as an integral aspect of SQJR, students regain 

authorship and locus of control while learning material. 

Review of Studies of SQ3R with Middle Years Students 

Recent research also investigates the instruction of SQ3R and its effect 

on student attitude. Wander (1 996) investigated the effectiveness of SQ3R and 

SQ4R (Survey, Question, Read, Recite, Review, and Reread) strategies for 

improving the recall and questioning skills of grade five students using a content 

area textbook (social studies). The study included seventy-six students divided 

into three groups: SQ3R, SQ4R and those who were taught according to the 

teacher's edition of the te-k (control group). Students pafticipated in pre- 

and posttests which examined reading comprehension, question generation and 



study strategies (the latter two being a rating scale). Furthemore, nine students 

from each group were interviewed about their perception of readinglstudy 

strategies. While few statistically signficant differenœs were noted between 

SQ3R and SQ4R, the two strategy groups outperfomied the control group in 

several aspects: the posttests of reading wmprehension, question generation, 

familiarity with study strategies and perceptions about the usefulness of such 

strategies. Exit interviews revea ted that students in the study strategy groups 

found the training to be beneficial when studying content area text- In general, 

Wander's findings lend further support to SQ3R and SQ4R as effective study 

strategies for improving the recall and questioning skills of students studying 

content area textbaoks. 

A study by Slade (1984) sirnilarly examined the use of SQ3R in the 

content area of science. In this study, 401 grade six students comprised the 

sample. Slade not only examined the effed on reading comprehension of 

expository science text, but also laoked at the changes in attitude toward 

science. Slade measured gains through tests of content knowledge, using both 

immediate and delayed tests, and a standardized reading comprehension test. 

He also examined gains on a science student attitude survey. Slade did not 

report significant academic differenœs between the study groups (that is to Say 

that the SQ3R study group was not statistically different when compared as 

teacher-direded strategy, independent reading-study strategy or the control 

group using usual classroom instruction). Slade did report that the SQ3R group 



members receiving teacher direction had more positive attitudes toward science. 

SQ3R as Guidelines Ada~ted to Suit Reader Needs 

A review of literature by Graham (1 982) alto shared similar reservations 

about the evidence supporting SQ3R as more effective than traditional study 

techniques or the students' own best study method. However, Graham offers 

several factors to be consideted. First. SQ3R may be bette? suited to specific 

types of content material, and use may also depend upon the instnictional 

purpose of the textual passage. In cases where information is needed for testing 

or fact recall. the wmplete strategy may be more appealing. whereas textual 

passages read for comprehension may not invite students to use al1 five steps. 

Graham reaffirms that students will be more inclined to use SQ3R if they 

understand the principles incorporated within the technique. However, they may 

not be more successful with SQ3R than they would be using their own best 

study technique. M a t  Graham fails to state is the likely connection between 

metacognitive understanding of the principles and personalizing the study 

strategy best ta suit leamer needs. 

Graham further states that SQ3R may be more effective or appropriate for 

certain students such as those in need of overall reading improvement or those 

readers still developing good skills for processing expository text. 

Such may be the case in the report4 use of SQ3R by Powell and Zalud 

(1 982). These instructors used the strategy of SQ3R to create a worksheet 

frame with 'fiIl-in-the-blanksg for sixteen students (ages 15 to 19) who were 



labeled educable mentally handicapped or specific leaming disabled. The 

worksheet was used to generate an SQ3R study sheet for each chapter of work 

A unique feature of the adapted SQ3R process was the requirement that 

students incorporate key vocabulary within the answers to the generated 

questions. Results of the use of SQBR, or in this instance, a modified version of 

SQ3R, were that the overall grade point average increased from nine to 

seventeen points for a l  but one student. Students were more able to analyze 

textbooks systematically, organize information, restate and paraphrase, and 

review material more easily. 

Success was also noted in study done the same year by Adams, Camine 

and Gersten (1 982) who had rernarkable results using SQ3R with grade five 

social studies students. Students included in this study had adequate reading 

(decoding) skills, but showed weak study skills. Students received four days of 

direct instruction on the strategy, with explicit directions for each step and a 

gradua1 transfer of responsibility to the leamer through systematic fading of 

prompts. The procedures included an emphasis on metacognition in that 

students were told the purpose of each step and given a means to monitor their 

success (that is, instructions to recite important details after each heading, 

before attempting to do so at the end of the reading passage). Data were 

obtained through a free retell of the passage and a short answer test on the 

content (immediate and again after two weeks). The analysis showed that 

trained students perforrned at a significantly higher level on the two short answer 



tests, and somewhat higher on the ftee retelling, although the difference was not 

great enough in the latter to be statistically significant. Diffiailty was noted in 

the interpretation of the scoring of students retelling because of fragmented 

sentences, frequent use of pronouns without referents and random facts. The 

experimenters would have preferred to ask for clarification during the retelling 

that may have yielded more reliable results. In any case, the results support the 

use of systematic instruction of study strategy (SQ3R). 

Observations made by Adams, Camine and Gersten (1 982) between the 

pretest and posttest alto suggest that such instruction increases students' 

attention to textual structure and increases comprehension. Trained students, 

instead of reading nonstop through the passage, were obsewed to attend to 

subheadings, reread various sections, review and take notes. These 

observations suggest that students were osing metacognitive strategies and 

monitoring comprehension- Further observations after the two-week delay 

showed that many trained students modified sorne strategies and applied them 

in a more personally efficient method. 

Furthemore, a notable difference was observed during test preparation. 

All students (trained and those in the control group) were allowed to study for a 

forty minute period. The average time used by students in the control group was 

only nineteen minutes cornpared with the thirty-five minutes used by trained 

students. Without training, grade five students do not appear to know how to 

use time to study effectively. Clearly, training c m  improve effective studying 



and recall of information. SQ3R training provided the stimulus where students 

leamed a helpful system and then were able to personalize steps- 

Best and Brozo (1 985) conduded a review of the research that 

investigated the effects of studentqenerated study aids. They examined studies 

published between 1979 and 1985, but their findings remain consistent with the 

review of literature presented here. The analysis revealed that most study 

tachniques were effective when the follwing conditions were met 

(1 ) the deeper the student is involved in the processing of the textual 

material, the better the performance in comprehension recall, 

(2) the greater the match between the processing demands of the study 

strategy and the test or evaluation task, the better the results, 

(3) providing adequate training is essential and 

(4) the more time students are engaged in processing text, the better their 

wmprehension. (p. 18) 

SQ3R Conclusion 

In response to students' diffiwlties in leaming from content area 

textbooks, teachers often use study strategies to give students methods to 

overcome the problem. One commonly known study technique is SQ3R. 

Research has continued to examine this strategy in an attempt to rank SQ3R 

among other strategies. While researchers do not consistently find it superior to 

other strategies, studies that take a r e  to give explicit instruction, guided 



practice and supplement the strategy's instruction with an emphasis on 

metacognition may be more likely to find significant effect with SQ3R. 

Furthemore, several strategies that investigated SQ3R and student 

attitude and self-perceptions found that instruction of a study strategy could 

have a positive impact Students who added SQ3R or a variation of the strategy 

to their approach to content area leaming often reported an improveâ attitude. 

This impact may be linked to those studies that used a metacognitive appmach 

to SQ3R and encwraged students to adapt the strategy. SQ3R has often been 

argued to be a rigid approach, yet studies found students could build on the 

foundation set by the strategy to modify it and add it to the set of tools fot 

content area reading . 

Introduction to Reader Confidence 

Ambruster (as cited in Collins, 1994) suggests that leamers must first 

become aware of structures of text, knowledgeable of the task and their own 

characteristics as leamers, before they can strategically control the leaming 

process to optimize the influence of these factors. Metacognitive awareness of 

skills can be gleaned through instruction. Teachers cari-help and encourage 

their students to take an active role in reading. Students' perceptions of their 

own cornpetence will influence the effort they put into recniiting and using 

different reading strategies (Paris, Wasik 8 Turner, 1991 ). The goal is to 

develop confident leamers. This section will examine whether current studies 



show that integrating metacognitive skills into content area reading can make 

that goal attainable, 

Studies that Demonstratecl Imoroved General Attitude 

A number of studies investigated student at!itude during a project 

involving the effectiveness of metacognitive instruction. As cited earlier in this 

chapter, Fralidc (1 990) found that students who ware given instruction into 

leaming styles, previewing. ouftining, note making and study skills at the grade 

six and seven level showed an improved general attitude. Studies by Eberling 

(1 998) and Hickerson (1 986) also both cited effective changes in student 

attitude as a result of instruction for improving comprehension and leaming of 

expository text. 

Eberling looked at college students who were instwded in reading 

comprehension monitoring skills, note taking and other study skills. A small 

group of ten students participated in pre- and posttests. An analysis of the 

results showed that student attitudes did improve from pretest to posttest. 

Hickerson found similar improved attitude to expository text after a six-week 

treatment on expository text structure using passages similar to those 

encountered by seventh and tenth grade students in content area reading. 

Classroom teachen conducted the lessons. pre- and posttested on four 

rneasures, one of which was student attitude. The results for grade seven 

students were highly significant. 



Roberts (1993) also traced the progress of a group of struggling 

adolescent students who participated in a Reading Workshop designed to 

bolster the skills and seif-esteem of remedial students. After a year of daily 

instruction, they clearly noted gains in reading competence, but not significantly 

different from the gains of the control group. No signifiant group gains were 

noted in self-esteem or attitude toward reading although individual students who 

displayed the poorest initial attitudes, or iowest academic self-esteem, made 

significant gains in attitude. The researchers recornmended the workshop as a 

means to foster academic gains among stniggling students and augment the 

reader confidence of those students perfoming at the lower levels of reading 

achievement with the least positive attitudes toward reading. 

Studies on AcademidReader Confidence and Metacoanitive Strateaies 

The studies described in the previous section examined change in 

student attitude following instruction to improve reading strategies. A few 

studies have more specifically investigated the relationship of metacognitive 

instruction on acadernic self confidence, including confidence in reading. Four 

studies are presented below. Of these studies, the first deals specifically with 

middle years students instnicted in metawgnitive skills in a reading and miting 

unit. The remaining four involve wllege or university students who were 

identified as students at risk, or with weak acadernic cornpetence in content 

areas. 



As statad, a study with grade five to eight students by Collins (1 991 ) 

incorporated metacognitive training into a reading and writing unit. Middle 

school students were led toward the use of a number of thinking skills (problern- 

solving . deductive reasming, question generation, pattern recognition, and 

decisionmaking). The fessons, over a four month period, included discussion 

and reflective journal responses on thinking cornpetencies and leaming. 

Analysis of the journal entries reveaied a significant use of the strategies outside 

the classroom. Experimental subjects also significantly outperfomed control 

subjects in scores on a measure of self-esteem, suggesting Iessons that include 

a metacognitive approach to strategic leaming positively affect students self- 

esteem. 

AcademidReader Confidence of Postsecondarv Students 

Studies that specifically examine students' feelings of acadernic 

wmpetence at the postsecondary level &en cite sirnilar improvements after the 

instruction of metacognitive strategies for reading or leaming. O'Dell (1 980) saw 

a notable difference Mer a seven-week workshop with college students 

designed to increase reading comprehension in content areas, note taking from 

reading, expository writing proficiency, and self-perceptions of academic 

wmpetence. While scores showed increases in al1 areas, the most significant 

was the irnproved student seifanfidence. 

Gains in academic self confidence were also statistically significant after 

an adjunct study skills course described by Langer and Neal (1 987) used by 



potentially at-risk university students. The five pflnciples of the course reflected 

the view that metacognition provided the means for more successhil leaming. 

These principles included: 

(1 ) engaging in questbning behavior, 

(2) assessing one's leaming and progress through self-monitoring 

activities, 

(3) adapting one's study approach to reflect course objectives. 

(4) a n a l '  cornplex tasks to identify component skills, and 

(5) organizing content ideas and study time. (p. 136) 

Metacognition, or thinking about the leaming process to choose the best 

leaming strategy. is evident in each of the italicized segments above. 

Throughout the sessions, students increased their awareness of their own 

leaming strategies and practiced strategies such as note annotations, 

summarizing, SQJR, noting textual organization. use of graphic organizers 

(mapping , webbing , matrices), vocabulary leaming , and study strategies. These 

topics were then practiced using content area reading and assignments 

throughout the year. 

