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ABSTRACT

This study investigates the role of prior knowledge in supporting Japanese foreign language (FL)
learners’ L2 higher order thinking skills. Scholars recognize prior knowledge integration as the
critical stage where learning occurs (Anderson et al., 2001; Britton, 1994; Kintsch, 1988, 1998),
and consider it an untapped resource in the FL classroom (Bernhardt, 2005; Hulstijn, 2011; Koda
& Yamashita, 2018). To this end, Koda & Yamashita (2018) developed the reading to learn
framework, which entails the extraction of text information, integration of relevant prior
knowledge with text content, and refinement of knowledge. Employing this framework, this
study investigates the role of prior knowledge in promoting FL learners’ reading to learn skills.
Sixty-six Japanese as a foreign language learners took two versions of a reading to learn test,
where they read about societal issues in Japan. One version provided scaffolding to help learners
integrate relevant prior knowledge with the text, while the other version provided language
activities. Students then expressed their refined understanding of the topic in a series of
reflection questions, which were scored and coded for prior knowledge activation. Findings
reveal that the scaffolding condition slightly increased learners’ prior knowledge activation, but
did not affect learners’ reflection scores, which were mainly predicted by the response length.
Although learners displayed adequate reading comprehension and coherent writing, poor scorers
tended to not use information from the text or their prior knowledge to support their conclusions.
These findings suggest that FL learners can be encouraged to utilize their world knowledge in
class, but may lack the motivation or linguistic fluency to explain this knowledge when
discussing complex cultural issues. Learners may benefit from integrated language and content
learning activities, where they can obtain more practice with reading to learn and recognize it as

a desirable learning outcome.
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CHAPTER 1

Introduction

With the expansion of information-based technology, industrialized markets, and
globalization, the 21 century calls for new approaches to developing students’ higher order
reading and thinking skills in preparation for college, career, and world-readiness. Our global
workforce requires workers who can not only grasp important ideas from texts, but also critically
analyze, synthesize and transform information into new discursive forms for economic and social
participation (Shanahan, Shanahan, & Cartright, 2008). Twenty-first century literacy skills draw
upon students’ ability to not only understand the basic content in texts, but also to classify, draw
connections, synthesize, critically evaluate, and refine their understanding of text topics. The
importance of these literacy skills is recognized by foreign language educators (ACTFL, 2012),
who have developed educational standards to support these skills, and second language reading
scholars (Enright, Grabe, Koda, Mosenthal, Mulcahy-Ernt, & Schedl, 2000; Koda & Yamashita,
2018), who have developed research frameworks and assessments to investigate these skills.
In the context of foreign language instruction in a classroom setting, Koda and Yamashita (2018)
developed the reading to learn framework, a pedagogical approach heavily grounded in
established theories of reading and learning that foster and monitor students’ ability to use higher
order reading and thinking skills. Reading to learn entails the ability to extract text information,
construct personal-meanings, and refine knowledge. Reading and learning theories consistently
acknowledge the role of prior knowledge integration in meaning construction and knowledge
expansion (e.g., Adams, 1994; Anderson et al., 2001; Britton, 1994; Kintsch, 1988, 1998;
Sternberg, 1999). As outlined in Blooms’ taxonomy (Anderson et al., 2001), higher order
thinking skills involve the ability to a) retrieve relevant information from long-term memory, b)

construct meaning from the instructional messages, c) break material into parts to determine
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relationships, d) evaluate information for internal and external consistency, €) put elements
together into a coherent whole, and f) apply information to solve problems, make suggestions, or
plan solutions (see Appendix A). All of these skills overlap with those required for L1 and L2
stages of reading to learn (Chall, 1983; Koda & Yamashita, 2018).

In the foreign language classroom, one can argue that students who are taught to utilize
their higher-order thinking and reading to learn skills are better prepared to communicate in
diverse discourse communities and professionally engage in global issues such as trade,
diplomacy, science, and technology. Consequently, language learning in the foreign language
classroom setting should strive to foster the integration of text information with prior knowledge.

Although reading to learn skills require both language proficiency and cognitive learning
skills, traditional approaches for teaching and researching L2 reading tend to conflate students’
language proficiency and cognitive intellectual abilities. This conflation is partially a product of
historical trends in L2 reading research. Over the past 40 years, mainstream L2 reading research
has investigated the explanatory power of the Linguistic Threshold Hypothesis (LTH; Cummins,
1979), which states that L1 reading resources are not available in the L2 until a threshold level of
language proficiency is met. If cognitive intellectual abilities are an L1 resource, studies
supporting LTH imply that university-level foreign language learners cannot make use of their
cognitive intellectual abilities until they have high levels of proficiency in a foreign language.
This notion is reflected in the Common European Framework Reference for Languages (CEFR:
Council of Europe, 2001) and the American Council on Teaching Foreign Languages (ACTFL,
2012) proficiency scale descriptions, where the ability to speak about a variety of intellectual
topics is only included in the categories of “advanced” and “superior” levels of language

proficiency.
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Hulstijn (2011) criticizes this conceptualization of language development because he
views a distinction between “higher cognitive language” (HCL) and “basic cognitive language
(BCL) abilities. HCL refers to the ability to use complex, abstract, and intellectual language for
higher order thinking, while BCL refers to basic, everyday language used for conversation and
survival. According to Hulstijn, L2 learners can develop HCL or BCL in their second language,
but BCL is not a prerequisite of HCL: “L2 learners can be as proficient in HLC as L1-ers of the
same intellectual, educational, professional, and cultural profile, despite some deficiencies in
their L2 BCL” (p. 242). In other words, if L2 learners already have developed HCL in their first
language from L1 educational experiences, they should also be able to develop HCL in their
second language.

In fact, evidence from cognitive neuroscience suggests that HCL in the first language can
facilitate the development of HCL in the second language. MacSwan and Rolstad (2005) draw
on the psychological modularity theory and evidence from case studies to show that cognitive
skills are facilitated by language, and once developed, these cognitive skills become available as
a resource in other domains. These models of language and cognition have strong implications
for adult foreign language learners. Most students in foreign language programs at institutions of
higher education have already developed abilities to engage in intellectual thought, abstract
reasoning, and higher order thinking in their first language. Even with an imperfect BCL,
scholars have argued that students’ L1-developed cognitive skills can be utilized as a resource to
engage with course materials in L2 classrooms and develop L2 academic language in the context
of academic practice (Bernhardt, 2005). This approach has the potential to help students
simultaneously acquire content knowledge using well-established L1 higher order skills, along

with L2 linguistic knowledge and related skills. At the same time, it provides teachers and
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researchers with a means to observe how students use a wide range of individual experiences and
prior knowledge to understand and interact with the world they reside in, and do so through a
second language.

To date, few studies have examined the role of higher order reading and thinking skills in
L2 reading comprehension and assessment. One reason is that traditional reading assessments
have intentionally tried to avoid using measurements that require the integration of prior
knowledge. Understandably, test developers made this choice because studies arising from
schema theory (e.g., Carrell, 1983; Steffensen, Joag-Dev, & Anderson, 1979; Verhoven &
Droop, 1998, 2003), concluded that tasks requiring prior topic knowledge may unfairly penalize
readers with less topic and cultural knowledge, and put students from minority backgrounds at a
disadvantage (Cummins, 1980; Reynolds et al., 1982). While this was a laudable and important
drive to promote equitability within standardized testing, it also had the indirect effect of
discouraging students’ use of higher order thinking skills during the reading process; preventing
investigations into how prior knowledge is used as students interact with text information, how it
influences readers’ complex mental representations, and how it influences their development of
the target language. Since traditional tests of reading comprehension discourage students’ use of
prior knowledge, foreign language learners have not been socialized into a learning practice
where they are encouraged to reflect on foreign language texts in relation to what they know
about the world. This is an unfortunate washback effect in the foreign language classroom,
especially in an era that emphasizes the importance of promoting students’ intercultural

competence.

Intercultural competence has been defined by many scholars as an important content

learning goal for the foreign language classroom. Byram (2000) describes it as the ability to see
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internal and external relationships between different cultures, with the ability to interpret each
culture in terms of the other. It is also someone who has a critical or analytical understanding of
their own and other cultures; who is conscious of their own perspective and the way in which
their thinking is culturally determined, rather than believing that their understanding and
perspective is natural (p. 9). Using the term transcultural competence, the MLA Ad Hoc
Committee (2007) describes it as the ability “to function as informed and capable interlocutors
with educated native speakers in the target language” and “to reflect on the world and themselves
through the lens of another culture and language” (p. 238). For both Byram and the MLA Ad
Hoc Committee, intercultural competence includes thinking about cultural topics from a target
culture perspective, recognizing diversity within the target language culture, and reflecting on
their own culture and themselves through comparisons with the target culture. Since the term
intercultural competence has gained more popularity in recent years when describing this skill

set (Deardorft, 2006), this term is used for the remainder of the paper.

In the context of the foreign language classroom, students need to engage in higher order
thinking processes to gain skills to foster intercultural competence. Based on definitions she
synthesized from research and experts, Deardorff (2006) created a pyramid model to describe the
facets of intercultural competence. In this model, higher-order thinking skills are considered part
of the “Knowledge and Comprehension” facet of intercultural competence, specifically referred
to as skills “To listen, observe, evaluate, analyze, interpret, and relate” (p. 256). These skills are
all also vital during the reading to learn process in order for students to refine their
understanding of the passage topic.

Reading cultural texts is is considered a robust method for promoting students’
intercultural competence (Koda, 2010; Gomez, 2007) because it can expand their knowledge of
the world, help them understand and communicate cross-culturally with other communities, and

reduce the proliferation of prejudices, stereotypes, and racist attitudes. While it is relatively easy
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for students to make connections between specific cultural products and personal experiences, it
is cognitively and intellectually challenging for students to engage in abstract cultural
comparisons that help them reflect on and develop complex understandings of the world.
Current theoretical approaches to reading and learning suggest that by guiding students to
integrate their prior cultural knowledge with information presented in cultural texts, students
should be better equipped to engage in these L2 abstract thinking skills already developed in
their L1 (e.g., Hulstijn, 2011; MacSwan and Rolstad, 2005).

In summary, little work has been done to investigate how we can best support adult L2
learners’ use of higher order reading skills and cognitive learning skills during the L2 reading
process. In order to fill this gap and advance our understanding of the field, this dissertation
investigates the extent to which prior knowledge integration assists higher order thinking and
learning during the reading process. The following sections describe the theoretical and
pedagogical frameworks supporting the importance of prior knowledge integration in the higher
order reading and thinking process. I first review Kintsch’s construction-integration model of
reading (1988, 1998), and then introduce ways that Koda and Yamashita’s (2018) reading to
learn framework draws heavily on theories of reading and learning to guide practice in the
foreign language classroom. Based on principles from these theoretical frameworks, the research

objectives and questions are presented.

Theoretical Framework
Among the most widely accepted models of reading used today, most recognize reading
as an interactive process at the word, local sentence, and global passage level (e.g., Adams,

1994; Stanovich, 1980; Rumelhardt, 1994; Kintsch, 1988; 1998). Kintsch’s construction-
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integration model describes this interactive process as different levels of interlinked cognitive
processes. At the surface level, readers come across different lexical and grammatical forms,
visual and semantic memories are instantly activated, and the correct meaning is decided upon
when the “perceived” meaning is integrated with the reader’s prior knowledge. Prior knowledge
integration helps readers decide which elements fit together and which do not; elements that do
not fit are deactivated. At the textbase level, there are multiple interlinked connections between
written word forms, lexical meanings, local text meanings and readers’ prior knowledge.
Readers use their linguistic knowledge (e.g., lexical and syntactic knowledge) to construct
surface and text-base level understandings of a passage. As readers continue to integrate
information from their prior knowledge and other areas of the passage, readers build situation-
specific representations of the text, referred to by Kintsch (1988; 1998) as the situation model.
The situation model is what accounts for individuals’ different interpretations of texts; in
other words, what theorists and educators are usually interested in when they think of reading
comprehension (Kintsch, 2013). According to Kintsch, situation models are developed from
readers’ mental representations, which consist of “some change in the way the mind views the
world as a result of reading a text . . . some sort of trace of the text they read, including indirect
effects, cognitive as well as affective ones” (p. 807). Here Kintsch emphasizes the reader’s
change or refinement of knowledge about the world as a result of interaction with a text.
Importantly, the process itself demands readers’ reflection on their prior knowledge or view of
the world. Kintsch also claims that when readers engage in building a situation model, the
process is heavily influenced by their beliefs, attitudes, and cognitive processes. Depending on a

reader’s interests, purpose, background knowledge, they may form widely different situation
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models. In turn, readers’ beliefs, attitudes, interest, and knowledge reciprocally develop during
the process of building a situation model.

What happens when readers form adequate text bases, but lack the motivation or skill to
build sophisticated situation models? This may happen when readers construct adequate text
bases, but fail to link them to relevant portions of prior knowledge. When this happens, it results
in what Kintsch refers to as “encapsulated” knowledge, where readers are unable to apply
information from the text to other situations. For example, a student may read and understand all
the ideas in a passage about the conditions under which they use a given mathematic formula,
but without forming a complex situation model, they may not be able to apply this information to
a relevant real-life situation. In order to successfully apply information from texts, Kintsch notes
that it “requires strategic action and effort on the part of the reader” (2013, p. 812).

Acknowledging the importance of reading strategies and skills, Koda and Yamashita
(2018) designed the reading to learn framework to support students’ use of strategies for

building complex situation models.

Conceptual Framework

The L2 reading to learn framework by Koda and Yamashita (2018) was designed as a
pedagogical approach for foreign language classrooms in higher education and entails three
interlinked operations: text-meaning building, personal-meaning construction, and knowledge
refinement. Text meaning building involves extracting linguistic information from the text,
retrieving the correct meanings, and assembling these meanings at the word, sentence, paragraph,
and passage level. Linguistic information from the text is assembled into meanings that
correspond with learners’ prior knowledge and real-life experiences, allowing learners to identify

main ideas from each section, guess words from context, fill in information gaps between
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sentences, identify co-referents, and integrate local text meanings into a coherent whole. Text
meaning building relies heavily on linguistic knowledge and the ability to connect relevant world
knowledge to make sense of the text.

Personal-meaning construction occurs when learners connect text information with stored
knowledge at the local and global levels. In the context of a second or foreign language
classroom, learners are reading texts about specific subjects, such as science, art, or culture.
Students construct personal meanings when they connect abstract concepts presented in the text
with their previously held knowledge about the topic and personal experience. This process is an
integral part of the reading to learn process, as “Learning during reading only occurs when
learners recognize any such restructuring in their existing knowledge as a result of reading”
(Koda & Yamashita, p. 5).

The last operation, knowledge refinement, happens when learners incorporate personal
text meanings into their stored knowledge bases. Learners express their knowledge refinement
when they evaluate comparisons they’ve made between content and their own knowledge, select
pertinent comparisons, and use those selections to support their conclusions and deeper
understanding of the topic.

In this project, text-meaning construction, personal-meaning construction, and knowledge
refinement are referred to as Comprehension, Analysis, and Reflection respectively, to describe
types of pedagogical activities. The types of skills utilized in the comprehension, analysis, and

reflection stages of reading to learn are outlined in Table 1.
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Table 1. Definitions and Components of Reading to learn Skills

Comprehension: Constructing text meaning (linguistic comprehension) that correspond to learner’s
real-life experiences stored in memory

e  Integrate individual word meanings into local text meanings

e  Infer the meaning of culture-specific words and phrases based on local text meanings and prior
knowledge

e  Identify the main idea in each paragraph
e  Integrate the main ideas into a coherent whole
e Identify the author’s view on a focal topic

Analysis: Constructing personal meaning by connecting text meanings with prior knowledge

e  Compare text information with the learner’s personal experiences
e  Compare text information with what the learner knows about the topic
° Compare the view presented or implied in the text with the learner’s own view on the focal topic

Reflection: Recognizing conceptual restructuring induced by constructed text meanings

Reflect on similarities between the author’s view and what the learner knows about the topic
Reflect on differences between the author’s view and what the learner knows about the topic

e  Reflect on changes, however subtle they may be, in the learner’s view of the topic after reading
and personalizing the input source passage

(adapted from Koda and Yamashita, 2018)

Cognitive learning theories that informed this framework include but are not limited to
Blooms’ taxonomy (Anderson et al., 2001), the developing expertise model (Sternberg, 1999),
and inquiry-based learning (Banchi & Bell, 2008). These learning theories all describe the
importance of providing guided activities for students that allow them to relate new information
to prior knowledge already stored in memory.

To summarize, reading to learn involves extracting literal information from text,
analyzing the information in relation to previously acquired knowledge, and restructuring the

relationship between concepts based on one’s analyses.

Research Objectives
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The purpose of this dissertation project is to investigate the role of prior knowledge
integration in fostering foreign language learners’ higher order reading and thinking skills.
Kintsch’s CI model posits that prior knowledge is integrated with text information at word,
sentence, and global level of the reading process. Koda and Yamashita’s reading to learn
framework outlines a theoretically-grounded approach for utilizing prior knowledge in the
reading and learning process. In order to synthesize knowledge from the literature concerning
the role of prior knowledge in reading and higher order thinking, a search was conducted for
empirical studies addressing the following issues:

1. What skills do second language readers need to build complex situation models and show
gains in higher order reading and learning processes?
2. What is the relationship between prior knowledge integration and an individual’s ability

to express learning due to interaction with a text?
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CHAPTER 2
Review of Literature

A review of the research database revealed that few published L2 studies have
investigated the role of prior knowledge integration during the L2 reading process for the
purposes of content learning. However, there are four related veins of research that can inform
our understanding of the relationship between prior knowledge and higher order thinking during
the reading process. The first section reviews L2 studies that have investigated correlations
between domain-specific topic knowledge and reading comprehension of texts. The second
presents insights gained from L1 reading research that have investigated the relationship between
learners’ integration of prior knowledge with text material and their content learning skills. The
third section discusses the limited number of studies examining standardized assessments of
higher order reading and thinking skills. Finally, the last section reviews studies of pedagogical
interventions that have used various forms of scaffolding to support higher order thinking skills
and discuss the implications.

Domain-specific Background Knowledge and Reading Comprehension. Several
studies have investigated the role of discipline specific knowledge in L2 reading comprehension.
Barry & Lazarte (1998) examined domain-related knowledge, syntactic complexity, and reading
topic on inference generation in a recall task. Recognizing the importance of prior knowledge
integration, they identified within-text inferences and elaborative inferences within a written text
recall task. Within-text inferences were defined as instances where readers summarized ideas
from the text, whereas elaborative inferences were instances where the reader combined concepts
from the text with their prior knowledge. Forty-eight learners of Spanish in high school were
divided into high and low-knowledge groups, and asked to read three expository L2 passages

with different topics and levels of syntactic complexity. High-knowledge readers were able to
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generate more accurate within-text and elaborative inferences, as shown in a text recall task,
despite the fact that the low knowledge group had an extra year of experience learning Spanish.

These results indicate that learners’ ability to make elaborative inferences on a specific
subject and build mental models of the text depend partially on prior knowledge of the subject.
In addition, they demonstrate that text recall can be used as a way to observe learners’
conceptual restructuring via elaborative inferences, despite claims that recall only measures
textbase knowledge (McNamara et al., 1996; van Dijk & Kintsch, 1983).

In a related study, Uso-Juan (2006) looked at discipline-related knowledge, L.2
proficiency level, and academic proficiency among 380 L1 Spanish undergraduates at various
levels of L2 English proficiency. A series of multiple regression analyses were used to specify
the levels at which discipline related knowledge and English proficiency could compensate for
each other. English proficiency was measured using three cloze tests with lexical and
grammatical word deletions. L1 discipline related knowledge and L2 reading comprehension
skills were measured for three areas: psychology, marketing, and engineering. The L2 reading
skills assessed included learners’ ability to infer new words from context, identify the
antecedents of referential expressions, summarize the text, and answer literal fact-based and
inference questions. Results indicated that English proficiency accounted for 58-68% of the
variance in reading comprehension and discipline-related knowledge accounted for 21-31% of
the remaining variance.

These results support existing literature that L2 proficiency and prior knowledge are
important contributors to reading comprehension; however, based on the description of their
instruments, the reading comprehension tasks were largely limited to questions that did not

require the integration of their prior knowledge at the conceptual level. In other words, reading
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questions did not require learners to use their discipline knowledge when engaging with text
ideas or in answering comprehension questions. As with many reading comprehension tests,
learners only needed to gain surface-level knowledge of the text to do well on the comprehension
test; in other words, it did not require them to link text information to other relevant portions of
prior knowledge. If learners had been given a reading task that engaged them in higher order
thinking skills, it’s possible that Uso-Juan may have found stronger relationships between
academic proficiency and reading.

