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This project outlines a curriculum for an upper-intermediate to advanced course of English as a foreign language (EFL) in a Japanese university.  The class is essentially conceived as a content-based, intensive reading course, with modern world history as the carrier topic.  Curriculum development is no doubt a complex process, involving the consideration of a multitude of issues not the least of which is the needs of a particular group of learners.  Utilizing a framework drawn from Graves (1996), this curriculum plan attempts to organize these issues by considering the learners’ needs in relation to a theoretically informed approach to reading and second language pedagogy.  From there, the goals and objectives of the course are developed to address these needs.  The content is conceptualized mainly in terms of the primary text for the course, with supplemental readings adding variety and choice for the learners as well as broader exposure to the language.  One illustrative unit of the course is then presented in detail with daily lesson plans and descriptions of activities.  Finally, evaluation and assessment guidelines are discussed.  


A number of considerations support the selection of modern world history as the carrier topic for an L2 reading curriculum.  In recent years, the subject of historical interpretation has become a salient issue for the Japanese public.  Foreign historical perspectives in books like John Dower’s Embracing Defeat (2000) have topped the country’s best-seller lists (as reported by French, 2002).  Indeed, for some time the officially authorized history curriculum of Japanese secondary education has been a matter of controversy, occasionally stirring protests from surrounding nations and Japanese activists alike.  Of course, at tertiary levels, it is likely that the historical dialogue is much more free and balanced than what is found in high school classrooms.  This is evident in the growing body of objective and critical research on recent historical subjects that is being produced by Japanese scholars (e.g., Yoshiaki, 2001).  The present EFL reading curriculum proposes to harness the interest generating-capacity of this controversial subject matter to the tandem purposes of efficient language learning and critical reading skills development.   

Theoretical background and pedagogical priorities


This section investigates the various theoretical premises that inform the objectives of this curriculum and support its approach and methods.  Specifically, the role of cognitive schemata and the discrete processes of decoding will be discussed as well as more philosophical considerations that underlie the curriculum.  Pedagogical implications will be drawn in light of the general learner-centered approach of communicative language learning.  First, however, these premises will be framed by a brief discussion of the critical focus of the course.

“Critical” reading

Whether in a first or second language, reading gives one access to a broad range of information – facts, ideas, impressions – and becomes a powerful tool for investigating everything from an individual company to a whole culture, from the human psyche to human history.  The potential effect is a parallel broadening of the individual’s awareness of her- or himself and of reality.  This potential should be equally available to all.  For such reasons, literacy is often held up as a key to the creation of an egalitarian society (Freire, 1970).   While, university students may seem to have little in common with the impoverished and illiterate of a society, reading in a foreign language should still be recognized as a powerful tool, and the same critical approach to reading can be applied to foreign language reading programs. 

The term “critical” implies relating new knowledge to the background knowledge of the world which the learner already possesses.  Consequently, the learner is called on to evaluate both this new knowledge and their own knowledge.  To the extent that a critical pedagogical approach entails the application of higher-order thinking skills, such an approach can also be justified in more specific terms for second language pedagogy.  That is, critical reading is not only of value in itself, but also facilitates acquisition in the foreign language classroom.  Moreover, an environment which promotes the benefits of reading in general also promotes learner interest, another key factor for second language acquisition.  This is especially important as no other language skill may be as vital to the continued development of advanced learners in a context where exposure to the target language is otherwise limited.  Finally, critical reading skills are closely related to many metacognitive skills identified with proficient reading in a first or second language.    

In the realization of this curriculum, the learners should be given as much opportunity as possible to develop their own ideas on the topic.  The teacher should encourage learners to examine the texts for themselves and apply their own critical thought to this process.  The teacher should facilitate classroom discussions rather than leading them to presupposed conclusions.  And whether in free-discussions or in free-writing activities, the teacher should avoid imposing their own ideas on the learners.  Techniques should be applied that provoke analysis of the texts and question the assumptions (of both readers and writers) rather than teaching to one perspective.

The role of schemata in reading

This curriculum conceives of reading as an interactive process between reader and text, a process in which the reader formulates meaning through a balance of top-down and bottom-up approaches to the text, as understood by theories of mental schemata (Carrell & Grabe, in press).  Schema theory is a theory of knowledge, how knowledge is constructed, and how knowledge is used (Rumelhart, 1980).  While schema theory does not represent a formal model of reading, per se, it is fundamental to many interactive models in that it helps to explain the relationship between top-down and bottom-up processes in comprehension and learning.  Schemata can be understood as the dynamic, interrelated mental structures that are essential for the creation of meaning.  All knowledge can be understood as different manifestations of schema.  All knowledge of the world (content schemata), of discourse structure (formal schemata), as well as of specific elements of language (linguistic schemata) can be thought of in these terms.  Comprehension and learning can be seen as melding new concepts with one’s existing schemata, refining or elaborating these existing schemata, and, at times, creating new schemata (Rumelhart, 1980).  

Schema theory is relevant both to comprehension during reading and retrieval of what has been comprehended after reading.  During reading, existing schemata are activated by incoming data, allowing the reader to anticipate meaning and, through a process similar to hypothesis testing, attain comprehension of a text.  Rumelhart (1980) discusses two interrelated aspects of the process of comprehension related to different functions of schemata.  He refers to these as data-driven and concept-driven processing.  In data-driven processing, incoming information activates relevant schemata in the process of decoding a text.  These schemata in turn activate other possible schemata of which the first may be a part, that is, the larger concepts which may include the initially activated concepts.   In turn, concept-driven processing concerns the use of these larger schemata structures to predict meaning.  Once the high-level schemata have been activated, other sub-schemata are used to test the larger conceptual framework against further incoming data.  This process is interactive and dynamic, occurring on a number of levels simultaneously.  

A third aspect of schema theory relevant to the reading process is the function of schemata prior to perception of directing the reader to seek out specific data.  Rumelhart (1980) thus refers to perception as being “goal-driven.”  Readers are not passive data processors, but come to a text with certain expectations and seeking certain types of information, namely those that fit the motivating schemata (whether or not the text can fulfill these expectations).  In other words, the reader activates schemata with the decision to read in the first place and the determination of the text to be read.


All of these factors are equally relevant to remembering as they are to comprehending.  As Rumelhart (1980) explains, a text must first be comprehended to be remembered.  Remembering is therefore a process of reconstructing the initial comprehension – once again through the framework of schemata.  That is, schemata play similar roles in retrieving the memory/knowledge of a text once read as they do in decoding and comprehending that text.  As comprehension of a text during reading is moderated by the schemata applied to the text, in remembering a text, we must again engage in this interactive process of meaning making, but this time not with the initial, sensorial stimuli but with the recalled memorial fragments of that stimuli.  Furthermore, memories have been twice filtered through the reader’s schemata so that data initially stored in one way may be recalled in another.  


