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Comprehension, which is believed to be facilitated by
background knowledge of readers, may suffer due to
incompatible background knowledge in reading materials.
Using teachers-college students in Thailand who had spent anumber of years in courses employing English as a Foreign
Language (EFL) as the subjects, the role of background
knowledge in reading comprehension related to familiar and
unfamiliar topics was examined in this study.

Four instruments were constructed to collect data for
this study. Sixty EFL readers, whose reading ability was atthe -instructionalor independent level as measured by the
constructed Cloze Test, were randomly selected from ateachers college in Thailand. The Demographic

Questionnaire, two constructed Background Knowledge Tests,and two constructed Reading Comprehension Tests were
administered to the subjects* Scores from these tests
including the amount of time the subjects required for
reading familiar and unfamiliar passages of the Reading
Comprehension Tests, were analyzed using correlation
analyses, multiple linear regression analysis stepwise



procedures, and paired-samples t-tests from the computer
program Statistical Package for the Social Sciences.

Results of the study indicated that topic familiarity
had a strong impact on EFL readers' comprehension. Readers'
performance was sIgnificantly superior on all tests of the
familiar topic when compared to the unfamiliar topic. As
might be expected, readers read the familiar passage more
rapidly than the unfamiliar passage. Across all analyses,
the results indicated a strong relationship between
readers' background knowledge and reading comprehension on
both familiar and unfamiliar topics.
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CHAPTER 1

INTRODUCTION

Recently, researchers and Scholars in reading have madesubstantial progress on the influence of background
knowledge in reading comprehension among native students of
English and students who study English as a second language
(ESL). Background knowledge refers to the information an
individual has in long-term memory gains through past
experiences. Viewing reading as an interactive process
between the reader's knowledge and the information in the
text, many researchers and scholars in the field have
acknowledged background knowledge as a major determinant ofreading comprehension (Adams & Bruce, 1982; Coady, 1979;Kintsch & van Dijk, 1978; Langer, 1982).

The important role of background knowledge in reading
comprehension is strongly emphasized in schema theory. Thisrole is based on the interactive model of reading in whichreading comprehension is viewed as an interaction between
the reader's knowledge and the text (Johnston & Pearson,
1982),. According to schema theory, a reader's schema (or
background knowledge) is considered as the basis for
comprehending, learning, and remembering the content of thetext (Anderson, 1977). Schema theorists explain that
comprehension occurs when the reader is able to relate
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existing schemata to the text (Rumelhart & Ortoney, 1977).
This means there must be a good match between the reader's
existing background knowledge and the presupposed knowledge
in the text.

Conversely, if some readers do not have sufficient or
compatible schemata to bring to bear on the text, they may
find the text difficult to understand or they may
misinterpret it. Schema theory implicitly suggests that a
reader's schema or background knowledge depends upon age,
sex, race, religion, occupation, and nationality--it depends
upon the reader's culture (Wilson & Anderson, 1986). Thus,
ESL students and students in English as a foreign language
(EFL) program, who have different background knowledge when
compared to the native speakers of English, may find that
some texts are difficult to understand since they are not
familiar with some presupposed schemata in the text.

Background of the Problem
The importance of background knowledge in reading

comprehension has been widely recognized by reading
researchers and reading teachers who work with English
native speakers (Adams & Bruce, 1982; Langer, 1984) and
those who work with ESL students (Carrell & Eisterhold,
1983; Steffensen, Joag-dev, & Anderson, 1979). All these
researchers have added evidence that relevant background
knowledge is an important factor that promotes students'
reading comprehension.
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Although there is some empirical evidence to support

the influential role of background knowledge on reading
comprehension among English native students and ESL
students, systematic studies of this relationship to EFL
students are scarce. More studies on the effects of
background knowledge on reading comprehension of EFL
students are needed since these students have to depend
considerably on textbooks and reading materials from the
United States and Great Britain. These textbooks and
reading materials which contain unfamiliar information may
account for EFL students' difficulty in comprehending what
they read.

Obah (1983) commented that many students from Third
World countries have found materials from the United States
and Great Britain difficult to understand because their
background knowledge is different from that in the
materials. Most ESL textbooks contain selections that
students, especially Third World students, know little
about. An analysis of ESL textbooks reveals a propensity
for passages from British and American literature, British
and American magazines and newspaper articles, short
biographies of famous British and Americans, and many
articles on aspects of British and American culture such as
racial issues, old age, retirement, and food (Nelson, 1987).

Apparently, Western reading materials have caused many
problems for EFL college students in Thailand. In addition
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to textbooks used in EFL classes, Thai college students have
to depend considerably on Western texts and reading
materials as the main source of knowledge in other content
areas. Thus, systematic studies on the role of background
knowledge in reading comprehension of EFL college students
in Thailand are needed in order to select and/or develop
more appropriate textbooks and reading materials for
students.

Statement of the Problem
The problem of this study is difficulty in EFL reading

comprehension among Thai teachers-college students caused by
difference between their existing background knowledge and
the background knowledge required in texts written by native
speakers of English.