Kendeou and Broek (2007) investigated the effects of prior knowledge and text structure
on cognitive processes of college students’ comprehension of expository texts. They measured
prior knowledge of 86 U.S. college students by having them take a multiple-choice test on
Newtonian mechanics. They then measured reading comprehension on a separate set of texts
using both online and offline tasks. The online task was a think-aloud, in which they identified
metacognitive processes readers engaged in, such as comprehension monitoring, making correct
and incorrect inferences, and “conceptual changes,” described as times when the reader
compared text information with prior knowledge. The offline task was a written recall. Using
repeated measures ANOV As, the authors found that readers with more prior knowledge made
significantly more correct inferences and used significantly more conceptual change strategies.
They also found that participants with higher prior knowledge performed significantly better on
the written recall. In short, the learners with more prior knowledge were better at making local
inferences, expressed more “conceptual changes,” and were better at remembering explicit
meanings from the text. Unfortunately, we are unsure of any causal relationships, as it is not
clear if the high-knowledge participants were better at comprehension, better learners, or simply

better-informed.
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Joh (2004) examined 157 Korean high school and college EFL learners’ prior knowledge,
L2 vocabulary, and L2 syntactic knowledge on L2 reading comprehension. She then measured
participants’ domain knowledge with two assessments. Joh first had participants answer
questions about the topic in their L1 Korean, and then had them translate 10 key words from
each text. To measure reading comprehension, she had participants answer questions about the
main idea, explicit details found in the text, and inference questions for six expository texts.
English proficiency was measured using a 30-item test with questions about syntax, vocabulary,
and reading comprehension. Using correlational analysis, she found that there was a significant
correlation of r = 0.71 (p <.01) between L2 English proficiency and reading comprehension.
She also found a moderate correlation between topic knowledge (measured in L1 Korean) and
reading comprehension (r = 0.34, p <.01) and a strong correlation between topic vocabulary and
reading comprehension (r = 0.67, p <.01). While, correlational analysis cannot determine cause-
effect relationships between prior knowledge, cognitive processes, and L2 linguistic knowledge,
the study provides further evidence that prior knowledge is an important component of reading
comprehension and that this may be mediated by knowledge of topic-specific L2 vocabulary.

Finally, Brantmeier (2005) investigated how L2 reader's domain knowledge, text type
(with or without analogy), and type of test (written recall, sentence completion, and multiple
choice) affects first and second language reading comprehension. Brantmeier conjectured that
analogies may help students connect their prior knowledge with the text because they provide
information that is more familiar to students. On the other hand, Brantmeier also hypothesized
that analogies may inhibit comprehension because it requires learners to allocate more cognitive
resources to decoding words and understanding syntactic structures. Fifty-three EFL university

students in Costa Rica and 240 students of Spanish from two U.S. universities read passages with
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analogies or without analogies, answered comprehension questions, and took a subject
knowledge test in their L1. The passages were the same except that one version had an analogy
added; for example, the human eye was compared to a camera lens in the analogy

version. Results showed a significant main effect of subject knowledge for reading
comprehension of both passages on all three comprehension tasks. Also, participants scored
significantly higher on the recall task for the nonanalogy texts, with remarkably higher

scores. They performed slightly better on the nonanalogy texts for the multiple choice and
sentence completion comprehension tasks, but the differences were not significant.

This study also confirms the importance of prior knowledge (in this case subject
knowledge) in supporting reading comprehension. In addition, Brantmeier concluded that this
study also supports previous research (Hammadou, 2000) that analogies do not support reading
comprehension. These findings are interesting because analogies were viewed as a type of
scaffolding to help students integrate prior knowledge with text information. However, this line
of thought assumes that the reader will have more familiarity of the analogy than the new
information, which may not always be the case. In addition, the presence of analogy does not
necessarily guarantee that readers actively engage in the process of prior knowledge integration
itself, which is another variable that deserves investigation.

In summary, studies investigating the contribution of domain knowledge to reading
comprehension have demonstrated that L2 linguistic knowledge plays an important role in
mediating the use of domain knowledge in L2 reading, specifically towards textbase
comprehension of the text. Studies also consistently demonstrate that prior knowledge aids

reading comprehension, but it is not yet clear how learners use their prior knowledge to help
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them with comprehension, storing text ideas in memory, or how they mentally restructure their
understanding of a topic in relation to their prior knowledge.

Relationships between reading, prior knowledge integration and learning skills.
Several L1 and L2 reading studies have investigated the relationship between learners’
integration of prior knowledge and learning skills. In this review, “learning skills” encompasses
academic performance measured by course grades as well as acquisition of content knowledge
from a text. Pretorius (2005) worked with English native speakers and English language learners
(ELLs) in South Africa, examining the relationship between readers' academic performance,
language proficiency, and ability to integrate prior knowledge with the text in anaphor
resolution. Pretorius focused on anaphor resolution as a type of reading to learn skill that
requires readers to link textually given information with global knowledge or previously
mentioned text information through lexical and semantic cues. Students were placed into four
different levels of academic knowledge based on their performance in psychology and anatomy
courses (fail, at risk, pass, or distinction). English proficiency was measured using a 60-item
multiple-choice test and anaphor resolution was measured using an “identification by
underlining” task with 38 anaphoric ties. Results revealed a significant relationship between
learners' anaphor resolution and L2 proficiency (r = 0.737, p <.001), although this difference
diminished as English proficiency increased. In addition, ELLs with stronger academic skills
(pass or distinction) were significantly better at resolving anaphors.

The first finding from this study indicates that anaphor resolution is highly related to L2
linguistic knowledge during reading comprehension, and the second suggests that students who
do not perform well academically are students who have trouble integrating incoming text

information with previously given text information. This finding is interesting because it
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supports the notion that prior knowledge integration at all levels of the reading process, in this
case anaphor resolution, may be an important skill for supporting academic success.

Beck, McKweon, Sinatra, and Loxterman (1991) explored relationships between prior
knowledge, inferencing ability, and retention in long-term memory among L1 readers in fourth
and fifth grade. Specifically, Beck et al. looked at children’s ability to understand two versions
of a text about the French and Indian War. The first version did not provide supportive
background information to help readers make correct inferences. For example, it did not explain
that many colonists were still loyal to Britain in the 1760s, but this prior knowledge was
necessary to understand why there was growing tension. Without prior knowledge, it was
common for readers to make the incorrect inferences; for example, that the French and Indian
war was between the French and Indians. The second, revised version of the text included
additional information that supplied children with relevant background knowledge to make
correct inferences.

After giving the two text types to 85 fourth and fifth graders, they found that students
who read the second text performed better on a reading comprehension test and retained more
information in memory. By providing the relevant background information students needed to
integrate information and make inferences, students were better equipped to engage with the
texts. For upper elementary school children with little prior knowledge of the focal topic, they
likely benefited from explanatory background knowledge because it helped them make accurate
inferences based on what little prior knowledge they had about war and the parties in conflict.
However, it is not clear if they were better at recalling the text because of increased reading
comprehension or if increased opportunities for successful inferencing and prior knowledge

integration aided storage in long-term memory.
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McNamara, Kintsch, Songer, and Kintsch (1996) investigated how U.S. middle school
students with high and low topic knowledge of a text integrated background knowledge while
reading texts with high and low levels of coherence. Similar to Beck et al., they purposefully
manipulated a text about heart disease into versions with high and low-level coherence. They
predicted that students with less domain knowledge would not be able to make successful
inferences when reading low coherence texts. In contrast, they predicted that students with more
knowledge about heart disease would benefit from low coherence texts because they would be
forced to use their prior knowledge of the topic to make inferences while reading. Using a
keyword sorting task, the authors were able to show that high prior knowledge groups’ “mental
restructuring” significantly changed before and after reading when they read the low coherence
texts. The keyword sorting task was able to show mental restructuring by asking students to rate
how related different keywords were in the text before and after reading. In addition, high prior
knowledge groups who read the high coherence texts displayed less “mental restructuring”
during the sorting task, which was interpreted as lower learning gains.

This study looked beyond basic comprehension skills to observe gains in conceptual
knowledge when learners had opportunities to integrate prior knowledge with text information.
The use of a keyword sorting task allowed the researchers to see where readers made new
connections between concepts and ideas expressed in the texts, suggesting that activation of prior
knowledge through inferencing can lead to higher order thinking.

O’Reilly and McNamara (2007) built on McNamara et al.’s (1996) research by
investigating students’ reading skills in addition to their level of prior knowledge and text-
inferencing skills among high and low coherent texts. They had 143 college students complete

three tasks: 1) A prior knowledge test on biology, humanities and general sciences, 2) a
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comprehension skills test, 3) a text-inferencing task with either a low and high cohesion passage
about cell mitosis. They manipulated the cohesion of the passages by adding more noun phrases,
descriptive elaborations, sentence connectives, and other cohesive devices to the high coherence
passage. The text-inferencing task questions consisted of 5 open-ended bridging inference
questions, which could only be answered by integrating information among more than one
sentence. A 2x2x2x2 ANOVA indicated that high prior knowledge students demonstrated better
inferencing skills during low cohesion texts, but only if they had poor reading skills. High prior
knowledge students who had strong reading skills did not show any improvement in bridging
inference skills based on text cohesion. As we would expect, students with low prior knowledge
were better at making bridging inferences when reading the high coherence text. Overall,
O’Reilly and McNamara’s study tells us that prior knowledge, reading skill, and text coherence
are important factors to consider in supporting learners’ ability to integrate information across
sentences. This ability is important for personal-meaning construction on a local level, but it
does not inform our understanding of prior knowledge integration on a global level, where
students restructure relationships in stored knowledge by reflecting on how text information fits
in with their knowledge about the world.

Horiba and Fukaya (2015) looked at 145 Japanese EFL learners' ability to recall texts on
health-related topics and how this related to prior knowledge integration. They tested the
influence of domain knowledge of a reading passage by comparing nursing and nonnursing
students, who were asked to read narrative texts about a patient's experience in a health care
system. They used propositional analysis of text recalls to compare low and high topic
knowledge readers on two factors: a) ability to recall causal events, and b) overall propositional

recall. The authors reasoned that causal events were more likely to be remembered and recalled
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because learners are more likely to integrate background knowledge and make inferences to
understand the text. Findings indicated that students with higher topic knowledge of health were
significantly better at recalling health-related information than students with low topic
knowledge. In addition, students were also found to remember causal events more often than
other propositions. These results are consistent with Beck et al. (1991) and McNamara et al.
(1996), indicating that learners are more likely to remember and recall propositions of the text
where they actively integrated prior knowledge to make local and global inferences.

First and second language reading research reviewed in this section suggest that academic
performance or content learning are more successful when readers are better at making accurate
inferences, or are forced to make inferences. Several of the studies do not provide clear insight
into the exact factors that aided reading comprehension or learning, but others such as
McNamara et al. (1996) demonstrate that L1 readers conceptually learn more from texts when
they are able to integrate prior knowledge with text information. These results appear to support
Kintsch’s model of reading, but none of these studies address foreign language learners or prior
knowledge integration beyond anaphor resolution and local coherence gaps between sentences.

Assessment of Higher-order Reading and Content Learning. This section reviews
studies on how assessments have been used to measure students’ use of higher order reading and
thinking skills. While traditional reading assessments have focused on textbase reading
comprehension, recent advances in computer-based tests have to some extent been able to
measure critical thinking skills, content learning, or knowledge acquisition after reading. Most
of the research on these assessments are published by research groups connected to standardized
testing agencies such as the Educational Testing Service (ETS) and the Partnership for

Assessment of Readiness for College and Careers (PARCC). These studies have explored ways



FOSTERING HIGHER ORDER READING SKILLS 27

to assess higher order reading skills and content-learning among first and second language
readers through short answer response or essay tasks.

Trites and McGroaty (2005) designed a standardized assessment to measure basic reading
comprehension, skills for reading to learn, and skills for reading to integrate information across
multiple texts or modalities (e.g., reading and listening). Their constructs of reading to learn and
reading to integrate were based on the TOEFL 2000 reading construct paper by Enright et al.
(2000), where reading to learn entails the ability to integrate and connect information presented
by the author with what they already know. Reading to integrate entails the ability to integrate
information from multiple sources on the same topic, taking into account rhetorical and

contextual information. The test was taken by 105 adult English native speakers and 146
nonnative speakers. For the reading to learn task, students read a 1200-word passage and
completed a chart which required them to recall and categorize information reflecting the macro-
rhetorical structures of the passage. For the reading to integrate task, students read two 600
word texts and composed a written synthesis, analyzing topics on social and environmental
science issues. Both tasks were scored for expressing accurate connections, including specific
information, and integrating content from the readings. The authors found that learners' native
language and level of education had a significant effect on their overall test performance. Native
speakers (NS) of English did significantly better than nonnative English speakers (NNS) on the
reading to learn task. In addition, NNS graduate students did significantly better than NNS
undergraduate students.

These results suggest that both language proficiency and academic experience play an
important role in learners’ ability to demonstrate reading to learn skills. In addition, the authors

noted that reading to learn and reading to integrate had lower correlations with basic
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comprehension than with each other, and therefore postulated that they rely on a distinct set of
skills.

Koda and Yamashita (2018) implemented reading to learn assessments among 48
students in four universities in Japan in EFL classrooms and the beginning and end of a course.
The assessments used passages that compared cultural perspectives on educational issues in the
Japan and U.S. The two versions created included the three operations, comprehension, analysis,
and reflection. Test results indicated that students made significant gains in text-meaning
building, personal-meaning construction, and knowledge refinement over the semester. They
noted that students performed well on the analysis section of both tests, at 85% and 99%
respectively, and suggested that this may be due to limitations of a multiple-choice question
format, where students may not have had enough opportunity to demonstrate their capacity and
involvement of personalizing local and global text meanings.

They suggest that students' gains in the reflection essay section were partially due to
students' increased awareness and conscious effort to improve the reading to learn skills
explicitly clarified during the course, citing evidence from survey responses and teacher
observations. However, the authors noted that students did not make significant gains the
content and reflection categories of their essays.

The authors pointed out two limitations of the reading to learn assessments. First was the
limitation of multiple-choice questions in providing students with the opportunity to construct
text meanings and personalize information. Second was that the cross-cultural comparison skills
needed to score well on the reflection essay were not covered in the textbook, practiced in class

or promoted in the curriculum. If the test items were refined and used in a course that supports
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cross-cultural comparisons as part of the learning objectives, the results may have witnessed
larger gains in the content and reflection categories of students’ essays.

The Partnership for the Assessment of Readiness for College and Careers (PARCC)
standardized assessment also uses essays as one of the tasks for measuring children’s higher
order reading and thinking skills. It is one of the two commonly used state-wide assessments
used in U.S. public education for the Common Core State Standards (2010), which emphasizes
the importance of integrating English language arts with content learning. PARCC employs the
automatic scoring system, Pearson’s intelligent essay assessor (IEA), to rate students’ essay
responses. Foltz, Streeter, Lochbaum and Landauer (2013) launched a study to look at the inter-
rater reliability of IEA on the essay portion of the assessments with human scorers. They
administered 75 prompts to grades 3, 5, 7, 9, and 11, collecting 648 to 10,387 responses for each
prompt. The IEA was trained on two thirds of the response data and tested on the last third of
responses. Using several inter-rater agreement measures, including Pearson’s correlation (r) and
quadratic rated Kappa, they found that the automatic scoring systems and human raters had
consistently high inter-rater reliability among the two to three traits measured, which included
written expression, knowledge of language and conventions, and reading comprehension of key
ideas and details. The section with the least reliability was knowledge of language and
conventions, which is notorious for being the most challenging to rate by both computers and
humans. Lochbaum et al.’s study demonstrates that computer-based tests have made significant
advances in their ability to evaluate students’ conceptual learning and content knowledge
through automatic scoring. While they concluded that the automatic scoring system could
replace one of the human raters with similar results, the whole process required a massive

amount of data collection and human resources. Such an assessment validation process may be
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impractical for foreign language programs that want to monitor students’ content learning skills
based on their own specific program goals.

In order to automatically assess learners’ content knowledge in short answer response
questions, Leacock & Chodorow (2003) developed an automatic scoring system called “C-rater,”
that they used on the National Assessment of Educational Progress. When analyzing a short
answer, it identifies the predicate argument structure of the response, including co-referents for
pronouns, noun phrases and word roots, and takes into account that many words can be used to
express the same meanings. Using knowledge of the syntactic relationships between content
words in the text, it compares the students’ response with a list of model answers.

Leacock and Chodorow based the scoring system on clear rubrics and piloted C-rater at
several institutions. They consistently found average agreement rates with human raters to be
84% among all institutions. These findings seem to indicate that automated scoring of short
answer questions have reasonable potential for measuring students’ higher order reading and
learning skills if there are clear criteria for correct and incorrect responses. However, there
needs to be a clear protocol for how to design question items and well-defined scoring rubrics for
this system to work.

In the assessment studies covered in this section, Trites and McGroaty (2005) looked at
the influence of basic reading comprehension on reading to learn and reading to integrate, Koda
and Yamashita (2018) looked at EFL students’ reading to learn skills over one semester, and
Leacock and Chodorow (2003) and Foltz et al. (2015) focused on validity of their automatic
scoring instruments in scoring content learning skills. The first two studies demonstrated that
higher order thinking skills are likely to depend on basic “textbase” reading comprehension, and

the second two studies demonstrated that assessment and automatic scoring of content-learning
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constructed response items is possible, but requires a large amount of pilot data for training and
testing the system. All four studies display the importance of well-designed questions and
scoring rubrics in assessing students’ content learning skills. Importantly, Koda and Yamashita’s
study illustrate the importance of designing reading to learn assessments to align the content-
learning skills that are prioritized and practiced in the course learning objectives.

Pedagogical Scaffolding of Higher order Reading and Thinking. Another body of
research has looked at the potential of different pedagogical scaffolding activities in developing
learners’ higher order reading and thinking skills. Such pedagogical activities include concept
mapping, guided questions, and facilitated discussion. A literature search was conducted for
studies on scaffolding tasks and activities that have been used to support reading, where the
focus was not only on textbase comprehension, but also engagement with higher order thinking
skills. Because an initial search resulted primarily in studies that focus on textbase
comprehension, terms such as “content learning” and “critical thinking” were also included.
Studies were included if they looked at students’ ability to apply information from the text to
new situations, perform problem-solving tasks, or demonstrate other skills that require
connections made between text material and prior knowledge were included as higher order
thinking skills (Anderson et al., 2001).

In a philosophy course at Carnegie Mellon University, Harrell (2008) looked at the effect
of argument mapping on helping college students extract logic from texts and write
argumentative analyses, a type of higher order thinking skill that requires general problem-
solving skills. Spread across two semesters and six sections of classes, total of 269 students were
split into a treatment group, that received instruction and assignments on argument mapping, and

a control group, that were not taught the skill. They administered pre and posttests that consisted
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of short argumentative text followed by five questions: 1) stating the conclusion of the argument,
2) indicating how the premises are related, 3) providing a visual representation of the argument,
4) deciding whether the argument was good or bad, and 5) explaining their reasoning. Results
revealed that both experimental and treatment groups made gains over the semester and there
was no significant difference between these gains. However, when they further separated out the
treatment group into students who made few correct arguments maps (0-2) and students who
made many correct argument maps (3 or more), they found that students who made many correct
arguments maps made significantly higher gains than those who only mad a few correct
argument maps. They used a general logistic model to predict gains based on maps created and
used pretest scores as a covariate. The differences in the number of maps created significantly
predicted gains on the posttest (Semester 1: F = 28.13, p <.001; Semester 2: F =37.78, p
<.001).

The results of Harrell’s (2008) study indicate that argument maps may improve student’s
ability to analyze arguments if students make the effort to complete them and do so accurately.
The study focused on a content course in English at a U.S. university and while the number of L1
and L2 English speakers were not reported, we can assume that all participants had a strong
command of English to get accepted into a prestigious academic institution. For this reason, we
cannot be sure if argument mapping would be effective for foreign language learners with less
L2 linguistic knowledge. However, a related study on EFL learners provides insight to this
question.

Eftekhari and Sotoudehnama and Marandi (2016) looked at the effect of assessment
modality, (computer vs. paper pencil) and the pedagogical approach (argument mapping vs.

traditional reading comprehension scaffolding) on EFL learner's critical thinking skills. They
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taught students in the argument mapping groups how to construct argument maps over several
classes. Before and after, they had students take the California Critical Thinking Skills Test.
They found that the combination of computer-mediated scaffolding and argument mapping
resulted in greater gains on the inferencing and inductive reasoning skills than groups who
received traditional reading instruction or were asked to construct argument maps on paper.

