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For the reader to be able to understand a text, he or she must
attribute meaning to what he or she is reading. This attribution of

meaning is dependent on the reading ability of the child. rfetti

(1982 : 4-9) provides a careful analysis and evaluation of how reading
works, how words are identified, and how sentences and texts are
comprehended and how reading is related to the process of speaking the
language. Mawasha (1976 : 1-200) investigated the influence of reading
ability in English on the scholastic achievement of students in
Gazankulu. The results of his investigation revealed that these two
aspects, namely reading ability and scholastic achievement are related.
In this study the relationship between reading ability and achiever <t
in English as a second language as well as achievement in two other
subjects, will be investigated. I1f it could be clearly own at
reading ability influences achievement in English and other subjects at
the std 9 and std 10 level in one specific school area, namely the
Ditsobotla Circuit of Education, a further study on how to improve the
reading ability of the black child, and thereby enhance his achievement
in English as a second language and other subjects should be done.

This study will be limited to the study of reading ability of std 9 a
10 pupils and its relationship to the comprehension of English and
other subjects studied through the medium of English, as measured by
achievement. With this problem in mind, an attempt will be made first
to determine whether there is a relationship between reading ability
and achievement in English and other subjects in the last two years at
secondary school in the Ditsobotla Circuit of Education.

ATM OF THE INVESTIGATION

The aim of this investigation is to determine the relationship between

reading ability and achievement in English as a second language and
other subjects studied through the wmwedium of English, at - is
identified level. (The colloquial term, "matric", will be used to
refer to this level of learning in this study.) To accomplish this aim
a literature study will be presented and experimental research

conducted.

RESEARCH HYPOTHESES
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Pupils who are exposed to a reading programme at matric level achieve

better results in English as a second language than those who are t
exposed to a reading programme at that level.

Pupils who are exposed to a reading programme at matric level achieve
better results in other subjects than those who are not exposed to a
reading programme at that level.

METHOD OF INVESTIGATION
A literature study with regard to reading ability and comprehension has

been done.

An emperical investigation has been done in which the relationship
between the results of the reading ability and the comprehension test
and the results in two other subjects has been determined.

RESEARCH PROCEDURES

A literature study of the relevant literature on previous research wi

regard to reading ability and comprehension has first been made to

highlight the general tendencies giving direction to the ¢ rical

study. The literature study is described in chapters two and three.

The experiment described in chapter four, has been designed as follows:

PRE-TESTS POST-TESTS

Y1 | Y2 | Y3 Ylp! Y2p| Y3p

Y1 | Y2 | Y3 Yip| Y2p| Y3p

experimental group
control group
X manipulation by a reading programne
— old reading method ; no manipulation
Y1l, Y2, Y3 pre—tests in English, Biology and History
Ylp, Y2p, Y3p post-tests in English, Biology and History
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VARIABLES
The independent variable (X) is a reading programme; and the dependent
variables are achievement in English as a second language, Biolo« and

History as measured by the post-tests (Yip, Y2p, Y3p).

RESEARCH POPULATION AND SAMPLE
The target por .ation is all black pupils at secondary schools in

Bophuthatswana. The accessible population from which the samg = has
been selected is all matriculation pupils in the Ditsobotla Circuit of
Education. The specific and actual sample has been selected fr | the
accessible population employing a random sampling method.

MEASURING INSTRUMENIS

Monthly tests for standard nine and ten have been used as measuring

instruments in the pre-tests, and the tests set by the different
subject teachers in consultation with the investigator have been used

in the post—-tests as measuring instruments.

STATISTICAL TECHNIQUES

Descriptive statistical methods have been used to present the results.

In this investi ition t-tests have been used to find out whether there
are differences between the improvements in academic achievement of the

different subjects for the experimental and control groups.

RESULTS AND SUMMARY

The results are discussed in ¢ pter 5 and the summary, conclusions,

implications, shortcomings and possibilities for further research are

given in chapter 6.



CHAPTER 2
2 COMPREHENSION
2.1  INTRODUCTION

Learning is an interactive procéss, which takes place between pup:i s,
teachers and learning tasks within the learning envirar @t of the
school (Keefe, 1986 : 3). The activities of teachers and pupils ow
a wide variation in pattern, style, and quality. There is general
agreement among educationists that learning activities involving
language are crucial factors in a child’s education (Keefe, 1986 : 3-4;
Stubbs, 1983 : 15). The questions which will be addressed in this
chapter are: How is a child’s language related to his academic success
or failure at school, and does a child’s reading ability in English as
a second language bear any relation to his general academic
achievement? Attention will be given mainly to learning,
comprehension, and language acgquisition as these factors have been
found to influence the failure or success of the child at school
(Stubbs, 1983 : 15).