Purpose of the Study
The purpose of this study was to investigate the role

of background knowledge on Thai teachers-college students'
reading comprehension in relation to topic familiarity,
reading ability in EFL, and the amount of time required for
reading familiar and unfamiliar passages. Also, students'
reading performances on familiar and unfamiliar topics were
compared.

Research Questions
To serve the purpose of the study, the following

questions were investigated:
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1. What are the relationships between Thai teachers-

college students' reading comprehension on familiar

(Bangkok) and unfamiliar (New York City) topics, and reading

ability in EFL, background knowledge about the topics, and
the amount of time required for reading passages within the
topics, or a combination of these variables?

2. What are the differences between Thai teachers-

college students' reading performance on familiar and
unfamiliar topics in relation to background knowledge about
the topics, reading comprehension on the topics, and the
amount of time required for reading passages within the

topics?

Hypotheses of the Study

In relation to the purpose of this study and the
research questions concerning Thai teachers-college

students' reading comprehension, the following null

hypotheses were tested:

1. No significant relationship exists between reading
comprehension on a familiar topic and reading ability in

EFL.

2. No significant relationship exists between reading
comprehension on an unfamiliar topic and reading ability in

EFL.

3. No significant relationship exists between reading
comprehension on a familiar topic and background knowledge

about the topic.
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4. No significant relationship exists between reading

comprehension on an unfamiliar topic and background

knowledge about the topic.

5. No significant relationship exists between reading
comprehension on a familiar topic and the amount of time
required for reading a passage within the topic.

6. No significant relationship exists between reading
comprehension on an unfamiliar topic and the amount of time
required for reading a passage within the topic.

7. No significant relationship exists between reading
comprehension on a familiar topic and a combination of
reading ability in EFL, background knowledge about the
topic, and the amount of time required for reading a passage
within the topic.

8. No significant relationship exists between reading
comprehension on an unfamiliar topic and a combination of
reading ability in EFL, background knowledge about the
topic, and the amount of time required for reading a passage
within the topic.

9. No significant difference in quantity and quality
of background knowledge exists between a familiar and an
unfamiliar topic.

10. No significant difference exists between
performance of reading comprehension on the familiar topic
and performance of reading comprehension on the unfamiliar

topic.
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11. No significant difference exists between the amount

of time required for reading a familiar passage and the
amount of time required for reading an unfamiliar passage of
the same length and grade level.

Significance of the Study
This study was designed to explore the influence of

background knowledge and topic familiarity on reading
comprehension of teachers-.college students in Thailand.
Added evidence that familiarity of context is a significant
factor in reading comprehension, as measured in this study,
might influence current attempts by teachers of English in
Thai teachers colleges and universities to select or create
more appropriate EFL reading materials for their students.
Also, the findings of this study may suggest new ideas for
textbook writers and publishers in the United States and
Great Britain for producing more effective English textbooks
and reading materials for EFL students in overseas countries
who have background knowledge that differs from native
speakers of English.

Definition of Terms
The following terms were defined for this study:
Background knowledge refers to information students

acquire through their prior learning and experiences.
According to Rumelhart (1980), background knowledge is
categorized into units called schemata.
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Schema refers to fundamental elements on which all

information processing and retrieving depend (Rumelhart,
1980). Schemata, the plural form of schema, are developed
from students' prior learning and experiences through
accommodation and assimilation processes. According to
Rumelhart, schemata are stored as units in students' long-
term memory. Also embedded in these units is information
about how this knowledge can be used. It is assumed that
schemata can be activated when coherent information is
encountered in a new context (Wilson and Anderson, 1986).

English as a Foreign Language (EFL) refers to a program
of teaching English as a subject to students whose native
language is not English. In an EFL program, English is not
used as a medium to teach other subjects. Moreover, in an
EFL program, English language skills are taught in a non-
English community.

English as a Second Language (ESL) refers to a program
for teaching English to students whose native language is
not English. In an ESL program, English is not only taught
as a subject in the class, but it is also used as a medium
of teaching other subjects in school. Moreover, in an ESL
program, English language skills are taught in an English-
speaking environment.

Readability refers to levels of difficulty, or grade
levels, of reading materials. According to Betts (1946),
readability levels are classified into three levels:
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(a) independent level, in which students can read without

assistance; (b) instructional level, in which students can
read with some assistance; and, (c) frustration level, in
which students cannot read with meaning.

Reading comprehension refers to the reader's own
constructive process of using semantic, syntactic, and
graphemic information found in text to construct meaning
(Devine, 1986, p. 45).

Teachers-college students refers to students enrolled
in 36 public teachers colleges throughout Thailand. These
students are trained to specialize in various fields
including teaching careers as elementary and secondary
school teachers. Almost all curricula in these teachers
colleges require students to study four years before earning
a bachelor's degree. All teachers-college students began
studying EFL in the fifth grade.