For a second language reader, schema theory carries multiple implications as these processes can be problematic in a number of ways (Carrell & Grabe, in press).  If a reader does not possess the relevant schemata (content, linguistic, or formal) then comprehension will be hindered.  At recall of a text, the meaning may be further distorted and details may be lost due to both a deficit in the initial processing and further restructuring at recall.  At the formal level, Carrell (1984a, 1984b) found significant effects of formal schemata in comprehension for both expository and narrative texts.  Other studies have demonstrated similar results with content schemata (Droop & Verhoeven, 1998; Steffensen, Joag-Dev, & Anderson, 1979).  At least one training study (Carrell 1985) demonstrated that providing relevant formal schemata to L2 readers facilitated both comprehension and recall.  Floyd and Carrell (1987) provide evidence that teaching cultural content schemata can also facilitate comprehension.  Likewise, activating relevant schemata which the reader may already possess before reading has proven effective for comprehension.  Fundamental to all of these approaches is the idea that facilitating the activation of relevant schemata frees up the mental resources of the reader for deeper comprehension.

Pedagogical implications of schema theory


Many pedagogical implications have grown from schema theory and attendant studies.  As the training studies suggest, explicit teaching of the discourse structure or necessary background knowledge of a text before reading is an effective way to facilitate comprehension.  Aebersold and Field (1997) advocate similar methods of activating formal and content schemata before reading a text such as previewing the text by reading the introduction or skimming or brainstorming on the topic, assuming some prior knowledge.  To activate linguistic schemata, a teacher might have students do a semantic mapping activity, writing down any words that come to mind on the topic and grouping them by semantic relationship.  Furthermore, Nuttall (1996) elaborates on various methods to help L2 readers activate and establish formal schemata for comprehension by providing them with the tools to analyze discourse structure during reading to help them understand the underlying structure of a text and how various elements of a text may be interrelated.  

Methods of facilitating comprehension during reading include the conscious monitoring by the learners of their comprehension of the text, and other metacognitive strategies (Aebersold & Field, 1997).  Just as we subconsciously compare our conceptual hypotheses (or schemata) with the incoming data of the text, such activities attempt to make this process conscious in order to subvert potential comprehension failures.  Also, Nuttall’s (1996) text attack skills for understanding discourse structure include methods of text-mapping, at the sentence level and the paragraph level as well as for overall rhetorical structure.  Such analysis helps a learner establish schemata to utilize when approaching similar texts or when reading for specific purposes.  Having learners outline texts in diagrams or graphically display the relationship of sentences within a paragraph is one method of raising a reader’s consciousness of these structures and relationships, and helping them attend to these elements while reading (Williams, 1984).  Other strategies include helping learners establish schemata to recognize and interpret the cohesive devices within a text.  For example, an understanding of discourse markers helps the reader identify a writer’s intended relationship between ideas.

As important as techniques of facilitating comprehension are post-reading activities which help to consolidate knowledge and reinforce or restructure the schemata that support that knowledge.  Structured writing can be an effective method of consolidating knowledge as well as assessing comprehension (Nuttall, 1996).  Obviously, central to all of these pedagogical priorities is the emphasis on reading for meaning.  This reflects the primary concern of schema theory with the creation of knowledge as well as the importance of comprehensible input to second language acquisition.  

The bottom-up issues of reading

Interactive models of reading emphasize the active role of readers in comprehending a text and the importance of top-down processing.  However, teachers should be cautioned not to neglect the essential bottom-up issues such as vocabulary knowledge and word recognition, assisting L2 readers to “hold in the bottom” (Eskey, 1988) and giving learners support in these areas while simultaneously encouraging them to read for meaning.  Vocabulary knowledge and word recognition are two sides of the same coin in the process of reading, that is, decoding the written word for comprehension of a text.  While top-down models of reading would point out that the decoding of individual words in a text is not sufficient to comprehension, it is still a necessary aspect of reading proficiency (Stanovich, 1991).  Word recognition, of course, comes at the bottom of all reading models and refers to the process of matching the visual perception of a word to its semantic reference.  Key to proficiency in reading is the reader’s ability to recognize words “automatically.”  As Stanovich (1991) points out, however, the automaticity of native readers makes a complex process look deceptively simple.  Simultaneously, a reader decodes phonological and graphemic features of the word, attaches semantic meaning, and integrates all into an evolving understanding of the text as moderated by the reader’s existing schemata (Bernhardt 2000).  Automaticity of word recognition is necessary in order to free the mental resources for higher-level processing of the text.  Efficient native readers can move rapidly through a text with most of their attention focused on constructing its meaning.   
In second language reading, vocabulary knowledge and word recognition both become problematic issues, reinforcing the importance of these factors to reading in general.  Research demonstrates that both linguistic-distance and orthographic distance between the L1 and the target language are factors in second language word recognition (Carrell & Grabe, in press).  For example, learners decode words faster that have phonotactic patterns similar to their L1 (Muljani, Koda, & Moates, 1998). This indicates that word recognition is not simply a matter of attaching semantic value, but that some degree of phonological decoding also occurs.  On the other side of the equation, vocabulary knowledge also plays an indispensable role in reading.  Words must be known to be recognized, and a high degree of text coverage (>90%) is necessary for comprehension (Carrell & Grabe, in press).  As high frequency vocabulary is generally processed more quickly and efficiently than low frequency, higher levels of exposure would seem to increase word recognition ability.  Carrell and Grabe (in press) suggest L2 learners coming from different orthographic and phonotactic systems will have special needs and may require new processing mechanism for the L2.  Of course, vocabulary development is essential to this process.  Learners must work both to increase the size of their vocabulary and the speed with which they are able to make semantic connections.  

Pedagogical implications for efficient processing

Nuttall (1996) suggests some pedagogical approaches to addressing these issues.  Extensive or wide reading is the primary method of developing reader fluency and automaticity.  Furthermore, proficient readers can acquire vocabulary “incidentally” through such reading.  Learners can be taught strategies for deriving meaning from context and how to recognize what words can be skipped.  On the other hand, explicit vocabulary instruction can also be beneficial (and probably necessary to a certain extent, according to Huckin & Coady, 1999), especially if the training is efficiently focused on such items as high frequency vocabulary, collocations, word families, and productive affixes.  While texts can be developed to facilitate comprehension and word recognition by offering frequent exposure to certain words, the promotion of student autonomy and interest seems to recommend the use of authentic texts, especially at the higher levels of proficiency.

Reading strategies and metacognitive awareness

Besides the theoretical and pedagogical considerations stated above, this curriculum proceeds from the premise that literacy (in the L1 or L2) should always be promoted as a powerful tool for developing a critical awareness of the world as well as a source of continued intellectual and personal development.  Many of the same strategies that are associated with critical reading are also seen to mark good readers in general.  For example, the ability to address a text objectively and analyze the substance and presentation of information found there (as opposed to simply responding to one’s personal impressions) is a valuable skill both for critical analysis of the text and for monitoring reading comprehension.  Therefore, reading strategies and when and how to use them – i.e. metacognitive awareness – are overarching themes of this curriculum.  This metacognitive development should be treated holistically in the course, and teachers are encouraged to initiate frequent discussions that encourage students to reflect on the process of reading itself and the strategies they find most successful.  

As Carrell and Grabe (in press) explain, it is not so much the individual strategies that are important as “the skillful use of a cluster of strategies” (p. 13).  Other ways to support the development of metacognitive knowledge will be formalized in the curriculum.  Casanave (1993) promotes journaling as an effective medium for reflecting on our reading, and in this curriculum students are asked to keep a journal that reflects both on the content of their reading and the process.