Evaluative data included academic success throughout the year with pre- 

and postinventories related to study habits and academic self confidence. Mean 

gains in self confidence were statistically signifiant and supported by anecdotal 

responses from students and instructor's observations about students' progress. 

One content area instructor who was initially skeptical about the value of such a 



course later enthusiastically promoted the idea of adjunct study skills to 

overcome students' lack of essential skills for success in content area courses. 

Students enrolled in a similar class in a community college also reported 

growth in the levels of confidence and in strategic thinking. In a study designed 

by Mclntyre (1 993) students worked on building metacognitive awareness and 

increasing use of metacognitive strategies for a month. Some students used a 

journal to record strategy use. All students completed an open-ended suwey 

about growth. Study results showed significant improvement in levels of 

confidence, adjustments to academic responsibilities and strategic thinking. 

This suggested that a metacognitive program could be beneficial in promoting 

academic growth and confident use of skills and resources. 

Conclusion for Reader confidence 

Many studies have investigated the role of reading and self-esteem. For 

the purposes of this study, an attempt was made to review literature that 

connected metacognitive reading instruction and reader self-confidence. 

Literature relating to each of the four metacognitive strategies of this study was 

also reviewed, and wherever possible, connections to reader confidence were 

made. The body of research that has investigated the impact of this set of four 

metacognitive strategies on stniggling adolescent students' confidence as 

readers is small but there is gwd evidenœ to support the daim that the 

instruction of such strategies can improve confidence. Those studies that built a 



strong emphasis of metacognition into the strategy's instruction seemed more 

likely to find a connection between the training and reader confidence. 

Table of Studies for Metacoanitive Strateaies 

1 STUDY 1 Grade 1 STRATEGY 1 SIGNIFICANCE 
' mode* but reliaMe gains on 
dass assignmenb 

outperformed control group 
even several m o n h  after 
instruction ceased 

+ Lipson (1 982) 
Paris (1 982) 

gr- 5 & 6 vaned reading sbategks significant gains in student 
reading achi iment after one 
year in the project 

improved studenîs' general 
attitude, improvement in 
Reading & Social Studies, but 
not Math & Science 

+/- Fralick (1 990) gr- 6 & 7 learning styles, previem'n~, 
outlining, note malring, study 
skills 

+/- Brown (1991) college varied reading & study skills 1 COUM 

some studenb showed gains in 
reading behaviouis and study 
slrills 

+/- Dawson (1 998) coil4qp I eleven reading sbategies &dents adopted only some 
and personali~ed a pattern 

- 

- Bick (1 995) no transfer of strategies in spite 
of gains in reading 

no evidence of tmnsfer 

gr. 2 to 4 

- 

- Elliot (1 983) 

- -  - 

emcurricular program o f  
reading skilis 

+ Graves, Cooke & 
La Berge (1 983) 

+ Miller (1 995) 

higher scores on 
comprehension & retention 

gr. 5 1 pdvsnce orgsnizer note both valuabie for recall, 
especially w i ü ~  low achievers 

-- 

sïgnilicant improvement on 
recall and comprehension 

gr. 5 to 8 note making-outlining and matrk I 
+ Harris (1990) uninrsiîy 1 text annotation & undedining annotabion superior for long- 

term recall 

+ Mclntyre (1 990) univers@ 1 note moking groups making notes scored 
significantîy higher on quiz 



STUDY 1 Grade 
+ Wellington (1 980) callegs I 
+ Simpson & Nest collegs 
(1 990) 1 
+ Aug usb'ne (1 992) college I 

+ Rinehart (1 985) gr. 6 I 
+/- h bni~ter, 
Anderson 8 
Ostertag (1 987) 

gr. 5 

+ Slater (1985) 1 gr- 8 

+/- Slade (1 9û4) 1 gr-6 

+ Wander (1 996) 

+ Powell & Zalud I €MW CD, 
(1 982) age 1 5-1 9 

gr. 5 

note making 

+ Adams, Carnine 
& Gersten (1982) 

I signithnt improvement wiîh 
reviemng notes 

gr.5 (weak 
shrdy skiIr) 

note making induding 
summaimng I hiiher scores & longer study 

times noted 

note malring as paraphsing I signiiicant gains with aiose who 
generated paraph- 

summary mib'ng effecüue at grade 6, not at l grde 4 

summary writing I longer answers. trigher quality 
on major test iterm 

summary mib'ng using a 
temporal framework 

positive effect on major ideas, 
not on specilSc fact recall 

Note making using summary I positive resuit, best improve- 
wnb'ng & structural organizers ment cited uiith note making 

both stmtegies improved recalf 
& quesîbning slglls over regular 
instruction 

I no signiiicant academic gains, 
noted gains in student attitude 

. -- -- -- - 

SQ3R, adapted as a ïill-în-the- 
blanw guideline 

+ indicates study was effective 

- indicates study was ineffecüve 

+/- indicates rnïxed results 



Table of Studies that lnvestiaated Metaconnitive Instruction and Reader 

ConfidenceIAttitude 

Study 1 Grade 

+ Fralick (1 996) gr.667 

+ Eberling (1 998) 

+ Collins (1991) I gr. 5 to 8 

college 

+/- Roberts (1 993) 

+ Langer & Neal I S W K m l  
(1 987) uniuenifv 

gr. 5 to 8 
snuss~ins 
studetlts 

+ Mclntyre (1 993) college I 

1 Strategy 
Ieaming -es, prsuiem'ng, 
outlining, note making, study 
skills 

comprehension monitoring, note 
making, b study skills 

various reading slrilis, taught 
through a workshop 

reading comprehension 
Saategies, note making, & 
expository mib'ng 

note making, summaria'ng, 
SQ3R, graphie organizen 

general metacognitive 
awareness 

improved general student 
aüihde 

signikantiy imprwed attitude in 
gr. 7, not gr, 10 

signifiaint gains in attitude 
noted only with those having the 
poorest initial aüitucie, or lowest 
self-85feem 

higher scores on measures of 
self4emrn than control group 

gains noted in al1 areas, but 
especially in self-conîidence 

sïgniihnt gains in self- 
confidence 

signifiant improvement in 
confidence 

+ indicates strategy was effectnre 

- indicates sbategy was ineffective 

+/- indicates mixed results 



CHAPTER THREE 

Methods and Procedures 

Statement of the Problern 

The purpose of this study was to explore the effectiveness of teaching 

four metacognitive strategies to a small group of six weak adolescent students 

from the following perspectives: the tranofer of strategies to content area 

classes, and the changes in student wnfidenœ in reading class-related content 

area texts. The study îracked the six grade seven participants through several 

small group sessions in a six-week period and Vien detemined differences in 

academic confidence in content areas of Social Studies and Science and in the 

participants' selfconfidence in reading those content area texts. To do this, the 

following questions about transfer of strategies and reader confidence were 

addressed: 

1. What transfer ocairrad from the reading strategy lessons to 

content area dassrwms? 

2. What changes were noted in reader confidence in reading 

content area texts? 

3. What are the self-perceptions of the transfer of strategies to 

content area reading tasks? 



Student Selection 

Student selection was carried out in conjunction with the content area 

teacher. Students were seleded because of t h i r  struggle with the academic 

demands in content areas and poor understanding of the textual material. 

These students had a history of academic difficulties and, at the tirne of the 

selection, were failing at least one core subject. Furthemore, they al1 admitted 

that the textual materials in their content amas were challenging and offen 

fnistrating. 

Students al1 came from a grade seven class where the four core subjects, 

Language M s ,  Math. Social Studies and Science, were taught by the same 

home room teacher. The male teacher had been teaching at the grade seven 

level for many years and conducted organized and orderly classes. He 

frequently used projects and research groups in Social Studies which included 

research using the lnternet as well as the school library. Students were 

expected to read information. make notes and produce reports based on the 

information they had located. This teacher keeps abreast with developments in 

curriculum and incorporates new ideas regularly into his units. He frequently 

uses technology to enhance his programs. Students in this class enjoyed and 

responded well to his use of cornputers in both Math and Language Arts. 

The group selected cansisted of two females and four males, al1 at the 

grade seven level. All students had been given the option to attend the sessions 

and chose to participate. 



Overview of Procedures 

a-) Prestudy questionnaires 

b.) Teacher instruction through modefling and guided practiœ 

c.) Independent practice 

d.) Observations by classroom teacher and researcher 

e.) Poststudy questionnaire and interview 

Overview of Assessment Twls 

Three prestudy assessment tools were useâ: 

a.) Rhody Secondary Reading Attitude Assessment (Appendix A) 

b.) Questionnaire on Reading Strategies (Appendix 8) 

c.) Student Perceptions on Content Area Reading, Fom A (Appendix C) 

During the study, assessment of student use of strategies included 

discussions with students before class, student exit slips, researcher 

observations during the practice sessions, student responses, and classroom 

observations by the content area teacher. 

Two post study assessment tools were used: 

a.) Questionnaire on Reading Strategies (Appendix 6) 

b.) Student Perceptions of Content Area Reading, Fom B (Appendix D) 

Oral data were also compiled through field notes d class obsewations 

and discussions. Oral assessments and the final interviews were audio taped 

and tapes were transcribed by the researcher. 



Detailed Exdanation of Procedures 

Surveys and Questionnaires. 

Initial information was gathered through the means of surveys and 

questionnaires induded in the appendix. These were administered before any 

instruction occurred and a pair of modified suweys was administered at the end 

of the study. The questions sought to address the effect of instruction on 

changing confidence of readers. Respanses proviâed diredion for conclusions 

for the research questions: 

1. What transfer occurred from the reading strategy lessons to content 

area classrooms? 

2. What changes were noted in reader confidence in reading content 

area texts? 

3. What are the student's seF-perceptions of the transfer of strategies to 

content area reading tasks? 

Before beginning any work with metacognitive strategies, participants 

cornpleted two questionnaires. These provided background information about 

the students' attitudes toward reading, students' perceived reading problems and 

on methods students preferred or chose to use to understand difficult text. 

The first questionnaire, the Rhody Secondary Reading Attitude 

Asseosment, was a set of statements that aimed at deteding patterns among 

reading habits and provided background information about student's attitude 

toward reading . 



A second questionnaire, The Questionnaire on Reading Strategies. was 

given both before and after the study. Here, students answered questions 

designed to define changes in perceptions of themselves as readers. Students 

were again asked about reading habits, problerns, and strategies. Responses 

were used as part of the data for determining whether the strategies taught had 

become a part of the student's repertoire of reading strategies. Self-evaluations 

also provided information on these students' perœived abilities and dianges in 

their capabilities as readers. 

The questionnaires were carefully administered. The final questionnaires 

were part of a taped intenriew that was later transcribed. With each survey, I 

believe there was a delicate balance between questions that were fast and 

simple to complete with those that provided detailed and useful information. The 

questionnaires included detailed responses and rated responses (that is- 

strongly disagree to strongly agree or always to never). Because the 

questionnaires were given to a number of students who had been identified as 

weak readers, the researcher read questions aloud to participants as they 

followed and rated the statements. The oral poststudy interview with each 

participant provided candid opinions often followed by verbal explanations. 

Such clarification was extremely useful in detennining the changes in reader 

confidence. It also overcame the problem that likely would have been 

encountered if a written response had been expected as weak readers are 



usually uninspired and terse writers, so any written responses would have 

probably been brief and lacking in detail. 

McNicholl (1 991) encountered this type of problem on a posttest. The 

study also included low-achieving students, some with behavioural problems. 

Instruction of leaming strategies stressed comprehension and metacognitive 

skills. However. the study was unable to demonstrate significant statistical 

improvements in either comprehension or seff-8stwrn. The mode1 appead 

effective because 35 of the 37 students successfully completed the course. Part 

of the reason there was no change on posttests was attributed to the study's 

design. Posttests were administered at the end of the year after the completion 

of the program. The students had obviously filled answers on the posttest in an 

attempt to finish quiddy and without great conœm for accuracy. The teachers 

felt the strategies had been effective in increasing reading comprehension. 

particularly in content area reading. Unfortunately, the test design and timing of 

the posttest did not provide statistical evidence to support those feelings. 