Language plays a central role in school classrooms. In the teaching
environment pupils are dealing with language for most of the day either
with the spoken language of the teacher or the pupils, or with the
language written in the books. Teaching and learni: typically
comprise of linguistic activities such as listening, thinking,
explaining, paraphrasing, and summarizing (Stubbs, 1983 : 17). A
teacher cannot easily separate teaching concepts in, say History, from
teaching learning strategies, for instance how to use the appropriate
History-related terminology, how to construct a correct argument and
how to comprehend History text books. Hence Mc Keachie, Pintr: 1,
L E th, (1986 : 30) o tl

strategies. Language and learning strategies both influence learning
outcomes and the transfer of what has been learned (see par. 2.4).

In this chapter comprehension is discussed in the context of learning,

information processing, learning styles, and learning strategies. T
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relation of text to background knowledge; to the importance of
elaborating on the text; to the monitoring of one’s own comprehlyr si
that is, metacognition; and to comprehension, are also discussed.

LEARNING

Definitions of learning

Learning will first be defined from a behavioural or productive
perspective. Definitions of learning have to be considered from = e
sets of circumstances that apply when learning occurs, that is, when
certain observable changes in human behaviour take place that Jjustify

the inference that learning has taken place.

Lefton, (1985 : 63) defines learning as "a relatively permanent chan
in behaviour that occurs as a result of experiences in the
environment.® This definition of learning puts great emphasis on the
product of learning. Gagné (1977 : 3) also emphasises the product
definition of learning when he says "it 1is a change in human
disposition or capability, which persists over a period of time, and
which is not simply ascribable to processes of growth." Both these
definitions emphasize the end result of learning, namely the behaviour
that is manifested after the learning has taken place. What is,
however, equally important, is to know how this end result {(or outcome)
of learning has come about. The processes occurring during learni

are thus omitted from these definitions.

The second perspective on learning is from a process definition of
learning. The major source of new ideas in recent years about learning
has been provided by theories related to information processi |,
storage and 1 :rieval (Tras , 1982 : 14). Schme

L as "the process whereby the nervous syst
its own activity". Neural activity changes the active neurons and this
change forms the structural basis of learning. The change thus occurs
as a direct result of the processing of information (see par. 2.2.4),
and learning can be seen as the tracks left behind by thoughts. This

view 1is, to some extent, a reflection of current interest in
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outcomes than cognitive theories do. The stimulus, evoking behaviour,
and the response of the learner are emphasized and the learner is
considered as a passive imbiber of information during the process of

learning. The learner thus simply memorises what he has to know.

The second group of theories are called cognitive theories. Cognitive
refers to "the processing of the information from the environment that
is received through the senses" (Morgan et al, 1986 : 169). Cogni: e
processes involve the selection of information, the making of
alterations in the selection of information, the association of
information with other data, the elaboration of information in thought,
the storage of information in memory, and, when needed, the retrii il
of stored information. The major source of information of new ideas in
recent years concerning how learning may be viewed has been provided by
theories related to information processing, storage, and retrieval, and
to computers to which they are linked (Travers, 1982 : 14; Morgan et
al, 1986 : 169). In cognitive theories, emphasis is on the learni
process. Learning, as already defined, refers to relatively permanent
changes in behaviour as a result of experience. Putting the te ;
cognition and learning together gives a definition of cc Litive
] rming: a change in the way information is processed and st ed as
a result of experience. In other words the significance or meaning
(i.e. comprehension) of events has been changed, due to past experience
and new associations have been formed, and these changes have been
stored in memory for future use. The learner actively participates in
the process of learning (Dweck, 1986 : 1040-1049).

Contemporary cognitive theories of learning reflect a rather distinct
break with the behaviouristic learning theories. The behaviouri: ic
theories give little attention to the internal processing supposed to
occur when so chii . learned, conprel d ret " ed.
theories are largely based upon the idea that associations are !

and stored as a result of learning (Miller, 1983 : 184). The cognitive
group of theories propose an elaborate set of internal proces )
account for the events of learning and retention. Expressed
simplistically, in the behaviouristic theories the learner is passive

while in the cognitive theories the learner is active. Behaviouristic
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theories emphasise the learning outcomes, like, achievement or products
of learning. They are closely associated with the product definition
of learning. Cognitive theories put more emphasis on information
processing, that is, the process comprehending and of what happens
during learning. At the present time many educationists are fascinated
with computers as models of how learning takes place. This has led to
what is called information processing models of learning. (Gagné, 1977
16-17, Travers, 1982 : 24) The brain, like the computer, has
process information before that information can be effectively stored

and used.