Limitations

This study was conducted with EFL students at Petchburi
Teachers College, which is located about 80 miles south of
Bangkok, the capital of Thailand. Students enrolled at this
teachers college come from various parts of Thailand. This
population was considered to be typical of students studying
at all the teachers colleges in Thailand. Findings of this
study can be generalized to a similar population. In
addition, the population of this study was comprised of
students who volunteered to participate in the study.
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The instruments used in this study are informal reading

inventories which were specifically constructed to measure
reading ability in EFL, background knowledge, and reading
comprehension on familiar and unfamiliar topics of students
at Petchburi Teachers College in Thailand. Accordingly, the
instruments are appropriate only for this population.

Assumptions

The basic assumptions of this study were as follows:
1. The sample was representative of the population in

all teachers colleges in Thailand.

2. The instruments used in this study were valid and
reliable. All the instruments had the same readability
level.

3. The subjects had reading ability in EFL, as
measured by the constructed Cloze Test, commensurate with
the readability level of the instruments. The subjects did
not have difficulty with the language when they completed
all the instruments.

4. The subjects used their background knowledge to
comprehend the reading tasks in the instruments. The
subjects had a great deal of background knowledge about a
familiar topic, Bangkok; while they did not have a great
deal of background knowledge about an unfamiliar topic, New
York City.



CHAPTER 2

REVIEW OF RELATED LITERATURE

In this chapter, the review of literature concerning

background knowledge and reading comprehension of English as

a foreign language (EFL) and English as a second language

(ESL) readers in high school and college is presented in

three major parts: schema theory, schema and reading

comprehension, and schema intervention. The presentation is
based on existing research regarding topic familiarity and

reading comprehension.

Schema Theory

Rumelhart (1980) defines schema theory as a theory of

knowledge which describes how knowledge is represented and
how that representation facilitates the use of the knowledge

in certain ways. According to the schema theory, all

knowledge is categorized into units, called schemata.

Embedded into these units of knowledge, in addition to the

knowledge itself, is information about how this knowledge is
to be used. Also, Rumelhart calls schemata "the building

blocks of cognition," (p. 34) noting that they are the

fundamental elements upon which all processing of

information depends. Rumelhart explains that schemata are

used in interpreting data, in retrieving information from

11



12memory, in organizing actions, in determining goals, in
allocating resources, and in guiding the flow of processing
concepts.

Schema theorists also believe that an individual
develops schemata from experiences through the process of
organizing and abstracting the common characteristics of the
objects and events (Devine, 1986, p. 41). Wilson andAnderson (1986) explain that a schema is structured in the
sense that it indicates relations among constituent
concepts. When a schema is activated, other related
schemata may help the mind recall a particular concept.
Also, according to Wilson and Anderson, a schema is abstract
in the sense that one schema has the potential to cover a
number of concepts that differ in some respects.

Although schemata are derived from experiences and arestored in long-term memory, they are changeable. An
individual sometimes adjusts or changes schemata due to
changes in experiences. Devine (1986, p. 45) viewed a
schema as an individual's private, unarticulated theory of
an object, event, action, or sequences of actions or events.
According to Devine, people constantly test their existing
schemata by comparing them with their observations of the
world around them. Accordingly, schemata change; as people
have more and more experiences, they refine, reshape,
correct, and restructure their schemata. In conclusion,
most people discard or modify and alter their schemata
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throughout their lives in order to acquire and learn new
knowledge.

According to Rumelhart (1980), schemata influence the
processes of people's perception, remembering, understanding
discourse, as well as of learning and problem solving.
Thus, the schema theory suggests that people who have
similar schemata to those in a new discourse understand and
remember the discourse faster and better than people who are
not familiar with the schemata presupposed in the discourse.

I Schemata and Reading Comprehension

Schema theory is recognized as a distinguished theory
in reading comprehension which can explain the relationship
between readers' background knowledge and reading process.
Rumelhart and Ortoney (1977) state that reading

comprehension is a process of selecting relative schemata to
account for the incoming information. According to the
schema theory, text itself does not carry any meaning.
Rather, it provides clues that enable readers to reconstruct
meaning from their existing knowledge about the topic (Adams
& Bruce, 1982; Pearson-Casanave, 1984). Thus, comprehension
of discourse may be highly influenced by the background
knowledge, or schemata, of the readers.

Since readers reconstruct meaning of new information by
relating it to what they already know (Kintsch & van Dijk,
1978; Pearson, 1984), the quantity and quality of their
background knowledge form the framework for their
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interpretations of the text. In fact, as Johnston and

Pearson (1982, pp. 128-129) note, background knowledge

probably influences the comprehension process at all levels:

at the decoding-word recognition level, by limiting the set

of words that could possibly appear in a sentence; at the

short-term memory level, by determining the amount that can

be stored in working memory; at the inference level, by

determining which inferences should be made; and at the

storage level, by determining which information is stored,

in what form it is stored and whether or not it can be

retrieved. Thus, background knowledge is deemed a powerful

factor in reading comprehension.