The researchers speculated that the computerized argument mapping may have improved
learners' reasoning by making students perform more deliberate practice than traditional
approaches. They reasoned that the computer allowed presentation in an integrated, hierarchical,
organized manner, while the paper and pencil mapping was time-consuming and tiresome
because they were not able to quickly modify maps and the process required careful printing. If
computers can improve the efficiency and ease of constructing argument maps, then it may
reduce the cognitive burden on learners and increase opportunities for L2 learners to engage in
higher order reading and thinking skills. In addition, it may be important to help learners
develop “correct” and accurate concept maps if they are to benefit from the activity.

Chularut and DeBacker (2004) investigated the influence of concept mapping on ESL
learners’ achievement, self-regulation, and self-efficacy as they read passages. Seventy-nine
students were divided into control and treatment groups. The treatment group read passages and
received instruction on how to create concept maps over five classroom sessions, receiving
feedback on their concept maps from instructors during each class session. The control group
read the same passages, studied individually and engaged in group discussion during each class.
Before and after the classes, students took an achievement test. The achievement test was used
to measure the students understanding of the reading passages that were studied during the

experiment. The test included information from each of the five reading passages used in the
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study sessions, and consisted of 52 multiple choice questions design to test students’ knowledge,
comprehension, and application skills (Blooms, 1956). Test results indicated that both groups
made significant gains over the 5 classes, but that the concept mapping group made significantly
more gains than the individual study group.

The authors speculate that through concept mapping, students may have come to
understand not only the ideas in the passage, but the relationships among those ideas, leading to a
more complete understanding of the passages. In addition, construction of concept maps may
have spurred students to make more explicit links to prior knowledge compared to students in the
individual study plus discussion group, which may account for their greater ability to recall
information from the passages.

Other common classroom scaffolding techniques include the use of guided questions and
discussion of reading materials. While this format is common in L1 English classrooms in the
U.S., it is much less common in foreign language classrooms. To this end, Gomez’s (2012)
study is notable because it looked at the effectiveness of four pedagogical approaches aimed at
developing EFL learners’ intercultural competence through the study of American literature.
Each pedagogical approach implemented different forms of scaffolding, mainly through guided
questions and discussion. The approaches included an inquiry-based, dialogical, transactional,
and a content-based learning approaches. Each approach was used once for each class session,
where the 23 EFL students discussed the short, nonfiction narratives by Americans from diverse
backgrounds.

In the inquiry-based approach, students were given a study guide containing conceptual
questions to direct their reading processes. After answering these questions at home, they came

to class to speak about and compare their personal responses. In the dialogical approach, students
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engaged in dialogue in small groups and as a whole class instead of answering questions. In the
transactional approach, learners related their personal experiences to the main character's
experiences, tried to identify with the character, expressed their opinions about the topic, talked
about their own experiences, and referred to related events outside the text. Finally, in the
content-based approach, learners discussed literary topics such as characters, conflicts, ideas,
symbols, points of view, and themes. Each of the five multicultural literary texts were read
outside of class and discussed over the period of one to two weeks. Data was collected in the
form of observations and field notes, student journal entries, and student interviews.

Gomez found that all four pedagogical approaches supported learners’ intercultural
competence by giving them opportunities to think, manipulate information, express personal
ideas, compare and contrast information, find and investigate historical events and literary topics,
defend a point of view, and address conclusions from the literary works they read. Students
highly favored the inquiry-based approach, remarking that the guided questions were a useful
means for them to focus their attention, provided them time to think, and allowed them to
prepare for class discussion. One student claimed that the dialogic approach allowed her to share
her thoughts, complement ideas, and extend her perspective. The researchers found that after the
transactional approach, students reflected in their journals on intercultural attitudes, including the
ability to respect others, the importance of being tolerant, and the need to become open-minded
to other views and beliefs. Finally, the content-based approach learners identified important
information about traditions, beliefs, and values reflected in the texts, and talk about how this
was reflected in the characters’ actions.

There are several notable factors that may have contributed to the success of these

pedagogical approaches. One is that students noted on several occasions how comfortable they
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felt in the classroom discussing topics and relating personal experiences without being judged.
This sense of rapport among classmates and teachers is not always present in classrooms, but
likely made a difference in the effectiveness of the discussions. In addition, the students
appeared highly motivated. Before research started, learners had been given a presentation
explaining the constructs of intercultural competence, authentic literary texts, and American
multicultural literature. After this presentation, learners indicated that they were interested in
intercultural competence and wanted to improve upon it. Also, despite stating that the readings
were difficult, they reported using more reading strategies and using the dictionary more often
than usual because they enjoyed the content and thought the pedagogical support helped. It is
not clear if learners had received this type of pedagogical approaches to reading literature before,
but if they had been socialized into these types of classroom discussions from other classes, then
this would also have improved the effectiveness and students’ reception to the approaches.

Gomez’s (2012) study provides implications for foreign language classrooms with
integrated language and culture learning goals. In addition, it demonstrates how learners develop
and refine their understandings of culture through discussion and interaction with literary texts.
The students actively discussed abstract cultural concepts represented in the text, incorporated
relevant prior knowledge and experiences to the main characters and situations, reflected on their
own perspectives, and refined their understanding of their own cultures in the process.

Studies reviewed in this section suggest that various types of scaffolding can assist
students’ development of higher order thinking skills during the reading process. There are still
too few studies on scaffolding of higher order thinking skills for us to draw conclusions about the
effectiveness of certain types of scaffolding (e.g., argument maps, graphic organizers) over

others, or about the effectiveness of modality (e.g., computer vs. paper and pencil). However, all
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activities used within these studies required students to engage in “personal-meaning
construction” by linking text information with prior knowledge.

Summary. The review of literature provides several insights to the role of prior
knowledge integration with texts in higher order thinking. Studies investigating the contribution
of domain knowledge to reading comprehension suggest that L2 linguistic knowledge plays an
important role in mediating the use of domain knowledge in L2 reading, specifically for gaining
a basic, textbase comprehension of the text. Studies on prior knowledge activation and academic
learning suggest that academic performance is often more successful when readers make more
inferences, a skill that by definition requires prior knowledge integration with text ideas. Studies
on assessment of higher order reading skills describe the importance of well-designed rubrics
and pilot data for scoring student essays. Finally, studies on pedagogical scaffolding techniques
for higher order reading to learn skills indicate that most types of scaffolding have been
successful when students are willing to engage with it.

We have yet to see studies that address the influence of topic familiarity and L2 linguistic
knowledge on what exactly participants “learn” from texts, or how they mentally restructure their
understanding of a topic in relation to their prior knowledge. In addition, none of the studies
address foreign language learners of languages other than English, nor do they address prior
knowledge integration beyond anaphor resolution and local coherence gaps between sentences.
While most studies on pedagogical scaffolding of higher order thinking appear effective, it is
unclear if this will apply to foreign language learners with lower levels of language proficiency
in higher education contexts. In response to this gap in the field, this dissertation investigates the
effectiveness of prior knowledge scaffolding on students’ ability to express higher order thinking

skills. The phrase, “prior knowledge scaffolding” is used to describe activities that focus on
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helping students integrate their prior conceptual knowledge with text information. To guide this

investigation, the following research questions were formed:

Research Questions

1. During the reading to learn process, can scaffolding enhance learners’ ability to activate
prior knowledge for personal-meaning construction?

2. Does prior knowledge activation enhance the leaners’ ability to express knowledge

refinement?

3a. Does language proficiency affect how much the learner activates prior culture knowledge?

3b. Does language proficiency affect learners’ expression of knowledge refinement?
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CHAPTER 3

Methodology

Setting and Participants

Sixty-six Japanese as a foreign language learners were recruited from four different
universities in the Northeastern United States. Learners were in their third and fourth years of
Japanese study and were enrolled in Japanese programs that all emphasized language skills such
as vocabulary growth and grammar structures. However, eight participants were recruited from
a program that emphasized listening and speaking in the first two years of study, so third year
students were in the beginning stages of learning to read and write. One program also
emphasized the importance of culture-learning skills as one of its main program objectives in
addition to reading, writing, listening, and speaking. In total, 12 participants were recruited from
this university. The other two programs placed equal emphasis on the four skills, but did not
explicitly list culture-related learning objectives in the syllabi of their courses.

Students enrolled in their fourth to eighth semesters of Japanese (intermediate and
advanced learners) were chosen for the study because they had a large enough linguistic
repertoire in Japanese to extract meanings from text and express their understanding with help
from a dictionary. These students consisted mainly of undergraduates, although some graduate
students also enrolled. Most students who take these courses are interested in learning Japanese
as a second language and often have some interest in Japanese culture.

Participants came from a variety of L1 and L2 backgrounds and experiences. Thirty-
seven participants were L1 English speakers and 23 were L1 Chinese speakers. The rest of the
participants had a variety of L1s, including 3 L1 Arabic, 2 L1 Korean, 2 heritage Japanese
speakers, 1 L1 Vietnamese, 1 L1 Thai, 1 L1 Tamil/Malayalam, 1 L1 Hindi, and 1 L1 Bahasa

Indonesia (Figure 1). Participants also had a variety of L2 experiences. Twenty-three
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participants reported knowing English and Japanese, but the 43 other participants reported being
fluent in a third language (usually their native language) or had studied other foreign languages,
including French, German, Icelandic, Italian, Spanish, and Welsh.

While 47 participants received all of their education in the U.S., 7 stated they received
education in both the U.S. and China or Taiwan. Another 9 stated that they received education in
other countries, including Thailand, Vietnam, Saudi Arabia, the United Arab Emirates,
Indonesia, and the Philippines. Two participants were heritage speakers of Japanese, with one
who attended schools in the U.S., and the other attending schools in China before coming to the

U.S. for university.

Figure 1. L1 Backgrounds and Years of English-medium Education
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Note: Time spent in Japan refers to either years lived in Japan or the amount of time students studied abroad in
Japan.
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Measures and Instruments
Japanese Proficiency

Learners’ L2 linguistic knowledge was measured using vocabulary questions from the
Japanese Language Proficiency Test (JLPT; Japan Foundation, 2012), a test distributed by the
Japanese Ministry of Education, Culture, Sports, Science, and Technology (MEXT) often used in
job listings and résumés to indicate Japanese proficiency. There are 5 levels, where N5 is the
easiest and N1 the most difficult. Questions from the vocabulary sections of the N2, N3, and N4
tests were combined in random order to create a 21-item vocabulary knowledge measure
(Appendix B). The JLPT vocabulary questions heavily rely on knowledge of Japanese syntax,
collocation, word usage, and inferencing ability, and were therefore used as a proxy for Japanese
language proficiency. Students were awarded full points if they completed the task accurately.
They were provided feedback with the number of questions they answered correctly at the end of

the assessment, but this score does not impact their grade and is not used for the study’s analysis.

Reading to Learn Assessments

Two versions of an integrated reading task (hereafter referred to as reading to learn
assessments) were created with two linguistically and structurally comparable passages each
describing a distinct topic, called “Global” and “Overwork” tests. Both passages were taken
from a famous editorial column in the Asahi Newspaper called “Vox Populi” (Tenseijingo in
Japanese) and adjusted to be of similar length and difficulty. The Global Text and Overwork
Text are approximately 500 characters in length and rated as “upper-intermediate” texts, scoring

3.38 and 3.46 respectively on Lee and Hasebe’s (2016) readability scale, (http://jreadability.net/).

In the Global test passage, a Japanese writer laments the way Japan overemphasizes the
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importance of becoming a “globalized citizen.” The Overwork test passage describes the
tendency of Japanese people to spend long hours at work.

The first goal of the task was to have students identify Japanese views towards the focal
content of the passage they read. The next goal was to have students compare their own culture’s
practices and views, and reflect on what cultural insights they have gained through reading and
analyzing the passage (e.g., how the dominant views on the topic relate to each country’s history,

values, and societal behaviors). Each test has three parts: comprehension, analysis (incorporated

as scaffolding), and reflection. The comprehension, analysis, and reflection sections are

completed during class. A summary of each section and its goals are provided in Table 2.

Table 2. Description of Reading to Learn Tasks for Global and Overwork Tests

Task Description Goal

Textbase comprehension Scaffolds learners’ attention
- e Short answer questions on main ideas in each paragraph towards and comprehension of
8 e Summarize the main points of the reading passage in focal ideas expressed in the text.
5 English based on their answers to short answer questions English ’Summary checks
§ Technology-Enhanced Features learners” comprehension of focal
a . L cl . . ideas from the text without
= e Hyperlink dictionary glosses provide immediate English demanding productive L2
8 translations linguistic knowledge.

e Online bilingual dictionary tool of students’ choice

| Prior Knowledge Integration Scores are based on completion,
@ & | Compare own experiences, culture’s values and practices and indicate if scaffolding
2.2 | with Japanese culture, or relate prior knowledge of Japanese succeeds in increasing learners’
s gg culture to passage prior knowledge integration
< # | ® Comparison charts (RQ1)
~ | e Short answer questions

Perspective-taking on main ideas Students’ responses are used to
g Explaining how passage reading and analysis affect the indicate knowledge refinement:
‘§ learner’s views on the target culture and own culture. ;"ﬁ:‘iﬁ;ﬁ; 3;1(1";’?;;;%%;?3;3,
E’ * Longanswer questions target culture and their own

culture changed (RQ2).

Comprehension Section
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Purpose. The comprehension section was designed to ensure that all students, regardless of
variations in linguistic proficiency, were able to grasp the main ideas of the reading passage.
Therefore, linguistic resources were provided (e.g., hyperlink dictionary glosses and bilingual
dictionaries) as needed to help students extract locally coherent meanings from the reading
passage. This decision was made because a pilot study indicated that students who did not
achieve adequate understanding of text main ideas could not conceptually engage with the
content of the text.

Task. Before students were given the passage, they were provided with an overview of the
reading to learn tasks and reminded of the goals of the “assessment module,” which were to
monitor and foster students’ skills for transcultural competence (Appendix C). Students were
also reminded that they could use an online bilingual dictionary of their choice while taking the
tests. After the short introduction, students were presented with the Global or Overwork passage
on a computer screen. As they read, student answered open-ended short answer questions about
the main ideas and perspectives expressed in the passage. There were three types of
comprehension questions: (a) gist detection, (b) significant details, and (c) text-based inference.
Although lexical inferences and co-reference identification were also considered important
comprehension skills, due to time restrictions, the number of comprehension questions was
limited to six for each test (Appendix C). The first five questions required short phrases in
Japanese, while the last question for both tests asked students to summarize the passage in
English. This task allowed students to express what they understood without relying on their L2
productive knowledge of Japanese. If students provided accurate answers to all questions, they

received full points on the comprehension section of the test. Students were not given a strict
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time limit on how to divide their time among the sections, but instructions suggested them to

spend no more than 20 minutes on the Comprehension section of the test.

Analysis Section (Prior Knowledge Scaffolding)

Purpose. Conceptual scaffolding was provided by instructing students to compare their prior
experiences and knowledge of their own culture with information about Japanese culture
expressed in the text passage. Students began with conceptually easier comparisons between
personal experiences and Japanese experiences expressed in the text. They then progressed to
comparisons between cultural practices (e.g., learning English, working overtime without
complaint) and finally, to comparisons between underlying cultural values in Japan and their
own culture(s) that explain the phenomenon in question. For example, questions began by
asking how many hours of work a week was typical in Japan and their own culture(s), but
progress to questions about what cultural values influence the practice of overwork in each
culture. In doing so, students were able to progress from more concrete comparisons to abstract
cultural comparisons in attempt to help them refine previously held understandings of both
cultures through personal-meaning construction. In the reading to learn framework, this process
of personal-meaning construction is the critical point where mental restructuring and learning
itself occurs.

Cultural Comparison Charts. Due to time restrictions, students were not required to fill out the
comparison charts, but they were encouraged to at least consider answers to the questions
presented in the chart. In addition, students were told they could answer in English or Japanese
to emphasize conceptual engagement with the material over linguistic knowledge. Students
completed graphic organizers that explicitly asked them to connect relevant prior experiences

and cultural knowledge on one side of the table with cultural concepts from the text on the other
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side of the table (Appendix D). This format was intended to help students compare Japanese
cultural behaviors and values with their own cultural behaviors and values. For example,
students were asked to compare their own personal experiences and beliefs about learning a
foreign language with that of the passage author. This format was chosen because it overtly
prompts students to connect prior knowledge with information from the passage. In addition, the
ability to transfer one representation of information into another is considered conducive towards
building a situation model (Kintsch, 1988, 1998; Zwaan & Radvansky, 1998).

Open-ended Cultural Analysis Questions. Short-answer questions in this section also prompted
students to compare focal points and key ideas from the text with their own experiences and
home culture(s). These questions were more specific than the graphic organizer questions
because pilot tests revealed that for some students, graphic organizers were not specific enough
to help them integrate prior knowledge with text information. For example, students were asked
about what qualities a “global citizen” would have in Japan versus in their own culture
(Appendix D). They were asked if they felt that speaking a foreign language supports “global
citizenship.” Students receive points for this section if they showed an ability to integrate prior
knowledge with focal ideas from the text, regardless of what type of prior knowledge or
experience they introduced. Students were usually able to get full marks on this section if they

followed instructions and completed the tasks.

Reflection Section

Purpose. The main purpose of the reflection section was to have students synthesize and express
their refined understanding of the focal topic through long answer constructed responses
(approximately 150 characters) in L2 Japanese. For pedagogical purposes, the tasks guide

students to connect Japanese cultural values and behaviors expressed in the text with their own



FOSTERING HIGHER ORDER READING SKILLS 46

cultural experiences to express their new understanding of a cultural phenomenon, in accordance
with ACTFL’s Communication goal (Standards 1.2, 1.3) (Appendix A). For research purposes,
the task allows us to measure learners’ L2 knowledge refinement, or higher-order thinking skills
expressed in Japanese.
Reflection Rubric. The reflection rubric awarded a small percentage of points for productive
language ability, but the majority of the rubric was dedicated to students’ expression of
knowledge refinement (Appendix E). For productive language ability, students received full
points on the Language section of the rubric as long as small grammar or word-choice mistakes
did not interfere with the coherence of their ideas. For knowledge refinement, students received
points when they expressed higher-order thinking skills. These sections of the rubric were
carefully designed to align with cognitive learning processes within Blooms’ Taxonomy
(Anderson et al., 2001) and the first 4 C’s of ACTFL National Standards: Communication,
Cultures, Connections, Comparisons, and Communities. Since the tests could not assess how
students used language beyond the school setting, the reflection task could not assess this
objective. However, the tables in Appendix A summarize how different sections of the reading
to learn tests and reflection rubric aligned with Blooms’ Cognitive learning processes and
ACTFL National Standards. Since the ACTFL Standards were designed to support integrated
language and culture learning, the following paragraphs focus on describing the reflection
rubric’s alignment with these standards.

The reflection rubric contained five sections to assess learners’ knowledge refinement:
Prior Knowledge, Learn, Diversity, Compare, and Relationships (Appendix E). The four
reflection questions in each test had Prior Knowledge, Learn and Relationships sections within

the rubric, but the Diversity was only included for the first two reflection questions, while
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Compare was included in the third and fourth reflection questions. This was due to the nature of
the questions, as the first two questions focused on Japan, while the latter two focused on
learners’ own culture. The Prior Knowledge section of the rubric was designed to support the
Communication objective of ACTFL National Standard 1.3, where students “present
information, concepts, and ideas to an audience.” By having students communicate their
previous viewpoints, the task is designed to raise students’ awareness of their own culture and
cultural perspectives by having them state their previous views towards the cultural issue. The
Learn section of the rubric also aligns with the Communication objective of ACTFL’s National
Standards (Standards 1.2 and 1.3), where students present their understanding of the text and
what they have learned to an audience. Relationships corresponds with the Cultures objective of
ACTFL’s National Standard 2.1, where students “demonstrate an understanding of relationships
between cultural perspectives and practices.”