For the purposes of this study, desired details, then, were obtained 

through questionnaires and interviews which required the least amount of mitten 

response. 

Awareness and Reaulation 

Metacognition and reading have been connected in two dimensions by 

Paris, Wasik and Turner (1 991 ). One area of their interest centres around the 

perceptions and conœptualizations readers have about the task of reading. 



What do readen know about the act of reading? Conceptual awareness is 

addressed through questions such as "'What makes sorneom, a good readefl 

and " M a t  makes reading difficult?" 

A second area of interest addresses the manner in which readers 

regulate their own thinking. Questions that examine this interest ask as to 

reading patterns, habits, and strategies used. Both areas are relevant to the 

direction of this stuây, wid therefore, questionnaires m e  sought out and refined 

to gather information on both reader's monitoring and managing of reading 

comprehension. 

Three Survevs Selected 

Three useful surveys had been drawn from Vacca 8 Vacca (1 986). Two 

surveys, the Rhody Secondary Reading Attitude Assessrnent and the 

Questionnaim on Reading Strategies were administered to the group as the 

researcher read the questions aloud and participants scored the surveys. Of 

these two, only the latter was used as a postassessrnent tool because of its 

potential to provide responses about strategic leaming. The third survey was a 

series of eight questions directed at gleaning information about the participant's 

personal set of strategies for attacking content area reading. This set of 

questions, Student Pemptbns in Content Area Reading, required refiective 

responses about the student's self-perception of reading ability and areas of 

weakness. lt also asked the student to define the qualities of a successful 

reader in the content area and finally asked about the use of particular 



strategies. The pst-study questions were aimd at those strategies explicitly 

taught through the study: Sunrey, Reading Notes, GlST (Summarizing), and 

SQ3R (a study technique). This survey was the basis for the individual 

interviews between the researcher and the participants. 

Two of these suweys, as indicated in the appendix, were administered 

twice, first. before any instruction and then again as a postassessrnent device. 

The cornpanson of the pre- and post-treatment responses was a useful indicator 

about the success of the instructional activities on increasing students' 

confidence as readers and on their development as strategic readers. 

Anecdotal Data Collection 

As this study progressecl, the researcher maintained a journal of 

anecdotal incidents for data collection, noting student attitudes and responses to 

strategies. These incidents were sifted, sorted, and analysed to track patterns, 

successes, and pitfalls. Often, spontaneow wmments caught in the daily 

journal provided insights upon refledion. Upon entering classes students were 

probed with respect to current content area activities and reading. The 

researcher asked that students refled upon strategies leamed and their 

classroom reading during those opening moments. Students were also asked to 

do such reflective thinking at the dose of sessions, sometimes orally and 

sometimes on exit slips. These comments allowed the researcher to monitor 

and refled regularly on progress. Refledive writing provided an opportunity to 

more carefully examine those items that worked well and to explore alternatives 



for diffi~lti8s encwntereâ. This data provided a more rounded portrait of the 

students' changes and of their 'gut readionsn to the adivities. 

This type of data collection showed the difficulty of maintaining a journal 

for a teacher with a full schedule of classes. Refiective wwiting of this nature 

required daily (or at least regular) vigilance where time was specifically set aside 

to think and write. Such a task proved diffiarlt when other matters took "priority" 

and joumaling got postporied. Opportunities et the end of workshop sessions 

where the researcher and students wrote journal entries proved to be an 

effective method of jotting qui& notes which could later be expanded. 

Proaress in Content Area Units 

As the study was in progress, the classroom teacher also aintributed by 

maintaining an open dialogue with the researcher about the students' class work 

and scores. The teacher also made a set of observation notes about reading 

behaviours during a classroom session that required independent reading of 

new content area text to gain a better gauge of the students' application of 

strategies in the classroom. 

After the study was completed, the content area teacher was interviewed 

about students' progress in content area units. These responses and classroom 

assessrnent were also a part of the data used to detect transfer made from the 

study sessions to the content area classrooms. As textual materials used 

throughout the study were taken directly from class texts in Science and Social 

Studies, students were encouraged to seek a clearer understanding and better 



working knowledge of the current units. In fact, the pages of the material used 

during the study correlateci diredly with the unit being studied in the classroom. 

Samples of text were taken from the sections that the students had not yet 

studied so the readings were not familiar. Samples were also taken on topics 

that they would study, and this was made dear to students so that the content 

would be relevant and hopefully, important to the participants. Reading material 

was selected in this way so that participants would view the strategies as 

meaningful and applicable. 

Method of Instruction 

Students in the study group leamed the selected metacognitive strategies 

through Direct Instruction or through Expicit Teaching of Reading 

Comprehension (Tiemey. Readence 8 Dishner, 1 995). This method of 

instruction draws leamers toward better reading through modelling, guided 

practice and finally independent practice. According to Tiemey, Readence and 

Dishner (1 995), explicit teaching has several variations, but the following make 

up common features of explicit teaching: 

1. Relevance: students are made Mare of the purpose of the skill or 

strategy-the why, men, how, and where of the strategy. 

2. Definition: students are infonned about how to apply the skills by 

making public the skill or strategy, modelling its use, discussing its 

range of utility, and illustrating what it is not. 



3. Guided Practiœ: students are given feedback on their own use of the 

strategy or skill. 

4. Self-regulation: students are given opportunities to try out the strategy 

for themselves and develop ways to monitor their own use of the 

strategy or skill. 

5. Gradual release of responsibility: the teacher initially models and 

directs the stuûents' leaming; as the tesson progresses, the 

teacher gradually gives more responsibility to the student. 

6. Application: students are given the opportunity to try their skills and 

strategies in independent leaming situations, including nonschool 

tasks. (p. 280) 

While this study addressed only four reading strategies. an average of 

four classes was dedicated to teaching each strategy. An introductory class for 

each discussed relevance and explained the strategy. The researcher modelled 

the strategy using a passage selected from one cuvent unit being studied in 

grade seven. If time pennitted, guided practice wss also included during this 

session. The three following sessions included activities of guided practice 

leading toward independent practice. 

As the researcher presented situations for practice, opportunity for 

discussion on the strategy's merits or problems also directed students to 

respond personally. Discussion coaxed students to consider the potential for the 



strategy and possible applications for their own reading. There was also time to 

clarify areas of confusion and answer questions. 

The following metacognitive strategies were included: 

1) Survey (A method of previewing te* outlined by Aukeman, 1972.) 

2) Summarizing (GIST) 

3) Reading Notes (Critical and Question Notes used again later as part of 

SQ3R) 

4) Guided technique, (SQ3R) 

Brief Descri~tion of Suwey 

This metacognitive strategy was used as a step-by-step process that 

encouraged readers to consider textual informaticn such as titles, subtitles, 

opening, visuals and closing paragraphs. ûften useful inclusions to the survey 

were chapter-end questions or reading-assessment questions provided by the 

text or teacher. SQ3R. the final strategy studied with students, similarly 

recomrnended these items be part of the survey, but the stepby-step checklist 

developed by Aukeman (1 972) provided a cornfortable leaming support until the 

task became mastered and automatic. Because they repeated this strategy with 

SQ3R, students were comptent with the steps using several types of content 

area materials. Independence with this strategy eased the transition to SQ3R. 

Brief Descri~tion of GlST 

The instructional method for GlST involved a two-stage process, moving 

from a paragraph version to a short passage version. The expected outcorne, a 



short summary, remained consistent throughout the process. Students read a 

passage and attempted to fit the main idea into ffieen spaces. As they read 

farther into the ted. students rewrote the ffieen wwds, trying to fit the main 

ideas of the whole passage into the new summary. 

Brief Desm~tian of Critical and Question Notes 

Critical notes or critical annotations are the readets reaction or response 

to the passage's thesis or main iâea It ansuvers the question, 'So what?" In 

writing critical notes, the reader should first state the author's thesis, then state 

his or her position in relation to the thesis and finally defend or expand on the 

position taken (Vacca 8 Vacca, 1996). 

'Question notes" or 'question annotationsn are a means to raise an 

important issue as a question. The question should reflect what the reader sees 

to be the most important topic or issue of what has been read. Because both 

annotations are issues based, they are not equally suitable in al1 areas of 

content area reading. A paraphrase or summary such as the one generated 

through GlST should wntain a thesis, and that may guide the direction of these 

types of annotations. 

Brief Descri~tion of SQ3R 

Robinson (1 970) developed SQ3R as a study tool to leam information 

from a content area reading. As earlier stated the stniggling reader often uses 

the same linear strategy to read ail texts, whether fictional of informational. 

Robinson's strategy discourages reading as merely a linear process from 



beginning to end, prefemng instead thoughffil meaningmaking thmugh a five- 

step strategy. These five steps of SQ3R are as followt: Survey, Ouest&), 

Read, Recite, and Revhw. 

When SQ3R is taught, readers are encouraged to draw away from their 

sometimes faulty strategies and are coaxed into active reading, puestioning and 

identifying key concepts. The questions composed from topic headings direct 

the reader to seW-ch8dC comprehension, either in written or oral fom, aithough 

Robinson stated the first is more effective. 

Note-taking is also a foais of instructions during the process of SQ3R. 

Readers were directed to Ieam note-taking skills that dner from copying 

verbatim from the text. Students were directed to read an entire selection under 

a heading, and then uwite from memory a summary or brief words and phrases. 

Since students had previously written short summaries using GIST, this strategy 

was incorporated during this study. The strategy used to write critical notes and 

question notes was also called into practice. Finally, the students used these 

notes to check comprehension and leaming, by reviewing the notes, covering, 

reciting, and checking. 

Robinson daims that with pradice, users of SQ3R will have a polished 

and efficient method for faster reading. picking out the important points, and 

fixing them into memory. In fa&, students in this study found another outcorne, 

test and report questions were familiar, as the questions generated from 

headings were often the information emphasized by the teacher. My students 



found that they were better able to predict the important information for projects 

and tests as SQ3R steered them to key concepts. 

Summarv of Time-line 

When al1 the strategies had been instructed in this manner, participants 

responded again to the questionnaire on reading strategies and on student 

perceptions on content area reading. Following this outline, the average number 

of 3540 minute dasses was fow slots per sttategy. An additional dass was 

used to administer the prestudy surveys. Two classes were also required to 

administer the poststudy surveys, as each student was individually interviewed. 

The time for the study group was twenty classes. Timetabting in the school and 

holidays allowed the group to rneet only three to four days each week so that the 

study was completed in six weeks. 

Final Assessrnent Tools 

At the close of the instruction and pradice tirne, the researcher asked 

each student to complete the questionnaire on reading strategies (Appendix B). 

The identical questionnaire had been read to the students during the first class 

of the study. At this point, students completed the questionnaire independently, 

and then responded on an exit slip as a final reflection on the study. Writing 

prompts given asked students to focus on strategies that had been useful and 

those that had been less W. They were also asked to reflect on their own habits 

and method of dealing with content area text, and make comments about 

changes that had ocarrred. Finally, students were asked whether they believed 



the sessions had been worthwhile to them, and whether similar sessions would 

be woramhile to othet students. These prompts directad students to think about 

their grawth and confidence as content area readers. I hoped to be able to 

discuss the students' progress in content areas and to gain a sense whether 

transfer of studied metacognitive strategies has made a differenœ to content 

area class work I hoped that postquestionnaires and exit slips would provide 

reliable information for an a n w  to my questions: 

1. What transfer ocairs fKnn the reading strategy lessons to content area 

classroorns? 

2. What changes in reader confidence occur when working with content 

ares reading materials? 

3. What do students perœive as the transfer of strategies to their content 

area reading tasks? 

The students then retumed for an additional interview based on the 

questionnaire, 'Student Perœptions on Content Area Reading, Part 6" 

(Appendix O). This interview was audio taped and transcribed later. Students 

were probed to clarify and give further explanations to several questions, so that 

more detailed information was gathered about reading. Through such probing, 

several students gave details on the strategies used for reading and leaming 

and revealed more about their perception of classroom performance. A more 

detailed explanation of each student's response appears in Chapter Four. 



a 

CHAPTER f OUR 

Review and Discussion of Data 

This study sought to investigate the eff8C1iveness of teaching four 

metacognitive strategies to a small group of six struggling adolescent students. 