Components of learning

If one intends to improve learning, it is advisable to look for the

factors exerting an influence on =arning. The model of Thomas and

Rohwer (1988 : 23) will be used as a basis for discussing the

components of learning (Fig. 2.1). According to‘ this model, the four
components of learning are: student characteristics, course
characteristics, study activities and learning outcomes. In order to
review this model, it is first necessary to outline the relevant

5

components in the learning process.

1 Student characteristics

Student characteristics can be divided into two main classes,
namely, cognitive entry behaviour and affective entry
characteristics. Cognitive entry behaviour entails experience
and ability which imply the extent to which the student has
already learned the basic prerequisites for the learning to be
undertaken. Affective entry characteristics refer to the extent
to which the student is or can be motivated to enc e in t

learning process, and entail volition - related characteristics
{Keefe, 1986 : &; Thomas and Rohwer, 1988; 26). As indicated in
Figure 2.1, study activities are influenced both by course

characteristics and by student characteristics.
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Materials, task Nature
factors, and of the
course conditions criterion

Course characteristics

Perception Study activities Outc e }
* Type/appropriateness * Capabilitiebi
and * Degree/intensity * Product
* Level of depth of
use |
intention i

Student characteristics

. ! ..
Experience | Volition
and related
ability characteristics

Fig. 2.1 A model of the relationships among the components of learning
(Thomas and Rohwer, 1988 : 23).
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Age-related changes in student cognition, across the period
ranging from early childhood and the early years of £ ooli
through adolescence and college years, proceed along a number of
dimensions. These dimensions include self-awar ss,
metacognitive proficiency (see par. 3.6.4), memory and thought
processes and effective cognitive capacity (Paris and Winograd,
1989 : 2: Thomas and Rohwer, 1988 : 27). Across this period, and
especially during the high school years, students additi ally
acquire increasingly sophisticated learning strategies, skills in
their deployment, and knowledge of the range of their utility.
Piaget refers to this stage as the formal-operational stage. In
as‘much as learning is a skillful cognitive activity, it may be
influenced by general ability as is any other complex ¢ C
task (see chapter 3). Compared to low-ability students, hi
ability students have been found to be more sensitive to task
demands, to have more effective study and reading methods, to use
those methods more skillfully, to have a larger : »rtoire of
methods, to use this repertoire more flexibly across tasks, to
use study methods spontaneously, and to prefer instructi al
situations where learning is challenging and can be followed
independently (Thomas 'and Rohwer, 1988 : 27).

Students can master learning goals more effectively if they have
experienced the demand before, have previously used a particular
learning strategy to master the goal, and have practised and
received feedback in the use of the strategy. A central aspect
of learning is the integration of new information with a pre-
existing information base (see information processing model, par.
2.2.4) (Thomas and Rohwer, 1988 : 27; Spiro, 1980 : 254),.
Students who have more prior knowledge and more content-relev
high-order conceptual structures, other things el equal,
should be nmore adept at learning content than less knowledge: le
students. Content knowledge can be differentiated from the
actual execution of processes such as monitoring, planning, or
checking of learning, which are sometimes collectively referred
to as metacognition (Lundberg, 1987 : 408; Brown, 1984 : 213;
Thomas and Rohwer‘, 1988 : 27).
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Study activities or learning strategies

Study or learning activities consist of a variety of processes
and behaviours, both covert and overt, that occur during learning
(Klauer, 1988 : 354; Thomas and Rohwer, 1988 : 23). Study or
learning activities include ‘primary’ task~focused activities as
well as "support’ or learner—focused activities. The functions
involved in learning activities can be divided into two cla es,
namely, cognitive activities -~ which serve to facilitate
information processing or improve criterion performance, and,
self-management activities - which serve to maintain and enhance
the attention, effort, and time students devote to learnir
(Brown, 1984 : 213).

Course characteristics

Course characteristics refer to the numerous external factors and
conditions influencing studying or learning, such as grading
practice, teacher characteristics, reading assignments,

exercises, projects, etc. (Thomas and Rohwer, 1988 : 26).