For the first two reflection questions, students were awarded points for the Diversity if
they addressed the diversity of views held within Japan. This partially supported ACTFL’s
Connections Standard 3.2, where “students acquire information and recognize distinctive
viewpoints.” However, the ACTFL Standards do not explicitly describe the importance of
acknowledging diversity of viewpoints within one’s own culture and the target culture.
However, this was considered an important learning outcome, as both reading passages were
written by Japanese authors with distinctively different viewpoints from “mainstream” Japanese
society. For the second two reflection questions, students were awarded points for Compare if
they used a comparison between Japan and their own culture to support their conclusions. This

learning outcome aligned with ACTFL’s Comparisons, where “students demonstrate



FOSTERING HIGHER ORDER READING SKILLS 48

understanding of the concept of culture through comparisons of the cultures studied and their

2

own.
Reflection Questions. Students were shown the reflection rubric before they were given the
reflection questions. The first question asked students to reflect on and state what they learned
about Japanese culture since reading the passage, while the second question asked them how
they would apply what they learned when communicating with Japanese people (Appendix E).
The third question asked students to reflect on how their own views changed about the societal
issue, while the fourth question asked students to reflect on how the passage influenced
understanding of their own culture’s views towards the issue. Students received more points
when they explained the influences on their understanding (e.g., cultural values, beliefs,
attitudes, ideas) rather than just stating their point of view. Due to limitations in the computer-
mediated platform, students were not able to look back at their responses in the Comprehension
and Analysis sections as they wrote answers to the reflection questions.

Scoring Procedures. The principal investigator met with two Japanese instructors at one of the
universities to discuss appropriate scoring procedures based on the rubric made for the reflection
responses (Appendix E). Working with a subset of participants’ tests within the two instructors’
classes, details of the rubric were discussed to determine the appropriate scores to award and
clarify what the main differences were between responses that deserved one, two, or three points
on each section of the rubric. The principal investigator and Japanese instructors went through
several rounds of scoring, and met approximately six times over 1.5 hour sessions to discuss our
interpretations of the rubric, compare scores, and reach a consensus on how to clarify the rubric
with each round. After refining the scoring process, a graduate student researcher was hired to

score 30% of the reflection responses. This researcher was a highly advanced Japanese speaker
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and had just started teaching Japanese at the same university as the principal investigator. She
received training based on the protocols developed with the previous two Japanese instructors

before scoring the reflection responses, resulting in an inter-rater reliability of 85%.

Technology-Enhanced Assessment Features

The reading to learn tests were provided online through a technological platform developed
specifically for this project. The platform afforded different benefits to the participants, the
teachers involved in scoring, and the test scorers. For students, the technology-enhanced
assessment provided hyperlink dictionary glosses that offered quick English translations of less
frequent words in the passages. In addition, students were encouraged to use an online Japanese
dictionary to aid with comprehension or writing their responses in Japanese. For teachers and
test scorers, the technology highlighted rhetorical patterns within students’ reflection responses
that indicated areas where they stated prior knowledge, made comparisons, text references, and
other rhetorical moves. This feature helped make the scoring of student responses more efficient
(e.g., by highlighting key words and phrases that signal prior knowledge integration). The

format allowed them to refer back to the passage while answering comprehension questions.

Figure 2. Screenshot of Technology-Enhanced Reading-to-Learn Test (Overwork)
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. Instructions: Please answer the following questions in JAPANESE.
Comprehension
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[
Training Task

Before students took the first reading to learn test, they were provided with a “training session”
to help familiarize them with the technology-enhanced features of the test and the test format.
The students were provided with a few practice questions to ensure their familiarity with the test
features and how to switch between typing in English and Japanese. It also had students fill out a
background questionnaire (Appendix F) in order to get a better understanding of their language

and educational experiences.

Student Feedback

A feedback survey was designed to collect information about the difficulty and usefulness of the
reading to learn tests (Appendix F). In addition, the survey was designed to find out about
students’ familiarity with integrated reading and culture-learning activities. In addition, students

were given the chance to provide short, optional feedback at the end of each reading to learn test
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by providing an answer box under the question, “We would appreciate any comments or
suggestions you have about the activity” on the last page. Since there was not enough time for
all participants to fill out the full feedback survey after they took the reading to learn tests, the
full feedback survey was only sent to students within one of the universities with which the

principal investigator was affiliated a few days after they took the second test.

Data Collection Procedure

Data collection took place during the beginning and end of the Fall 2017 semester.
During the third and fourth week of classes, the principal investigator attended sections of the
intermediate and advanced Japanese courses at the four universities in order to recruit
participants and explain the overall goals of the reading to learn research tasks. Then, during the
second or third week of the semester, students were asked to complete the training session from
their own computers 1-4 days before taking the first reading to learn test. The training task took
an average of 30 minutes. Participants later met the researcher in a computer lab during both
reading to learn assessments. To adapt to university students’ busy schedules, the second
reading to learn test was administered 8 weeks after the first reading to learn test. Both tests
took an average of 1.5 hours for students to complete. To reduce possible influences of
instruction between the first and second administration of the tests, the test versions were
counterbalanced for test topic (Global and Overwork) and treatment (scaffolding or no
scaffolding), as shown in Table 3. Students were randomly assigned to one of four “test
packages” of the reading to learn tasks (Table 3). Students who took the control versions of the

test in the first administration took the treatment version during the second administration and
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vice versa. Likewise, students who received the Global test during the first administration

received the Overwork test during the second administration.

Table 3. Data Collection Procedure within Target Program

Test Package
1 2 3 4
First Global Overwork Global Overwork
Admin No scaffolding Scaffolding Scaffolding No scaffolding
Second Overwork Global Overwork Global
Admin Scaffolding No scaffolding No scaffolding Scaffolding

Data Analysis

To answer the first research question, “Can scaffolding enhance learners’ ability to
activate prior knowledge for personal-meaning construction?” students’ constructed responses in
the Reflection section were analyzed for prior knowledge activation among each test condition.
Prior knowledge activation was operationalized as any instance where students referred to
relevant prior knowledge in their reflection responses. Prior knowledge references were coded
by clauses in student responses reflecting prior knowledge of students’ own culture or personal
experiences. A coding scheme was developed to deal with clauses that were harder to categorize
as prior cultural knowledge versus evaluation (Appendix H). Also, a second bilingual speaker of
English and Japanese was hired as a second coder for prior knowledge references. After 1-2
training and discussion sessions, inter-rater reliability was 99% for the coding of prior
knowledge references. The number of prior knowledge references was then compared in the
scaffolding and no scaffolding conditions. Table 4 displays each construct measured, the

corresponding task, and their method for scoring.
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Table 4. Constructs and Tasks

Construct Task Measurement Scoring

Japanese Language

Proficiency Test Multiple Choice Score # of correct responses

Language Proficiency

L2 Higher-order Reading to learn Reflection Responses Rubric-based rating
Thinking Skills Test (Total Score) scores

Prior Knowledge Reading to learn Number of Prior Human coding
Activation Test Knowledge References | (frequency)

To answer the second research question, “Does prior knowledge activation enhance the
leaners’ ability to express knowledge refinement?” students’ scores on the reflection sections of
the test were examined. A second rater was hired to score students’ performance on the
reflection section of the test and demonstrated 85% inter-rater reliability with the principal
investigator. Next, the Global test and Overwork versions of the tests were compared to make
sure that one passage was not significantly more difficult than the other one to score well on.
Multiple pilot tests, item analysis, and assessment revisions were conducted to ensure that the
two versions induced the focal skills similarly before the final data collection. Due to careful test
design and multiple piloting attempts, it was designed so that the Global test and Overwork
passages would elicit similar score averages and variation.

It was hypothesized that a strong relationship would exist between prior knowledge
integration and knowledge refinement, but that language proficiency would moderate this effect.
After confirming that the two test passages were of equal difficulty, the correlations between
students’ integration of prior knowledge and reflection scores were examined. To determine the
influence of each variable, a hierarchical regression was run.

Related to the second question, the third research question investigates, “Does language

proficiency affect the extent and way in which the learner incorporates conceptual scaffolding in



FOSTERING HIGHER ORDER READING SKILLS 54

the L2 reading processes?” To investigate this, bivariate correlations and hierarchical regression
from question 2 were used to determine the relationship between linguistic proficiency and the
reflection scores on the reading to learn test. Based on a pilot study, it was hypothesized that
language proficiency would be the strongest predictor of students’ reflection scores, since text-
based comprehension and productive language ability relies heavily on linguistic knowledge for

meaning extraction and communication.
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CHAPTER 4

Results and Discussion
Descriptive Statistics

The sixty-six participants who completed both reading to learn assessments
demonstrated a wide distribution of scores on all measurements. After data collection was
completed, it became clear that some learners wrote longer reflection responses than others,
despite the fact that the assessment was not timed and instructions indicated that students should
write 4-6 sentences for each response. Since some students were more verbose than others in
their reflection responses, it was considered important to include this factor in the analysis.
Descriptive statistics for the comprehension section, reflection section, number of prior
knowledge (PK) references, Japanese Language Proficiency Test (JLPT), and total response
length of students’ reflection responses are shown in Table 5.

Table 5. Descriptive Statistics based on Condition

Comprehension Reflection PK References JLPT Response length
Score Score (characters)
Condition M SD M SD M SD M SD M SD

+ Scaffolding  5.78 1.31 2222 687 500 263 NA NA 545353 183.2

- Scaffolding  5.66 145 2197 624 574 326 2444 8.01 55933 170.0

Note: PK = prior knowledge

Table 6. Reflection Scores Based on Time and Condition

Time 1 Time 2
Condition M SD M SD
+ Scaffolding 21.33 7.55 23.06 6.15

- Scaffolding 2190 625 2205 6.34
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Interestingly, learners showed a difference in prior knowledge activation during the first time of
administration, but less so during the second time of administration, which may be due to
practice effects (Table 7).

Table 7. Prior Knowledge References Based on Time and Condition

Time 1 Time 2
Condition M SD M SD
+ Scaffolding 6.15 3.46 5.31 3.03

- Scaffolding 4.88 2.61 512 2.67

Correlations were also examined between each measurement. As expected, there were
strong correlations between comprehension scores, reflection scores, and the JLPT. Prior
knowledge references had no correlation with the comprehension scores or JLPT, but they
exhibited a medium correlation with response length (Table 8). In addition, response length
showed a strong correlation with reflection scores and a medium correlation with comprehension
scores.

Table 8. Correlation Matrix

Reflection JLPT PK References Length
Comprehension 0.42* 0.56* 0.02 0.30*
Reflection - 0.39* 0.45* 0.79*
JLPT - 0.04 0.34*
PK References - 0.46*

Response Length -

Note: * indicates significance at p < 0.001
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Students spent approximately the same amount of time on the analysis section of the
scaffolding condition and the vocabulary section of the non-scaffolding condition, although there
was wide variation among learners, as indicated by the standard deviations (Table 9). A Welsh’s
paired #-test indicated that students did not spend significantly more time on one section than
another. During the second time of administration, participants spent a bit less time on both
sections.

Table 9. Time Participants Spent on the Analysis and JLPT Sections

Time 1 Time 2
M SD M SD

Analysis Section

(+ Scaffolding) 2099 min  857min  1586min  8.83min

JLPT Vocabulary Section

( - Scaffolding) 20.79min  10.09min  17.45min  7.65 min

About one third of participants completed the entire scaffolding section during the
treatment condition of the reading to learn test. However, another third only completed the
open-ended cultural analysis questions and another 20% partially filled out the comparison chart
to varying degrees of completion as shown in Figure 3. This information was important to
consider when analyzing the effect of the scaffolding condition on learners’ prior knowledge
activation.

Figure 3. Amount of Scaffolding Completed in Treatment Condition
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Note: students only received scaffolding for one of the tests. For the other test, they
received vocabulary questions. K =11.

In order to confirm that passage features did not have any notable impact on students’
performance, Welsh two sample paired #-tests were conducted between students’ scores on the
Overwork and Global passages. The paired ¢-test confirmed that students gained similar
reflection scores on both passage topics #-test (#130) = -0.48, p = 0.63), and made approximately
the same amount of prior knowledge references on the overwork and global passages (#(130) =
0.49, p = 0.62). These results justified removing passage topic from subsequent analyses as a
possible factor influencing reading to learn scores.

Table 10. Descriptive Statistics based on Passage Topic

Reflection Score Prior Knowledge References
Passage M SD M SD
Global 21.82 6.46 5.50 3.37
Overwork 22.37 6.65 5.24 2.53

Research Question 1
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During the reading to learn process, can scaffolding enhance learners’ ability to activate
prior knowledge for personal-meaning construction?

Contrary to the hypothesis, descriptive statistics did not indicate any noticeable
differences between scaffolding and non-scaffolding conditions on the reflection scores. This
remained true, even when compared across time of administration, as shown in Table 6.
However, learners averaged slightly more prior knowledge references in the scaffolding
condition during both time administrations, especially during Time 1 (Table 7). These
differences were taken as justification to further examine differences on the data based on
Condition using inferential statistics. Figure 4 displays each participants’ number of prior
knowledge references during each condition, and displays a wide distribution of prior knowledge

activation in both conditions.

Figure 4. Prior Knowledge Activation during Two Conditions
Distributions

Count (# Clauses w/Prior Knowledge References)

T
PK_references

Prior Knowledge
Activation

Condition E No Scaffolding E Prior Knowledge Scaffolding

Note: The center line within the boxplot represents the median, while the edges of the box represent the
upper and lower quartiles. The bold dots towards the top of the chart indicate outliers.
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A paired Wilcoxon Signed-Rank test indicated that the difference between the medians
was statistically significant (W =810, Z=5.53, p <0.001, d = 0.68, p <0.001). However, Figure
4 clearly shows that even though it is statistically significant, the difference between the median
of the non-scaffolding Condition (Med = 5) and the scaffolding Condition (Med = 6) is small.
More notable is that fact that within the non-scaffolding condition, learners showed a wide
distribution of prior knowledge activation. This seems to indicate that for some learners, prior

knowledge scaffolding is not necessary, as they are able activate prior knowledge on their own.

Research Question 2
Does prior knowledge activation enhance the leaners’ ability to express knowledge
refinement?

While reflection scores were not significantly different between the control and treatment
conditions, a Spearman’s Rho correlation indicated a medium-size relationship between the
number of prior knowledge references and reflection scores on all tests, regardless of condition
(7(130) = 0.41, p <0.0001). The relationship between the two constructs can also be seen in

Figure 5.

Figure 5. Reading-to-Learn Test Scores and Prior Knowledge Activation Correlation Plot
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To investigate the ability of prior knowledge activation to predict reflection scores when
response length and language proficiency was controlled for, a hierarchical regression was
performed. Because the number of prior knowledge references was treated as ordinal data (e.g.,
akin to a Likert Scale), these data were first categorized into a smaller number of rankings using
cluster analysis. A cluster analysis revealed four rankings of “prior knowledge activation,”
which was assigned to each test score.

Length of students' reflection responses were entered first since bivariate correlations
indicated a strong correlation between the two (Table 8). This was followed by language
proficiency and the number of prior knowledge references. Condition was not included in either
model since it had no statistical influence on reflection scores. Before running the regression,
various assumptions were checked: all variables showed normal distributions and
homoscedasticity, and three outliers were identified and removed from the data. In addition, all
variables were checked for collinearity using a variance inflation factors test, which indicated
that no variables were collinear.

Table 11. Predicting Knowledge Refinement Scores with Hierarchical Regression
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Step Variable Adjusted R? R? change
1 Response length 0.666*

2 JLPT 0.692* 0.026*

3 Prior Knowledge References 0.738* 0.046+

(all clusters)

Note: * indicates significance at p < 0.001

The hierarchical regression indicated that all three variables, response length, language
proficiency, and prior knowledge references significantly predicted 73.8% of the variance in
response scores (F(123) = 69.8, p <0.0001) (Table 11). Response length accounted for 66.6%
(#(123) = 12.26, p < 0.001) of reflection scores, language proficiency explained 2.6% (#(123) =
3.52, p <0.001), and all prior knowledge clusters together explained an additional 4.6% of the
variance in reflection scores (cluster2: #(123) = 3.08, p < 0.003; cluster3: #123) =4.27,p <

0.001; cluster3: #(123) = 2.80, p < 0.001).

Research Question 3
a. Does language proficiency affect how much the learner activates prior culture
knowledge?
b. Does language proficiency affect learners’ ability to express knowledge refinement?

To investigate the impact of language proficiency on prior knowledge activation, another
correlation test was run. Notably, a Spearman’s Rho test revealed no significant correlation
between students’ JLPT scores and the number of prior knowledge references made in their

reflection responses (r(132) = 0.036, p = 0.68), as seen in Figure 6.
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Figure 6. Language Proficiency and Prior Knowledge Activation
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However, as indicated in the hierarchical regression, language proficiency was a

significant predictor of students’ reflection scores (#125) = 3.95, p < 0.001), explaining 2.6% of
uniquely explaining the variance. An important question to consider is the role of language
proficiency in response length. Response length may be a partial indicator of writing fluency,
but it may also be an indicator of individual differences in motivation, since the test was not
timed. Since response length predicted most of the variance in students’ reflection scores (#(125)
=11.94, p <0.001), this is an important question to examine, which is attempted in the following

section.

Qualitative Examination of Four Learner Responses

To help understand results of the quantitative analyses, this section examines four
learners’ responses for how they interacted with the prior knowledge scaffolding, activated prior
knowledge, and expressed knowledge refinement within the overwork version of the test. It

begins by describing how the four representative learners were selected from the participant pool
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and the extent to which they represent the data. It then examines their interaction with the
scaffolding itself, followed by an analysis of their responses to the reflection questions, where
they express their knowledge refinement.

Cluster Analysis

To select participants who represent different scoring patterns within the data, a cluster
analysis was performed using the Hartigan and Wong (1979) method. The analysis revealed four
clusters, representing four different ways students tended to perform on the reflection section
(Figure 7). Descriptive statistics for each cluster are shown in Table 12.

Figure 7. Cluster Analysis Plot
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Note: Labels are located to the right of the observed value.

Table 12. Descriptive Statistics of Clusters

Prior Knowledge

Reflection Score JLPT
References
Cluster M SD M SD M SD
1 12.60 4.49 1.52 1.17  19.05 8.52
2 19.46 2.57 5.22 1.61 24.66 7.42

3 26.48 4.65 10.60 1.60 24.30 8.52
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4 28.04 3.13 4.98 1.49  27.00 6.95

The first cluster represents learners who scored low on the reflection section and made
the fewest references to prior knowledge. The second cluster scored slightly higher on reflection
while incorporating more prior knowledge references. The third and fourth clusters were the
highest scorers on the reflections, but the fourth cluster integrated more prior knowledge
references on their reflection responses than the third cluster.

One learner was selected from each of these clusters (as shown in Table 13 and Figure 7)
based on their representativeness of their cluster. The only exception is Participant 9, who made
more prior knowledge references than others in Cluster 3.

Table 13. Case Participants

Reflection Prior Knowledge JLPT
Cluster  Participant (Total Score) References (Total) Score
1 40 10.5 1 10
2 67 19.0 5 34
3 9 27.5 13 11
4 57 29.0 5 30

The next section examines each of the four learners’ responses to the scaffolding condition of the
test. In doing so, we can better understand where the scaffolding successfully (or
unsuccessfully) prompted students to activate their prior knowledge, which may help explain

why the differences between the scaffolding and nonscaffolding conditions were so small.

Analysis Section: Learners’ Interaction with Scaffolding Task
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The Comparison Chart. While learners activated significantly more prior knowledge in the
scaffolding condition, the difference was small, amounting to approximately 1 more reference in
the treatment condition on average. One possible reason the scaffolding was not as effective as
anticipated was because half of the activities within the scaffolding were optional. Namely, the
comparison chart was made optional because of time constraints, as the test took an average of
1.5 hours for students to complete. Consequently, 20 of the 66 participants did not fill out the
chart at all, while 16 wrote answers to 10-50% of the questions (Figure 3). This is also reflected
among the four case learners, as Participant 40 and 57 did not fill out any parts of the comparison

chart (Table 14).

Table 14. Analysis Scaffolding: Optional Comparison Chart

Qla. BHFHE & LD & & EARBARN D D 37,

“What type of relationship exists between overwork and time for reflection?”

Participant Japanese Culture Own Culture

40 (No answer) (No answer)

LOWEYN N IeoTH, RN
LD E YRR IR5>THOLY, T& 2 HRILK,
It is okay not to have time to reflect. Even if there is no time to reflect, it's
okay if your healthy.

67

Working overtime isn't necessary
unless it involves extra pay and/or a
deadline is close. (Answered in
English)

While working long hours is difficult
9 for one’s social life, it fulfills their
business life. (Answered in English)

57 (No answer) (No answer)

Q1b. T & » TERM @ D B UWEE I T3,

“What are the positive influences of overwork on society?”

Participant Japanese Culture Own Culture
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40 (No answer) (No answer)
SftE LK LT, HEeMEZFERT BezB T, FEOAEEZ 1<
%o 2,

67 .
You improve your company and make  You earn money and make a better
yourself valuable. living for your family.