Throughout the study, information was gathered in an attempt to address student 

changes from Iwo perspectives: the transfer of strategies to content area classes 

and changes of student confidenœ in content area reading. While students 

studied the four strategies: previewing text, summary-writing, note-making, and 

SQ3R, data was colledeci through suweys, cless discussion. student intenriews, 

journal responses, and classroom teachets observations. 

This chapter is divided into six sections. Each section is a narrative that 

describes the raw data for each student. including a brief set of background 

information. Some details of school history and areas of academic diffiwlty are 

included to provide a more rounded presentation of the student. The section 

then tracks the student's responses, following the time line below, to trace 

leaming with respect to the metacognitive strategies and grawth in confidence. 

Concluding remarks in the section attempt to summarize significant 

improvements for the questions of the study: 

1. What transfer ocairred from the reading strategy lessons to content 

area classrooms? 

2. What changes were noted in reader confidence in reading content 

area texts? 



3. What are the seîf-perceptions of strategy transfer to content area 

reading tasks? 

gutline of Individual Data as Presented 

A. Background 

Bdef description of student 

Family and school history 

B. lndicators from prestudy session 

Rhody Secondary Reading Attitude Assessrnent 

Questionnaire on Reading Strateg ies, Prestudy (Form A) 

C. Indications during study sessions 

Observations by researcher 

Student remarks, journal entries and behaviours 

D. lndicaton from poststudy session 

Individual comments during interview 

Questionnaire on Reading Strategies, Poststudy (Fonn 6) 

E. Summary 

Brief Overview of Student Behavior and Changes 



Student One: S h a w  

Backaround -- 
Shayne is dark, ver' tall for his age, and has the lean physique of an 

athlete who has begun to develop broad shoulden. His hair is neatly clipped 

short and tends to curl at the back. He has a winning smile and a sense of 

humour that are especially interesting for the girls of the class. 

Shayne is the youngest of three boys. He has a very supportive home 

with parents who exped him to complete high school. During his prïmary years, 

when leaming the basic skills of reading proved difficult, Shayne's parents and 

siblings cornmitteci regular blocks of time to reading at home with him. Sinœ 

then, they have tutored him at home with spelling and writing skills, but ho is now 

often argumentative and balks at hornework. Shayne has exceptionally poor 

spelling and writing mechanics, which Mect his d e n  produds in al1 areas of 

school. About one year ago, after consultation with parents, Shsyne dropped 

Second Language Instruction (French) from his timetable to use that time with a 

tutor in an effort to build skills and improve content area work. 

Because he stniggles academical ly, Shayne's social popularity is a boost 

to his selfconfidence in school, helping overcorne the stigma sometimes 

attached to poor readers. He had dificulty reading in the primary grades and 

continued to be a poor oral reader. He misreads words, rarely setf-corrects and 

even creates new words such as 'fletchu for 'fetch' and 'strudgedU for 

'stniggled'. Word substitutions change the meaning of the passage: 'Several 



towns, he felt lost," should have been 'Several tims he felt lost." In spite of the 

errors, Shayne usually gets the main idea of the passage. He has an excellent 

bank of general world knowledge and relates information to background 

knowldge well. Reading assessments showed broad understanding, but 

frequently poor recall of details about the information. Standardized testing 

annually done at school consistently shows Shayne to be a weak reader, about 

two years b low levei. 

lndicators from Prestudy Session 

Perhaps then, his responses on the Rhody Secondary Reading Attitude 

Assessment are not surprising. Shayne says he seldom reads a book, has little 

interest in reading and no interest in reading for pleasure. While he does visit 

the library regularly, this is a mandatory visit made with his class where he is 

obligated to check out at least one book. He daims he hates reading and that it 

takes a long time to read a book In his eyes, people who read a lot are strange. 

When asked about reading in content areas with the prestudy 

Questionnaire on Reading Strategies, Shayne did appear to have some gwd 

strategies in place for dealing with text. He indicated that he lwked ahead at 

the pictures. However, he admitted that he 'looked at al1 the pidures in the 

whole textbook first," and he knew about the benefit of underlining important 

parts. He said, 'Underlining works, but I don't do it. It takes too long." Shayne 

also suggested that he often thought 'of sornething else while reading," because 



he was 'usually finished reading firsr. ln Shayne's opinion, 'the best readers 

read fast." 

Observations made by the researcher on the first session with a sample 

reading revealed that Shayne read from beginning to end and was by far the 

fastest reader in the group. When completed, he looked away from the passage 

and sat waiting for 'the next job.' 

Shayne alsa demonstrated knowfedge of m e  other good reading 

strategies. He knew about asking himself or others about parts not understood 

or main ideas and checking to see if he could recall key points. However, he 

also frequently used more faulty strategies such as reading as fast as he could 

and skipping parts not understood. When asked if he carne back to the sections 

he didn't understand, Shayne admitted 'Not usually . . . when you're done 

reading, you're done." He claimed that in class, 'if I have trouble understanding, 

I just sit there." 

Indications durina Studv Sessions 

Throughout the first few sessions of the workshop, Shayne seemed bored 

and off-topic for much of the class yet he exhibited an eagemess to try new 

rnethods. He was cooperative, but his responses showed that he retied heavily 

on group or partner ideas. When he needed individually to work with a reading 

passage, his initial response was to give up. An example of his resignation to 

accept defeat is evidenced in the researcher's journal, following the guided 

practice for Suwey. 'Shayne sat looking at the passage for a time, not reading. 



just assessing the task He said 'Ifs too hard.' and pointed to the reading. I 

said, m a t  have we practiced in our groups?' Within a few seconds, his eyes 

moved back to the page, and he picked up his pen. He began to use the 

headings to generate questions and then put notes under the questions as he 

read. He moved to the next block of text with the same strategy- He CAN do it! 

Confidently. He worked well during the practiœ sessions, stopping only at the 

bell." 

Shayne's attitude toward taking the time to read and learn information 

wntinued to be an area of stniggle. ARer leaming to make surnmafles and other 

notes, Shayne stated that 'this is a better way to study, I'rn going to study.' 

Although he saw value in the strategy, it seemed uncertain that he would he 

choose to use it. 

lndicators from the Poststudv Session 

During the final interview, Shayne was questioned about his use of 

strategies with his content areas. He admitted that although he knew how, he 

was not applying the strategies and was not ready to w m i t  the time required to 

improve strategies. In the final interview with the researcher, he stated that he 

did not make questions or summaries while reading. If he made notes, he 'read 

it and if it looked like something interesting, (he) just wmte it down." He didn't 

ususlly make notes because it took 'too much time." Shayne claimed he did 

work at home on class work, and ttied to leam the information. When 

questioned 'What do you do if you are stuck when reading?, he replied '1 read 



it, that's all.' When asked what specifically '1 read C meant, Shayne said that 

he no longer thought of romething else while reading, nor did he skip parts not 

understood without retuming to them. (he usually reread them), and he no longer 

read as fast as he could. 

Summant 

Shayne's seemingly stubbom unwîllingness to use the tools and 

strategies of which he had confidently show mastery was both fnistrating and 

insurnountable. He could confidently pull the strategies out to apply them 

whenever the classroom teacher or sessions required it of him. Yet, he did not 

independently select those strategies for personal use. Transfer of the 

strategies into content areas was evident only M e n  so directed by the teacher. 

However, on a more positive note. Shayne did better recognize the negative 

strategies, and had adopted the strategy of rereading difficult passages. He 

appeared to have put aside some of the less useful strategies and intemalized 

better strategies. There was a notable increase in selfconfidence in his own 

ability to read it, whete he previously had been resigned to defeat. 

Student Two: Stacy 

Background 

Stacy is blond with smiling blue eyes. She is athletic and participates in 

nearly al1 intemural sports. She is well-liked by al1 students and respected by 

teachers for her hard-work ethic. Sacy aiways completes tasks, studies for tests 

and unfailingly completes homework. In class, she~ is quiet, not especially self- 



confident, kit will say when she is having trouble. Stacy is not a risk-taker. but 

hesitates when called upan to share her ideas with a group, although she 

bubbles with eagemess in a group of friends. She is a careful reader, slower 

than others. Her reading scores on the annual standardized tests suggest that 

she reads at level. Her writing is neat and has few errors. Although Stacy men 

stniggles to leam new information, she usually maintains a C average, largely 

because she completes assignments to the best of her abiiity. She wants to 

please the teachero, paying attention to instructions and trying hard to meet 

class expedations. 

lndicators from the Prestudv Session 

Stacy believes she is not a 'smart studenr. She finds reading in the 

content areas difFiwlt. Her responses on the Rhody Secondary Reading 

Attitude Assessrnent indicate that she does not read in her free tirne, but has a 

positive attitude to reading overall. She thinks 'kids who read a lot are okay" 

and would not make hin of them. Her r o m  has many books, but she says it 

takes a long time to finish a book She visits the library with her class and 

completes the mandatory book reports for her teachen. Stacy remernbers the 

books she has read and adrnits a few have 'been really good.' 

However, Stacy still finds 'sdiool can be hard." She said that she was 

aware of some metacognitive strategies. though she did not seem to use many. 

She indicated that she looked ahead at the pictures Mi le  reading and thought of 

other things that connedeci to the text while she was reading. However, she 



said that she almost never used other strategies like underlining, asking herself 

questions about ideas or parts not understod, checking back, and retuming to 

parts not understood. Stacy did admit that she thought 'checking back to 

remember is a good ideo.' When she reacties a part she doesn't understand 

she 'reads it ove? and ovef and goes on. If she 'can't get it.' she asks 'a 

friend.' Furthemore, she recognized negative strategies such as wpying the 

passage verbatim. Yet, she adrnitted that when she wanted to make study 

notes, she would 'take a sentence out of each paragraph on the page . . . (and) 

copy right out of the bookn Stacy stated she did not read as fast as possible, or 

repeat words &en. When the had to study, she would reread the chapter 'and 

get someone, like (her) mom to qui f  her. 

Indications durina Studv Sessions 

Stacy cooperated well through the sessions. participating in the activities, 

although many more verbal group members overshadowed her during 

discussion. Observations made by the researcher suggested that Stacy was 

becoming an independent user of the strategies presented to the group. One 

journal entry made by the researcher about half way through the sessions 

recorded that 'Stacy is looking at the headings and captions now. She predicts 

information. Makes useful questions. She looked at the independent passage 

today rnuch longer than the othen before beginning to read. Her survey 

questions and notes were great.' Another response by Stacy during a class 

discussion also confirmed Stacy was excited about the strategies. 'This really 



helps it stick in your head. We have to read about lots of stuff in Social Studies 

and Science and learn it," 

Indicators from the Poststudv Session 

During the final interview with the researcher, Stacy reflected that she 

was now working on a Social Studies project where the class needed 'to make 

notes off the textbook" She desaibed her strategy: " Just . . . look for the 

subtitle . . . and then copy, well, we don? copy wwd for word, . . . whatever 

seems important . . . The reading is not really tough, but I'm not the best reader." 

When asked if she understands what she is reading, she nods. When asked 

about the strategies used, Stacy says that she almost always asks questions 

and checks to see if she recalls key points. She was much more able to gauge 

good strategies and set those apart from less helpful strategies, than she had 

been before the workshop sessions. 

Stacy also wrote in her last journal entry that the strategy (SQ3R) 'is 

useful for studying before tests and it is useful to leam about that subjed. You 

could use it in an assignment (like) Social Studies reading and Science reading. 

It would not be as good for LA novels, but it could be useful for Geography." 

Stacy also described her study technique during the final interview with the 

researcher as one where she would "read things over and quiz (herself) 

sometimes." When asked if she wrote questions on paper, she replied, 

'Sometimes, not al1 the time." She stated that she found the reading workshop 

useful because she 'got a better marks.' 



Summary 

Stacy appeared to begin the sessions as a less strategic leamer than she 

ended. Though she was initially unaware of the strategies she was using, she 

added strategies to her repertoire and used them. While Stacy would not state 

that she was a better reader, she did have fewer difficulties managing the 

content area textbooks and she thought she probably studied better. Her self- 

confidence with content area reading was cfearly greater. Her classroom 

teacher noted that Stacy's marks went up during the terni and she did bette? on 

tests than she had More. Of al1 the students in the group, her score on the 

Questionnaire on Reading Strategies rose most substantially, showing improved 

awareness on seven of the ten strategies listed. On the remaining three 

strategies. Stacy had initially shown good use of them and she rernained 

consistent with them at the end of the study. She displayed good awareness of 

those metacognitive strategies, improved use of good strategies in content areas 

and appeared to be more confident in her ability to manage content area 

reading. Where Stacy began the sessions with the belief that she was not a 

"smart studenr, she left the sessions with a feeling of selfconfidence. 