The above considerations can be distilled into the following list of issues taken up by the present curriculum:

· Top-down focus on meaning and formal/rhetorical structures

· Holding in the bottom with word recognition and vocabulary development

· Promoting student autonomy

· Developing metacognitive strategies 

· Developing critical reading strategies

· Use of authentic texts for intensive and extensive reading

In consideration of the needs of the learners in the Japanese context, these issues inform the course objectives outlined below.

Classroom context and population
As stated in the introduction, this curriculum plan targets upper-intermediate to advanced EFL learners in a Japanese university.  The course is essentially conceived as a content-based, intensive reading course, with modern world history as a carrier topic.  History is an appropriate topic for meeting the objectives of this course for a number of reasons that will be discussed below (see especially the Materials section).  The following consideration of context is partly informed by an interview with a Japanese individual who studied a foreign language (German) as an undergraduate at a Japanese University in the early 1990s (M. Yoshida, personal communication, November, 2001).  


This curriculum is designed for a university course, approximately fifteen weeks long, offered to a class of approximately fifteen to twenty Japanese students for one hour, five days a week.  The fifteen-week university term envisioned here is similar to a semester in the American university system.  However, as most courses in the Japanese context run a full year (30-32 weeks), this is not necessarily a realistic approach.  Despite this potential threat to the ecological validity of this curriculum proposal, it would, of course, be possible to extend the course through parallel topics or more focused, individualized work in the second term of the year (a highly recommended option, especially if the class size can be constrained as stated above).  In fact, single-term courses are occasionally found in the Japanese context, and they may be becoming more common.  Thus, this curriculum is presented as a complete unit despite these considerations.


 In the Japanese context, English is generally perceived as an international mode of communication, a means of accessing the global culture and economy.  The language is not, however, necessary for accessing the economic or academic power structures within the country as it might be in some other EFL contexts.  That is to say, within the educated, professional class of the country, some may have proficiency in English and others may not.  Most have at least some proficiency, as English is a required subject at the high school level and many universities have minimum English requirements for their applicants.  But beyond high school, proficiency often drops sharply, and, as in universities in the United States, when a foreign language is offered at the University level (or required in some programs), English is a choice among several.  Yoshida (2002) refers to the Japanese context as a “fishbowl” in comparison to “open sea” contexts where English is frequently needed by its users for real communication.  There is a low level of communicative demand for the language within the country despite being marketed as the language of international communication.

Generally, only students with a special interest in the language progress to more advanced levels of study such as the proposed course, though even then their communicative competence may be low, especially with regards to oral skills.  However, we can assume that the students in this classroom will have a relatively high proficiency in reading and writing skills and will be especially motivated second language learners. At this level, the course should not be required but should be an elective, an option among other English topics.  In such case, we can also anticipate that many students will enroll in the course out of some interest in the particular topic of modern history.  

Developing context-sensitive learning goals


 This section examines the objective needs of the learners as suggested by the context.  Such needs should not be confused with the subjective needs of a particular classroom population which are dependent on individual goals and perceptions (Graves, 1996).  While it is important to address the subjective needs of one’s students as soon as possible, rarely does the curriculum designer have the opportunity to take these into consideration prior meeting the students at the beginning of the actual course.  This designer recommends continual reference to the subjective needs of the learners during the course.  Such needs assessment may be formalized, via student questionnaires, for example, and should not be limited to the collaborative method of syllabus design proposed below (see Conceptualizing content). 

Objective needs assessment

As motivated language learners likely to be faced with substantial reading loads in future academic or professional contexts, one of the primary needs of this group will be to develop reading fluency.  Vocabulary knowledge and automatic word recognition, two sides of the same coin, are particular areas that such learners need to develop to support their reading.  Moreover, these learners have special interest in developing sophisticated knowledge of discourse structure and the formal elements of English.  Such knowledge is vital for intensive, critical reading as well as for fluent, wide reading of authentic texts.  Furthermore, this course should promote learner autonomy, and global metacognitive strategies should be developed to help readers monitor their comprehension and direct their reading strategies most effectively.  Developing good reading habits and strategies is essential for continued learning beyond the language classroom, especially in an EFL context.  Finally, for academically and professionally oriented students, a focus on writing skills is also advantageous, especially in so far as writing can be related to reading strategies such as paraphrasing or summarizing, consolidating the knowledge and understanding gained from reading.  

As noted above, learners in foreign language contexts also have special needs regarding oral communications skills, as exposure to oral language is limited in these contexts.  Many Japanese EFL learners are slow to develop these skill areas as a result.  Therefore, while the focus of this course is to develop reading skills, it will also promote oral fluency simply by providing a context for meaning-based interaction in an environment that encourages open discussion of meaningful issues.  In sum, the objective, linguistic needs of the learners will be addressed by a holistic approach to language learning that incorporates all skills in meaningful interaction.


As Nuttall (1996) notes, motivation is essential to any successful reading program.  Much of this curriculum, beginning with its controversial subject matter, is calculated to build motivation.  The affective needs of the learners should also be attended to, and this curriculum recommends constant reference to learner needs during the term.  Whenever possible, such reference should include the learners as participants in decision-making processes, both to guide the teacher in making the course as relevant as possible to individuals and to motivate the learners to be active participants in matters that concern them.  This curriculum hopes to meet these needs in part by giving learners significant choice in their reading materials (at least for part of the course).  Also, “free”-writing or journaling will be used to promote written fluency in learners and confidence to express themselves in the L2 without being overly inhibited by concerns of grammatical accuracy.  

Having studied English for so long with the objective of passing competitive examinations, Japanese learners may take some coaxing to disassociate the language with such competition in favor of communication.  Again, this will require special attention to affective concerns.  As a class that focuses on history and how decisions of the past have affected the course of subsequent events, individual agency is not only pedagogically but also thematically relevant to the course.  Moreover, it can be argued that objective and critical analysis of a text requires a dialogic approach to language.  The reader must do more than comprehend the text but must also interrogate its motivations and the reader’s own understanding of those motivations.  This said, however, the teacher should be sensitive to the communication patterns of a collectivist culture such as Japan’s and not compound inhibitions with culturally inappropriate expectations.  

General course goals

In general, this course is part of an EAP program with the goal of preparing students for reading the L2 in high-level academic disciplines or in professional contexts.  Considering the above assessment of the objective needs of the learners and the theoretical approach of the curriculum, this general goal can be expanded to the development of critical and reflective reading skills in English for authentic texts and of promoting learner autonomy for continued language development beyond the classroom.  More specifically, this curriculum attempts to address a number of related goals:  

· to develop effective pre-reading strategies for activating appropriate schemata 

· to develop an awareness of rhetorical structures and how they relate to meaning

· to develop reading strategies for monitoring comprehension during reading

· to develop strategies for dealing with unknown vocabulary during reading

· to develop writing techniques that support reading comprehension (e.g. writing on past events, summarizing, contrasting, evaluating, etc.)