According to the schema theory, comprehension occurs

when readers can activate their existing schemata to provide

a coherent explanation of the relation between the objects

and events in the text. Wilson and Anderson (1986) assert

that readers comprehend text when their presupposed existing

schemata are activated. This means that the following

conditions are met: (a) every piece of new information from

the text can be fit into a slot in the reader's schema, (b)

the information can be fit into the slots without violating

specifications, (c) all of the important slots contain

information, and (d) there is a coherent overall

interpretation of the message.

Schema functions are abstract and complicated. To

clarify how schemata operate, Wilson and Anderson (1986)
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summarize six major functions of schemata on reading

comprehension as follows:

1. A schema provides ideational scaffolding. It
embodies structural organization of the information it
represents. Important information from text fits into
places called slots within the schemata.

2. A schema directs allocation of attention. It can
help readers determine the important aspects of a text and
can serve as a guide for allocating information resources.

3. A schema enables inferential elaboration. Since
there is no completely explicit text, readers' schemata
provide bases for making inferences that go beyond the
literally stated information to complete the missing
information. By referring to their relevant schemata,
readers can comprehend text.

4. A schema allows orderly searches of memory. Since
a schema has slots for certain types of information, it can
guide readers to the kind of appropriate information that
needs to be recalled. Of particular importance may be the
order in which the slots occur.

5. A schema facilitates editing and summarizing. It
contains criteria for the relative importance of different
information. Readers can use these criteria to summarize
significant propositions and omit insignificant ones.

6. A schema permits inferential reconstruction. When
information from a text is unfamiliar, readers may use some
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appropriate schemata in memory to hypothesize the meaning of
the new information.

Schemata and.ReadinCComprehension Research

Bartlett's work (1932) is usually recognized as a
beginning for documenting the influence of background

knowledge or experiences on humans' memories of what they
read. In his experiment, Bartlett had his British subjects
read an American-Indian folktale and recall the story at
intervals. With increasing length of time intervals,
Bartlett found that the subjects modified or even distorted
the original information to conform to their own background
knowledge structure, which Bartlett called a schema. Since
Bartlett first published his book, a large body of research
on schemata in reading comprehension has been accumulated,
especially during the last two decades. Most of the
findings give evidence to the importance of schemata on
learning and remembering discourse.

In general practice, researchers in reading
comprehension and background knowledge have distinguished
between formal schemata, background knowledge of the formal,
rhetorical organizational structure of different types of
texts; and content schemata, background knowledge of the
content area of a text (Carrell, 1983). Formal background
knowledge or knowledge of text structure provides readers
with the general outline of texts, whereas knowledge of text
content is the organized knowledge of objects and events.
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Although these two kinds of knowledge are important in

reading comprehension, existing research indicates that

knowledge of text content or content schemata is more

important to reading comprehension than knowledge of text

structure (Anderson, Pichert, & Shirey, 1979). Carrell

(1987) reviewed research on content schemata and concluded

that texts about content from the readers' cultural

heritage, or texts with familiar content, tend to be easier

to read and comprehend than texts about content from a

distant, unfamiliar cultural heritage.

Schemata in ESL/EFL Reading
Comprehension Research

Traditionally, readers' background knowledge has been

overlooked in ESL and EFL classes; the emphasis has been

almost exclusively on the text. Only two decades ago, the

trend in teaching ESL and EFL was influenced by the

psycholinguistic model of reading (Carrell & Eisterhold,

1983), which is similar to the schema theory. Goodman

(1979) described reading as a "psycholinguistic guessing

game" wherein readers reconstruct meaning from the text by

sampling, predicting, testing the textual cues, and

confirming their assumptions based on previous information

which can be the information extracted from the text or

their own existing background knowledge. This means reading

is cyclical knowledge. When readers confirm that the

meaning reconstruction is in agreement with previous
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knowledge, then the cyclical process of sampling begins
again. According to Goodman, if there is some inconsistency
or inaccuracy in the meaning reconstruction of the text
because of a conflict with the readers' background
knowledge, the readers may reread the text or ignore the
information in the text until a more plausible
reconstruction of meaning can be confirmed.

Fluent and proficient native readers of English recover
quickly from wrong guesses for the meaning of the text.
However, ESL and EFL readers often do not recover in such a
successful manner. When ESL or EFL readers sample
inaccurate information from the text, they may be unable to
understand or may make inaccurate predictions of the text.
Moreover, because of less proficiency in the English
language, ESL and EFL readers may have to sample much more
information from the text to derive the same meaning as
fluent native readers. Thus, ESL and EFL readers seem to
depend more on their background knowledge of the topic than
on linguistic analysis of the text for comprehension (Buck,
1973).