Satisfaction when business goes well, Finishing work, extra pay. (Answered

9 impressing superiors. (Answered in . .
English) in English)
57 (No answer) (No answer)

Qlc. BRI EICIE., AR IEDBEE L TV E T,

“What societal problems are related to overwork?”

Participant Japanese Culture Own Culture

40 (No answer) (No answer)

W57 ROEL R R H A BEE LT FU, SOIEERStEbEEL

67 Wb, TW5,
It is related to extreme overwork and Similar, and related even more to
illegal long work hours. illegal companies.
People are unable to have relationships
9 Overtime work is hard on the health of  with others, and take much needed
an employee. (Answered in English) breaks/vacations. (Answered in
English)
57 (No answer) (No answer)

Among those who did fill out the comparison chart, it is interesting to note what types of
prior knowledge participants activated. As intended, Questions 1a, 1b, and 1¢ prompted P40 and
P57 to make generalizations about Japanese culture and their own culture, rather than to talk
about specific personal experiences. Notably, these types of generalizations were also prolific in

their reflection responses, which was problematic if the students reproduced negative stereotypes
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about Japanese people. This is discussed later during the analysis of students’ reflection
responses.

Open-ended Cultural Analysis Questions. The open-ended section elicited different amounts of
prior knowledge activation depending on the question. Question 1 in particular appears to have
elicited more prior knowledge activation than other questions.

Table 15. Analysis Scaffolding: Open-ended Question 2

Q2. H7el-=OE T, BRI Z EnRE7ZEEbhTnET o, (3 - »inz)  fl
Zfifi o TR L CT< 72 &V, (1-3 sentences)

“In your country, is it considered important to work long hours? Please explain using an
example.”

Participant Response

b, ARLRICEL-TEITLE I, WEBLoTDIANLENREL

BboTWDHARWD LEWES, HEIIRFHB Z P02 eBt
40 STTERIFVWWERB S TWALTEA S EEWET,

Well, people are different depending on the situation. I think there are people who

think it is good and people who think it's bad. The employee thought overwork was

bad and the boss thought it was good.

W FADETIE, 2SRRGB 2T, RIFFBE7-<HY £
oo B OBEEDRFTHRY 737,

No, in my country if we receive a salary, then probably we don't work long hours.
When we reach our limit of responsibilities, we loaf off.

67

TAYNTIELS EAMBL DITHEVEE L W TT, Kiax A2 35EEx
LETH, WobbolmWEEDOZELXETNE, T AU OXED
T ANDZ LT —FBHERZETTNE, SOOI IrE LEE A,

9 In America, working overtime isn't very necessary. Sometimes people overwork,
but that's because they always receive higher pay. In American culture, people
place importance on themselves as individuals, so they don't do anything for the
company.
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WWNR ., T AU TIEREREI Z L AREIZEBbn TWEEALL LA
WET, FIZIE, HORIIBTWMETTE, BRoOENRKL LBWET, 7
o, ZLOENFREOH AR LR ZE T LI2WnD TY,

No, I don't think overwork is considered important in the U.S. For example, if a
husband works too long, I think his wife will get mad. This is because many wives
want to spend time with their whole family.

57

P40 attributes need for change to differences between each person without
acknowledging any influence from culture or personal experiences. Meanwhile, P67, P9, and
P57 all answer the question about their own culture and support their answers with prior
knowledge of their own culture. However, P9 and P57 provide more elaboration in their
responses. It is also interesting to note that among all prior knowledge scaffolding questions,
Question 1 was the most effective at activating learners' prior knowledge about their own culture.
Although a portion of responses were similar to P40, it appears that not only directing students'
attention to their own country, but also requesting an example can be an effective way to guide
students to activate knowledge of their own culture's values, and possibly if they have any

personal experiences that reflect those values.

Table 16. Analysis Scaffolding: Open-ended Question 3

Q3. H7RT-DE - #HE b E H 2D L Z ENAREE L BNET ), FRF e T
7% (1-3 sentences) : Does your country have the potential to change its views toward
overwork? Why or why not?

Participant Response

KETIEE S 2D DMERRNEA S EBNET, EFEELTND
FREIE 72V T —FE# T4 0-5 OBl L2y WD T,

In the U.S., I don't think we need to reform our way of working. This is because
normal work hours are usually only 40-50 hours a week.

40
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TV, A0RE. A2 OBERIIRY RV EBnEd, HEE XL
L7ich, 50 LIvEH A,

Yes, in today's society I think people lack a sense of responsibility. If we
improve education, then we can change.

67

RO ET AU M b o &b o & T V7 O < ORILIF Tz 7Z2d
HERNET, TOTIE—FBREVWRTA NN, FEAN—RII72

9 572 TITIT £ A, Astime passes, I think U.S. work practices may more
and more resemble Asia. Asia is the largest rival, so the U.S. has to keep up
pace.

TAVATE G 2Ud 5 2 LEAATREIE L BVWET, b & A

EDOT AV BNFARY R L 2RfTTEL, DD ETT oL X%E2E
57 STEBHHESTZY 35 & BnE T,

I think in the U.S. it is possible to reform the practice of overwork. This is

because if Americans notice something unjust, almost everyone will keep

complaining and doing their best until it changes.

P40 displays prior knowledge activation when they state that there is no need for change
because Americans usually only work 40-50 hours a week. P67 seems to activate prior cultural
knowledge about their own society lacking responsibility, although may be slightly
overgeneralized. P9 did not directly answer the question, but implies that the US will change in
the direction of Asia, activating prior knowledge of U.S.'s desire to compete with Asia. P57 also
activates prior cultural knowledge by referring to how American’s will complain if they see
something unjust.

Overall, it appears that Question 2 activated a small amount of prior cultural knowledge
from each learner, but responses lack elaboration on their reasoning (replying to “Why”
statements). In addition, P40 and P67’s statements are slightly overgeneralized. While P40 has
an acceptable response, it appears less reflective since they did not recognize situations where

overwork does exist in their own country; for example, within their own life as a university
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student. P67 states that people in their culture lack responsibility, but it is not clear what they
lack responsibility towards. P9 implies reflection on the U.S. as a global economic power, but
does not mention this explicitly. Overall, P40, 67, and P9 answers all show some activation of
students’ prior knowledge about their own culture, but with little elaboration or explanation of
their reasoning. If we want prior knowledge scaffolding to be more effective, questions may
need to be more explicit in asking students to elaborate in their responses. Question 1 appears to
have elicited more elaboration because it asked for a specific example. However, students who
have trouble thinking of a relevant example might need extra scaffolding, such as a list of
companies, recent events, or community subcultures related to the topic, to help activate existing

schemata within students’ memory.

Table 17. Analysis Scaffolding: Open-ended Question 4

Q4. HipTid, R Z TRV D) 1 TRGI7Z L B ET 0y, 28T h, (-
3 sentences)

“Do you think that people working in your country value having time to reflect? Why or why
not?”

Participant Response

MNZE-TEITLE I, RIRIZERNET T EEFEEOANTES
BoTWD 0000 £8 A,

40
Depending on the person it's probably different. I think it's important, I don't
know how others! think.
T, TEERENES 2ot b, ARIFE LRV LD 2 fEEORR
67 BEEN LD, BRI 2000 LIVEE A,

Yes, if working conditions get bad, then the employees won't have fun and their
efficiency will be poor. It will become a bad event.
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TEEREEE TRV IR DEFH] ] 1 3REI7Z & g, BARITFRIC Z O
CONTEI TN EBZ RN EMBED LRV ERVnET, H
ARNFTIEFIEL 2N K D ITHE S 2 E WD & BN ET,

9 I think it's important to have time to reflect in the work environment. Especially
for Japan, if they don't think about what to do about this problem then nothing
will change. Japanese people have to do their best so they don't commit suicide
due to overwork.

FAUIREIIEE BNET NS, T2S5AT AU B ADHAIRITIRY K 5 KFHE
RIRNDIFZ ATZE BNET,

I think it's important, so probably all Americans think it is bad if they don't have
time to reflect.

57

Note: * T[EZFE ] is atypo made by the student of TEZAM] (‘other’), 2 TE L < ZELVYL LV is a typo made by the
student. The correct formis T L < #ZLYL 1 (‘not fun’)

Although Question 4 asks students to express a personal opinion about their own country,
students tended to use logical reasoning to support their opinion, rather than prior knowledge of
their own culture or personal experiences. It is a positive sign that P40 recognizes diversity
within cultures, but does not reflect on what personal experiences, cultural values or practices
might have influenced their perspective. P65 gives a logical reason that can be applied to any
culture, while P9 guesses that most Americans feel the same way as they do. P9 comes the
closest to activating knowledge about her own country's values and practices, but does not go the
extra step to explain what may influence those cultural values.

In response to Question 4, the majority of participants used logical explanations to
support their opinions instead of reflecting on personal experiences or cultural knowledge. This
is important to note, since it may have influenced the types of responses they gave in the
reflection section.

It is interesting to note that in the four case examples, we see little overlap in the ideas
expressed in the scaffolding section and reflection responses, presented in the next section. It is

possible that students felt that they should have different answers to each section of the task.
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Phrases suchas [Hij%H 9 FWVVE L7217 &, ...] (‘Ialready said this but . . .”), were present in

some of the reflection responses, and several of the student feedback responses stated that the
questions seemed to overlap with each other, suggesting learners felt awkward repeating
themselves. It is also possible that students simply did not remember what they wrote in the
scaffolding section. While administering the assessment, several participants asked if it was
possible to look back at their answers to the scaffolding section. Unfortunately, limitations in the
current version of the technology-enhanced assessment made it impossible for them to do so in

the current version of the assessment.

Reflection Responses: Learners’ Expression of Knowledge Refinement

Students expressed more knowledge refinement on their reflection responses when they
displayed higher-order thinking skills (HOTS), as these were the highest-weighted skill areas in
the scoring rubric (Appendix E). In the following sections, learners’ answers to two questions
are examined in order to understand how response length, language proficiency and prior
knowledge integration played a role in learners’ reflection scores.

Japanese Culture

The first two reflection questions asked students to reflect on what they learned about
Japanese culture. Their scores were heavily weighted on the Learn, Relationship, and Diversity
sections of the rubric (Appendix E). The Learn section of the rubric aligns with the
Communication objective of ACTFL’s National Standards (Standards 1.2 and 1.3), where
students present their understanding of the text and what they have learned to an audience. In
this section, students were awarded more points when they gave evidence or explanations to

support their statements about what they learned. However, if participants lacked a clear focal
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point about ‘what they learned’ or accompanying information had lacked a clear connection to
their focal point, then they were not awarded full points. In Table 18, P40 only received 1 point
for the Learn score because they answered that they did not explain which Japanese views they
learned “a little bit” about, and did not elaborate by explaining what they already knew. P67
received 3 points (a full score) for the learn section of the rubric, as they explained a focal point
(Japanese people are not used to overwork) and two ideas that support this statement (It is hard
for Japanese people to object to overwork and Japanese people who moved to the West reduced
their work hours). P9 and P57 only received 2 points on the learn section of their responses
because they only mentioned one fact from the text to elaborate on what they learned. The other
information they mentioned was not considered relevant to the Learn score because it was not
related to their focal point, and consisted of information they did not receive from the text, and
considered more relevant to other parts of the scoring rubric. Overall, participants’ Learn score
was impacted by their ability to construct personal-meanings from the text and elaborate on them

with clear explanations or examples.

Table 18. Reflection Question 1

QL A% b LIZHARKNDREFRITTEDE X TITHONWTEARI LRGN L LI
M, BilZfilE - TR L T< 72 &V, (4-6 sentences)

From the passage, what new insights have you gained about Japanese people’s attitudes
towards overwork? Please explain using an example.

Participant Response Total Pts
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75

40

67

57

IHEBLANZ AANDOREH B DOE 2 7138 < 50000 %
HFATLEE, 2L Lm0 EbroRITRAE
L7co ARNIZIIEET DRHNZNWE S ot id !
(COEL o THY FHATLIZ,

Before reading, I didn't really understand Japanese people's view
towards overwork. I only know a little, but I learned only a bit. It

seems that Japanese people have a lot of work hours, but I didn't
know it was that! bad.

AANGRRFFIGEIEN T RN ERbr0 L, -
2@ ELRE, BOTH, L2 LIC LT E
To TLTHARANDEE 513U 5D E9 2, FINZEE) L7 H
ARNTITF B HE Z D LE L7znb,

I learned that Japanese people are also not used to overwork. It’s
simply that when they do have to overwork they don’t object. Also,
overwork can be reformed?. Because Japanese people who
transferred to jobs in the West reduced their work hours.

FATWo s TAARANIEELZ L2 TUIWITEEALEE S |
ERWELL, TH, RV EIRAARARNET, BA
TRV IRDFMITZ O RUIENS, bobbo T XY AR
W22 £ LTe, FREERIOIEDIZNONDEDZE L72< T
TWTEFATTN, ZARIEFET AV BIZLH D £,
ThH, BRI LHADZ LIFHEEIRV ELL, £ T
otz L HnET,

I always thought 'Japanese people think they have to do overwork.'
But apparently there are other types of Japanese people. In Japan,
time for reflection is important, so they became more and more like
the U.S. They still have to do things for their boss, but that kind of
thing also exists in the U.S. But Japan came to value themselves as
individuals more. I think that is good.

AKXz b EICHARANDRRR B OE X FIZHOVWTELDOH
ANFHME LT, RIREZCHD KO ICRFRTEE 77,
Bz, SR LMPAR 2D X5 IR TEAIWD Z
LICLES, Land, KRR Il Lk
i, RICKDWERS DL 05 ZEDL 5 TS,
Based on the text, many Japanese people do their best to work long
hours so they can take a vacation. For example, to get along better
with co-workers they overwork and stay at their company. If they
don’t, their co-workers might judge them. It seems that ‘those that
keep company with the wolf learn to howl.”

4.5

8.5

7.5
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*Note: ! typo of [Z A%E] (‘that’), 2type of TE&ET | (‘reform’), 3The literal meaning of this idiom is ‘Those who
mix with cinnamon turn red,” meaning that people tend to imitate those around them.

The Relationship section of the rubric aligns with the Cultures objective of ACTFL’s
National Standards (2.1), where students display their understanding of relationships between
cultural perspectives and practices. They received one point for noting a relationship already
stated within the text, another point for describing a relationship beyond the text, and a final
point for elaborating on this relationship. P40 received 0 points for this section, P67 received 1
point, and P57 and P9 received 2 points. P9 received 2 points because they described a
relationship between the practice of overwork and the value of having time for reflection,
described within the text. In addition, P9 also noted the relationship between overwork and the
cultural value of respecting hierarchical relationships. P57 also implied relationships between
practices of overwork and values of group harmony with some extra detail. However, both P9
and P57 were not rewarded a third point because they did not explain the relationship in adequate
detail. P9 stated that the individual is more important, but did not explain how or provide an
example from the text. The extra information they provided related to their overall their last
sentence was related to group harmony or overwork. P57 stated that a person might be judged by
their co-workers if they do not work overtime, but also failed to go the extra step to explain by
providing detail or with an example. In both cases of P9 and P57, it seems that learners’ ability
to earn full points on the Relationship section was also limited by their ability to elaborate on
their points with a clear explanation or example. This may explain why response length was
such a strong predictor of learners’ scores.

For the first two reflection questions, students were also scored on their ability to

recognize a diversity of views within Japan. They received 1 point if they mentioned diversity
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among Japanese views on the issue, 2 points if they used an example to explain it, and 3 points if
they had more than one example to explain the diversity of views. Most students received 0 or 1
points for this section, as most students could only talk about differences between mainstream
Japanese views and the Japanese authors’ views, which contrasted in both the overwork and
global passages. Admittedly, this question was probably too difficult, as we could not expect
students to know about other Japanese viewpoints about the topic and be able to give examples.
However, it was important for students to support their understanding with examples from the
text, as we did not want students making unqualified generalizations about Japanese culture.
Future rubrics might clarify the importance of qualifying statements made about different
cultures, particularly when the culture is not your own.

Own Culture

For the second two reflection questions, students were asked to reflect on their own
culture and views towards the societal issue presented. Table 18 displays learners’ answers to

Reflection Question 3.

Table 19. Reflection Question 3

Q3. AL DIFHIL D 2 Te ORKFH I T 2B AT ED X S ITHBLE LIzh,
il 2 > TR L T< 723V, (4-6 sentences)

How has information from the passage influenced your attitudes and thoughts towards
overwork? Please explain using an example.

Participant Response Score

FAUTHIN DN EBWE T, ek TENIENZA LR
Vo MADIETTRRNTLE Y, EIBZhZsbek Tnes
40 HoTLIMTL X DD 2.0
I thought it was bad from before. After reading this that doesn't change.
There is no reason it should change. Who would think it is good after
reading that?
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67

57

R B X 2 NITRIE 0 Wizn e BnEd, Tiud, 7
R ZHE LW TY, BANIBETE5 28 TAATT

. ERINICERE) LT, i 2 s LE Lz,

In the end, I don't think there is anyone who likes overwork. If possible, 2.5
I want to shorten my work hours. Japanese people are famous for

working too much, but if they move to the West, they decreased their

working hours.

ANBRNTFREITO OB BN L BnET, KRYICKANEZED

L. KRAZED DITRE)TY, £ LT, 60 Kl < DT H H 5
AP, FAOMHITF LT, WO BREPRRIC BTV E

T FMTENAELWNTT, ATV O B@< OFNTILS SAE
HsdH 0 E£3, AROSHBIZESARLIEEBWET, 2k
HATY, 5.0
From now on I will only think that overwork is wrong. It's really

important to make friends and take breaks. Also, working 60 hours is of

course impossible. My sister is a lawyer and is always working at her

company and at home. I hate that. Because of work, my sister always

has a lot of pressure. Japanese employees are probably the same. That is
bad.

AILDEHROFENTREFRE MR L TRBER Z 2L BnEd
oo BEEIESTZH, KB EMELS RS20 T HDITREFIZ L
BNEFT E@mE T, AT D2 NIARLIZrbVnE S IZER
WET, BIRIE ALZHATHEG6 O RFFEEIWTW T ADZ N &
FNTH-T, RITEFZLORARNIEHL T LEVES, &
e M AW T L2 kS L7z $2FM2AH L5 2 &b KEF
72 EBNET, 8.0
Because of the information in the passage, I don't think overwork is
absolutely necessary. I think it's important to make money and have
good relationships with your co-workers, but I feel sorry for people who
work too much and commit suicide. For example, the text mentioned
that there are many people who work 60 hours a week, to me Japanese
people are ignoring it (unclear meaning). Spending time with family and
having time to pursue hobbies is also important.

P40 does not use any text information or references to their own culture to support their

answer, which is why they were only awarded points for stating what they learned and the
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comprehensibility of their answer. P67 did not directly answer the question, but implied that no
one in their own culture likes overwork. However, there was no support for this statement and it
was not clear how Japanese people changing their work hours in the West related to this
conclusion.

For the second two reflection questions, students were awarded points for the Compare
section of the rubric if they used a comparison between Japan and their own culture to support
their conclusions. Students were awarded 1 point for introducing relevant information from their
own culture or personal experiences and 2 points if they directly compared it with relevant
information from Japanese culture (Appendix E). They were awarded 3 points if they elaborated
on the comparison with further explanations or examples. Many students introduced prior
knowledge into their responses, but few directly compared the information with Japanese culture,
as shown with P9. P9 uses personal experiences about their sister to explain their negative view
of overwork, which helped them gain 1 point for Compare. However, P9 did not receive more
points for Compare because they did not introduce information from the text or Japanese culture
to directly compare their sister’s overwork experiences with a Japanese person. They note that
“Japanese employees are probably the same,” but does not explicitly support this with evidence
from the text. P57 did not receive any points for comparing their own culture to Japan, but did
receive full points for Learn and Relationships. This is because P57 supported the belief that
overwork is not absolutely necessary with several qualifications, expressing a more nuanced
understanding of the issue. P57 also express understanding of relationships between cultural
values of supporting the group and family, freedom to pursue personal interests, and the practice

of overwork. While not covered in the scope of this dissertation, P57 also express signs of
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empathy for people who suffer from overwork and a capacity to understand Japanese culture
through a Japanese cultural lens. This is a strong indicator of intercultural competence.

In summary, students who scored well on the reflection responses tended to provide more
evidence or explanations to support their answers, which came in the form of text references,
prior knowledge references, or logical reasoning. Meanwhile, students in the same cluster as P9
tended to use of prior knowledge references to support their conclusions, students in the same
cluster as P57 were more likely to use text references or logical reasoning to support their
conclusions. On the other hand, students in the two clusters who scored lower on the reflection

questions were less likely to back up their claims/conclusions with explanations or examples.