· to encourage learners to reflect critically on their reading through writing 

· to encourage the “habit” of reading in the L2

· to encourage learners to see reading in the L2 as a source of enjoyment and personal development

These goals are formally realized to varying degrees in the curriculum around the content of the course as it is conceptualized below. 

Reading and learning materials

The primary text

The content of this course is designed around an entry-level, university, history textbook: The human record: Sources of global history, edited by Andrea and Overfield (1994).  This text presents short excerpts of three to four pages from authentic historical writings, speeches, etc., many translated into English from other languages (see Appendix A).  The text has chronologically sequenced sections, grouping passages from similar sociopolitical or geographical areas.  Each section is preceded by a short, general overview of the global historical context.  Likewise, each passage is preceded by the more specific context in which the literature was created (biographical information about the author(s), regional events, etc.).  There are also topical and geographic tables of contents that can assist teachers and students in developing a course plan (see Appendix B).  For example, under the topical table of contents, we find the topic category “Western Expansion and Colonialism” with the sub-topics “Pre-1800,” “Post-1800,” and “Anticolonialism.”  

Evaluation of the text

Modern history, in general, and the selected history text, in particular, are appropriate for this class for a number of reasons.  The readings are passages of authentic language, adding potential interest and preparing the learners for unmodified texts.  Moreover, it is likely that the historical subjects treated by the readings are already familiar to the learners, as this text does not focus on some particular English-speaking group but attempts to be global in scope.  The text supplies valuable background information about each of the passages.  While possibly providing new contextual knowledge, these informative supplements should also help to activate the learners’ existing background knowledge.  

Unlike discourse in many specialized fields, the historical passages are often addressed to large audiences, for example Nelson Mandela’s speech, “The Rivonia Trial Courtroom Address,” or Mohandas Gandhi’s dialogical pamphlet entitled “Indian Home Rule.”  The significant challenge of these passages may lie in their rhetorical sophistication rather than in specialized vocabulary or syntactical/grammatical structures.  Again, for L1 purposes, the textbook targets senior high school or entry-level university students.  A sample (495 words) of the selection in Appendix A (Declaration of Independence of the Democratic Republic of Vietnam) was estimated to be at a grade level of 9.1 by Flesch-Kincaid readability measurements with a reading-ease rating of 58.0 (estimated using the Microsoft Word software).  These measurements support the above assumptions of the relative accessibility of the passages.  

By contrast, historical background passages are relatively advanced.  For example, the one page introduction to Vietnam’s Declaration of Independence (367 words) was estimated to be at a grade level of 12.0 (30.3 reading-ease rating).  These short passages tend to be informationally dense, with more advanced, academic vocabulary.  Interestingly, none of the sentences in this sample used passive voice structures, while in the sample from the rhetorically calculated Declaration, 17% of the sentences use the passive construction.  Again, learners will be challenged in different ways as they engage in these texts and their particular discursive and rhetorical structures.  This diversity in structure nicely complements the goals of this curriculum. 

While the text has many advantages, it is not a text designed for L2 learners.  The teacher will want to supplement the text with language and vocabulary support, and possibly additional background information, to ease the linguistic load of the course and optimize engagement with the content.  For example, this course will attempt to give vocabulary support by compiling word banks using the method discussed below (see Conceptualizing content).  

Supplementary materials

Besides the readings from this primary text, this course will be supplemented by a range of self-selected reading materials.  Ideally, the classroom itself will house a substantial library of books and magazines relevant to the course theme.  Given that this may be impractical, the teacher can encourage the University library to collect specific titles (if they are missing).  Teachers may also want to provide the students with a list of recommended titles that can be found there, selections from their personal library that they are willing to lend out, titles that could be purchased at a bookstore, as well as online media sources.  Furthermore, as the term progresses, the teacher may want to recommend relevant readings, newspaper articles, etc., as they are discovered.  In the Japanese context, the teacher should be sure to take advantage of the proliferation of technology and resources online.  Many newspapers and current events magazines are available on the web.  

The teacher should encourage learners to find their own materials, subject to approval.  Not all of these necessarily need to be written texts, nor do they all need to be in the L2.  One of the goals of this course is to foster a reading “habit,” and assuming such habits may transfer from the L1 to the L2 (and visa versa), the course should not attempt to artificially segregate the two.  Moreover, such a policy may help build interest in the supplemental reading segment of the course.  Of course, the teacher will probably want to limit the number of texts that are not in English.  

Potential materials might possibly be pulled from anywhere including the following areas (see Appendix C for a sample list of supplemental texts):

· L2 historical novels

· L2 graphic journalism/reporting/novels (a.k.a. “comic books,” which have quite different associations in the Japanese context.  “Manga,” as the medium is known in Japan, are read by all age groups and treat every possible subject matter, from romances to professional manuals to history).

· L2 social/political/historical commentary

· L2 news magazines (mainstream and not-so-mainstream, paper or electronic)

· L2 newspapers (paper or electronic)

· L2 cultural magazines (paper or electronic)

· Other L2 media (including non-literary texts such as film/video documentary, photographic essays, online media, etc, limited to 10% of total “reading”)

· L1 texts (limited to 10% of total supplemental “reading”)

Teachers may also want to utilize supplemental readings in class to diversify presentations of discourse structure, to supply additional background information, or simply to stimulate interest.  Again, the internet is an excellent and convenient resource for such material. 

Conceptualizing content

To attain the above objectives, this course will be organized around the two sets of reading materials described above.  The primary text will be utilized for the intensive reading aspect of the course.  This text will provide authentic text in various rhetorical forms (historical background narrative, letters, speeches, political proclamations, etc.).  In class and extra-class activities will be given with the objectives of developing top-down and bottom-up strategies for intensive reading with explicit instruction in selected metacognitive strategies.  Such activities will include post-reading structured writings to develop skills such as paraphrasing, summarization, analysis, and synthesis of content from primary text.  There will also be structured writing assignments for critical reflection on the content.  The teacher has the option of pre-setting a sequence of particular readings from the text or of discussing the many topics with the students themselves and coming to a consensus on topics of interest to the class as a whole.  For the sake of heightened interest and motivation, the latter is the recommended procedure for this curriculum.  Of course, after topics have been selected, the teacher will need to organize the particular readings in an efficient and logical sequence, by chronology, theme, region, etc.

Comparative text structure

As a major objective of the course, comparative text structure should be a primary consideration in developing lesson plans.  Teachers should consider the discourse patterns of the materials at hand and regularly call learners attention to these structures.  Obviously, the first contrast will occur between the academic, historical narrative introductions and the historical excerpts themselves.  Teachers should be careful not to overlook these introductions as reading material for intensive analysis.  The learners will be most benefited by a variety of presentation methods, both implicit and explicit.  After attempting to stimulate latent knowledge of text structure through implicit methods, the course will naturally progress to explicit discussions and analysis.  Various types of expository text patterns (e.g. description, causation, problem/ solution, comparison/ contrast) should be explicitly outlined for learners.  For an example of integrating this type of instruction into a lesson plan, see Part B of the pre-reading activity in the “Sample unit development” below.