Accordingly, background knowledge plays an important
role in reading comprehension of ESL and EFL readers.
Research suggests that background knowledge can compensate
ESL and EFL readers with respect to certain syntactic
deficiencies and facilitate comprehension (Coady, 1979).
According to Coady, ESL and EFL readers may find English
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difficult to learn because they lack Western background

knowledge, whereas readers with some Western background
knowledge learn English more rapidly. Coady recognized the
important role of background knowledge for ESL and EFL

readers:

The subject of reading materials should be of highinterest and relate well to the background of thereader, since strong semantic input can helpcompensate when syntactic control is weak. Theinterest and backgroundknowledge willenablenthestudent to comprehend at a reasonable rate andkeep him involved in the material in spite of itssyntactic difficulty. (p. 12)

Thus, one potential difficulty in reading comprehension
of ESL and EFL readers may result from their differing
background knowledge which is not taken into account in
texts written by native-speakers of English in the United
States and Great Britain. In this instance, reading
difficulties often arise.

An obvious reason a particular schema may not exist for
some readers is that the schema is culturally specific and
is not a part of their cultural background (Carrell, 1987;
Carrell & Eisterhold, 1983). Accordingly, ESL and EFL
readers who have different cultural backgrounds from the
writers who are native speakers of English, may find the
text difficult to understand because of its unfamiliar
context. The following studies show that readers have
higher comprehension of texts which contain their own
cultural themes than of texts with less familiar cultural
themes.



Steffensen, Joag-dev, and Anderson (1979) studied 19

adult natives of India, and 20 American adults at a

university in Illinois. American subjects were matched to

Indian subjects on the bases of sex, age, highest level of

education completed, area of academic specialization, and

marital status. The subjects were asked to read two

letters, one about a typical Indian wedding and the other

about a typical American wedding. The findings indicated

that the subjects read the native passage more rapidly,

recalled a greater amount of information from the native

passage, and produced more appropriate elaborations of the

native passage, while they produced more culturally based

distortions of the foreign passage.

The norming study which Steffensen et al. (1979)

concurrently conducted with 20 college students in India and

28 American students enrolled in a junior college in

Illinois, yielded results that confirmed the findings of the

experimental study. Whether recalling the native or foreign

passage, the subjects recalled more of the information rated

as important by the norm group with the same cultural

background. These results not only supported the extensive

influence of cultural background knowledge the subjects

brought to comprehend the passages, they also indicated that

the subjects had higher comprehension and read more rapidly

when they were familiar with the schemata in the native

texts.

20
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Steffensen and Colker (1982) found similar results when

they investigated the effect of cultural knowledge on memory

and language of 15 American women and 15 aboriginal women

from northern Australia. The subjects listened to two

stories which were based on the medical beliefs and

practices of each culture. The American story was about a

young boy who was ill from eating spoiled food, his mother's

reactions, and the treatment he received. The aboriginal

story was about a tribes-man who became ill because of a

superstitious cause, the treatment he received, his

attitudes, and the practitioner's attitudes toward the

illness. Statistical analysis of the subjects' recall

indicated that general cultural knowledge had a strong

effect upon recall and highlighted the potential for

misinterpretation of the story from a foreign culture.

Pritchard (1990) also studied the effects of cultural

schemata with 30 American and 30 Palauan-proficient

eleventh-grade readers. The subjects were asked to read a

culturally familiar and a culturally unfamiliar passage

written in their native language. At predetermined and cued

points in each passage, the subjects stopped reading and

described what was happening in the passage and what they

were doing and thinking as they read it. After they had

finished reading the passage, the subjects retold the

contents of each passage orally. The results indicated that

familiar cultural schemata greatly influenced the processing
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strategies used by the readers and the level of

comprehension they achieved.

Although the study methods used were different, similar
findings were derived by Nelson (1987). Nelson studied 27
Egyptian adults who were enrolled in an intensive eight-week
English course at the American University in Cairo, Egypt.
All of the subjects had earned bachelors' degrees from
universities in Egypt. Their levels of English ranged from
intermediate to low advanced. In the study, the subjects
read four pairs of Egyptian and American passages. After
reading each passage, the subjects finished a 10-item quiz
to measure recall. The results indicated that the subjects
had significantly better recall of the Egyptian passages.
It was concluded that the subjects recalled significantly
more information when reading passages from their own
culture since the presupposed background knowledge in the
passages was familiar to them.

Osman (1986) studied the effect of subcultural
background knowledge among ethnic groups in Malaysia.
Thirty Malay and 30 Chinese students in a Malaysian high-
school, equally divided into able and less able groups based
on individual reading ability, read two passages; one Malay
culture-based passage and one Chinese culture-based passage.
Then the subjects answered 18 multiple-choice questions from
each passage. Six questions were textually explicit; the
question information and the answer information were stated



in a single sentence in the text. Another six questions

were textually implicit; the question information and the

answer information were stated in different sentences in the

text, and the readers had to combine the separate parts of

information to generate the answer. The last six questions

were scriptally implicit; the readers had to combine some

information from the text and some of their own relevant

information to generate the answer. The results indicated

that ESL students from different ethnic groups interpreted

the text differently because of differences in their

subcultural background. It was concluded that subcultural

background knowledge considerably aided ESL readers in

answering scriptally implicit questions.