Student Three: Arlis 

Background 

Arlis is a husky boy with short hair streaked in a brassy blond. He is 

usually pleasant and likes to socialire with pers. His clothes are fashionable, 

loose and cornfortable, refîecting his personality. He wears glasses, round wire 



frames and seems to have a speailative gaze. as though he is constantly 

assessing the situation. Although he is coopeaüve in a onMnone setting, he 

has a history of behavioral problems in class. He seems to have an image to 

maintain in the dass, and can be defiant. He distracts othen and gets the 

group off the topic with his qui& answers. He does not go out of his way to help 

in class, nor attempt to keep a neat binder. hand in completad work, or organize 

for the day. Arlis is not a reader; he frequently does not comptete class book 

reports and "looks at magazinesn during his library period. 

Arlis has had a long history of academic problems. He had difficulty 

leaming to read in the primary grades. He continues to be a weak student, 

although he is not a weak reader. Standardized testing suggests he can read 

above level passages although his scores in vocabulary are low. His cfassroom 

teacher reports that M is  is 'much more capable than school marks show. but he 

lacks enthusiasm and application in school.' By the middle of the school year, 

he was a student at risk of retention. failing al1 core subjects, Social Studies. 

Science. Math and Language Arts. The classroom teacher also noted that M i s  

"did Iittle or no homework: 

Indicators From Prestudv Session 

When M i s  refleded on his use of reading strategies using the 

Questionnaire on Reading Strategies before the workshop, he appeared to have 

a mixture of positive and negative strategies. He said that he checked to see if 

he could recall key points, skipped or asked question about parts not 



understod. Yet he alpo tn'ed ta 'leam" by repeating the words often. Arlis felt 

that 'the best way to remember information is to memorize it," but he did not 

study, 'maybe about 1 % (of the time.)' He used no note taking strategies; in his 

words, "Why would you mite down what's already in the textbook?" 

Observations made by the researcher during the prestudy session 

showed that Arlis 'read fast, and reread a sentence that he seemed to find 

diffiailt. When askeâ to reftect upon his reading, he said that he tned to 

understand most of it . . . He almost understaod it." 

Arlis did not complete the Rhody Secondary Reading Attitude 

Assessrnent as he left the prestudy session early for an appointment. However, 

Arlis fits the profile of many other group rnembers who do not read for pleasure, 

and visit the library only as a class requirement. 

Indications durina the Studv Sessions 

During the sessions. Arlis frequently appeared disinterested and off the 

topic. During paired practice sessions, M i s  was slow to start and always tried to 

convince his partner to do the miting. Several times the researcher became his 

partner because he was distrading other group members. On one such 

occasion, the researcher refleded that '1 need to coax M i s  to produce 

constantly . . . He can summarize well orally, but I feel as if he la&s the energy 

even to put the words on paper." Aftet the final session, the rosearcher's journal 

entry read, uArlis put very little serious effort into the activities. In class today he 

said, 'We know how to study, but I still don't." 



lndicators from the Poststudv Session 

In the final interview, where no peers were present, M i s  presented a 

different pidure of himself. When asked how the reading workshop was useful, 

he replied, 'It helped me. I made better paragraphs. We just had a quiz, and I 

got d 711 7 on my paragraph. My studying is difrent now. (To get a good 

grade), I need to work hard, (that means) working in class, answenng questions, 

and reading the text again. I have to catch up on work and on tests, if l study, I 

can do good on tests.' When asked how he learned information, he answered '1 

studied it . . . go over and over it. I knw how to study. I read it, and put it down 

and write questions to ask myself on a piece of pape?, and tell my parents to ask 

me the questions and then answer them.' To answer the questions, he would 

'look it (the text) over for the approximate words, skim it, and use dues to find 

answers Iike using headings." When asked how often he would be likely to do 

that, he replied, 'Sometimes, but not always, but when I do it, it really helps." 

Sumrnary 

In spite of lacking effort during the sessions, Mis was using better 

strategies within his content areas. He also said on his poststudy survey on 

reading strategies that he now almost always underlined important parts. 

Several negative strategies that he had been using before the sessions were 

now listed as almost never used: Say words over and over, read as fast as 

possible and thinking of sornething else while reading. He seemed confident 

about the strategies. In fad, his opinion on the characteristics of a good reader 



had changed from wmeone who "reads fasr to someone %ho reads fast and he 

reads it over and M i l e  he is doing his question, he lmks back. He reads it over 

again.' It would appear that M i s  had a new perception on the process of 

reading. He had moved away from the ideal of sped and toward the goal of 

comprehension. His seif-estwm had improved, refiecting the added confidence 

he now appeared to have with content area reading. 

Studënt Four: Luke 

Backaround 

Luke is a tall athlete. He has a cutting wit that attracts sorne students and 

angers others. In a group of peers, he is usually the center, directing the 

laughter. In class, he responds orally eagerly and is very articulate about his 

rationale and thinking process. 

Academically, Luke is a bright student, quick to learn new concepts. 

However, he is a stniggling reader. He would like to be able to "read bettef' and 

in his eyes, the %est readers read fast.' He reads very slowly and with poor 

comprehension. He consistentfy scores about two grades below level on a 

standardized testing done at the school. He also has poor mechanics in writing: 

weak spefling, paragraphing, sentence structure, and punctuation. 

lndicators from Prestudv Session 

On the Rhody Secondary Reading Attitude Assessment, Luke adrnitted 

he "hates reading,' but ha 'does sometimes readn. His home has many books, 

and he enjoys books about sports. On the other hand, he thinks people who 



read lots are strange. He would rather just have someone tell him the 

information, than bother reading. 

When Luke was suweyed with the Questionnaire on Reading Strategies, 

he appeared to use very few strategies to manage difficult reading and seemed 

frustrated. He did look at the pidures and captions first, and asked questions 

about parts not understood. However, if he had trouble, he also noted that he 

might 'sit there mtil the class is over.' 

Luke did recognize several negative strategies to be "useless.' When 

asked about copying, he replieci, '1 never copy it out.' Yet, if Luke had to write a 

response or answer questions about a passage, he stated with a sideways 

srnile, "1 copy from the book.' Luke also believed repeating words over and over 

almost never helped, nor reading as fast as possible. 

However, Luke said that he almost never used any of the other possible 

strategies surveyed or was unsure about the value or usefulness of some. In a 

discussion about mentally asking questions while reading, Luke commented that 

'you can ask anything as long as you're paying attention because it's not like 

you're gonna leam anything by asking yourself questions . . . It almost never 

helps.' He appeared to have no faith in the strategy or pemaps had no 

understanding of the rationale for the strategy. 

Similarly, Luke was at a lots with the idea of skipping parts not 

understood. When prompted about skipping and coming back later, he retorted, 

'That helps, but if I still don't understand, what then?" He said. 'If you don7 



understand, you don't really know Mat  it means anyway so it doesn't matter if 

you read every ward.' 

Indications durina Studv Sessions 

During the sessions. Luke actively participated in the taska, men taking 

leadership in activities. Mer  wwking with a group on the strategy of making 

questions from headings, pictorial aids and bold prînted words, and then make 

reading notes, Luke breezed confidently through four pages of text. The 

researcher made this journal entry. 'Luke was stuck looking at a picture during 

his initial survey and his eyes kept swinging back from the picture to the print. 

He said, 'I don? know how this is connedeci to the chapter.' I responded. ' C m  

this be a question you ask as you read?' Tm doing that', he said and proceeded 

to read the chapter.' 

The classroom teacher observed Luke's performance on a quiz on that 

section a few days Iater: 'Luke began immediately, worked steadily, asked one 

clarification question and was done well within the time.' Closer analysis of the 

quiz revealed that Luke had done well on the part that required identification of 

concepts. Yet he had done poorly on the sections that required him to explain 

concepts. Luke's comment in the session was that 'these (survey and note 

taking) could be useful if I took more time to study. It rnakes it easier to study 

and get better grades. These are better ways to study." 



lndicators from the Poststudv Session 

At the end of the sessions, Luke believed that he had becorne better at 

finding good strategies when needed. He showeâ frequent use of five positive 

straîegies: looking ahead a the pictufes, asking questions about parts not 

undentoad, underlining, checking recall on key points, and asking about main 

ideas, where ha had previously show only the first ho .  He said in his final 

interview that on his last test he 'made point-fom notes' and used questions to 

study. He recognized the benefit of summary mithg because 'it is a lot easier to 

study then.' To make notes, he would 'look over the chapter, . . . skim it, . . . 

and mite down the notes that (1 think) will be on the test from the study sheet 

and mite that down.' When asked about his success in class, Luke replied with 

a srnile, "I'm getting 7û's now.' 

Luke's performance in school made a tum for the better. Not only had his 

grades improved in those content areas that he had previously been failing, his 

classroom teacher ststed midway through the sessions that Luke's 'attitude had 

improved overall." Luke also displayed his newfound enthusiasm in his 

comments at the end of the sessions. "This reading workshop should keep 

going into the next grade becawe it helps me understand my other subjects. 

Using textbooks to teach reading skills is great because it carries over better 

because it is exactly what we are doing in class. When we do some reading 

here and then do it in class, I read it again, check whether I know what it is 

about. Then I can do better on my tests.' 
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Surnmaw 

Luke was more confident in his content areas after the study. He clearly 

had show increased awareness of metacognitive strategies and clairned that he 

was using thern to pull off better grades. He recognized difficulties in reading in 

the content areas and had better strategies after the study for managing the 

texts, He felt successful and was enthusiastic about the sessions- His self- 

confidence in content area reading had impmved and a corresponding change ni 

self-esteem was also evident. 

Student Five: Andrea 

Backaround 

Andrea is the oldest of a family of four children. She is the only girl, quiet 

and slightly insecure. Her brothers are athletic and energetic, so she presents a 

notiœable contrast. She is blond and slight, and always neatly dressed. She 

gets along well with her pers  at school. but has only one close friend. 

Andrea works hard in school, doing homework and reviewing for tests. 

However, Andrea's marks in class are poor and the classroom teacher was 

wom'ed about her poor academics in content areas. Reading comprehension 

and writing are areas of weakness. On standardized tests, Andrea wnsistently 

scores about two grades below level. She scores particularly low on the 

vocabulary portions of those tests. She has struggled with reading since her 

primary grades. Her parents have encouraged her gently to "do her best,' but 



have remained at amis' length from the school, rarely attending school hrnctions 

or parents' days. 

lndicators from Prestudv Session 

Andrea stniggles with reading in the content areas, although she does 

read in her spare time. While wmpleting the Rhody Secondary Reading 

Attitude Assessrnent, she is currently hooked into reading books from the 

"Babysitter's Club,' s series designed for a young adolescent audience. She 

does not think she reads 'a lot, at least not as much as some people do." She 

thinks, the 'best readers read a lot." She daims that she 'hates reading," and 

that "it takes her a long time to read a booK. 

During the prestudy session, Andrea showed that she had some good 

strategies in place. On the Questionnaire on Reading Strategies, Andrea said 

that she looked at pictures first, checked recall of key points and asked 

questions about parts not understood. She regularly made notes from the 

textbook, and detailed her method saying, '1 go over each paragraph and take 

two sentences from each of thern. I have tried surnmary writing and when 

making notes t write out a section and try to put it in my own words . . . M e n  I 

have to study and remember information, I read it over about a hundred times. I 

read it over and sornetimes I get quined on that chapter. If I have trouble, I ask 

my friends." 

Although good strategies were in place, Andrea was clearly having 

difficulty. An observation made by the researcher during the prestudy session 



when Andrea was given a content area reading passage stated that =Andrea 

worked from beginning and read to the end . . . did not survey, or reread parts. 

She appears to have an average reading speed. Looked up prrnled. did not 

appear to understand content during the discussion that followed.' 