Learning goals and objectives included in the course determine
how and what is being learned. These course characteristics can
influence not only what and how students learn, and what a
student achieves in the course, but also what teachers conclude

about what students have learned (Thomas and Rohwer, 1988 : 26).

Outcomes
Ta results are specific outcomes that can : cle fied
into two categories; namely, capabilities, and informational
products. Informational products differ with respect t
forms of processed information, namely verbatim, interpret , &
constructed information. In the case of the verbatim
information, for example, students attempt to discriminate exact
from inexact reproduction of learned information with interpreted

information, studen! lent: 7 1 ¢ " ra: ; of informal they
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have learned or produce the gist of passages they have read.
Students also deal with constructed information and have to
identify underlying presuppositions, intentions, within the text
connections (such as inferences and comparisons) ar” connections
of textual information with prior text knowledge (.piro, 1980
87; Thomas and Rohwer, 1988 : 22).

According to Bloom (1976, referred to by Keefe, 1986 : 4-6)
learning will be at a high level and student outcomes will

little when cognitive and affective entry behaviours and the
quality of instruction are appropriate. When stw it entry
characteristics and instructional gquality are more varied,
learning outcomes will vary accordingly. As learning outcomes
are determined by student characteristics, information processing
and instructional quality, it is important to investigate the
interactive relationship of the results of learning outcomes and

what pupils have been taught, as is being done in this study.

2.2.4 Information processing

During the course of an act of learning, a number of different learning
processes are at work. The processes of learning are identified from
the basic structures of the information processing model (Gagné, 1977
. 52). These processes and structures have been inferred from
empirical studies of learning. Many researchers study learning in
humans as if they process information the way a computer does, throu .
a sequence of coding, storage, and retrieval (Lefton, 1985 : 112). C

mist keep in mind that the human brain does not work exactly the way
computers do. From the model of information processing (Fig. 2.2)
employed in some modern theories, one can identify the phases of
proces: w " 'h take place from the bx nning to the teri nation of an

act of learning.

2.2.4.1 The flow of information

As a person enters a house, he is instantly bombarded with a

tremendous number of stimuli : the feelingof aca etti1 "=r s
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feet, a change in temperature, odours coming from the fire place,
the sound of a crying baby, etc. From the envi mment, the
learner receives stimuli which activate his receptors and
transform the stimli to neural information (Lefton, 1985 : 300,
Gagné, 1977 : 52) Initially this information enters a struc re

called the sensory register where it persists for a very brief

interval.
Executive control Expectancies
IR LIl
E ]
Ne— effectors — Response E - —
v Generator
I
R
0
N receptors Sensory attention short-term;—encoding long-tern
M register memory F—retrieval memol
E : j |
N
T

Output

Figure 2.2. A model of information processing theory ( gné,
1977 : 52).

In the classroom situation, the stimuli can be information from
the outside world, such as reading materials or a teacher's
lesson. For example, if the learner is reading a book, then the
printed words are represented as visual sensory ¢ muli. ' e
sensory memory, referred to as simply SM, is the part of the
memory that operates while one is experiencing an event with
one’'s senses - it is the sensory registration of an event
(Lefton, 1985 : 301; Gagné 1977 : 53; Weinstein, .E., Goetz,
E.T. and Alexander, P.A., 1988 : 14). The sensory memory is
sometimes known as the iconic memory because it recalls an : 2
or a picture. 1In spite of the fleeting nature of the products
of the sensory memory, it is well to remember that all learning
begins in this memory structure with the processing of stimuli v
the nses. The components of this sensory represe "ation which

persists for a longer period mm : be the object of t : process of
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attention {often equated with selective perception). The
remaining components simply die away and no longer affect the

nervous system.

At any given moment, however, the sense organs are bombarded by
a mltitude of stimuli from the environment. Yet only a few of
them are perceived clearly. Attention is the term given to the
perceptual process that select certain inputs for inclusion in
our conscious experience, or awareness, at a given time, called
the short term memory (Fig. 2.2). Essentially, this process is
known as selective perception, and depends upon the learner’s
ability to attend to certain features of the cor :nts of the
sensory register, while ignoring others. The process of
attention divides the field of experience into a focus and a
margin. Events that are perceived clearly, are at the focus of
experience. Other items which are perceived dimly; we may be
aware of their presence, but only vaguely so. These items are in
the margin of attention. Since not all the information in the
sensory chamnels can be processed, some inputs are filte 1 -
partially blocked out, while some inputs are let through.
Attending therefore acconmplishes a transformation which forms a
new kind of input to the short term memory, hereafter referred to
as STM. (Morgan et al, 19 » : 109, Seifert, 1983 : 182-183;
Gagné, 1977 : 53; Travers, 1982 : 40}).