Integrated Culture and Language Learning

Students’ lack of explanatory clauses and transition phrases was a general theme among
low scoring responses. This phenomenon was particularly noticeable when students made
overgeneralizations about Japan or their own culture without stating where they obtained the
information. This sometimes made it difficult to know whether students were stating ‘facts’
about their understanding of the world, or ‘guesses’ about Japanese culture. Participant 74

exemplified this when reflecting on the passage about globalization:

Participant 74: Overgeneralization about Japanese Culture

HARANDTGEIIRIEENTL LY, FLT, W25 b ELE L
FFHA “Japanese people’ s English is overall bad. Also,
they’ re still bad at teaching English.”

Extreme generalizations about Japanese culture were coded as prior knowledge when

they qualified the remark with phrases such as "When I was in Japan" or "My Japanese friend
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said . . ." However, P74’s statement was not counted as prior knowledge, as it only expressed
unwarranted opinions and stereotypes about Japan (Appendix H).

Students made generalizations not only about culture, but other beliefs as well. During
these instances, they did not express where their ideas came from, making it unclear if they were
referring to prior knowledge, or simply stating their opinion. Participant 22 exemplifies this in

their response to the passage on globalization:

Participant 22: Stating an Opinion Without Prior Knowledge Integration

HND BIZTFERNTE - & ZOFHMEROFOFIT 7o — L AM| 3& -
Lz 577459, "If [we] learn [foreign languages] from a young
age, then we’ 11 surely have a new generation of global citizens”

P22 did not explain why they think learning a FL from a young age is important or how
they came to hold this opinion. We might guess that the first clause is based on prior knowledge,
but the student did not reflect on where this assumption came from, whether it be a research
paper or their own experience learning a foreign language.

In contrast, some students were skilled at distinguishing "fact" from "opinion" within

their responses.

Participant 23: Integrating Prior Knowledge

Bl ZIE, FEE S AVNERELE RN, REREEZ RFES T 3c575§b\b\k
%%OT%6#\ﬁwuié&\%1@ﬁﬁ%%Iﬁ HolbERED
JI388 2 £9°, “For example, the author states that before we 1earn
a second language it’s better to fully develop our first language,
but according to research, if we learn a foreign language from the
time we are children, our proficiency will increase.”
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While the Participant 23 may be misinformed about what second language research has
concluded about the critical period hypothesis, they use appropriate language to explain where
they received the information. As a result, their statement does not sound like an opinion and can
be used to support any opinions or conclusions within the same section.

Student Feedback

Because the test was longer and more challenging for students than anticipated, there was
not enough time to ask all participants to fill out the feedback survey. Instead, a subset of
participants were asked to fill out the feedback survey from the target program, since teachers
from this program were willing to send it to their students. In addition, all participants were
asked for short, optional feedback at the end of each reading to learn test. Each test ended with
the statement, “We would appreciate any comments or suggestions you have about the activity.”
In response, 34 participants provided short comments on one or both of the reading to learn tests
(Table 19), for a total of 48 comments. This section first presents the short feedback from the 34
participants, followed by more detailed feedback from the target program survey.

Participants’ responses were categorized based on what type of comment they provided.
Eight comments provided suggestions about the test format, such as improving the clarity of the
questions, making the test font larger, or providing “I don’t know” options on the vocabulary
questions. Four comments were related to technological aspects, as two learners were not very
comfortable typing in Japanese and the other two enjoyed being able to use hyperlink glosses or
see English translations of the questions. Nine participants comments focused primarily on how
difficult the tasks were for them linguistically, some enjoying the challenge while others feeling
it was too hard. Finally, twelve comments focused on the content of the test. Seven of them

stated how the test challenged their language skills, but that the content and tasks were very
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thought provoking. Three of them mentioned that they found the content of the passages very

interesting. Two participants mentioned that they did not feel like they could really answer the

reflection questions because they had no background knowledge about Japanese culture. It

appears that the tests did not successfully orient these learners towards using prior knowledge of

their own culture to answer the questions, leaving them feeling inadequate in their knowledge

about Japanese culture. Overall, it appears that participants found the reading to learn tests

linguistically challenging, and at least a subset of the participants found the content engaging.

Table 20. Students Open-ended Feedback on Reading to Learn Tests

ID

10

11

15

18

18

21

22

Response

This isn't really anything to do with the activity in particular, but it's pretty hard to
type in Japanese when you're used to English, so it really does take a long time.

It would be better if there are explanations of the concepts asked on the first page
of the research questions.

In some of the quiz portion (testing vocabulary), it was hard to read some of the
questions that were all in hiragana, though I'm sure that was part of the
examination. Also I noticed some mistakes in the use of some kanji (same
yomikata but wrong kanji). I'm sorry that I can't remember the mistake right now.

I did horribly. Please excuse the poor responses

I did horrible, 3%~ % + A But, I think it would be good for on the multiple
choice questions to have a 5th answer that says 'l don't know' or something like
that so that your results are not misconstrued because of guessing. There were
many problems that I would have just chosen that because I had no idea and I just
hoped I did not guess correctly as to throw off my score.

I felt as though I didn't know how much work was still left to be done, so I didn't
know how to appropriately budget my time. Perhaps including a menu on the

bottom of the page, telling users how far along they are in the lesson, would be
helpful.

I thought that the questions asked were very insightful and forced me to reflect on
thoughts I previously were not aware of.

Passage

overwork

overwork

overwork

overwork

global

overwork

global
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22

24

26

27

28

28

29

29

30

30

34

35

I thought the questions at the beginning were very interesting. I hope that my input
will prove useful to this study.

ZEIFETWNWEEWNWTHY N E H T WE L7z ! [Thank you for letting me
participate]

it was an interesting activity but it was really hard in my opinion but that is
probably because my Japanese level isn't that good or any good to be honest.

ZDHHHDRoEVEEL TJ 42! [In the end I guess this passage was
difficult!]

Good
Good

Compared to the last survey, this one had a different tone. I don't feel as bad about
this one, because I tried my best in spite of my lack of interest in these topics. If
my language skills were better, I could have gone more in-depth and probably
give better answers than the ones I did give. As per usual, I hope my answers are
somewhat easy to understand and helpful. If not, I am sorry.

Some of these questions I don't believe I was qualified to answer. Mainly because
I never really thought too much about it and could not offer any valuable insight
into the study you are conducting. However, my view through and through is that
overwork is a bad idea and it will always be a bad idea because people do not
know how to regulate it. It is not something you regulate, and when people force
other people to overwork, you get horrible results like death. That's what I think
and what I'll more than likely think and not expand upon that any longer.

It is an interesting study.
Some questions are similar.

There were some times where I understood the question but was unclear what
direction in which I was being asked to think about. In these cases, the English
translations were very helpful.

I appreciate being allowed to participate in your study. The questions are hard but
they are very important questions to be thinking about in this current age of
globalization. It made me think about my own views on this matter for the first
time.
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overwork

overwork

global

overwork

overwork

global

global

overwork

overwork

global

global

global
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35

37

37

39

39

40

40

42

Thank you for letting me participate in your study. This test took me much longer
to finish so for next time, I would increase the predicted time it would take people
to complete the study so that they may plan accordingly.

RWERINTZS S >THro L LN-72TT, L THBARITIUE
RHRMSTZDOTT, Th, TRTOWERPEND EBONET LN
% T7, [There were many deep questions so it was difficult. 1 had to think a
lot. But I think I was able to obtain good information this way.]

I think it was straightforward to complete and well put together. But I had some
trouble telling which pages had new content on the left panel and for which ones it
was just repeated. I am worried I skipped something since all the questions
seemed to be about one article.

The activity was certainly very challenging. I've only had to use my Japanese
language skills to this extent on a very few number of occasions. I don't
necessarily think I got every question completely right, but I think that at a basic
level I was understand the basic meaning of both what I was reading and writing.
This was a valuable way to evaluate how much I have already learned in regards
to the Japanese language, as well as how much I still have to learn. Thank you.

As was with the first article I had to read in my first session, I found a very high
level of Japanese in this activity. I can honestly say that I didnt know most of the
vocab, but I was still somewhat pleased with the level of comprehension that I
think I came out with. All in all, I found it a good way to understand both my own
skills, as well as learn a bit about an awful problem that is still being dealt with in
Japan today. My hope is that I can actually apply this knowledge to my own work
habits, now, and when looking for a full time, post graduate career.

There seems to be a misconception that the participants in this study have any
knowledge about how their culture as a whole feels about a particular topic,
despite the obvious absurdities involved in such assumptions. Further, it assumes
that we can get any appreciable knowledge of a foreign culture's views from a 2-
paragraph excerpt. This presents a natural barrier to getting any useful information
about foreign language ability since one cannot in general make intelligible
comments on a topic in which he or she is not knowledgeable about in their native
language let alone a foreign language.

This was an interesting read and I thoroughly enjoyed it, but the last two questions

really should have been saved for a later date in my opinion. Those kinds of things
require time to ponder.

All good
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44

46

48

50

51

53

53

55

55

57

57

59

I appreciate the ability to participate in this study. It was a fun experience and |
have learned many things along the way, especially from this particular module

today. b dH VN EL H TINE LT !
£ [long]

A little too hard for our level. Would be reasonable were the test shorter, but over
time one's attention span would drain to the point that questions may not be
answered adequately. If the test cannot be made easier, perhaps split this portion
of the test into two parts, one containing the first two 15-minute sections, and the
other containing the final 30-minute section. Additionally, it may be good to time
participants and create an accurate average amount of time it takes to complete the
test so that participants can come prepared. I look forward to the next session of
this study. Keep up the good work! Thank you for your time.

Very thought provoking and difficult.

I'm glad reading that Japanese people are actually not happy about their working
culture. What I always hear from them is 'shouganai' or it cannot be helped to
work long hours. It is a problem that should be addressed more and hopefully
companies will change their policies about that.

HAGE4 0 1 2o TWnOIFE, KT HbroLELWEEWES, T
b FEANENS, £HKRLKTT, [I'mtaking 4th year Japanese, but the
passage was a bit difficult]

I think the questions are somehow difficult to answer in Japanese.

I am happy to say that I was extremely challenged, and you will probably see that
within my own responses to your questions. Thank you for the resources that you
have given us to complete this, I wouldn't have been able to do as much as I did
without them. Again, I apologize for how awful my Japanese probably is.

The content was easier to understand than the last round, however that may be
because we have studied more Japanese since then. This exercise has shown me

that there is a lot of Japanese that I still don't know.

I thought that the format of the activity was good. I liked how the English
translation would pop up when you clicked on certain kanji.

Thank you!

Typing in Japanese is monumentally more time consuming than just allowing
participants to write on a piece of paper.
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64

66

67

71

72

72

73

I like that the whole activity focused on one passage, as opposed to having many.
My main complaint is that the font was slightly difficult to read, both in English
and in Japanese.

Nice activity

BADOPDLEELWT L, WOERITL, fAxkBEZNTET, Bl
WHRRZ B LE Lz, HUNEH T3WE L7z, [Answering was
difficult, but there were good questions. I got to think about various things and
gained new knowledge. Thank you.]

I think the last question was too repetitive and unnecessary. I would have just
written the same thing I wrote in the other questions so I just skipped half of it.

MBENENRD & ZAPNWETNDL, bo b7 Ux—T ¢ 7 Tl HWEEN
H 5 & & vk 9, [There were questions that overlapped, so I think it
would be better to ask more creative interesting questions.

The text font of the English translation of each question can be bigger.

It is nice and hopefully the passage can be more interesting in the future.

When asking to conduct my personal understanding to connect the animations to
Japanese culture, it was a bit scary and frustration.
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By coincidence, three of the four case learners in the qualitative analysis provided

feedback. Interestingly, the participant from the lowest scoring cluster (P40) seemed to hold a

different ideology towards ‘learning’ than the two participants from the high-scoring clusters

(P67 and P57). P40 provided negative feedback in one of their responses, claiming that it is

impossible to ‘learn’ very much from a short article, and that they did not have enough prior

knowledge of the topic and their own culture to adequately answer the reflection questions. On

the other hand, P57 and P67 provided positive feedback, finding the topics interesting and the

activity engaging. Given these findings, it seems that learner disposition and attitude towards

the reading to learn tasks is also important to consider in their performance.
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In addition to the open-ended comments, the investigator was able to ask teachers from

the intermediate classes (3™ year) in “target program” to send out the more detailed feedback
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survey to students in their classes. Seven of the twenty-six students responded, as summarized in

Table 20. Since these students were enrolled in a Japanese program that emphasized integrated

language and culture-learning skills in the course goals and activities, most were able to

recognize alignment between the reading to learn tests and activities they performed within their

class. However, it is also clear from their responses that intermediate Japanese learners felt the

test was very challenging linguistically.

Table 21. Summary of Student Survey Feedback

Number of Responses (Count)

Clarity Very clear  Somewhat clear  Not very clear
How clear were the learning objectives? 1 5 1
How clear were the instructions? 5 2 0

What is your understanding of the purpose of the reading and culture-learning tests?
(please answer honestly)

I understood that it was to assess our level of comprehension and cultural

! understanding.

I think reading and writing about these articles pushed me to compare Japanese and
2 American culture and I think it was helpful because it introduced topics that were new
but have similarities to phenomena I already know about.

3 to gauge reading comprehension and understanding of Japanese culture

To understand how our language courses fair in teaching students necessary skills and
cultural aspects.

4 To test our ability to understand native Japanese articles related to topics we learn in
class.

It seemed to be trying to teach us the nuances of Japanese culture in the native
language, hoping to make that clearer by doing so
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I see no purpose in these tests. They were long and tedious and in general discourages
7  learning. Culture should be learned in more engaging and interactive ways, instead of

via tests.

Number of Responses (Count)
Usefulness Agree  Neutral Disagree
The technology-enhanced features of the test were useful.
(e.g., hyperlink dictionary definitions, bilingual dictionary, 4 3 0
feedback)
I found the topics in the reading passages interesting. 4 2 1

Number of Responses (Count)
Difficult Somewhat A little .
\ Easy casy difficult Very difficult

How difficult were the reading passages? 0 0 6 1
How difficult was it to answer the 0 0 7 0

comprehension questions?

How difficult was it to draw connections
between the reading passage and your 1 1 2 3
own cultural knowledge/experiences?

Classroom

Were the activities in reading and culture learning tasks similar to any of activities in
your Japanese class? If so, which ones?

1 Similar to comprehension exercises we did.

The passage-reading and comprehension tasks were similar to activities for class,
but the passages were much more specific and modern than those I have

2 encountered in 1J-1I. For example, while we might read about holidays in Japan for
class, these readings are not as particular as the passage on the phenomenon of death
by overwork.

thinking/answering questions about how the Japanese culture relates back to my
culture.

4 Long essays completed in each unit.

5 Unit test
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I've done readings about Japanese culture before in Introduction to Japanese
Language and Culture, but this was different in the sense that I had to do it in
Japanese and not my native language.

Some questions asking for comparisons between my culture and Japanese culture
appeared both in class ad on this test.

90

What was the most challenging part of the reading and culture learning tests?

1

Both understanding and thinking of how to answer in Japanese.

The most challenging part to me was trying to convey my thoughts in a way not
exceeding my abilities in Japanese; I had to be sure to think in Japanese first so that
I would not get frustrated by not being able to express myself using my limited
knowledge of Japanese vocabulary and grammar.

Understanding all the vocab/phrasing.
There was some kanji that I was not that familiar with.
Unknown phrases

I had a hard time translating some of the sentences in the reading and when I did get
the vocabulary, I wasn't sure if I got its use in context.

Doing the comparisons in Japanese.

Overall, feedback on the reading to learn tests indicate that many students felt

linguistically challenged and a subset of participants felt the task was very thought-provoking

and interesting, it appears that many learners were more concerned about expressing their

language skills and reading proficiency than expressing their knowledge refinement about the

societal issues within the text. Interestingly, participants’ comments about the linguistic

challenge do not match their performance, since the majority of students gained adequate

comprehension of the text and wrote coherent responses in their reflections. However, it was

probably very cognitively taxing and required a fair amount of time for them to feel satisfied

with their comprehension of the passages and answers to the reflection responses.
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Summary
Prior Knowledge Scaffolding

This study did not show a large difference between prior knowledge scaffolding and non-
scaffolding conditions on students’ knowledge refinement. There are several possible
explanations for this result. As shown in the results section (Figure 3), many students chose not
to complete the entire scaffolding section because half of it was optional. Similar to Harrell’s
(2008) study, it is possible that only students who made full use of the scaffolding were able to
fully benefit from the scaffolding condition. Another possibility is that students did not want to
repeat what they wrote about during the scaffolding section in their reflection responses. Finally,
it is also possible that prior knowledge scaffolding does not work when it is not implemented
within a pedagogical context where students recognize the purpose of the scaffolding task.
Refinements to the test instructions and the design of the scaffolding section may help us
improve our understanding of prior knowledge integration and knowledge refinement in future

studies.

It was also notable that learners demonstrated a wide distribution of prior knowledge
activation in both the scaffolding and non-scaffolding condition. This seems to indicate that
many students are already capable of activating prior knowledge, even without prior knowledge
scaffolding. Among learners who did not activate prior knowledge, it would be helpful to know
if they recognized the purpose of the task, if they used strategies or not, and if the linguistic and
cognitive demands of the task simply made it hard for them to focus on anything beyond text-
based comprehension. Interestingly, however, linguistic demands did not appear to hinder

learners’ prior knowledge activation.

Language Proficiency
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Language Proficiency did not affect learners' ability to activate prior knowledge, as there
was no relationship between JLPT scores and prior knowledge references (7(132) = 0.34, p <
0.001). Since responses averaged 95.8% on the comprehensibility of their responses, learners’
productive writing skills were more than adequate at conveying prior knowledge. These results
support the notion that adult foreign language learners can integrate prior knowledge with
concepts from the text on specialized topics regardless of their proficiency level (Hulstijn, 2011).
However, it would also be helpful to know if participants already developed higher-order reading
skills and have practiced integrating their prior knowledge with texts in their first language.

While language proficiency did not affect learners’ activation of prior knowledge, it did
influence their reflection scores. Together, response length and JLPT scores predicted 68.9% of
the variance in students’ scores. Response length appears to be a partial indicator of learners’
language proficiency, because students who were more fluent in reading and writing could write
longer reflections. The qualitative examination of learner responses helped explain why
response length was the strongest predictor of their scores.

Response length was probably influenced by numerous factors, including language
proficiency, higher-order thinking skills, and orientation to the task. While there was a
correlation between response length and language proficiency (#(132) = 0.37, p < 0.001),
students’ productive writing skills were more than adequate for the task, evidenced by their close
to perfect scores on language comprehensibility (92% of answers received full marks). Students’
feedback suggests that some felt the test was challenging and long, which may be related to their
reading and writing fluency. Less fluent students took about 2 hours, whereas students who were
more fluent at reading and writing were able to finish the assessment within an hour. On

average, the majority of students took approximately 1.5 hours to complete. It is notable that
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several students mentioned that they wanted more time to think about the issues before writing
their reflections (Table 20).

Based on the quantitative and qualitative analyses, language proficiency may have
influenced students’ reflection scores if students were unable to communicate clear connections
between their main points and supporting information using cause-effect transition phrases. In
many responses, students stated information without relating it previously mentioned ideas. This
was exemplified in P67’s response to Reflection Question 3, where they made a text reference in
their last sentence without using any explanatory clauses or transition phrases to explain how this
information related to other ideas. Students often stated information without relating it to
previously mentioned ideas, or lacked explanatory clauses all together. Other times, students
were not able to differentiate between fact and opinion, particularly when stating notions about
Japanese culture or their own culture. This was particularly prevalent when students failed to
state where they obtained certain notions about each culture, whether it be a friend or personal
experience. Without doing so, it is impossible for us to know the extent of their cultural
awareness on a metacognitive level. Since learners are in their third and fourth years of Japanese
language studyi, it is likely that they have studied the language structures needed to form
explanatory clauses and connective phrases; however, it is also possible that students did not
have much practice or fluency with using them to express culture-learning skills beyond
Communication, which is what is currently most emphasized in U.S. foreign language
classrooms (Cox, Malone, Winke, 2018; Sercu, 2006).

Participants’ feedback indicated that many learners felt the reading to learn task was

linguistically challenging, but at the same time felt the content and activities were thought-
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provoking. This feedback is encouraging, since it suggests that learners generally have positive
attitudes towards reading to learn tasks as long as the linguistic level is appropriate.