Indications durina Studv Sessions 

Andrea appeared to refine some of her strategies throughout the 

workshop. One journal entry made by the researcher after the sessions on 

Survey noted that 'she (Andrea) is looking ahead, stopping at headings and 

pictures-good strategy evident. I asked, 'So you skim?' She said, '1 guess so. I 

get the idea, the picture of the whole thing.' Without any further remarks. she 

worked hard and wnstantly." 

Throughout the sessions, Andrea wnsistently let others take the lead. 

She appeared uncertain with each new strategy as it was presented and was 

clearly not a risk-taker. She benefitted from the guided practice as a means to 

become an adept user of the strategy. Near the end of the sessions, Andrea 

worked independently to summarize a section from the Science text. She was 

successful and at the end of the time stated, *This is too easy." A quick 

examination of her summaries by the researcher showed that she had not wpied 

from the text. 



lndicators from Poststudv Session 

During the final interview, Andrea also said that she now had several 

strategies for dealing with diffiailt text. She obsenred that "sometimes I look at 

the book's print and stuff, when I remember, and sometimes when Ys hard. (If 

I'm having trouble), I just skip a few and aien read some of it and then go back 

and then read it again, then I probably get it right away.' On the final 

questionnaire on reading stfategies, Andrea also indicated that she had a 

greater number of good strategies that she almost always used. Before the 

study, she noted only two strategies, but at the close of the workshop, she noted 

use of four strategies. Andrea confidently identled all the negative strategies. 

listing those as "nevef or 'almost nevei' used. The classroom teacher observed 

that in spite of the fact Andrea was still clearly stniggling with the course work, 

she was rnuch more confident in her ability to handle the textual rnaterials. 

Summarv 

Over the time of the study. Andrea clearly changed her pattern of reading. 

She used an increased number of strategies and could more confidently identify 

good strategies and poor ones. Her behaviour in the last sessions suggested 

that she applied strategies to content area passages. Andrea responded well to 

the guided pradice and gradua1 release of responsibility, working independently 

and with confidence using the strategies. An evident increase in reader 

confidence with the content area passages was evident. 



Student Six: Dale 

Backaround 

Dak is the second youngest child in a large family. He is short among 

the others in his class, as if he has not yet begun his adolescent growth spurt. 

His haif is curly and short, and his face is fteckled. His oldest sister is nearly 

finished high s c h d  and Dale's parents, especially mother, hope that he will do 

the same. His mother has been very supportive of Dale and works hard to give 

him the extra help he has needed with his academics. Dale has attended 

summer school to boost his progress in Math and Language Arts. He is also 

part of a Homework Club, and stays af'ter sdiool about twice a week to study and 

improve his grades- 

Dale is a weak student who reads slowly, but reads at leval according to 

standardized tests. He has good general knowledge, yet has difficulty in some 

areas such as Math. Unfortunately, he is a student who avoids homework and 

studying, or does a very quia job just to Say he is finished. In class, he is 

dreamy, and often does not appear to be actively taskoriented. When the 

teacher gives instructions. he appears to need a long processing time, and he 

rarely volunteers to respond orally in class. 

His classroom teacher has b e n  very womed about his grades. By 

midyear, Dale was failing al1 four of his core content areas and was at risk of 

retention in grade seven. Not only was his work poorly done, he lacked the 

organization to get things in order. He &en missed dates and deadlines, in 



spite of a mandatory homework planner; poorly ordered notebwks and binders 

meant that assignrnents went 'missing or notes were lost. At this point, a 

parent-teacher meeting set up a plan to organize these books, set aside a 

regular study time, and complete overdue wwk Dale claimed he was interested 

in better sucœss at schwl and he worked hard toward improvement. 

Swn  after this meeting, Dale was recommended for inclusion in the 

study. He was eager to join the group, and was the first student to retum his 

letter of permission. 

lndicators from Prestudv Session 

On the Rhody Secondary Reading Attitude Assessment, Dale showed 

that he does not see himself as a reader, although he does have books at home. 

He has several favorite authors that he often shares with his brother. The house 

does not have a television, so he reads during free time, in his words, "if there is 

nothing else to do.' Dale does not hate reading and he actually Iikes to get 

books for gifts. 

Dun'ng the prestudy interview. Dale openly shared that he wanted to get 

better marks and leam how to do better in school. VVhen asked what he was 

going to do. he replied, 'to get a good grade, . . . I need to work. When I have 

to make notes, the best way is to do this in groups . . . I copy my notes out of the 

book. When f study, I memorize it by reading the notes over." On the 

Questionnaire on Reading Strategies, Dale said that he was very aware of good 

reading strategies, noting that four of the five positive strategies were helpful for 
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him. He stated that he a h y s  looked ahead at a passage before reading. "1 

don't even read it, I just look at the pidures and then I imagine what it's about. 

Reading the captions helps, tw.' However, he responded that he did not 

underline, nor did he skip parts he did not understand and retum to them leter. 

He also said that when he had to leam information, he memorized it, saying it 

repeatedly. He added, 'Copying the section almost never helps me leam it." 

Indications durinn the Studv Sessions 

During the sessions, Dale remarked several times that the ideas were 

valuable up to a point, 'This (survey and GIST) would wrk  for me, but I would 

need to take more tirne to read.' He found the textual materials challenging. 

One entry from the remarcher's journal near the end of the workshop, notes 

Dale's stniggle: "Dale looks up and around frequently . . . chews his pencil . . . 

easily distracted by noise or movement. Seemed fixed upon the first words. 

'How are you doing?' I asked. Dale said, 'Ism stuck.' 'What did we do when we 

worked with a partnef?' He thought. then srniled and began to survey the 

chapter and jot down questions.' However. as time progressed. Dale was more 

confident with his use of the strategies. At the last session, during a group 

discussion, Dale remarked, '1 can mite better paragraphs (for summaries) now." 

lndicators from the Poststudv Session 

At the final interview, Dale suggested that he was more able to cany out 

strategic leaming, but stitl battled with the self-initiative to devote the time. His 

last journal entry noted that his method of studying in Math had changed. He 



wrote, 'A good set of study notes would have been useful for Math (too). I make 

my own questions. I used to read over the examples and did as many questions 

as I could to practiœ. (Now) I made mysel questions and read it a couple (of 

times). I know how now to study better because I made up questions for myself 

and had to answer them." 

Summarv 

Dale began the workshop with an awareness of strategic reading. and 

tried to use a nwnber of strategies, but was not always using good strategies. 

He was not confident even with the strategies he tried to use, but he was ready 

for help. At the close of the sessions, Dale appeared to be more confident with 

the strategies. He could use them independently even in subject areas not 

addressed through the workshop. However, his performance in class was 

sporadic as he cwitinued to forget about reading assignments, projeds and 

tests. However, when he did take the time to put in the effort, he swred much 

higher than previously and his grades did go up significantly. 

Five of the six students in the study appeared to have benefitted from the 

sessions and made some gains on one or both of the perspectives of the study. 

In the eyes of the researcher, this study was viewed as having a positive benefit 

to the group of students. Generally, when working with stniggling students, 

progress is slow and in small steps. Although only three of the six students 

showed evidence of transfer to the content area classroom, the classroom 



teacher and researcher felt that the workshop had been a positive contribution to 

the students' education. A brief summary of the student changes follows, 

regarding the two perspectives: the transfw of strategies to content area classes 

and the changes in student confidence in content area reading. 

All students increaseâ in their ability to rewgnize good strategies and 

select valuable strategies for content areas. However, not al1 students appeared 

to make a dear transfer ta content areas. Shayne demonstrated that he had 

mastered the skills and could do the strategies when instnicted but was not self- 

initiated to apply them to content areas. &lis claimed he had better strategies in 

the wntent areas, but he continued to lack effort and little evidenœ of the 

application or transfer to content area classes is evident. Similarly, Dale 

increased his awareness of strategies and became better at selecting useful 

strategies. He appeared to have better study skills, but continued to la& 

initiative on class assignments. His improvement was sporadic. 

The remaining students appeared to have a more clear transfer to content 

areas. Stacy showed irnproved awareness of strategies already used and 

included new ones in her reading. She believed she studied bette?, and her 

marks went up. Likewise, Luke inueased his repertoire and use of strategies. 

He had better class performance, higher marks and improved attitude. Andrea 

refined her existing strategies and enlarged her scope to include more good 

strategies. She was less fnistrated with content area reading in spite of 

continued academic difficulties. 



Regarding the issue of reader confidence. there is again evidenœ of 

student improvement. The three students who made clear transfer to content 

areas also displayed a clear increase in their confidence with content area texts. 

Stacy appeared to have f m r  diffiwlties with reading in the content areas and 

was evidentfy more confident in her ability to be successfi~l there. Luke also was 

much more confident and similarly was experiencing fewer diffiwlties is his 

cfass. Andrea was not evidently successfiil in het content areas, but she was no 

longer fnistrated by the reading in those areas. In that respect, she felt 

confident that she had good strategies in place to support her. 

The confidence of the remaining three group members is not as easily 

defined. AH three, Shayne, Arlis and Dale, were more confidently able to 

recognize and select valuable strategies after the sessions. However, they did 

not display clear application of the strategies, nor did they show significant 

improvernent in their classroom performance. While it would appear that the 

information does not seem to have gone much further than the state of 

"knowledge,' they did benefit from the instruction, and successfully leamed 

better strategies. 



Table of Findinas Relative to the Purpose of the Studv 

Student Evidence that 
Name reading strategies 

transfened to 
classroorn 

Shayne no I 

Luke (yas 

Andrea 1 yes 

Dale 1 sporadic 

Evidence of increased reader 
confidence with content area 
texts 

confident recognition 8 
selection. lacks application 

confident recognition & 
selection, iacks application 

confident recognition, 
selection 6 amkation 

Student's self- 
perception of strategy 
transfer to content 
area reading tasks 

no 



CHAPTER FlVE 

Conclusions and Recommendations 

Currently, strategic leaming and metacognitive strategies are popular 

ideas. Metacognitive strateg ies are generally defined as those strategies that 

enable or empower leamers to gain knowledge. Metacognitive strategies are 

varïed and numerous, and this study incfudes four strategies specifically 

seleded to address the needs d a  student stnrggling with reading in the content 

areas. Struggling readers are often at risk, having diffiwlties in content areas, 

poor school success and likely to drop out of the school system before 

graduation. When working with 'at risk kids', educators often try to direct 

educational activities so that these students will develop life skills. These 

strategies were chosen for the study because they seemed well suited to help 

students develop a repertoire of strategies for leaming the information 

independently and improve reader selfconfidence. 

This study seeks to study the effect of metacognitive strategies, used 

independently, on reader confidence. Metacognitive strategies put the locus of 

control into the hand of the student. The chosen strategies were aimed at 

becoming compensatory behaviors that would take into account areas of 

weakness while providing a method for success and building confidence. 

Instruction of such strategies was based upon content area reading passages 

from the dass. The objective was to broaden the number of strategies used by 



these students and to facilitate the transfer of the strategies into content areas, 

im proving reader confidence. 

Metacoanitive Strateaies Used 

In order best to fit the schedule and content areas of this study, only the 

following four metacognitive strategies were chosen: 

1 ) Text Preview (labellecl Suwey by Aukennan. 1 972) 

2) Summarizing-GIST, (Cunningham, 1982) 

3) Note taking (Definitions, Annotations, & Summarking) 

4) Guided study technique. SQ3R (Robinson, 1970) 

Statement of the Problem 

The study tracked the six participants through several small group 

sessions. Differences in academic confidence in content areas and in the 

participants' self-confidence in reading content area texts were investigated. To 

do this, the following questions about transfer and reader confidenœ were 

addressed: 

1. What transfer occurted from the reading strategy lessons to content 

area classrooms? 

2. What changes were noted in reader confidence in reading content 

area texts? 

3. What are the selfperceptions of the transferability of strategies to 

content area reading tasks? 



Summarv of Findinas for the Question of Transfer to Content Areas 

An indication of transfer frorn the reading strategy lessons to the content 

area classrooms was strongly present for three of the six students engaged in 

the study. Use of the strategies was evident through three or more of the 

fol lowing indicators: 

1. lmproved awareness of strategies individually used 

2. Inclusion of new strategies in content area reading 

3. lmprovement of study procedures reported by student 

4. lmproved marks in content area tasks 

5. Less frustration with content area texts 

Some indication of transfer was also noted with two other students, Dale 

and Arlis, although improvement was sporadic in the first case and in the latter, 

improvement had not moved from home to the classroom. 60th were clearly 

more aware of strategies, and they were confident that they had better study 

skills. but little evidenœ supports the daim that they were applying the 

strategies in content area classes. 