Information in the STM is kept active by regulatory p 2sses
like rehearsal. The process of rehearsal consis - of keeping
items of information in the centre of attention, perhaps by
repeating them silently or aloud. The process of rehearsal ti =s
place after the information has reached the STM. ce
information has reached the STM, a learner can a rely iunk
about the material (Morgan et al, 1986 : 192; Gagné, 1977 : 15).
A learner could, for example, rehearse by trying to find causal
links connecting the ideas presented in the textbook material, or
by trying to memorize a verbatim definition. This process of
rehearsal involves learning styles and learning strategies (see

factors influencing comprehension, par. 2.2.4). Metacognitive
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strategies, that 1is, strategies on how to monitor and plan
learning and reading, also come into the picture because they can
influence how much rehearsal takes place, and thus, how long
information can be held in the STM (Paris and Winograd, 1989 :
2). Short term memory can be described as "the memory process
that temporarily stores information for immediate or short term
use" (Lefton, 1985 : 114).

The next step in information processing is to transfer the
information from the short term memory to long term memory, that
is, the process of encoding (Fig. 2.2). Encoding means to relate
information in the LTM with the new information temporarily
stored in the STM. The information is assimilated, changed, etc.
in the STM and only after this, the restructured (and understood)
information is taken to the LTM to be "inserted" in already
structured knowledge bases. This encoding also leads to
comprehension. The information which is available as certain
perceptual features in short term memory is transformed into a
conceptual, or meaningful mode. The transformation of
information can be done through the process of coding or chunking
(Lefton, 1981 : 305-309; Gagné, 1977 : 54; Weinstein et al, 1988
15).

Coding is "the process of assigning a meaningful label or sy ol
to a stimilus or event as a means of remembering it" (Lefton,
1981 : 305). When coding involves the replacement of one st 0l
or piece of information by another in an effort to remember the
original piece of information, it is called substitution coding,
which can be either acoustic ~ a visual stimulus is given a
verbal code, or nonacoustic - a few lines are st

it dir ot . In addit: to: ing, ir W
chunking to group or cluster more than one stimulus in some
meaningful way in an effort to remember more. Learning and
teaching strategies and learning and teaching style: aimed at the
process of encoding can influence how fast informat: n is encodéd
and how much is encoded (see par. 2.4). These strategies and

styles can also influence the quality of the a 7" g process,
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Domain specific knowledge of topics, or processes for teaching
particular subject matter. Teachers of science, maths, social
studies, and other content fields help pupils develop the
background required for reading textbooks in a given field
(McNeil, 1987 : 5-6; Miller, 1983 : 70-78).

General world knowledge - understanding genmeral relationships,
causes, and activities that are common to many specific
situations and domains. General world knowledge allows readers
to make appropriate inferences while reading and to identify with
persons and events (Morgan et al, 1986 : 425-426; *": Neil, 19¢

: 6). Schemata for different subjects will differ, aierefore the
pupil will be able to learn better in a subje: if he has
acquired thevschemata appropriate for that subject.

Knowledge of the theoretic structures and the conventions of
organizing and signalling the organization of texts. e
schemata for storing grammar and the patterns used in writing
expository (explaining and making clear) text reduce <)
processing element of reading. Ideally, pupils * 11 read for
their own purpose, relate text to their own scher :a, possibly
modifying the text and their original schemata in the process.
It follows that pupils who do not apply schemata appropriately
are going to have trouble learning and remembering the
information in the textbook, which may affect their achie m ¢

at school (Miller, 1983 : 78).

of comprehension

2.3.3.1

Language comprehension

Although a higher proportion of class time in lanc age learni
is needed to develop the ability of pupils to sp K,
comprehension of the spoken language cannot simplv be left to
take care of itself. The consequences of its ne_lect quickly
show up outside the classroom, when the learners no longer
understand what is said to them. In addition, Byr (1976 : 9)
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interwoven. For the sake of clarity, they will

individually.