Metacognitive awareness

Using knowledge of rhetorical structure to predict meaning is, of course, an effective reading strategy.  Discussions of reading strategies will naturally lead to reflection on how to use strategies efficiently to monitor comprehension.  Research demonstrates that no one set of reading strategies can be labeled as the best or most effective, rather, good readers may apply different sets of strategies depending on the individual, their reasons for reading, the type of text, etc. (Carrell & Grabe, in press).  Consequently, a primary objective of strategy training is to raise the reader’s awareness of these strategies in hopes of developing the capacity to regulate their application effectively.  That is, a developed metacognitive awareness should allow readers to apply the strategies that will be most beneficial and efficient at the moment and with the particular text before them.  Therefore, instruction in rhetorical structure should be given in tandem with discussions of metacognitive awareness and alternative strategies for monitoring comprehension.  Teaching expository text structure is insufficient if the reader doesn’t have the skills to know how, when, and why to apply this knowledge.  

One method of developing metacognitive awareness is to have learners complete a questionnaire which prompts reflection on the strategies which they habitually and unconsciously employ.  This also highlights strategies which may not have occurred to the learners before.  Periodic discussions can utilize the questionnaire as a reference point.  Having the students fill out the questionnaire twice (once early in the term and once later) may give them a sense of their developing awareness and/or evolving strategy set.  Appendix D illustrates a questionnaire (adapted from Carrell, 1989) that would be appropriate for this task if it were translated into the L1 of the learners.  Answering the questionnaire should be as simple a task as possible so that the learners can devote their thoughts to reflection on strategy use.  See Appendix E for a table (also adapted from Carrell, 1989) that outlines the structure of the questionnaire and which may help the teacher guide discussions based on it.  The example questionnaire treats top-down strategies – such as predictions based on knowledge of text structure – as well as bottom-up strategies such as dealing with unknown vocabulary.  

Vocabulary development

Vocabulary development will be encouraged in two ways.  As mentioned above, students will be asked to keep vocabulary notebooks with class-developed word banks for the primary text.  Each student should be assigned a part of a passage that is to be read in a future lesson.  The students will isolate a limited number of words from their assigned section that they consider most challenging and most important for comprehension.  They will then define these words and email them to the instructor who will compile them and email the whole list back to the class (the Japanese context should allow the teacher to consider such technologically sophisticated methods).  The students then have a vocabulary resource to support their reading.  Furthermore, the activity itself can be utilized to reinforce strategies of recognizing and prioritizing the vocabulary that is most important to comprehension.  

In the same notebook students will maintain a list of individually selected vocabulary from either the text or the supplemental readings.  Vocabulary acquisition strategies will be recurrently discussed during the cooperative glossary development.  A typical lesson in which these strategies are highlighted will be presented below in the Sample unit development section.

Structured writing

Structured writings will be used in the course both as means of assessing comprehension and as a method of consolidating knowledge after reading.  In this course, learners will practice three broad types of structured writing: summary, comparison/ contrast, and evaluation.  Presentation of these structures should also be connected to the class dialogue on the text structures of the readings.  In the three exams of the course, students will apply these writing structures to demonstrate comprehension of the texts and themes of the course (see Assessment and evaluation below).

Free-writing

Besides the structured writing discussed above, the course will utilize “free”-writing, or journaling as discussed by Casanave (1993).  The journals will be used for reflections on the course readings, with at least one page typed (or two hand-written) due weekly.  The student may choose to reflect on any of the readings related to the course, in the primary text or supplemental texts.  Students will be given general guidelines for their journal entries and told that they should write with their peers as the audience.  The teacher should explain that the journals are not a place to retell or summarize the readings, but they should assume their audience is as familiar with the text as they are.  The journals are not a place for taking notes on the readings.  

As Casanave notes, in Japan, tradition has often constrained learning from leaving the text.  The teacher should be cognizant of this and provide possible topics and strategies for reflection.  For example, the teacher can present a list of possible questions they could address: How does this text agree or disagree with the reader’s knowledge?  What function does the rhetoric of the text play?   What issues in contemporary society or in the reader’s personal life did the text make her/him think of?  What reading difficulties did the reader find and how did they address these difficulties?  The teacher should also model journal entries and inform students that their own entries maybe distributed as future models.  (Therefore, they should indicate explicitly when they submit entries they would not feel comfortable sharing with others in the class.)  Journal entries WILL be graded, but not on grammar or spelling, only on sufficient quantity and the teacher’s subjective judgment of depth of engagement with readings.

Supplemental reading

The supplemental readings should be at least loosely relevant to the themes of the primary text.  Students will keep a log of readings with record of authors, titles, genre, difficulty, length, and a general statement of theme.  Students are encouraged to complete texts they begin, but this is not a requirement.  The teacher should, however, encourage students to read an adequate portion of a text before they decide they against completing a text, for example, they should at least read the first chapter.  If they stop reading a text without completing it, they should still record the text in their log, how much they read, and a very brief statement of why they decided to move on.  

Sustained silent reading

A weekly session of sustained silent reading (SSR) of at least 30 minutes will be scheduled for in-class reading of supplemental materials.   SSR will be followed by a period for sharing the readings with each other.  Students will also be encouraged to use the library as an environment for reading.  SSR may be held in the campus library, and occasional library explorations will be directed by the teacher to develop the library skills of students (e.g. locating different sections of the library, locating specific titles, locating titles and materials relevant to particular themes, etc.).  For this aspect of the course, the teacher should consider their role as one of model and co-participant in the reading process, as suggested by Day and Bamford (1998).  The teacher should also be reading supplemental materials and sharing her/his ideas with the students.   

Organization and development


As stated above, this syllabus for this curriculum would be ideally manifested in cooperation with the students.  In five hours of class-time (or one week) it seems reasonable to cover at least one of the readings from the primary text (with accompanying background text), reserving one day a week for SSR and sharing of supplemental readings.  It may be best to reserve the final day of the week for this activity.  


Lesson plans and preparation will largely be developed out of the teacher’s own reading of the texts.  Leading discussions of text structure and content will require a thorough familiarity with the texts, and much of the preparation for lessons will probably entail the teacher’s own investigations.  While facilitating classroom dialogue on the content should not entail lecturing on the readings, the teacher must be prepared to ask the right questions if the discussion lacks focus.


It will be necessary to somehow quantify the supplemental readings.  This may present some challenges when many different mediums are possible.  A rough word count may be used or requirements may vary for different formats.  Also, the teacher may want to think of it in relation to the amount of reading done in the primary text.  To encourage the kind of wide reading that this aspect of the course is meant to promote, the students should be reading at least three times as much in the supplemental texts as in the primary text.  

A sample 15-week syllabus outline is provided in Appendix G that gives a basic structure to be filled out in collaboration with the students.  

Sample unit development: lesson plans and activities


In the following section, daily lesson plans and a series of activities are presented which treat various objectives that might be pursued around any one of the readings or within one unit of the class.  Following the guidelines of Aebersold and Field (1997), activities are developed for the various aspects of the reading which they emphasize, including a pre-reading activity, a during-reading activity, a post-reading activity, and an activity for vocabulary acquisition strategies.  Finally, I suggest an activity that treats at least one aspect of the process of academic writing.  These activities cover the range of skills that the course proposes to develop, but of course, deals with only particular objectives of the many that could be treated.  