The remaining student, Shayne, could confidently identify strategies and 

articulate the process, but no evidenœ supported the issue of transfer to the 

content area classroom. 

Summaw of Findinas on the Question of Reader Confidence 

Indications of improved reader confidence in content area texts were 

evident with the three students who made clear transfer to content areas. In 



each of these cases the students reported that they felt better equipped to 

manage reading in content areas and leam information from reading. Teachers 

also reported that these students appeared less fnistrated in class and were 

more successful with the tasks that involve content area reading. 

The remaining three students also reported increased confidence in the 

use of metacognitive strategies, but their cases are not as easily summarized 

into a single statement. iherefore, the question of confidence of the other three 

students is best addressed with brief individualized statements. Shayne could 

confidently apply the strategies when required by the teacher, yet he did not 

improve or adopt new strategies. M i s  appeared extremely confident in his 

ability to use many metacognitive strategies and reported use of these strategies 

as he worked with content area information at home. However, evidenœ of this 

confidence had not moved into his classroom. It appeared that in front of his 

peers, he had an 'image to maintain". Dale also appeared more confident than 

he had been before the sessions. He was more mare of good strategies, and 

was more sure of himself about putting these strategies into use when he sat to 

work. The issue here was that he continued to be dreamy in class and 

frequently "forgot" about the work 

Summarv of Findinas on the Question of Reader Self-Perce~tion 

Students strongly said that they perceiveci transfer of the strategies to 

content area reading tasks. Five of the students indicated clearly that they saw 

the value and potential for the strategies and perceiveâ transfer to content areas 



had oaxirred. AH five students were more confident that they had good 

strategies for content area reading. As noted eariier, for two of these students, 

the researcher did not perœive evidence of transfer. In the final case, the sixth 

student admitted that he 'knew h W ,  but was not using the strategies in the 

content areas. He was not willing to commit the time required. He thought the 

strategies could be u s a l  in content areas, but he did not perceive any transfer. 

Final Concfusians 

From the data gathered, evidence supported the daim that when strong 

indications of transfer into content areas ocairred, improved reader confidence 

was alto evident. When student use is sporadic. the effect on confidence is less 

dramatic. It is also noteworthy that student self-perception of transfer and 

confidence was greater than that obseenred by the classroom teacher and the 

researcher. Five of the six students perceived transfer of the strategies had 

occuned with content areas and were more confident in their ability to manage 

content area reading. This study indicates a strong link between the transfer of 

metacognitive strategies to content areas and reader confidence in content 

areas. From the review of literature in Chapter Two, we know that the use of 

metacognitive strategies increases students' ability to read content area texts. 

This study also supports the use of metacognitive strategies as a means to 

increase reader confidence. 



Limitations of the Study 

While the study shows connections behnreen transfer of metacognitive 

strategies and reader confidence in the content areas, th8 study was Iimited in 

several ways. First, the group was limited to six participants that met during one 

period each day, about thirty-five minutes. Furthennore, because the sessions 

used reading passages that were wrrently k i ng  studied in the classroom. this 

study was limited to a small group of grade scwen students from the same 

classroom. Furtheme, the study was limited to the topic and text, to match as 

closely as possible, the classroom unit's information and promote the most likely 

transfer of strategies to the content areas. 

Furthemore, this study was also Iimited in the selection of students. 

Student section was done with the content area teacher to consider academic 

stniggles and diffiwlties understanding content area textual material. Students 

were failing one or more of their a r e  subjeds. Math, Social Studies, Science or 

English Language Arts, at the time of selection. These students also had a 

history of academic or reading diffiwlty. Finally, they al1 were students who 

adrnitted (or complained) that the textual materials in the content areas were 

challenging and often frustrating. 

This study, by design, facilitated a close rapport between the researcber 

and the six students. The climate in the group was wam and collegial. 

Students were open and responsive to the added personal attention. This 

atmosphere may have encouraged students to try to please the teacher and 



researcher and may have swayed their answBfs and responses throughout the 

study. In light of the possible Wanting to pleasem that was likely a part of the 

sessions, indications and student perceptions of transfer therefore are subjed to 

scrutiny. As stated previously, the issue of transfer can only be addressed in 

that transfer appeared to have occuned with three students. 

Im~lications for Further Research 

The number and the grade level of students limited the resuits of this 

study. Interesting directions for further research would be to explore these 

variables. Would student confidenœ also improve if the grouping were large?. 

or if the activities were a part of classroorn instruction? Would similar results be 

noted at other ages? Content area reading usually becornes more demanding 

between grades four and six An interesting study might include a range of 

students from these grades, done as part of regular instruction, investigating 

student confidence conceming their leaming. 

Finally, the review of literature noted that while many studies investigated 

student self-esteem, few studied could be found that directly wnnected 

metacognitive instruction to reader confidence. Little research appears to be 

done with the body of struggling leamers and reader confidence. It seems that 

more research on the instruction of metacognitive instruction in this area could 

be useful. 



Implications for Classrmm Pradice 

The results of this study suggest that teamer should consider explicitly 

teaching metacognitive strstegies with content area passages. Direct instruction 

of metacognitive strategies and guided pradice with tasks like those 

encountered in the classroom is supported by literature reviewed in Chapter Two 

and this study's findings. After instruction with strategies, students in this study 

were confiidenfy able to recognize good strategies and a good number of them 

began to improve their own strategic use. Content area teachers should reflect 

upon methods that review and reinforce taught strategies to anchof the strategy 

and foster independence among the learners. 

Furthemore, the team-teacher approach appeared to work well in this 

study. The team approach in this study provided an opportunity for peer 

coaching and support that enwuraged the classroom teacher to include the 

instruction of strategies in his classroom throughout the year. The team 

approach in this study was valuable, and helped create an environment that 

facilitated the transfer of strategies to content areas. If teachers can create an 

environment that facilitates good transfer of strategies to class work, this study 

suggests reader confidence will be positively affected. 

Perhaps more indirectly, this study highlights the issue of early 

intervention for stniggling students. Each of these students had a history of 

academic struggles and three of them had been identified as stniggling readers 

in the primary grades. In each of these cases. interventions had occurred, but 



the student continued to struggle in school. This study seems to bring up the 

questions surrounding eff-ive early intervention for students as a means to 

circumvent academic difficulties in later years. 
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Amendix A- Rhodv Secondarv Readina Attitude Assessment 

SD - Strongiy m r e e  D - Disagree 
U - Undecided 

A-Agree SA - Strongiy Agree 

SD D U A SA 
1. You feel you have better things to do than read. - - -  - - 
2. You seldom buy a book. - - -  - - 
3. You are willing to tell people that you do not like to read.- - - - - 
4, You have a lot of books in your room at home- - - - -  - 
5. You like to read a book whenever you have free üme. - - - - - 
6. You get realîy excited about h k s  p u  have read - - - - - 
7. You love to read. - - - -  - 
8. You like to read books by wil-known authors. - - -  - 
9. You never check a book out from the fibrary. 

1 0. You like to stay at home and read. - - - -  - 
1 1. You seldom reaû except to do a book report 

12. You think reading is a waste of time. - - -  - 
13 You think reading is boring. 

14. You think people are &ange when îhey read a lot  - - - - - 
15. You like to read to escape from problems. 

16. You make fun of people who read a lot. - - - - - 
1 7. You like to share books mth your friends. 

18. You would rather someone tell you information so - - -  - 
you won1 have to read to get k 

19. You hate reading. 

20. You generally take out books when you go to the - - - -  - 
iibrary. 

21. It takes you a long îime to read a book. - - - -  - 
22. You like to broaden your inter- through reading. - - - - - 
23. You read a lot - - - -  - 
24. You like to im ove your vocabulary so you can 

use ,O, w o r z  
- - -  - - 

25. You like to get books for giîts. 



M m d i x  A tcontk Rhodv Secondarv Readina Attitude Assessrnent 

To score, a very positive response raceives a score of 5, and a very negative 

response reœives a score of 1. On items 4, 5, 6, 7.8, 10, 15, 17,20,22,23,24, and 

25, a response of 'strongly agrees' indicates a very positive attitude and receives a 

score of 5. Therefore, on the positive statements, 'strongly agree' receives a 5, 

'agree" receives a 4, "undecidebreceives a 3, 'disagrae" receives a 2 and "strongly 

disagree* receives a 1. 

On the remaining items, a "strongly disagree" indicates a very positive attitude 

toward reading and should receive the 5 score. The sarne pattern as used above is 

reversed on the negative items. The possible range of scores for student responses is 

5x25 (1 25) to 1 XZS (25). 



Amendix 8: Questionnaire on Readina Strateaies 

(Administered before 8 after the study) 
(From Vaca R-T. wd J.L. V a œ a  19ô6- Gantad A-r_RI.dk#. Boston: LitW. Bmm, & Co.,p.84) 

Does it help to understand a text selection if you ... 
1. Think about something eke Mi le  you are reading? 

almost a h y s  almost never - Y S  - - never 

3. Underline important parts of the selection? 

almost aturays - Y S  - almost never - never 

4. Ask yourself questions about the ideas in the seledion? 

Always almostahnays almost never - never 

5- Wnte down every single word in the selection? 

almost aiways - Y S  - almost never - nevei 

6. Check through the selection to see if you remember key points? 

almost a h y s  almost never - Y s  - - never 

7. Skip the parts you don? understand in the selection? 

almost afways A w a Y s  - almost never - never 

8. Read the selecbion as fast as you can? 

almost a h y s  - Y s  - almost never - never 

9. Say every word over and over? 

- Y s  - almost ahnays almost never - never 

10. Ask questions about parts of the selection that you don? understand? 

a l m a  always m a y ~  - alrnos! never - never 

Positive strategi.: Questions 2,3,4,6,10 
Negative strategies: 1,5,7,8,9 



Appendix C: Student Perceptions on Content Area Reading 
Form A (Ptestudy) 

(From V ~ t t r  R-T- rd J.L Vlcti, lm. - A m  R- Baton: Liüie. ümwn. & Co..p.83) 

1. What is the most important reason for reading these books? (Show cunently 

used Social Studies and Science textbooks.) Why does your teacher want you 

to read these books? 

2 a. Who's the best reader you know in Social Studies? 

b. What does he or she do that rnakes him such a good reader? 

3a. Who's the best reader you know in Science? 

b. What does he or she do that makes him such a good reader? 

4. What do you have to do to get a good grade in Science or Social Studies in 

your class? 

5. If the teacher told you to find the answers to questions in this book what 

would be the best way to do this? 



6a. If the teacher told you to write notes on the information given in a chapter, 

what would be the best way to do mis? 

b. Have you ever Wied summary-writing? How does it work? 

c. How do you make notes? 

7a. If the teacher told you to study and remember the information given in a 

chapter, what would be the best way to do this? 

b. How do you study? 

8. If you are having trouble understanding what you are reading, what do you 

do? 



Amendix D: Student Perce~tions on Content Area Readinq 

Fom B (Poststudv) 

(From Vasa R-T-ud J.L Vaca- 1986- ç o r i a n t A m R # d i r # .  6oaton: Litîle, B m .  & Co.,p.83) 

The foilowing questions (Fom B) will be used as a guide for an interview 

between researcher and participating students after all study work has been 

completed. 

1. What is the most important reason for you to read these books? (Show 

currently used Social Studies and Science textbooks.) 

2 a. Who's the best reader you know in Social Studies? 

2 b. What does he or she do that makes him such a good reader? 

3a. Who's the best reader you know in Science? 

3 b. What does he or she do that makes him such a good reader? 

4. What do you have to do to get a good grade in Science or Social Studies in 

your class? 

5a. If the teacher told you to find the answen to questions in this book what 

would be a good way for you to do this? (Probe for details.) 



5b. How likely are you to survey the whole chapter before reading? 

6a. If the teacher told you to write notes on the information given in a chapter, 

what would be a good way for you to do this? (Probe for details.) 

6b. How likely are you to read and summarize using a strategy like GIST, or 

SQ3R? 