In summary, the findings of this study indicate that students can activate prior knowledge
regardless of proficiency level. However, students may need a certain amount of reading and
writing fluency to engage in higher order thinking tasks within a short amount of time. In
addition, some students may benefit from instruction on how to distinguish fact from personal
opinion, or from instruction on how to explicitly explain where their prior knowledge and beliefs
come from in writing. These skills require both L2 proficiency and higher-order thinking skills,
which must be taught together if we want to improve students reading skills for the purposes of

learning in the L2 classroom.
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CHAPTER 5§

Conclusions & Implications
Summary of Findings

This study revealed several important findings about the role of prior knowledge in
supporting learners’ L2 higher order thinking skills. While prior knowledge scaffolding slightly
enhanced learner's activation of prior knowledge, the difference was small. Among both the
scaffolding and nonscaffolding conditions, students who expressed more prior knowledge
activation within their reflection questions also achieved higher scores, but the influence of prior
knowledge was small in comparison to the contribution of response length. Language
proficiency did not influence students’ ability to activate prior knowledge or the coherence-level
of their reflection responses. However, a qualitative analysis of learners’ responses suggests that
students who demonstrated higher levels of knowledge refinement were better at elaborating on
their conclusions about Japanese culture and their own culture. Survey results also indicated that
many students were more concerned about vocabulary, text-based reading comprehension, and
other language-based challenges of the task more so than conceptual engagement within the
cultural comparison and reflection tasks. It appears that a students’ reading and writing fluency,
along with their orientation to the task made the strongest impact on their expression of

knowledge refinement in the reflection section.

Limitations
This study was not able to examine learners’ activation of prior knowledge beyond what
they expressed in their responses. In addition, this study did not look at how specific instances

of prior knowledge activation influenced learners’ evaluations, opinions, and conclusions about
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the passage topics. While the number of prior knowledge references for each learner was coded
and tallied, it was not possible to categorize the statements into “stronger” or “weaker” types of
prior knowledge. Doing so would have been difficult, since as noted, learners were not always
clear, explicit, or even aware of how prior knowledge and experiences influenced their
conclusions.

This study also did not examine how learners’ text meaning construction contributed to
their knowledge refinement. In other words, the study did not investigate how learners used their
interpretations of the text to inform their reflections. This limitation is largely due to time
restrictions. Future studies could investigate how students balanced text references and their
prior knowledge to inform their reflections and refine their understanding of the topics presented
in the texts. For example, students in clusters 3 and 4 both scored well on the reflection
responses, but cluster 4 made less prior knowledge references. It is possible that learners in
cluster 3 simply used more text references to support their conclusions.

By coding students’ use of text references, it would also help us determine how students
balanced the use of text references and prior knowledge references to justify their refined
understandings of Japan and their own culture. While coding data for prior knowledge
references, it was observed that students integrated the most prior knowledge when asked to
reflect on their own culture, in the third and fourth reflection questions. Did students who
integrated less prior knowledge in their responses to these orient to the task differently? Based
on student responses and feedback, the author suspects that students were less socialized into the
practice of integrating prior knowledge during language learning tasks, and were more inclined
to summarize the text, particularly for Reflection Question 1, where they were asked to describe

what they learned about Japanese culture.
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Improving Test Design & Procedures

There were clear limits involved with the design of the reading to learn assessment.
Most obvious is the design of the prior knowledge scaffolding section, as it had a significant but
small effect on learners’ activation of prior knowledge. It is possible the prior knowledge
scaffolding would have had a stronger effect 1) if all sections had been required, 2) if students
had more time to complete the test, or 3) if students had been more explicitly encouraged to use
their answers in the scaffolding section within their reflection responses. The first two
limitations are difficult to resolve without increasing learners’ test fatigue, but future
implementations might consider administering the assessment in 2-3 installments. The third
limitation can be resolved simply by adjusting the technological platform to display students’
answers to the scaffolding section alongside the reflection questions, or by allowing students to
switch easily between different parts of the test. We can also provide more explicit instructions,
encouraging students to reuse concepts they activated in the scaffolding section within the

reflection responses.

Another limitation of this study was the unclear role of response length on students’
reflection scores. Response length appears to be a partial result of reading and writing fluency.
However, since the test was not timed, it may also be a result of learners’ motivation to elaborate
on their conclusions. Besides administering the test in multiple installments, future
implementations could consider setting a maximum word count on how much students write.

It is also possible to break reflection questions up into a series of shorter questions; for
example, by asking students to present a conclusion in the first question, followed by questions

that prompt students to reflect on what information from the text or their personal experiences
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influenced their beliefs about the issue. However, we would have to consider if breaking down

reflection questions this way would simply be another form of scaffolding.

Future Directions
Technology-Enhanced Learning

The technology-enhanced features of the reading to learn assessment were vital for
creating a student-centered test. By allowing students to write short-answer responses, students
could engage in personal-meaning construction during all sections of the test. Many reading and
assessment scholars have noted the importance of open-ended questions in assessing students'
personal-meaning construction during the reading process (Kintsch, 1988; 1998), because
multiple-choice questions force readers to select one interpretation of the text predetermined by
the test developers. In doing so, students are denied the chance for personal-meaning
construction and building a situation model (McNamara et al., 1996). If students are constantly
told how to think about a text, then we deny them the chance to develop their own agency, voice,
and critical thinking skills for interpreting the text information and understanding the topic
through their knowledge of the world. While the technology-enhanced features of the
assessment were designed to promote these skills, future studies could address how effective
these features were, and if other features could do more to promote these skills.

To promote students’ personal-meaning construction, the technology in this study
afforded a number of advantages over a paper-based test. During the comprehension section,
hyperlink glosses allowed students to extract meanings from the text, while the bilingual
dictionary also allowed students to communicate their personalized meaning construction. While

most students were able to gain adequate comprehension of the text, it is possible that other
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technological features could have provided more support in this area, as some students took
much longer to finish the comprehension section of the test. For example, many computer-
mediated tests are able to provide automatic feedback (e.g., Graesser & McNamara, 2012,
Leacock & Chodorow, 2003) for short answer responses. While we do not want to tell students
how to interpret the text, automatic feedback could inform students if they are missing key words
or ideas important for answering a given comprehension question.

To aid the scoring process, technology in this study also provided several advantages.
Students’ responses could be fed into a program that highlighted rhetorical patterns in students’
writing, where they engaged in comparisons, contrasts, transitions, references to text
information, references to prior knowledge, and other rhetorical moves. In doing so, the program
assisted teachers and researchers in scoring student responses, while also providing a way to
compare scores, and discuss their approaches to scoring after several training sessions.

However, even with assistance from technology, the scoring process still required time and
careful consideration of each student response. Future studies could investigate teacher
experiences with using technology-enhanced scoring, and how the process could help train

scorers, aid scoring efficiency, and improve inter-rater reliability.

Integrated Intercultural Competence and Literacy Skills

The research questions in this study focused on higher-order thinking skills, but in the
context of FL education, where intercultural competence is one of the primary desired outcomes.
Intercultural competence has been defined by many scholars, but in her synthesis of studies and
survey of experts, Deardorff (2006) created a pyramid model of intercultural competence to

describe its different facets. In this model, higher-order thinking skills were considered part of
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the “Knowledge & Comprehension” facet of intercultural competence, specifically referred to as
skills “To listen, observe, evaluate, analyze, interpret, and relate” (p. 256). This study focused
on students’ ability to observe, interpret, analyze, relate, and evaluate as they engaged in
personal-meaning construction, integrated prior knowledge with the text, relate cultural values
and practices, and use these skills to inform their evaluations about the issues presented in the
passages. However, future studies can also explore the “Attitudes” facet of intercultural
competence described in Deardorft’s model and other descriptions of intercultural competence
(e.g., Byram, 1997). In particular, this type of research provides opportunities to explore
students’ openness (willingness to suspend judgement), respect (valuing of other cultures), and
empathy (ability to view issues through the lens of the target culture). However, the study did
not examine students' disposition, or how it did or did not change depending on the condition or
time of administration (first or second). Future studies could investigate whether promoting
students’ higher-order thinking skills during the reading to learn process can develop more
empathy and open-mindedness towards the target culture.

In addition to students’ disposition and openness to the target culture, future studies could
also consider ways to raise students’ cultural awareness. In this study, the researcher and second
rater observed that students were generally skilled at talking about themselves and their personal
interests, but markedly less skilled at making cultural comparisons, recognizing diversity within
their own culture, or expressing awareness of their own culture and its influences on their
personal experiences and perspectives. In other words, many students did not express awareness
of themselves “as cultural beings” or show the awareness of the ways their own culture has
influenced their perspectives (Byram, 2000). This may be partially due to limitations in the test

design, as a section on the reflection rubric asked students to reflect on how their personal views



FOSTERING HIGHER ORDER READING SKILLS 101

changed, rather than asking them to reflect on how their understanding of their own culture
changed. Future assessments may benefit from prompting students to reflect on the influence of
culture on their own values; for example, by considering ways that mass media, historical events,
and educational practices in their culture has influenced their current perspectives. These areas
deserve future research if we want to continue exploring ways to support and assess students'

intercultural competence.

Pedagogical Implications
Promoting Students’ Use of Prior Knowledge

This study found that students are able to activate their prior knowledge at large range of
L2 proficiency levels. However, some students were less willing to activate prior knowledge
than others, which has several implications for teaching reading to learn skills in the foreign
language classroom. When promoting students’ reading to learn skills, foreign language learners
can be encouraged to talk about their prior knowledge and experiences when they engage in L2
comprehension tasks.

For beginning level language courses, it would be important to design that tasks with
ample linguistic scaffolding or minimize the amount of complex language needed for the tasks.
For example, teachers could use information gap activities, graphic organizers, and supplemental
vocabulary lists to help students personalize meanings and communicate them to others. As
students gain more language proficiency, they can engage in comparison activities that allow
them to integrate prior knowledge of their own language and culture. For example, students
often compare foreign languages to their native language during the learning process. Teachers

may be able to use this as an opportunity to have students reflect on the relationship between
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culture and language. What Japanese cultural values and history may have influenced the way
the language contains so many honorific forms, with countless ways of expressing one’s
apology, gratitude, or respect to interlocutors? In contrast, what American values and history
might account for the lack of such structures? Students can be encouraged to use their prior
knowledge and experiences to reflect on culture in highly intellectual discussions.
Unfortunately, the most popular Japanese textbooks currently available tend to treat culture as a
supplementary topic, often through a “culture notes” section. This is common among many
popular Japanese foreign language textbooks, such as Genki (Banno, Ikeda, Ohno, Shinagawa, &
Tokashiki, 2011), Situational Functional Japanese (Hatasa, 2014), and Nakama (Otsubo &
Tsukuba-Rangejigurupu, 1997). By treating culture as “supplemental,” we miss opportunities
for engaging students in meaningful reflection and discussion of their own culture and
experiences. Teachers can encourage adult foreign language learners to make use of their
cognitive maturity to critically reflect on how their home cultures’ values influence language use

and communication practices.

Supporting Integrated Language and Literacy Skills

The results of this study indicated that many students either lacked language skills to
distinguish personal opinions from prior cultural knowledge, or lacked the cultural awareness
and literacy skills to explain how their own culture's values and practices influenced their
conclusions. Most participants in this study were in their third and fourth years of language
study and have already gained the linguistic structures needed to indicate hearsay, cite

references, denote past experiences, and explain their analyses and evaluations. However, most
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learners had little practice applying this linguistic knowledge to communicate abstract,
intellectual ideas and reflections.

Based on the findings of this study, it appears that students may benefit from increased
awareness of language devices used to differentiate between their experiences, prior knowledge,
and opinions. For example, teachers might ask students to clarify what information in their
writing is "fact" versus "opinion" in the reading passage, and what phrases within their own
writing can be used to indicate one or the other. In addition, it appears that some students may
need extra prompting to ensure that they explain or elaborate on their points. Some students may
simply need more time to think about and write explanations, but other students may not
recognize the need to reflect on the circumstances that influenced their perceptions and to
explain this to an audience. To facilitate this, it is important for teachers to support grammar and

vocabulary based on the communicative needs and context of a content learning task.

Developing a Pedagogical Ecosystem

Foreign language programs that are committed to promoting students’ intercultural
competence need to develop a system of materials, curriculums, classroom activities, and
assessments that socialize students into the importance of integrated language and culture-
learning skills. The study originally intended to focus on Japanese learners within a program
with an established ecosystem of support for these skills; however, due to the small number of
participants in this program, the study was expanded to include learners from several university
programs. Although this study did not investigate the program-level objectives of these
programs, a student from one of the larger programs noted how the assessment was “different

from anything we’ve ever done in class” (Participant 34, Personal Communication). Student
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responses on the assessment also suggested that many were not used to the practice of integrating
prior knowledge with text ideas for the purpose of knowledge expansion and or refined cultural
understanding, as many students treated every question as a summarization task. These
observations align with surveys of current FL practices, where FL programs and teachers were
found to embrace positive attitudes towards ACTFL’s standards and promotion of the 5 C’s, but
in practice tend to focus primarily on communication (Cox, Malone, Winke, 2018; Sercu, 2006).
Even within a program that has a well-established system for supporting integrated
language and culture-learning skills, program coordinators and teachers are still developing
awareness and understanding on how to best support these skills. The author realized this during
the process of developing the integrated reading and culture-learning assessment with other
Japanese teachers in the program. Test development required extensive involvement from three
other Japanese instructors, as they aided in adjusting language in the passages and provided input
in developing the questions and assessment scoring rubrics. In addition, the instructors and
author worked together over many sessions to discuss appropriate scoring procedures for
students’ open-ended responses. During this process, we repeatedly discussed what parts of
students’ responses expressed their higher-order thinking and reading to learn skills. In doing
s0, our own understanding of how to assess and support reading to learn skills became clearer.
As our understanding of how to assess the construct became clearer, one of the teachers
suggested that he should assign a similar reflection task in his course so that students could
become more familiar with the practice. While anecdotal, it appears that foreign language
programs that wish to support integrated language and culture skills can benefit from teacher
involvement and collaboration, along with assessments that promote positive washback on

teaching practices.
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This dissertation investigated the complex relationships between L2 proficiency, reading
comprehension, and L2 higher-order thinking skills. Findings revealed strong relationships
between these skills, but also raised the question of students’ orientations towards reading to
learn practices, due to the strong variation in the length and content of students’ responses.
Some students may not have recognized L2 knowledge refinement as a desirable learning
outcome if they did not receive L2 reading to learn instruction or practice within the FL
classroom. It appears that the field of FL research and teaching must continue working together

to communicate its importance and support these skills among L2 learners.
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Alignment between Reading-to-Learn Assessment, ACTFL, and Blooms’ Taxonomy

ACTFL Standards (5 Cs)

Blooms’ Taxonomy

Reading to learn

Communities

within and beyond the school setting.

Standard 5.2: Students show evidence of
becoming life-long learners by using the language
for personal enjoyment and enrichment.

Rubric

Standard 1.2: Students understand and interpret | nderstand (Q1,2) Comprehension
g written and spoken language on a variety of
E= topics. .
§ P Evaluate (Q3,4) Reflection:
= Standard 1.3: Students present information, Prior Knowledge,
E concepts, and ideas to an audience of listeners or Apply (Q3,4) Learn
g readers on a variety of topics.
o
o Create
@ Standard 2.1: Students demonstrate an Analyze Reflection:
& understanding of the relationship between the Relationships
2 practices and perspectives of the culture studied. p
= Apply
®)

Standard 3.1: Students reinforce and further their Analyze Reflection:
2 knowledge of other disciplines through the Learn, Diversity
2 foreign language. ’
S Evaluate
= Standard 3.2: Students acquire information and
g recognize the distinctive viewpoints that are only
@ available through the foreign language and its

cultures.
> Standard 4.2: Students demonstrate Analyze Reflection:
£ understanding of the concept of culture through
e : ; . Compare
2 comparisons of the cultures studied and their
= own. Apply
=
£
o
o

Standard 5.1: Students use the language both N/A N/A
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Summary of Cognitive Processes in Blooms’ Taxonomy

Category

Cognitive Process

Remember

Retrieve relevant knowledge from long-term memory
RECOGNIZING (identifying)
RECALLING (retrieving)

Understand

Construct meaning from instructional messages, including oral, written, and graphic
communication

INTERPRETING (clarifying, paraphrasing, representing, translating) EXEMPLIFYING
(illustrating, instantiating)

CLASSIFYING (categorizing, subsuming)

SUMMARIZING (abstracting, generalizing)

INFERRING (concluding, extrapolating, interpolating, predicting) COMPARING (contrasting,
mapping, matching) EXPLAINING (constructing models)

Apply

Carry out or use a procedure in a given situation
EXECUTING (carrying out)
IMPLEMENTING (using)

Analyze

Break material into its constituent parts and determine how the parts relate to one another
and to an overall structure or purpose

DIFFERENTIATING (discriminating, distinguishing, focusing, selecting) ORGANIZING
(finding coherence, integrating, outlining, parsing, structuring)

ATTRIBUTING (deconstructing)

Evaluate

Make judgments based on criteria and standards
CHECKING (coordinating, detecting, monitoring, testing)
CRITIQUING (judging)

Create

Put elements together to form a coherent or functional whole; reorganize elements into a
new pattern or structure

GENERATING (hypothesizing)

PLANNING (designing)

PRODUCING (constructing)

Chart adapted from Anderson, L.W. & Krathwohl, D.R. (Eds.) (2001). 4 taxonomy for Learning, teaching, and
assessing: A revision of Blooms’ taxonomy of educational objectives. New York: Addison Wesley Longman.
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APPENDIX A

Background Language Experience Questions

116

1. Your Age:
2. Gender: Male/Female/Nonbinary
3. What is your native language?
4. What is your strongest language? (may be the same as question 1)
5. Please list all the other languages you speak from most fluent to least fluent:
1 2 3 4

6. What language(s) do your parents speak?
7. Please select your highest education level.

71 Less than High School
High School
Professional Training
Some College

College

Masters
Ph.D./M.D./J.D.
Other:

OO0 -doood

8. In what country(s) did you receive this education?
9. How many years have you been attending an English-medium school?
10. At what age did you start learning (or using) Japanese?
11. How long have you studied Japanese?
Years: Months:
12. How many semesters of Japanese have you taken in college?
13. How many semesters of Japanese have you taken in high school?
14. Are you currently taking Japanese at university?

Yes No

15. Have you ever visited a Japanese speaking country?
Yes No

16. If so, how long were you there? Years: Months:

17. If you have spent time in Japan, how often did you use Japanese and for what purposes?
18. On average, how many hours a day do you currently study or use Japanese?

Hours a day:

19. What percentage of this time do you spend reading, writing, listening, and speaking
Japanese? (the numbers should add up to 100)
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reading writing speaking listening

20. What types of materials do you read in English? Check all that apply.

12.

I s

I s A B B

magazines

newspaper articles (including online)
novels textbooks

research papers

poems

essays

short stories

Twitter

Facebook

other:

What types of materials do you read in Japanese? Check all that apply.

magazines

newspaper articles (including online)
novels textbooks

research papers

poems

essays

short stories

Twitter

Facebook

other:

117
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APPENDIX B

Japanese Language Proficiency Test (JLPT)
Example Questions ( - Scaffolding Condition)
1. Vocabulary Fill-in-the-blank

AKDILD___|ZABEDLDDE, 1 -2+ 3 406D X0,
[ ‘Instructions: Select the most appropriate item, 1 2 3 or 4 to fill in the ]

L 2o (FWnicyy) EEEIEIARZ U2 (B) Lic<wnwewndy () ZROHM#E
b g,

[There are users who have the () that the button on this cell phone is hard to press.]

a. /R [dissatisfaction]
b. 5.0 [interest]

c. HAE [goal]

d. Ft1& [patience]

2. %2 () LTWiEh, [UREAICES T,

[After () the town, we met Mr. Yamamoto. ]

a. 5 b .5 5 [wandering]
b. <6 < B [trembling]
c. WHM B [rattling]

d. I 51X 5 [separating]

2. Select Vocabulary Definitions

DEBCERDBE BTN DE, 1+ 2+ 3 - 4nb—D2&EBUORI,
Instructions: Select the answer a, b, c, or d that most closely matches the meaning of the underlined
phrase.

1. FLFFELE —CEH L QONET,

[My wife and I commute to work together.]

a. {31217 > T [go to work]

b. 58247 > T [go to study]

c. EWVIZAT - T [go to shop]

d. ok (S AE) 12972 T [to on a walk]

2. L THBEALWRRE LT,
[l had a very terrifying experience.)
a. Z U [scary]

b. 72 L\ [fun]

c. 9L L\ [happy]
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d. IZ92> L\ [embarrassing]

3. Vocabulary Depth (Contextual Usage)
WKOZFEDOHENG L L TRBENEDE L« 2 - 3« ANDH—DEURIV,
Instructions: Please select the sentence a, b, c, or d that is most appropriate for each word.