LESSON PLANS

	Day 1 

Pre-reading Activity

(25-30 min.) 

     Part A: Information Gap

                  Map of Vietnam

     Part B: Rhetorical Structure

                  National Proclamations

During-reading Activity (SSR)

(30-35 min.)

Homework:

     Finish reading


	Day 2

Post-reading Activity

     Part A: Text Structure Analysis

     (20-25 minutes)

     Group Essay

     (25-30 minutes)

Homework:

Critical Writing


The core reading for the following activities could be any from the text, but I will consider a selection from Chapter 13 – “The Global Community Since 1945” – in the section entitled “The End of Colonialism”: The Declaration of Independence of the Democratic Republic of Vietnam, as drafted by Ho Chi Minh and the League for the Independence of Vietnam (see Appendix A for this section of the textbook).

Activity Development Day 1

PRE-READING ACTIVITIES

(25-30 min.)

Course Goal:  to develop effective pre-reading strategies for activating appropriate schemata

Lesson Objectives: 


· to activate S’s background knowledge surrounding content of the reading 

· to activate S’s background knowledge about the rhetorical form of reading

· to stimulate interest and provide a reason for reading

For homework, the students will have read the background information for the section, “The End of Colonialism” (p. 480) and for the particular reading, “Vietnam Rejects French Rule” (p. 480).  In a previous lesson, the students have read a passage called “A Vietnamese Condemnation of French Rule,” Nguyen Thai Hoc’s Letter to the French Chamber of Deputies (p. 435).

Activity A:

Students are broken into pairs and each is given one of two different handouts so that each pair has one of each handout.  The handouts both have two parts: a partially completed map of Vietnam and a partially completed time-line of major events in Vietnam history.  Each student has the information on her/his handout lacking in the handout of the other member of the pair.  These handouts are not very complicated, but are simply based on information provided in the background presentations for the two Vietnamese writings.  The students must ask each other for the information to complete their handouts (10 min.).  Then they are to discuss any information they might have individually about Vietnam, noting on their maps or in their timelines what the other says (though the listener may or may not be hearing it for the first time).  A 10 min. time limit will be set as some students may have a significant amount of information.  As a whole class, the teacher asks for any particularly interesting information relevant to the struggles for independence in Vietnam, and the class is told to note these down as well.

Activity B:

The students are given handouts with the first couple of lines from both the American Declaration of Independence and the French Declaration of the Rights of Man and of the Citizen.  (Either they have already read these or the documents have been discussed in some detail.)  In groups of three or four, they are asked to discuss what they know about these documents: Who was involved in their creation?  To whom were they addressed?  What is the main idea/argument of these documents?  What is their tone?  What is their purpose?  The teacher writes these questions on the board and after 5 min. asks each group to report the answers they considered.  If the there is some knowledge lacking, the teacher may use questions to draw out the answers and lead the students to more explicit answers: Do the documents support the old regimes/monarchies?  Explicit answers to these questions are written on the board.

These activities should both remind the students of background information relevant to the Vietnamese context in particular and, in general, to the rhetorical functions of documents similar to Vietnam’s Declaration of Independence.  Such knowledge should stimulate predictions of the content and form of the text to facilitate subsequent comprehension.

DURING-READING ACTIVITY

(30-35 minutes)

Course Goal: to develop awareness of comprehension monitoring strategies

Lesson Objectives:

· to make predictions about the content of the reading

· to provide a purpose to the Ss reading

· to practice marking a text for significant information

Activity A:


Before each passage, the textbook provides “Questions for Analysis” (p. 482).  The teacher has the students read over these questions to themselves silently.  Afterwards, the whole class discusses any difficulty that they had with comprehending these questions.  The class is then divided into 4 groups.  Each group is assigned one of the questions.  Students are told to discuss their question and make predictions of what the reading might say.  The teacher gives one student out of each group the duty of recording the ideas that arise and reporting them to the whole class during the next phase of the lesson.  They are given 10 min. to have this discussion.  

Activity B:

After the group reporters present their ideas, the class is told that they will have 15-20 min. of sustained silent reading (SSR).  While they read, the students are to monitor the text for details relevant to the analysis questions.  When they find a relevant section, they are told to mark it in the margin with the number of the question.  Each time they mark a relevant detail, they should pause, re-read the question that follows the number they have marked, consider any new predictions they may have for this question, and then continue reading.  Students are told that after the 15-20 min. they will be paired with another student to compare what sections they marked and with what number.  The teacher writes the above process on the board like so (in previous lessons, this process should have been modeled by the teacher):

1. Mark relevant details with a number in the margin.

2. Pause and re-read the next numbered analysis question.

3. Consider any new predictions you can make for this question.

4. Continue.

After the SSR, students are paired and proceed to compare their textual markings.  They are told to mark discrepancies between their notations and whether or not they agree with each other’s markings.  The teacher asks which questions, if any, have yet to be addressed in their readings so far.

The students are given the rest of the passage to read for homework as well as the background information for the next section, “Great Britain Lets Go of India” (p. 484).

Activity Development Day 2

POST-READING ACTIVITY

(60 minutes)

Course Goal: to develop an awareness of rhetorical structures and how they relate to meaning

Lesson Objectives:

· to consciously analyze the rhetorical structure of a reading

· to determine the type of rhetorical structure being used

· to create a concise summary of a reading

Activity A:  (adapted from Aebersold & Field, 1997, p. 128)


The Declaration can be divided into 5 major sections (after ¶ 4, after ¶ 12, after ¶ 16, and after ¶ 20).  Before class the teacher makes photocopied handouts of each of these sections (4 of each for a class of 20), numbers them by the order in which they appear in the text and writes letters A-D for each of the number 1s, each of the number 2s, and so on.  The teacher divides the class in to 5 groups of 4, giving each group the handouts for one of the four major sections.  Their task is to discuss their section and determine the main idea.  They should all agree on one or two sentences that will summarize the section, and each of them should write it down on the handout underneath the passage.  Then the teacher breaks up the groups, and forms 4 groups of 5 students each by having all of the students with A sheets form a group, all of the students with B sheets form a group, and so on.  Each group will have one student who has summarized each separate section of the reading.  The students will take turns, going from the first to the last section, reading their summary sentences and explaining how they reached this summary in their former groups.  As each student reads her/his sentence, the other students will write it down.  (20-25 min.)

Activity B:

In the end they will have a rough sketch of a summary for the entire passage.  Then they will discuss questions the teacher writes on the board concerning the rhetorical structure of the passage: How are the parts related?  How is the introduction (§1) related to the conclusion (§5)?  What general rhetorical structure is being used (with possible responses being argumentative, persuasive, etc.)?  After the groups have considered these questions, the teacher will field the whole class for the answers, checking the accuracy of their responses.  Then each group will be responsible for producing one coherent summary (from the sketch they’ve compiled).  One individual in each group will be assigned the task of writer, one the task of grammar checker, one the task of presenter, and one the task of monitor (making sure everyone get a chance to have input).  In the last 10 min. of class each essay will be presented to the class as a whole (25-30 min.).