7a. If the teacher told you to study and remember the information given in a 

chapter, what would be a good way for you to do this? (Probe, for example, How 

did you study for your last test? What exactly did you do? What about your last 

test in another subject?) 

7b. How likely are you to try SQBR? 

8. If you are having trouble understanding what you are reading, what do you 

do? Probe for alternatives, for example, What if that is not possible? 



m d i x  F: Summaw Writincr usina GlST 

The following are samples of the process of a pair of students who produced a 

twenty-word summary. 

1. The roller coaster train is k ing  pulled by electricity al1 the way to the top. 

(Fourteen words) 

2. At the first hill, electricity is turned off (potential energy) and the descent is 

kinetic energy. (Sieen words) 

1 8 2 together: 

The descent is kinetic energy. Electrical energy pulls up the cars, tums off, 

potential energy exists, then kinetic energy takes over. (Twenty words) 



Amendix F: Sam~les from Lessons on Question notes and Critical notes 

Summary (GIST): 
Linkages are devices or networks like trains, planes, boats and cars that move 
people or gods or iMomation. 

Question Notes: 
e.g, What will the farmers do when the rail Iines shut d o m  towns in our 

area? 
The text says there are many kinds of transportation Iinkages. Fanners 

will use another type of transportation linkages to move grain such as big trucks. 

e.g.. Is our water system a linkage? 
The text says water is a linkage. In our area we get our town water from 

far away so I guess we are linked that way. 

e.g.. What would Iife be like without linkages? 
The text lists many Iinkages, and I can't imagine being without hydro, 

phone, roads or water. It sounds like pioneer days. 

Critical Notes 
e-g.. Should the government step in and stop the rail lines from closing in 

srnall towns? 
The text says that Iinkages encourage business growth. I think the 

govemment shouId step in. 

e-g.. Should the Intemet be lirnited so there would be less junk on it? 
The text does not talk about this. I don't know. 

e-g.. Why are taxes sa high in our tom? 
The text says that taxes pay for many of the linkage systerns like roads 

and water. 



Appendix O: Questionnaire on Reading Strategies Scoring Sheet 

Student Name 

Totals 

Positive strategies: Questions 2, 3, 4, 6, 10 
Negative strategies: 1, 5, 7, 8, 9 



Appendix H: Overview of Lessons and Timeline 

Prestudy assessment tools: 

1. Rhody Seaindary Reading Attitude Assessrnent 

2. Questionnaire on Reading Strategies 

3. lntenriews with Student Perceptions on Content Area Reading, Fom A 

Topic 1 : Suwey 

Period 1 : Introduction 8 Modeling 

Period 2: Modeling of Question Development and Guided Practice 

Period 3: Further Practice 8 Journal Time 

Period 4: lndependent Practice and Discussion 

Topic 2: Summarizing (GIST) 

Period 1 : Introduction & Modeling 

Period 2: Practice with Group, Then with Partner 

Period 3: Chunking Modeled with further Pradice 

Period 4: lndependent Pradice with Short Passages & Journal Tirne 
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through a Think-aloud by teacher 

Period 2: Modeling of a Passage, making mental notes and Group 

Practice 

Period 3: Practice guided by teacher, and Paired Practice 

Period 4: Paired Practice, lndependent Practice and Discussion 

Topic 4: Guided Study Technique (SQ3R) 

Period 1 : Introduction & Modeling 

Period 2: Practice with Group, Then with Partner 

Period 3: lndependent Practice with Short Passages 8 Journal Time 

Poststudy Assessment Twls 

1. Questionnaire on Reading Strategies 

2. Interview on Student Perceptions on Content Area Reading, Fom 6 



Lesson Plans for Survev 

Period 9: 

A) The researcher models and provides guided pradœ adivities for 

students using steps devalopad by Aukeman and cited in Tierney, 

Readenœ and Dishner (1995). 

Step 1 : Analyîs of the Chapter Ti'le. After reading the chapter title, or 

main section heading, students are directed to consider the following 

questions: 

What do you think this section will be about? 

How does this section relate to the material previously 

wvered? 

What do you already know about the topic? 

Step 2: Analysis of Subtitles. After a brief preview of the subtitles, 

students tum each subtitle into a question. This activity parallels the 

Question stage of SQ3R. The resulting questions are intended to serve 

as the readeh purposes and guide readers to key concepts under each 

subtitfe. For example, we wuld a subtitle, 'Astronaut Selection', into the 

question, What are the important things to consider when astronauts are 



seleded?" We record the resulting list of questions on an overhead or 

blackboard until the student is ready to practiœ independently. Sufficient 

space needs to be left between each question for Step 7. where they will 

jot an answer and an example dom. 

Step 3: Analysis of Vsvals- While most students irnmediately examine 

the photo induded in the text, many fail to recognize these photos and the 

wrresponding captions as a source of valuable information. Sirnilarly, 

many students fail to recognize information on other visuals such as 

maps, graphs, or charts, as a leaming aid. In the sarne manner as under 

Analysïs of Subtfiles, students reframe visual aids into questions, 

preferably only one or two questions per illustration. 

Step 4: Analysis of Introducory Paragraph. Students are asked to read 

the introductory paragraph to confimi the key concepts now identified 

through the previous steps. 

Step 5: Analysis of Concluding Paragraph(s). The final paragraphs or the 

chapter summary should provide additional confirmation about the key 

concepts. A discussion could occur about the fit of the questions 

generated to the summary provided by the textbook authors. We also ask 



that students summarize the main idea of the section, using the 

information they have just gleaned through the survey. 

Period 2: 

A) Addifr'onai time as needed is taken to guide students through other 

passages using the five steps to Survey and Quesiion. It is 

important that students be encwraged to develop good questions 

and if necessary, additional guided practice should be focussed on 

this aspect of the strategy. 

6) If time does not permit students to have sufficient practice, additional 

class time should be alfowed before proœeding to the steps of 

- Read, Recife, Review of SQ3R 

Period 3: 

A) Any additional pradice needed to gain independent mastery of the 

strategy is done as needed. 

6) Researcher and students take time to respond in journals. Prompts 

are directed at usefulness of the strategy, likelihood of classroom 

application. and personal reflection about reading with the strategy. 



Lesson Plans for Summarizina usina GlST 

Period 1 : 

A) Several paragraphs, three to fie sentences in length, that lend 

themselves to a single sentence summary are preselected by the 

teseatcher from content area texts similar to those used by the 

students. 

B) The researcher then models the following steps: A sample is provided 

in Appendix E. 

Step 1 : Reed and ritell- The first sentence is read for the purpose of 

retelling. 

Step 2: Summarize the fimt sentence. A set of 15 blanks is displayed on 

an ovemead, chart paper or chalkboard. A summary of not more than 15 

words is fitted onto the blanks. Summary generation is first rnodeled by a 

teacher thinking aloud, and then is developed with group participation, 

until students are able to begin surnmary construction independently. The 

summary is reread and revised until readers are satisfied at which point it 

is put away or covered unless a student wants to reread it. 



Step 3: Summanze the f i '  bw sentences. Readers now attempt to retell 

and then summarize the first Wo sentences in fifteen words or less. 

Again, revisions are pennitted until they satisfy readen. As a final check. 

readers may uncover the first summary to compare and check acairacy. 

Step 4: Continue sentence by sentence to the end. The processes of 

"read, retell, and summarize in fifteen words or less" continues until 

readers feel they have generated the best summary possible. (Tierney, 

Readence, & Dishner, 276-277) 

Period 2: 

A) The researcher wiil review the process by working through a short paragraph 

guiding the group. Hints for summarizing given may include using topic 

sentences, collapsing lists, eliminating description and removing repeated 

words. (Hare 8 Borchardt, !984). 

B) Students wiil work Wh a partneron a second paragraph, to produce a 

summary. 

C) After the process, the group diseusses and shares summatibs and 

difficulties. 

D) The balance of the class is devoted to paired work and subsequently, if time 

pennits, inde pendent practiœ of the strategy. 



Period 3: 

A) The researcher intmduces and models the chunking of text A shift is made 

from the sentence by sentence approach so they summarize several 

sentences in each step. 

6 )  Students pmcke generating summaries with clusters of sentences, fïrst in the 

large group. then with a partner, and finally, independently. 

Period 4: 

A) The move is made to a shoti passage, if the researcher feels the students 

are confident in summary creation a paragraph. Passages of three to 

five paragraphs are used to develop a 20-word summary. 

B) Students read, tetell and wtite a summary for the first paragraph of a short 

passage. Revisions are made until students are satisfied with the 

summary, which is then put away or covered. 

C) The second paragraph is read, and a new summary written, using the same 

procedure as previously used in the sentence by sentence approach. 

D) Researcher and students take time ta respond in journals. Prompts are 

directed at usefulness of the strategy, Iikelihood of classroom application, 

and personal reflection about reading with the strategy. 





Period 2: 

A) Remind students of the purpose and characteristics of the strategy. 

6) Researcher models the reading note strategy and provides opporhinity for 

questions to check understanding. Rosenshine (1 987) states that the 

main problems of demonstrations of this rnanner appear to be giving 

directions too quickly, assuming everybody understands because there 

are no questions, and introducing more cornplex materials before 

students have mastered early material. 

C) Group practice guided by researcher. 

D) Paired practice followed by discussion and reflection. 

Period 3: 

A) Students are asked to restate main points of reading notes. 

6) Paired practice continues with discussion of notes made, comparisons, and 

suggestions- 

C) Practice activities increase in the expectation of independent use of the 

strategy. 

Period 4: 

A) Review of the reading notes occurs. 

B) Paired students work on longer passages selected by the researcher. Both 

partners read the passage silently and through discussion determine a 



logical section of text to treat as a blodc for the basis of the notes. As a 

team. they write a set of notes. 

C) Paired students read the next blocû independently. write notes without 

consultation and then compare, refine or alter notes. 

D) Participants are given time to note problems, advantages and possible uses 

of reading notes. Discussion is also guided toward the possibility of 

making mental notes during reading to i m p m  retention of information. 

E) Researcher and students take time to respond in joumals or on exit slips. 

Writing prompts are directed at the usehilness of the strategy. likelihood 

of classroom application and personal reflection about reading with the 

strategy. 



Lesson Plans for the Guided Studv Techniaue. SQ3R 

These five steps of SQ3R are as follows: 

SUT 

Questbn 

Read 

Recite 

ReM'ew 

Period 1 : 

A) The researdier provides a btief ovemiew of SQ3R and its purpose. In this 

class, students will review the Survey and Question steps outlined 

earlier, using the proœdure set out by Aukeman (1972). 

6) If time permits, the researeher models SQ3R. using Steps 6 to 8 as detailed 

in the following lesson plan. 

Period 2: 

A) The researcher retums to mode1 the steps of Read, Recife, Review, using the 

procedure outlined in Steps 6 to 8, adapted from Robinson (1 970). The 

passages chosen for the strategies of Survey, GIST, Question and Critical 

notes were used for further study hem. 



Step 6: Read. Begin reading the first subsedion, starting 

after the introduction previously read in Step 4. Read to 

answer the question generateû by that subtitle. Encourage 

students to avoid plodding through the passage word by 

word, but to engage in an active search for the answer to the 

question. Stop at the end of the subsection. 

Step 7: Recjfe- Look away from the text and recite answers to 

generated questions. Students must use their own words and 

cite an example if the text gave one. If this cannot be done, 

students are directed to glanœ over the section again. In this 

project, students will be directed to jot down their answer and 

example using key phrases or point-fom notes, in the spaces 

left blank between the generated questions. 

Students repeat 6 and 7 with each successive subsedion 

until they have read the selection and have pcoduced a 

complete set of notes. 

Step 8: Review. When they have read the passage, students 

look over their new set of notes. If the notes are to be used 

for study notes, students would aiver and recite the key 



points of the passage. Then notes would be exposed line by 

line, as the student tries to recall answers and examples 

under each question. 

6) Guidecf Pradke with the group begins until students are ready to work with a 

partner. 

Period 3: 

A) Students work with a partner on a new passage to develop a set of reading 

notes using SQ3R. 

6) Students independently pradke SQ3R on a new passage. 

C) Researcher and students take time to respond in joumals. Prompts are 

directed at usefulness of the strategy, likelihood of classroom application, 

and personal reflection about reading with the strategy. 