1. 2A%5
[to fall]
a. BB (hWIEA) TIAATHRE LT,
[I fell down the stairs and injured myself.]
b. A HITHE (20) NiDT, BHILy RIZZAATR,
[Today he was tired, so he fell into bed early. ]
c. fEFENRASTZDT, ATOHBENZAALTLEST,
[I received work, so my plans for travel fell.]
d. BETE (I2H) ORBZAAI,
[During the typhoon the trees fell.]

2. f5m (L D)
[instruction]
a. TZOFEH (Lxdw) | 30fFa’—LTRBNT) &E (LX)
ARz,
[To the secretary he instructed, “Make thirty copies of this document.”]
b. TZOEXEZRTWEZITEEAN] LA RLE,
[The teacher instructed, “Could you look at this essay?”’]
c. [THULIEMEZRIZITZ O X LAGE (Lb72D) ITHERLT,
[My friend instructed, “Let’s go to see a movie tomorrow.”]
d. ThAULIEZIZHY £T0 LIEBEICHERLE,
[The store clerk instructed, “Where is the bathroom?”’]
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APPENDIX C
Reading-to-Learn Assessment
Comprehension Section: Global Test

Introduction

In the current political and economic climate, many countries are attempting to prepare their citizens
with the knowledge and skills necessary for working and communicating in a global environment.

In this activity, we will explore a Japanese author’s perspective about Japan’s goals for globalization.
Afterwards, you will reflect on how it compares with your own cultures’ goals for globalization.

Overview of Activity
In this activity, you will complete the following sections:

e Comprehension (20-30 minutes)
e Cultural Comparison or Language Practice (30 minutes)
e Reflective Responses (30 minutes)

Please manage your time accordingly.

Open the "Aruku" bilingual dictionary in a new tab

Comprehension

Instructions: Read the following passage and think about the relationship between globalization and
foreign language skills.

%5ﬁnﬁﬂl‘i@?i§73§?"ﬁm“(ﬂé. AT o T2, HGE 75>Té°f£b\@f HAFGBETAE—F L, ¥
TARLE, D <V BWEHEGET, & H [y« 7J—X (One ple
ase) | k.:./)’(ﬂ‘é‘?dio fi%ﬁﬁbﬁl%7275)07”:%57:75%&’(“@:5 ICHI< & BETIC
(3B AD, [OED, KALLL 72X . v 7 iEOFRERER E LTHILIL
E@@ﬁiﬂfﬁﬁﬂ (ZRE6ED) AN, Tt;“{/ﬁf‘fu)l LTW5 uﬁf_

WO, HICLETbEBONLE LAV,
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mlnmlﬂ'nlll
1E’ =
rﬁ'f

WE [ — VA OFEBRLEY & IEnTnbadn, ZofRizd aiEzn =z

DT, FEEEE QLD &QO%MiAH HLIRNM E R SNDT-ODOVIAD K
ThoHNPOEITE, BUSOHEFAFATZET, Bl HERIZH > THA A8 25
KB EEES LI, 2D :ﬁ%%m%&®Eﬁ&ﬂﬂ 2T HZ el EEZ T
2o

7272, KRS AL, BB O b HE R OIXERITEGEE EENTWD, HAGED
T%&HﬁAﬁ%@T%ﬁEﬁai@%é% [Z FFIZUDANEREN F 2D 700, k
THUE, 7 — L AMEE CTH0I1I2, AEREHEUNNCERBEE > LS8
BHEWH T ELMNRNDTEA DD,

HiH: 201346 A1 B §lHH KA AGE ()

Short Answer Questions

I AXIZE D & HEREFZ7 v — SV MO N H Y T30 28T, (1"
or "V 2" + 1 phrase or sentence) According to the passage, does the company president
have the skills of a globalized citizen? Why?

2. AT E D E, Z7u—rLBIiZ e » T THERRAM ] (TR T2 EARRENI D
WBETH Ay, (1 phrase or sentence) According to the passage, what does the average
Japanese person consider a required skill among "Ui na Jinzai"?

3. HROEMIX, 7o — SV AMEHESOTEDIC, FOLIREEZHIELTNSHT
L X 97 (1 phrase or sentence) In order to increase the number of “global citizens,” what
type of educational policies is the Japanese government aiming for?
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4, FEHEOBER T, AEFES LTI 57D Z ST, £72. T0H
I 3{rC9 %> (1 phrase or sentence) In the author’s opinion, what is needed to become
skilled at a foreign language? Why is this so?

English Summary Task

Please summarize passage, including the following contents:

What is the theme of this passage
What are the perspectives of the author about globalization?
What are Japanese mainstream perspectives about globalization?
What is the main point of this passage?

(100 — 150 characters).

Note: Students are able to read the passage while answering questions
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Comprehension Section: Overwork Test

Introduction

In developed countries such as Japan and the U.S., many people are having trouble finding an
appropriate work-life balance. Why is this? Let’s figure out why this is the case.

M'ﬁi
L{l;

In order to explore this societal problem, let’s compare our own cultural views about overwork with
Japan.
Overview of Activity

In this activity, you will complete the following sections:
e Comprehension (20-30 minutes)
e Cultural Comparison or Language Practice (30 minutes)
e Reflective Responses (30 minutes)

Please manage your time accordingly.

Open a bilingual dictionary in a new tab

Comprehension

Instructions: The following passage describes a Japanese perspective about work culture in Japan.
Think about how this perspective compares with the culture you’re most familiar with.

IESEREY2) =N

KEOEMICER LI AARAAE DR A2 BN, B Z U@ 52 & THA
et e, LENFZ 97, THEGE6 H, 1 HIZ1 2RI HOMENTH Bz
Wy FNTWDWDN2? ), BEOEHEANT (B o fFoTLEEV] EE- T, fiil)
o TRMZIEZDEL AARNGRIEATT X, ENRDIZEARITEDIEDLRATHAE
Y TT) . EEHTEHICAARAREA TS DT TR S Z ST,
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AARZVEDICEE, IKRABZDICIMOWINTEEE LD, £ 9 7edh, FARHA
DIToNTz, ZORENS, SEZFERT ENRDroTz, T2 21X, AARTIHEG 0FEH
BN TV ADL 8. BN T 1 0 BEELE < @I 2 5 L s . £, Kol
IZEL{WIEWDIEE, BARALAD KRS T IZZWEE, BARNTIAREZ 2 < i
LI ABHEAI DB oTr, BICZRDIVIHRL D EWNI DITh, R0X0 ., EREE57E)
IZHARAMEN TWD DT TlERWE 972, 20— >0fE, B J5%2dd b OiEhE
Pr#z <D,

I‘T

‘i5%<\ﬁﬁ%ﬁﬁﬁf%%%ﬁ%%ﬁ&wﬁﬁﬁk%<@of%ko%ib
VIR AN o T ST, EER R E SIS 2 Lo EL AR - T
ﬁ%ﬁ#ﬁbt BLEWOEESATIINE ZAD T T AORFBIZER TlXevn) &
DEENHT, ZARUTEVHIOZ L 2R LR TTRSThoTILYY, LD
LR o TETWVADITNTRIEZAARANLEZNDDTITRNTEA DD, HAAD
FEEEE AN ET A OIEY BRAOFEM b EH -,

<"

H

HBE: 2016 8- 12 A 30 H - gl H OB K AGE (ks

Short Answer Questions

L KFETRIANTED XD RFEEFEIT LTV ET A, (1 phrase or sentence)
K (KREs) TH (F9) SAFEOXL I AEE (72 L) 20 (Lxon
VW) L TWET Dy, What type of story is being introduced by Yonehara Marisan?

2 AMICED &, HERZ 0= SV AMOEN RS Y £T0, RETTA, (N

or "V N X" + 1 phrase or sentence)
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AI (1TASA) I2LESE, HE (Lebr 9) 122777 — A (CASEV) DFEY
(DD <) DbV FEFT D, 2B TT D% According to the passage, does the company
president have the skills/ability of a global citizen? Why ot why not?

3. AXICED L, Ta— Uil L o T THEBRAM] ISR DTEDITITEARREN D
WELTH ) . (1 phrase or sentence)
AKX (1FASA) ICLES L, Zr—fl (CE5—IEE0) 122 -5T [FZ (50) 2A
H (CAI) ) IZ2B7E0IIZEALRED (D50 1<) PUE (oL 5) TII,
According to the passage, what type of ability(s) is needed to become a "Ui na jinzai"?

4. HAROEMIX, 77—V AMEZHESTZOIE, EOXIRFBELHHELTWAHT
L X 97 (1 phrase or sentence)
HADENF (€0 5) 1Z, 22— A (CAXV) &8 ($) LT eoiz, Fod o
RHEE (&1 50 <) #HE (HX) LTS TL L 97 Inorder to increase the number

of "global citizens," what types of education is the Japanese government aiming for?

5. EHOBRTIE, AERED EFRICRDTCOICHERZ LIIMTT 2, £z, TOH
AT T4 2> (1 phrase or sentence)
EH (Do L) DFER (VITA) Td AEGG (P Z<2) BLEF (CxoF) 122
SEDICHE (DL D) 22 XA (RA) TID, EZ, OB (Vip o) [ZT

7773 In the authot's opinion, what is necessary to become skilled at foreign languages? Why?

English Summary Task

Please summarize passage, including the following contents:

What is the theme of this passage
What are the perspectives of the author about globalization?
What are Japanese mainstream perspectives about globalization?

What is the main point of this passage?
(100 — 150 characters).

Note: Students are able to read the passage while answering questions
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APPENDIX D

Reading to Learn Assessment

Analysis (+ Scaffolding Condition): Globalization

Comparison Chart

1. Instructions: This comparison chart is OPTIONAL, but may help you reflect on differences
and similarities between your own culture and Japanese culture as depicted in the text. All
answers can be in ENGLISH or JAPANESE.

H AL H [E 3k

Japanese culture Your own culture
(based on passage information)

AT < S UMl & £ 972

How many hours a week?

RS E LodpLln & B
BfRA & V £9°7>, What is the

relationship between working long
hours and having “room to breathe?”
Your culture's views

FEEIT & © TRIEH IO BV iE
I TF 7> On asocietal level,

what positive influences are there from
working long hours?

R, E At
PIBEE LTV F 975>, What societal

problems have arisen from overwork?

Open-ended Questions

2. H7Rl-OETIE, BERE 2 EnREIZEE B TWET D, (1T - DI R)
51 2 f > TR LT < 72 &V, (1-3 sentences) In your country, is it considered
important to work long hours? Please explain using an example.
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3. Hp-0FE S LE T EKD L ENAREE ERBVET S, FAUIRETT

7, (1-3 sentences) Does your country have the potential to change its views toward
overwork? Why or why not?

4. HRIE. BB A RV ISR IREIZ L BONET A, e T (143
sentences) Do you think that people working in your country value having time to reflect?
Why or why not?

Analysis ( + Scaffolding Condition): Overwork

Comparison Chart
2. Instructions: This comparison chart is OPTIONAL, but may help you reflect on differences

and similarities between your own culture and Japanese culture as depicted in the text. All
answers can be in ENGLISH or JAPANESE.

H AL H E Sk

Japanese culture Your own culture
(based on passage information)

WNAATIEHE] < S UMl & 9778 2

How many hours a week?

R & LoD Ly &AL
BIfR2 ® Y £97> What is the
relationship between working long
hours and having “room to breathe?”
Your culture's views

HRIT L > TR O Ry
I3 i T4 7>  Ona societal level,
what positive influences are there from
working long hours?
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APPENDIX E

Reflection Tasks

Target Culture Perspective

128

Instructions: In this section, express what you have learned about Japanese culture and in what

way(s) your understanding has changed. Your answers will be scored based on the following

rubric:
Category Description Scoring Guide
Prior States previous understanding of Japanese 0- none
Knowledge views towards globalization/English 0.5- implies what they thciightﬁnew before
education or overwork, including any 1- states (e.g., FLIPHIIZ...)
misconceptions
Learn States what was learned about Japanese 0- none
views toward global citizenship or overwork 1- present but not explicitly stated or explained
* indicates they learned something, thought about 2- explicitly states & explains one factor (from text
something, or have a new opinion or prior cultural knowledge) that influenced their
conclusion
3- explicitly states & explains two+ factors that
influenced their conclusion
Diversity Addresses the diversity of views held within | 0- none
Japan 1- implied
2-present with an example
3- present with two+ examples
Relationship Explains a relationship between Japanese 0- none
cultural values or beliefs and a societal 1- restates a mentioned
behavior 2- states a
, but no explanation OR
implies another relationship, but not explicit
3- explicitly states a
AND explains in detail or with example
Text Makes at least one reference to information 0- none
Reference from the passage, citing relevant text 0.5- implied restating key ideas from the text
information 1- explicit, using phrases like 'According to..." or
by using exact phrasing as text
Language Sentence-level coherence: Each sentence is | 0- incoherent
not difficult to understand (small errors okay) | 0.5- understandable, but requires effort
1- understandable

1. RXZ&H EICTHRANDORFEMITBOZ X FIZONWTEART LB F Lizh, Filafl
S TR LT £ &V, (4-6 sentences) From the passage, what new insights have you gained

about Japanese people’s attitudes towards overwork? Please explain using an example.
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2. MBE3E) CHLTORALE BESUEOB X T2l LE Lic, ZORRIIH 2T
DZNMNBHROHEARNEDAI 2= —2 a3 N ED X I ITHEL 30>, (4-6 sentences)
You compared attitudes towards overwork between Japanese culture and your own culture. How
might this experience affect the way you interact with people from Japan?

Reflection on Own Culture

Instructions: In this section, express what you have learned about your own culture, and in what
way(s) your understanding has changed. Your answers will be scored based on the following

rubric:
Category Description Scoring Guide
Prior States previous views towards 0- none
Knowledge globalizati()n/ English education or 0.5- implies what they z‘hciughlﬁnew before
overwork, including any misconceptions 1- states (e.g., L IPHIIZ...)
Learn States change in own view toward global 0- none
citizenship or overwork 1- present but not explicitly stated or
* indicates they learned something, thought about | explained
something, or have a new opinion 2- explicitly states & explains one factor
(from text or prior cultural knowledge) that
influenced their conclusion
3- explicitly states & explains two+ factors
that influenced their conclusion
Compare Compares text information with relevant 0- none
personal experiences, or other background | /- implied
knowledge about own culture 2-present with an example
3- present with two+ examples
Relationship Explains a relationship between each 0- none
culture's values or beliefs and I- restates a mentioned
their societal behaviors
2- states a
, but no explanation
OR implies another relationship, but not
explicit
3- explicitly states a
AND explains in detail or with
example
Text Reference| Makes at least one reference to 0- none
information from the passage, citing 0.5- implied restating key ideas from the
relevant text information lext
1- explicit, using phrases like 'According
to..." or by using exact phrasing as text
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130

Language Sentence-level coherence: Each sentence
is not difficult to understand (small errors
okay)

0- incoherent
0.5- understandable, but requires effort
1- understandable

3. AXDOFERIHRICORKRMBBICHTIZEXFCEOLSITHELE LD, FlzMo
T LT E XV, (4-6 sentences) How has information from the passage influenced your
attitudes and thoughts towards overwork? Please explain using an example.

AL EFHATHEXUEOREE BB DOE 2 HFIZONTE S BVWE Ld,
25 % g UCHBA LT < 72 &V, (4-6 sentences) Since reading the passage, what have you

EALBEDE

reflected on about your own culture? Please compare views towards overwork among people in Japan

and your country.



FOSTERING HIGHER ORDER READING SKILLS

APPENDIX F

Student Questionnaire and Interview Questions

Purpose:

1.

culture-learning module

131

To collect feedback from students about the difficulty and usefulness of each part of the

2. To see how familiar students are with integrated reading and culture-learning activities

The following ratings concern all sections and tasks in the culture learning module:

Clarity

How clear were the learning objectives?

Likert Scale

How clear were the instructions?

Likert Scale

What is your understanding of the purpose of the reading and culture-learning
tests? (feel free to answer honestly)

Open-ended

Usefulness

The technology-enhanced features of the learning modules (e.g., hyperlink
dictionary definitions, bilingual dictionary, feedback)

Likert Scale

I found the topics in the reading passages interesting.

Likert Scale

Difficulty

How difficult were the reading passages?

Likert Scale

How difficult was it to answer the comprehension questions?

Likert Scale

How difficult was it to draw connections between the reading passage and
your own cultural knowledge/experiences?

Likert Scale

Classroom

Were the activities in reading and culture learning tasks similar to any of Open-ended
activities in your Japanese class? If so, which ones?

What was the most challenging part of the reading and culture learning tests? | Open-ended
Any other comments? Open-ended
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APPENDIX H

Protocol for Coding Prior Knowledge References

Concepts Coded as Prior Knowledge of Culture or Personal Experiences:

1.

Own Culture’s Values/Practices: concepts related to US culture or students’ home culture’s
values and practices

o Example: FE ATV TWANEDIE S N5V S, B bR b7
DT, FATE BIFTEEE 258 L 722 1T i 7e 57220 & By & 97 “Chinese people
[think] foreign countries are strong, so to make ourselves strong, we [think] we
have to study English.”

Japanese Values/Practices*: concepts related to collectivist cultural values, helping the
group, hierarchical relationships, or other mainstream Japanese values.

o Example 1: H73 % & 2 TIZ24EDO - DIMEFEEFHAE > TV 5, “Without
thinking of oneself (Japanese people) do their best for their company.”

o Example 2: D72 721T L7 ZETHWTWLDHALRDIZDIT
ZORMBIZOWTES RITNIE, EEHOEZELEY, BT DAL
- & %< 72 % “Talking about the huge problem of working not for yourself, but
for everyone in the company, everyone will be embarassed and the number of
suicides will increase even more.”

Personal Experiences: information connected to a prior experience or clear source in the
students’ past:

o Example: FAIT/NSWEFND HARIZIT > T, WO b HARADFLUIFEGE A5
L2 5 TY, BARTGEZ BN ZWE 5 TY, BARNIIEANCT I
<RSI LWTT, “From the time I was young I went to Japan, and Japanese
people always spoke to me in English. It seemed that everyone wanted to learn
English. Japanese people are very kind to foreigners.”

Simple Comparisons: statements indicating that students have activated knowledge of their
own culture by stating if they are similar or different, usually without elaboration.

o Example: 7 A U B2, Ziudé THRUIZMERATTIFE, BAXL

D, REILWRWEFBHUWET “In the US it’s a great problem, but not as
bad as Japan.”

*Note: Since students’ remarks about Japan were sometimes inaccurate or overgeneralized, raters
discussed unclear cases.



FOSTERING HIGHER ORDER READING SKILLS 133

The following expressions were not counted as Prior Knowledge:

1. Stating what their country or nationality is without elaboration

o

Example: FAD[EIH[E T3 “My country is China”

2. Evaluative Comments or Predictions

o

o

bt

o

Example 1: ... L < 72U T9 “. | isn’t good”)
Example 2: 20 % & v vEF “I think it can reform.”

Hypothetical situations or Desires

Example: W\ O REEFEIE & B AGEZ BEICHED K 912720 720> “One day
I’d like to speak Japanese as well as I do my native language.”

4. Logic or Common Sense (that did not include any reflection on culture)

o

e

o

Example 1: {#) %8 X 7= 5SSO HIZ2 9 “If you work too hard, you will have a
bitter experience.”

Example 2: 57l L3k~ 703568 TR A TH 2RISR T D =N R0 &
VN9 PUITTIE®H U F A “Even when looking at overwork culture in different
situations, it doesn’t mean that there are no people complaining against it.”

(Over)generalizations and Guesses About Japan

Example 1: HANIZE > THLELOREI T, £ LT, bHAALKN

BRVNTZ, “Japanese people seem very disciplined. And of course, their resolve is
strong.”

Example 2: H RN EEWOIL, FEANFFEZEDHRNTT 6, HEKE
%95 OIEHEXxF 72 T3 “The difference with Japanese people is that Chinese
people hate overwork and doing overwork everyday is definitely bad.”

Example 3: H AR AOFGEITRKILENTL X9, LT, RiEE2HADZ
&6 E72 EFEH A “Japanese people’s English is overall bad. Also, they’re
still bad at teaching English.”

6. Personal Interests/Goals not related to own culture

o

Example: 213 H ARDAGIZEBE2 22 < TT A U I O AKIZ & B 720
T9, £LT, BRET AV DOACIZHENR 722 & 1T R THRI A
LB L TH BUWET, “Actually, I don’t have any interest in Japanese
culture or American culture. And even without interest in Japanese and US
culture, everyone respects me.”