Homework Activity and Follow Up

CRITICAL WRITING

Course Goal:  to develop rhetorical writing techniques in conjunction with reading

Lesson Objectives:

· to raise awareness of point of view, audience, and other rhetorical aspects of writing

· to evaluate and discuss the use of such rhetorical techniques by a peer

Activity: 


After the reading activities, students are given an extra-class structured writing assignment.  Their task is to write a response to Ho Chi Minh’s Declaration of Independence from the perspective of one of the possible readers of the work when it was first composed.  Possible perspectives could include a Vietnamese peasant, a French colonialist, a Japanese imperialist, a member of the Vietnamese bourgeoisie, etc.  The students are asked to carefully consider these perspectives, what the individuals have to gain or lose, how they would feel about the declaration, etc.  The writing should be approximately two pages double-spaced.  

In another class, the students bring in their papers, get into groups of 4, and exchange their writings.  The students are then to write one question for each writing as they pass them around the group, until each students has a question for each essay besides their own (four questions per essay).  Questions should be concerned with some aspect of the content of the writer’s essay.  This process may take considerable time (15 min.+).  When they have each had a chance to read the essays, they begin to discuss the questions they had.  As these questions may lead to further thought and revision, the writers will take the essay home with them to rewrite.  

Recurrent activity 

VOCABULARY STRATEGIES

Course Goal: to develop reading strategies for monitoring comprehension and dealing with unknown vocabulary 

Lesson Objectives:

· to practice prioritizing vocabulary for its importance to comprehension

· to utilize appropriate strategies for dealing with unknown vocabulary, including the various approaches to deriving meaning from context, analyzing word parts, as well as strategic dictionary usage

Activity: (adapted from the guidelines of Aebersold & Field, 1997, pp. 142-146)


As mentioned earlier, the textbook will be supplemented in this class by a word bank created and maintained by the students themselves (as discussed in the Materials section).  The process would generally proceed with the weekly assignment of reading one page to be covered in future lessons.  A student would read the page out of context, but looking for difficult vocabulary.  The student would be limited to 5 possible items per page.  When more than that was found, the student would have to prioritize which were the most important to the comprehension of the passage.  

This process is bound to leave some words undefined that remain unfamiliar to many students.  To develop vocabulary strategies, the teacher may periodically leave one page unassigned.  In a classroom activity, students will get in to small groups of 3-4 and will each read the page in question, listing unknown vocabulary.  They will combine their list, even if some students know some words that others don’t, then the teacher will ask them to prioritize the words by their importance to the meaning of the passage.  The student will also be asked to discuss possible strategies for guessing the meaning of words, for analyzing parts of words, and for strategically using the dictionary.  A group reporter will record the fruits of this discussion, and then share it with the whole class.  The teacher will write the student’s points on the board.  Then the teacher will pass out handouts that list the strategies as outlined by Aebersold and Field (1997; see Appendix F).  The students will examine these lists for any strategies that may have been overlooked and talk about them with the whole group.

Assessment and evaluation


The learners will be evaluated in a number of ways in this course.  Significant weight will be placed on consistency in keeping up with and completing the reading and writing assignments as one of the goals of this to develop the “habit” of reading in the L2.  Besides periodic comprehension quizzes (using multiple choice, matching, true/false, and short answer formats), three in-class structured writings (essays) on the primary text will be given as exams.  As explained above (in the Conceptualizing content section), these essays will follow one of the three forms utilized in post-reading activities to assist learners in clarifying their comprehension and consolidating knowledge.  Therefore, during the first segment of the course these writings will focus on summarization skills, the second on comparison/contrast, and the third on evaluation.  In the sample syllabus in Appendix G, the same forms are suggested for each exam.  The purpose of these exams is not to cause undue stress, but to reinforce the learner’s developing knowledge of English discourse structure.  Students should be given significant opportunity to practice these forms and the exams should allow them some choice on the topic.  

Other assessment tools will include:

· Completion of primary reading assignments – based on periodic comprehension quizzes

· Vocabulary development – based on vocabulary journals and periodic quizzes tailored to individual students.

· Structured writings – based on accuracy of ideas and rhetorical sophistication.

· “Free”-writings – based on consistency and engagement with readings.

· Active participation in supplemental reading – based on reading-log entries, reading journals, teacher evaluation during SSR, and Shared-Book-Experience sessions – and in classroom discussions and activities.

Conclusion: Other considerations


Traditionally, reading has been the most emphasized skill in EFL contexts.  Indeed, reading is an invaluable skill in a context where exposure to the target language is limited, especially for foreign language learners who wish to continue developing their vocabulary and general proficiency.  The communicative classroom, however, does not treat reading as merely a passive exercise.  Reading is a process where background knowledge and language knowledge interact and where the reader actively constructs meaning.  So while reading may retain its primary place on EFL curriculums, this should not imply passive, non-interactive learning.  Indeed, this reading curriculum attempts to demonstrate how all language skills can relevant to the reading process and how the reading process can be relevant to our student’s lives. 

A classroom such as this curriculum envisions seeks to exploit high interest material as a way to efficiently facilitate the acquisition of L2 reading skills while simultaneously developing the learner’s critical awareness.   While use of provocative texts and topics is an excellent way to stimulate conversation and thought, potentially uncomfortable issues should be discussed with students from the outset, and a critical attitude of objectivity should be taken toward the texts.  Teachers should be careful not to present value judgments that would be potentially offensive to learners, perhaps bringing up issues of face, etc.  In general, a classroom is served best by teachers that withhold their opinions as much as possible, as these might silence other perspectives in the classroom.  On the other hand, there is a time and a place to calmly explain one’s own feelings, for, if learners feel a teacher is being elusive or non-genuine with them, this could also hinder open discussion.

The basic concept of this course is potentially exciting and interesting for both learners and teachers.  Of course, there may be difficulties with executing a course in this particular context with these particular goals, and this particular a carrier topic: learner interest may not match expectations, the EFL curriculum of one’s institution may not emphasize academic purposes, the curriculum may already be designed around other topics or other textbooks, etc.  Moreover, there is a chance that such a carrier topic would be too controversial for some administrations.  Still, a similar curriculum could easily be adapted to other topics and the approach and activities outlined could be utilized in other contexts with only slight modifications, depending on the texts used, the population variables, and the specific needs of the learners.  
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Appendix A

“Declaration of Independence of the Democratic Republic of Vietnam.”

from The Human Record: Sources of Global History, Volume II, Since 1500.
Andrea & Overfield, Eds. (1994)

Appendix B

Geographical and topical tables of contents

from The Human Record: Sources of Global History, Volume II, Since 1500. 

Andrea & Overfield, Eds. (1994)

Appendix C

A sample of possible selections for a supplemental reading list

relevant to the course themes

A sample of possible selections for a supplemental reading list relevant to the course themes:

Socio/political commentary:

Chomsky, N. (1987).  The Chomsky Reader.  New York: Pantheon Books.


Dower, J.W. (2000).  Embracing Defeat: Japan in the Wake of World War II.  New York: 

W.W. Norton.
 

Jamieson, N. (1995).  Understanding Vietnam.  Berkeley: University of California Press.


Yoshiaki, Y. (2001). Comfort Women : Sexual Slavery in the Japanese Military During 

World War II (Asia Perspectives), trans. S. O'Brien & Y. Yoshiaki.  New York: Columbia UP. 