Prior knowledge

What is understood and stored in the course of
discourse, frequently includes not only what is directly
also what seems to follow from that informatiom. S
operative background knowledge will not be general knov
world, but like
English as a second language. M tiple meanings are we

How does a pupil know how to endow a !

specific knowledge of the language,

natural language.
appropriate meaning? The indication is that context a
knowledge determine this process. For example, the word
meanings with little in common. When one is reading ¢
matter, bar is encoded as a lawyer’s guild. When one is
entertainment, bar is encoded as a drinking place {Peri
34).

they are reading in the text with the background knowle

The pupils should learn to encode appropriately by
built up during the reading process. In this research tt
appropriate meanings from the text, as a component of re
will be investigated to determine its relationship to a

English as a second language and other subjects at matric

Not every piece of background knowledge is equally able t
range of possible learning. If schemata instead of fact
then the learning of material enriching the pre-establishe
supported, that is, the range of immediately possible
specifically and predictably broadened which would not b
mere factual material were learned (Klauer, 1988 351).

Intellectual capability

Our knowledge of human abilities has broadened rapid

decades, and i1s now substantial. Many cognitive arg

abilities have been identified, for instance, intellec

language ability and reading ability. It has also bee

that abilities develop quite slowly over the years, but or
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enable the individual to deal with his social and physic

effectively. Abilities, like reading ability, may i
Comprehension of the learner, hence teachers can use tl
about abilities to organize better instruction for indi

(Sternberg, 1985 : 1-4; Klausmeier and Goodwin, 1971 : 5

Environmental factors

The numerous environmental factors that have been used in
of relationships between family background and school ac
be divided into status variables, and process variables
1984 : 267).

characterize families,

Status variables are those that are usec
for example, the doctors chil"
variables are more specific, direct measures of the envirc
variables include what people actually do and what they
and value.

lives may have an influence on the child’s cognitive de

The nature of the physical setting in whic
school achievement. The environment in the classroom, for
teaching and learning aids that the teacher and the pupil
and
relationships also have a positive influence on the com
the child (Scott-Jones, 1984 : 268).

learning effective, instructional materials,

Motivational factors

Another factor influencing comprehension encompasses tho
personality that have to do with emotions, attention
Motivation includes the process of arousal, expectancy, a
Pupils who are motivated are able to pay more attention
are reading, and are more anxious to know and understand
readi: than pupils who are less motivated (Keefe, 1986

attention is ordinarily an intermediate level betweer
excitement. Arousal involves traits such as curiosity

behaviour, boredom, anxiety, and frustration (Keefe, 198

"Motivation is a state of arousal or excitement that cau
act" (Clifford, 1981 ; 349).

lousy in school and has little or no motivation’ or 'Dike.

We often hear remarks like
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learning task to such an extent that he will be able to use
the learned strategies and content in other tasks.

* Physiological styles relate to behaviours of the human
body. Physiological styles are "biologically based modes
of responses that are founded on sex-related differences,
personal nutrition and health, and accustomed reaction to
the physical envirooment® (Keefe, 1986 : 13).
Physiological factors are among the most evident influences
in the process of school learning. The pupil who is
hungry, ill or malnourished behaves differently from one
who 1s healthy because of a physiologice imbalance.
Therefore hunger affects the learning process of the child
at school negatively.

Learning strategies

Educators at all levels have been increasingly co erned about
generalizable cognitive skills such as those necessary for
learning, problem solving, and critical thinking. Obviously, the
subject matter content the pupil already knows whe taking on a
task will influence his performance (McKeachie et al., 1986 :
24). But we need to know how pupils acquire and modify their
knowledge and skills, that is, which learning strategies they
use. McKeachie et al. (1986 : 24) defines learning :rate .es as
"thoughts and behaviours that a learner engages in during
learning and that are intended to influence the encoding

process". The learning strategies which may infli ce

comprehension are classified into the following categories:

* Cognitive strategies include strategies related to pupils’
learning and encoding of materials as well as strategies to
facilitate retrieval of information (see par. 2.2.4). The
basic cognitive strategies include rehearsal, elaboration,
and organizational strategies (Spiro, 1980 : 451; McKeachie
et al, 1986 : 25). If cognitive strategies can be learned
and used to facilitate retrieval of information, then

comprehension and achievement can be improved.
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2.4.6 The teaching of learning strategies

* Making the learner aware of the strategies used: The first step
is rendering the pupils aware of their learning strategies by the
different techniques of verbalizing and self-reflecting (Klauer,
1988 : 358). The main purpose is to direct the pupil‘s attent
to his or her own way of dealing with the learning objective
instead of dealing with the learning objective (Klauer, 1988
358; Palincsar, 1986 : 122). Training of strategies is a
critical affair that should not be put in use schematically
(Klauer, 1988 : 357). Pupils should be made aware of the
strategies they are going to use during the reading programme.
They should be given the background knowledge of the strategies,
and that if they are correctly used they might improve their
academic performance. The pupils should be informed about
learning strategies, about the nature of the available
strategies, their advantages and disadvantages and about when to
use which one (Klauver, 1988 : 358). Caution seems to be
advisable when informing pupils about a new strategy in order not

to confuse them.