Although scarce, research evidence of effects of

cultural background knowledge on reading comprehension among

EFL students is available. Tantiwong (1988) had 40 EFL

high-school students in Thailand, divided into able and less

able groups based on reading ability, read two different

culture-specific passages. A native-culture passage was

about Buddhism and a foreign-culture passage was about

Christianity. After reading each passage, the subjects was

asked to complete comprehension tasks. The results

indicated that cultural knowledge and reading ability in EFL

significantly influenced EFL readers' comprehension

processing. The subjects read more rapidly, had higher

comprehension, and recalled more important information from

23
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the text when they read the passage about Buddhism, which

was familiar to them.

Unfortunately, evidence shows that ESL students'

reading ability as measured by standardized tests, is not

always their real potential in reading comprehension. This

inaccuracy is the result of unfamiliar presupposed

background knowledge in the standardized tests. Aron (1986)

investigated whether the potential mismatch in background

knowledge between text and reader might effect the placement

of ESL students into remedial reading classes. The subjects

were 62 first-semester freshmen at a community college in

New Jersey. Thirty-one subjects were American students,

born in the United States, whose reading ability was on

grade level. The other 31 subjects were non-native speakers

of English, who were not born in the United States, and who

were enrolled in an ESL class. All subjects were asked to

read two passages from the reading comprehension subtest of

the New Jersey College Basic Skills Placement Test. The

first passage had a universal theme, whereas the second

passage had an American-culture theme. The individual oral

recall after the reading task indicated that while native

and non-native subjects appeared to bring similar background

knowledge to the passage with a universal theme; they seemed

to bring different degrees of relevant, previously acquired

knowledge to the passage with an American culture-bound

theme. These results may indicate cultural bias of the
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test, which strongly effects comprehension of non-native
readers since they are not familiar with the American

cultural background.

In general, ESL and EFL readers often have limited
syntactic and semantic knowledge in the English language.
Consequently, they may have to depend primarily on their
cultural background knowledge for a conceptual analysis of
the text. According to the schema theory, having
appropriate schemata to relate to new information in texts
can facilitate reading comprehension of readers of all ages.
On the contrary, lacking background knowledge to relate the
new information to the existing schemata may hinder the
readers' comprehension or cause misinterpretation.

Johnson (1981) investigated the effects of the
complexity of the English language and the cultural origin
of prose on reading comprehension of 19 Americans and 46
Iranian intermediate and advanced ESL students at the
university level. The subjects read either unadapted or
adapted versions of two stories: one was Iranian folklore,
a Mullah Nasr-el-Dor story; and the other was American
folklore, a Buffalo Bill story. After reading the passages,
both groups were tested on reading comprehension through the
use of multiple-choice questions on explicit and implicit
information in the passages. The results indicated that the
cultural origin of the story had more effect on reading
comprehension of the ESL readers than the level of syntactic
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and semantic complexity. However, for American subjects,

the results were different. Although the American subjects

could better understand the unadapted story of American

folklore, the results indicated that both the level of

syntactic and semantic complexity of the text and the

cultural origin of the story effected their reading

comprehension. Johnson suggested that the simplified

passage might be considered as unfamiliar to the American

readers.

Recently, Jenkins (1988) investigated the effect of

language proficiency and background knowledge on the reading

comprehension of graduate students who were non-native

readers of English. Foreign students in the engineering and

linguistics disciplines read four texts and answered

multiple-choice comprehension questions about the texts.

Two of the texts required background knowledge in science

while the other two texts were about linguistics. The

comprehension questions consisted of textually explicit,

textually implicit, and scriptally implicit information.

The effect of language proficiency was investigated by

comparing the performance of native and non-native readers

on the comprehension task. The effect of IQ and verbal

aptitude was measured by administering an IQ test and

examining verbal scores of Graduate Record Examination for

each subject. The results indicated that background

knowledge played a greater role than language proficiency in
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comprehension when the text was familiar. The subjects

scored higher on the comprehension tests when they had a
depth of background knowledge about the topic regardless of
language proficiency.

Schema Intervention

Studies concerning relationships between background
knowledge and reading comprehension have led to a possible
solution. If readers are provided with relevant background
knowledge, this may facilitate their reading comprehension
(Devine, 1986, chap. 4). Teachers and educators have
attempted to develop more efficient techniques to increase
and establish the background knowledge required for
comprehending unfamiliar texts. Studies indicate that
intervention in background knowledge can improve reading
comprehension for English native readers as well as EFL and
ESL readers (Hayes and Tierney, 1982; Nelson & Schmid, 1989;
Stevens, 1982).