Illustrated historical novels:

Sacco, J. (2000).  Safe Area Gorazde. New York: Fantagraphics Books.


Spiegelman, A. (1993).  Maus: A Survivor's Tale.  New York: Pantheon Books. 

Non-literary media:

Faas, H. & T. Page (Eds.) (1997).  Requiem: By the Photographers Who Died in Vietnam 

and Indochina.  New York: Random House.


Appendix D

Metacognitive awareness questionnaire adapted from Carrell (1989).

Questionnaire: Reading in English

Name _______________________________  

Native Language ______________________    

Age _____  
Sex:  Male (  )  Female (  )

Do you regularly read English materials other than the readings assigned in your courses?


Yes (   )   No  (   )

If yes, check the types of materials you read most often:


____ news papers


____ popular magazines


____ novels, fiction


____ other (specify)  _____________________

The following statements are about silent reading in English.  Please indicate your level of agreement or disagreement with each statement by circling the appropriate number:  1 indicates the strongest agreement, 5 indicates strong disagreement.

	
	STRONGLY AGREE

1
	AGREE

2
	NO OPINION

3
	DISAGREE

4
	STRONGLY DISAGREE

4

	When reading silently in English …
	
	
	
	
	

	1. I am able to anticipate what will come next in the text.


	1
	2
	3
	4
	5

	2. I am able to recognize the difference between main points and supporting details.


	1
	2
	3
	4
	5

	3. I am able to relate information which comes next in the text to previous information in the text.


	1
	2
	3
	4
	5

	4. I am able to question the significance or truthfulness what the author says.


	1
	2
	3
	4
	5

	5. I am able to use my prior knowledge and experience to understand the content of the text I am reading.


	1
	2
	3
	4
	5

	6. I have a good sense of when I do and when I do not understand something.


	1
	2
	3
	4
	5

	When reading silently in English, if I don’t understand something …
	
	
	
	
	

	7. I keep on reading and hope for clarification further on.


	1
	2
	3
	4
	5

	8. I reread the problematic part of the text.


	1
	2
	3
	4
	5

	9. I go back to a point before the problematic part and reread from there.


	1
	2
	3
	4
	5

	10. I look up unknown words in a dictionary.


	1
	2
	3
	4
	5

	11. I give up and stop reading.


	1
	2
	3
	4
	5

	When reading silently in English, the things I do to read effectively are to focus on …
	
	
	
	
	

	12. mentally sounding out parts of the words.


	1
	2
	3
	4
	5

	13. understanding the meaning of each word.


	1
	2
	3
	4
	5

	14. getting the overall meaning of the text.


	1
	2
	3
	4
	5

	15. being able to pronounce each whole word.


	1
	2
	3
	4
	5

	16. the grammatical structures.


	1
	2
	3
	4
	5

	17. relating the text to what I already know.


	1
	2
	3
	4
	5

	18. looking up words in a dictionary.


	1
	2
	3
	4
	5

	19. the details of the content.


	1
	2
	3
	4
	5

	20. the organization of the text.


	1
	2
	3
	4
	5

	When reading silently in English, things that make the reading difficulty are …
	
	
	
	
	

	21. the sounds of individual words.


	1
	2
	3
	4
	5

	22. pronunciation of the words.


	1
	2
	3
	4
	5

	23. recognizing the words.


	1
	2
	3
	4
	5

	24. the grammatical structures.


	1
	2
	3
	4
	5

	25. the alphabet.


	1
	2
	3
	4
	5

	26. relating the text to what I already know.


	1
	2
	3
	4
	5

	27. getting the overall meaning of the text.


	1
	2
	3
	4
	5

	28. the organization of the text.


	1
	2
	3
	4
	5

	The best reader of English I know (a non-native reader) is a good reader because of his/her ability to …
	
	
	
	
	

	29. recognize words.


	1
	2
	3
	4
	5

	30. sound out words.


	1
	2
	3
	4
	5

	31. understand the overall meaning of a text.


	1
	2
	3
	4
	5

	32. use a dictionary well.


	1
	2
	3
	4
	5

	33. guess at word meanings well.


	1
	2
	3
	4
	5

	34. integrate the information in the text with what he/she already knows.


	1
	2
	3
	4
	5

	35. focus on the details of the content.


	1
	2
	3
	4
	5

	36. grasp the organization of the text.


	1
	2
	3
	4
	5


Appendix E

Structure of the metacognitive questionnaire as adapted from Carrell (1989)

Structure of the metacognitive questionnaire

I.    Confidence
6 statements (1-6) related to various aspects of a readers perceived ability to read in the language.


Statements headed with:  When reading silently in English, I am able to …

II.   Repair
5 statements (7-11) related to comprehension repair strategies a reader uses when comprehension fails.


Statements headed with:  When reading silently in English, if I don’t understand something, I …

III.  Efficacy
17 statements (12-20; 29-36) related to reading strategies the reader feels makes reading effective (bottom-up and top-down).


Sound-letter (12, 15, 30)


Word-meaning (13, 18, 29, 32, 33)


Text gist (14, 31)


Background knowledge (17, 34)


Content details (19, 35)


Text organization (20, 36)


Sentence syntax (16)


Statements headed with: When reading silently in English, the things I do to read effectively are to focus on …

and


The best reader of English I know (a non-native reader) is a good reader because of his/her ability to …

IV.  Difficulty
8 Statements (21-28) related to aspects of reading which make reading in English difficult (bottom-up and top-down).


Sound-letter (21, 22, 25)


Word-meaning (23)


Text gist (27)


Background knowledge (26)


Text organization (28)


Sentence syntax (24)


Statements headed with: When reading silently in English, things that make the reading difficult are …

Appendix F

Strategies for unknown vocabulary

from Aebersold & Field (1997)

Appendix  G

Sample 15-week syllabus outline:

Sample 15-week syllabus outline:

	
	The Human Record: 

Sources of Global History
	Quizzes and Exams

Vocab. Notebooks

Reading Journal

	Week 1
	Introduction

Text 1
	Cooperative Syllabus Creation



	Week 2
	Text 1


	(Begin weekly SSR) 

Journal Due



	Week 3
	Text 2


	Vocab Notebooks Due

Quiz 1



	Week 5
	Text 3


	Vocab Quiz

Exam: Summary Writing



	Week 6
	Text 4


	Vocab Notebooks Due

Journal Due



	Week 7 
	Text 5


	Vocab Quiz

Quiz 2



	Week 8
	Text 6


	Vocab Notebooks Due

Journal Due



	Week 9
	Text 7


	Vocab Quiz

Exam: Contrastive Writing



	Week 10 
	Text 8


	Vocab Notebooks Due

Journal Due



	Week 11
	Text 9 


	Vocab Quiz

Quiz 3



	Week 12
	Text 10


	Vocab Notebooks Due

Journal Due



	Week 13
	Text 11


	Vocab Quiz

Journal Due 



	Week 14
	Text 12


	Vocab Notebooks Due

Journal Due



	Week 15
	Text 13


	Vocab Quiz 

Exam: Evaluative Writing
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