* Semantic training: Pupils should be provided with a series of
tasks arranged in such a way that working through the series
suggests the application if not even the acquisition of a certain
strategy (Klauer, 1988 : 357). Derry and Murphy, (1986 : 26)
believes that executive skil 5 {(learning strategies) cannot be
trained easily or by direct instruction alone, but should be
developed gradually and automated over an extended period of

time.

* Demonstration of the learning strategies by the teacher: The
teacher should provide pupils with a great deal of adequately
sequenced practice and demonstrations using tasks fr all
relevant fields. The aim is the teaching for transfer of the
strategy into all relevant areas of application whereby the
ecological validity of the teaching programme is gi 1iteed and
as well as the automatizing of the strategy in ques 1 that
the pupils will be able to perform it without i - ria
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omprehension means relating new experience to the a eady known.
Pupils try to make sense of the world by relating their experiences to
the theory of the world in their minds, a theory they have been
developing since birth. The theory manifests the summary of
experiences in the memory. It is the framework within vthich ¢ ils
will try to interpret new events and constitutes their exr :tations f

the future. Thus it is fundamental for learning {(Fig. 2 }).

compr  =nsion

{making sense of the world)

cognitive structure \
{theory of the world) ‘the »Hrld

Figure 2.4. Making sense of the world (comprehension).

Figure 2.4 is a simplified diagrammatic representatioc of how © 2
cognitive structure or the theory of the world in the mir ., is related
to the world around us. Anything in the environment that can be
perceived or interpreted in the light of the contents of the cogniti

structure may make sense. Cognitive structuring, in ef :ct, imposes

meaningfulness upon the world.

For many pupils reading is the one skill often used to terpret the

world when they have left the classroom. The pupils ne | strategies

and styles in order to be able to apply this skill in life. Reading is
t. "1t t
ymprehension of what is written. Pupils differ in tt ir .

to read their second language, and to read content subj ts. In the

next chapter (chapter 3) the nature of reading ability a the role of

the second language will be looked into, to see how i affects the

achievement of pupils at the matric level.
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identify "a factor (structure) of human reasoning, information
processing psychologists would seek to identify the processes which
underlie human reasoning" (Sternberg, 1985 : 2).

There are also some similarities between the psyc metric and
information ©processing studies of human abilit: s, Bc a
psychometricians and information processing psycho wgists have
investigated what it is that gives rise to observab. individual
differences in task performance. Both types of psychologists have
attempted to construct theories of just what the basic human abilities
are, and how they are manifested in task performance. ~oth vic 35 on
abilities are therefore valuable for use in investigatic s of factors
influencing academic performance (Sternberg, 1985 : . . In this
chapter reading ability will be considered from the psy wometric and
information processing points of view to find its rel :tion to t

achievement of matric pupils in English, Biology and History.

3.2.3 Attributes of abilities

In a comprehensive review of research on human abilities, leishma and
.Barlette (in Klausmeier and Goodwin, 1971 : 59) ide tified five

important attributes of human abilities, namely:

* Abilities are the products of maturation and learning. Much
practice and learning are required, for example, to peak English
well and apply its principles well in other . _bjects, for
example, Biology. The stage of development of the individus
limits what he can learn. Thus, abilities develor at different
rates from birth through adolescence. Verbal comprehension, for

example, develops more rapidly in early childhood than arithmetic

* Abilities develope_d during the formative years oersist i1 o
adulthood. For example, manual dexterity is quite stable from
year to year; it 1is resistant both to imp_ovement and

degeneration in adulthood.

* The present abilities of the individual affect the —ate at which
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CHAPTER 4

4 METHOD OF INVESTIGATION

4.1 Introduction
The medium of instruction in Black High schools is L.glish. It is
believed that the teaching of some strategies to .| prove pupils’
reading ability in the medium of English, will help t improve their
achievement in the subject English and other subjects, . ke Biology and
History. Therefore the aim of the investigation is t determine the
relationship between reading ability and achievement | Enc< ish as a
second language and other content subjects at matric 1 rel.