Schema Intervention in English Native Readers
For native readers of English, for example, Stevens

(1982) investigated whether or not reading comprehension can
be improved by teaching relevant background knowledge to
students. The subjects were 140 tenth-grade boys in six
intact classes at a high school in Chicago. A pretest was
administered to the subjects to measure their reading
ability during a regular history class taught by their
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regular history teacher. They read a passage and then

answered nine multiple-choice comprehension questions. The

following week, Stevens visited each class as a guest

lecturer and taught a lesson on the Texas War to three

classes, chosen at random, trying not to include information

that would appear in the multiple-choice questions later.

To the other three classes, the researcher taught a lesson

on the Civil War of the United States. On the following

day, the subjects read the passage about the Alamo and

answered the accompanying questions during their regular

history class. The results indicated that teaching relevant

background knowledge to students can improve their reading
comprehension on information about the topic.

Hayes and Tierney (1982) studied whether or not analogy

can provide an interpretive bridge between readers'

background knowledge and unfamiliar information. American
eleventh- and twelfth-grade students of average and above-
average reading ability from a rural-suburban high school in
northern California read and recalled newspaper articles

about cricket matches in Australia. Before reading the
articles, some students were given information about cricket
and baseball, a familiar sport in the United States. Some
students were given information that specifically emphasized

explicit comparisons between baseball and cricket, while

other students were given information in related readings

that was irrelevant to the articles about cricket. The
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findings indicated that analogy aided students in learning
and remembering. The subjects learned about cricket, an
unfamiliar sport, through comparisons with baseball, a
familiar sport.

Similar results were found by Alexander (1984) who
investigated the effects of background knowledge on the
formation of schemata with 150 college students who had
various background knowledge and attitudes toward soccer.
The subjects spent five minutes reading an instructional
passage about the game of speedball, which utilized
analogies to soccer. After reading, a 20-item test about
speedball was administered to the subjects. Analysis of the
data indicated that background knowledge about the game of
soccer facilitated the formation of schemata regarding
speedball among the subjects.

Schema Intervention.in..FL and ESL Readers
Research on intervention of background knowledge has

also yielded positive findings for ESL and EFL students.
Garbonton and Tucker (1971) investigated the cultural effect
on study of foreign literature with Filipino high-school
students in the Philippines. The subjects were 69 Filipino
girls and 26 American students attending Wagner High School
at Clark Air Force Base. All the subjects read two American
short stories. Then they answered a series of cultural
questions designed to determine whether the Filipino
subjects had interpreted the stories the same as the
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American subjects. The results indicated that the Filipino
subjects responded to the questions differently than did the
American subjects. During the second week, the two short
stories were reintroduced only to the Filipino subjects.
Half of the Filipino subjects were given cultural
orientation while the other half did not receive the
orientation. Then both groups of Filipino subjects answered
the same questions again. Posttest results of the group who
had the cultural orientation were significantly different
from the pretest results, but were congruent with the
pretest results of the American subjects. However, theresults of the posttest of the other group did not differ
significantly from the results in the pretest. The findings
suggest that background knowledge can be established and
that it can help ESL and EFL students interpret culture-
bound readings more accurately.

Providing real experience for an unfamiliar topic is
another effective way to facilitate reading comprehension
for ESL and EFL students. Johnson (1982) investigated the
effects of induced background knowledge on reading
comprehension. Subjects were 72 ESL college students from
advanced level reading classes at the Center for English as
a Second Language at Southern Illinois University. The
effects of direct experience within the American culture on
ESL students' reading comprehension regarding familiar and
unfamiliar aspects of the Halloween custom and the effects
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of different treatments in exposure to meaning of the
difficult vocabulary used in the passage, were studied. The
subjects were randomly assigned to four groups. The four
groups read a passage on the topic of Halloween in which
familiar and unfamiliar information was based on the
subjects' recent experience of this custom. Each group read
the passage with a different treatment for learning the
vocabulary. Statistical analysis of the recall of the
passage and of the sentence recognition task indicated that
prior cultural experience significantly facilitated the
subjects' reading comprehension of the familiar information
about the custom in the passage. However, exposure to
meanings of target vocabulary by any of the treatments did
not seem to have a significant effect on reading
comprehension. It was concluded that real experiences
within the cultural context provided background information
for more effective reading comprehension of the passage.
Subjects were not only able to recall more explicit and
implicit information, but their written recall reflected
more accurately the cohesive ties and relations between
ideational units in the passage.

Nelson and Schmid (1989) conducted an experiment to
determine whether or not reading native-culture passages
improves reading comprehension. Forty-four ESL intermediate
level Egyptians at the American University in Cairo, Egypt,
were divided into two experimental groups and one control
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group. The three groups received 4.5 hours of English
instruction every day, which included 1.5 hours in reading,
five days a week for eight weeks. The two experimental
groups received eight weeks of reading instruction based on
cultural readings about Egypt. The control group read
passages about American culture. The results of the pretest
and posttest indicated that subjects in the experimental
classes increased their reading comprehension significantly,
but subjects in the control group did not improve
significantly. These results suggest that students not only
comprehended better by reading passages about their own
culture, for which they had a depth of background knowledge,
but also effectively learned reading skills that they could
apply to reading passages about a culture other than their
own.