4.2 Variables
By taking a sample, it can be accepted that the ariables that
influence academic achievement are controlled and that their infl nce
on the experimental and control groups are the same. [ it is the aim
of this study to determine the relationship between rear ng ability ¢ 1
academic achievement, reading ability and academic ichievement in
various subjects are used as variables.
The dependent variables are academic achievement in @' ylish, History
and Biology.
The independent variable is reading ability. Reat ng abilii is
operationalized by means of a programme involving re: ing strategies
that claim to improve reading ability.

3 xtheses
4.3.1 Pupils who are exposed to a reading programme at matr: level achieve

better results in English as a second language than t. 1se who are not

exposed to a reading programme at matric level.
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4.3.2 Pupils who are exposed to a reading programme at matri. level achieve

4.4

better results in other subjects than those who are nc exposed to a

reading programme at matric level.

Population and sample

Matric pupils from three high schools were used in the i estigati . as
a research population. There were only three high .chools in the
circuit of Education and the researcher wanted to in lve ¢ | three
high schools in order to be able to make wvalid = ductions.
stratified sample was taken to get subjects whose acade .c achievement
was equally distributed. The numbers of low ability pu ls were 31

or below the 40th percentile), average ability pupils re 57 (at the
50th and 74th percentile), and high ability pupils were 0 (at or above
75th percentile). The total number of pupils pa aking in the
investigation was 108. The sample is illustrated in t >le 4.1.

ABILITY SCHOOL TOTAL
1 2 3 3
HIGH 06 10 04 20
AVERAGE | 20 22 15 57
LOW 10 12 09 31
TOTAL 33 44 28 108

Table 4.1 Summary of the sample

Table 4.1 represents a table of the summary of the seli tion according
to schools and ability. It shows how pupils were selec d according to
their abilities in each school, for example, in the ser nd school, ten
pupils with high ability, twenty two with average ability and twelve
with low ability were selected. The total number of pu 1ls -

two was forty four.

The subjects were randomly given numbers, from one t a hundred and
eight. They were then divided into two groups. St jects with odd
numbers belonged to group 1 (experimental group) and su iects with even
numbers belonged to group 2 (the control group).
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Experimental design

A true experimental design was used, as illustrated in

GROUP| PRE - TESTS PROGRAMME. | POST - TESTS
E Y1 Y2 Y3 X Ylp| YZp! Y3p
C YL | Y2 | Y3 - Yip| Y2p| Y3p
Table 4.2. The experimental design
E - experimental group
C - control group
X - manipulation by a reading programme
- - traditional reading method; no manipulatic
Y - pre—-tests.
Yp - post—tests.

Both groups were tested in English, Biology and Hist
experiment and after the experiment to find out whethe:

difference in academic achievement between the experinr

- the control group.

Duration

The duration of the reading programme experiment was t
Pupils had to
hour session in the morning and for another two-hot
before lunch.

hour—-long sessions were given per day.

Procedure

During the briefing session the pupils were info:
investigation, motivated to take part and encouraged tc

other sessions.

A reading programme was used with the experimental gro
the passages found in the appendix v ‘e taught, whi.

the control group were taught by the traditional meth

4.2.
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not made aware of reading strategies). The reading proc
of three reading passages based on English, Biology an
subjects in the experimental group went through these
they were shown some reading strategies (see par.

explained to the experimental group that the strategie:s
would improve their reading ability in English and help
better results. An improved reading ability and the
abilities in English could be transferred to other cc
The control group was asked to go through the pass
traditional methods, that is, the reading methods tar
their teachers and which they had been using in the p
asked to read the passages, then answer the questions |

reading strategies were taught or shown to them.

The end of May tests were used as pretests for both gro
were given to both groups, after the teaching of the lec

Material

Four expository passages of about 900 words each w
Ogundipe, 1972 and Tregidgo (13972 2-5) and Quek (1
Each passage formed a self-contained text, in that

beginning and concluding section (see appendixes 4
raticnale for using self-contained texts is to te
strategies in one subject, English, then to transfer tit
the next subject (passage), Biology, and finally to t
the third passage, History. The texts used were simil:

of difficulty but drawn from different subjects.

Measuring instruments

4.9.1 .

The May-monthly—-tests for the standard nines and tens,
last tests they wrote before the winter holidays, we
pupils’ achievement before the experiment was conduc!
accepted that the tests are reliable and valid because
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