In another study on the topic of schema intervention,
Hudson (1982) demonstrated that background knowledge was
more important to ESL students' comprehension than language
proficiency. Using ninth grade-level reading passages,
Hudson presented three methods of instructional intervention
to 93 adult ESL students who were divided into three groups
based on language proficiency. In the first method, the
subjects read the passages, took a test, reread the
passages, and took the test again. In the second method,
the subjects studied vocabulary lists before reading the
passages and then took the test. In the third method,the
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subjects looked at pictures relating to the general theme of
the passages and made predictions about the content of the
passages. The results indicated that the effectiveness of
externally induced schemata could override language
proficiency as a factor in comprehension.

Some studies, however, have yielded negative results
indicating that supplying background knowledge to ESL and
EFL students does not always improve their reading
comprehension. Yousef (1968) conducted an intensive course
in the American culture to familiarize 120 male Middle
Eastern students with American institutions, values,
aspirations, and behavioral patterns. After the intensive
course, objective quizzes were administered. The results
demonstrated that the subjects were not able to interpret
texts from the American-culture because of negative
attitudes. Yousef concluded that the students' resistance
to American culture reduced their motivation and efforts to
learn.

Carrell (1983) asked 48 native students and 108 ESL
students to read passages which differed among three
variables of background knowledge: familiar versus
unfamiliar, context versus no context, and transparent
versus opaque. After reading, subjects were asked to rate
the comprehensibility of each passage on a 7-point scale and
to recall the passage. The results of the native subjects
were different from those of the ESL subjects. While all
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three variables of background knowledge played an important
role in the native subjects' reading, understanding and
recalling, ESL readers showed no significant effects of
background knowledge.

Similar findings were obtained in a follow-up study
(Carrell & Wallace, 1983). In the later study, passages
which differed between two variables of background
knowledge--familiar versus unfamiliar and context versus no
context--were presented to 30 native students, 30 advanced
ESL students, and 26 high-intermediate ESL students. The
study methods were the same as in the first study. The
results were also the same as in the first study. It wasconcluded that the ESL readers tended to be linguistically

bound to a text; they did not relate the appropriate
background information to the text.

Ben-Barka (1985) investigated the effects of induced
background knowledge on reading comprehension of 152
intermediate and advanced high school ESL students in
Maryland. The subjects were divided into the experimental
and control groups. Subjects in experimental group were
instructed to use semantic webs, the techniques of
organizing and retaining information they read, whereas
subjects in the control group received traditional
instruction. Following the experiment, all subjects were
tested and interviewed. The results indicated no effects of
the webbing technique upon comprehension.
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Conclusion

The review of literature indicates that background
knowledge has a strong influence on reading comprehension of
native readers of English as well as of EFL and ESL readers.
In particular, previous research seems to indicate that
possession of a familiar schema for a topic allows readers
to read faster, retain and recall more information, and make
more appropriate inferences (Steffensen & Colker, 1982).
The finding indicate that readers often comprehend materials
more readily when they have background knowledge about the
topic they read. The review of literature also gives
evidence that, to comprehend reading texts, EFL and ESL
readers often depend on background knowledge rather than
language proficiency.

Specifically, Thai students study EFL in order to
pursue advanced studies in the Western World. Thus, they
must depend considerably on reading materials published in
the United States and Great Britain. Their difficulty in
reading, in addition to difficulty with the English
language, may be caused by differences between the
background knowledge they bring to comprehend the texts and
the background knowledge the writers of those texts assume
they have. The review of related literature suggests that
Thai students may have difficulty reading some EFL materials
because of unfamiliar information in the texts.



CHAPTER 3

METHODOLOGY

This study was designed to investigate the role of
background knowledge on Thai teachers-college students'
reading comprehension in relation to reading ability in EFL,
topic familiarity, and the amount of time required for
reading familiar and unfamiliar passages. In this chapter,
the design of the study, the population, and the sample, the
instruments, the procedures for collecting the data, and the
procedures for analyzing the data, are presented.

Design of the Study
Using Bangkok as the familiar topic and New York City

as the unfamiliar topic, this study was designed to examine
relationships between Thai teachers-college students'
reading comprehension on the familiar and unfamiliar topics
and their reading ability in EFL, background knowledge about
the topics, and the amount of time required for reading
passages within the topics. Additionally, differences
between students' reading performance on the familiar topic
and performance on the unfamiliar topic were examined.

As shown in Figure 1, the dependent variables of this
study were scores of the Bangkok and New York City Reading
Comprehension Tests. The independent variables were scores

36
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Independent Variables Dependent Variables

Reading Ability in EFL

(Scores on Cloze Test)

Background Knowledge:

Familiar Topic (Bangkok)

Unfamiliar Topic (NYC)

Amount of Time Required

for Reading Passages:

Familiar Passage (Bangkok)

Unfamiliar Passage (NYC)

Reading Comprehension:

Familiar Topic (Bangkok)

Unfamiliar Topic (NYC)

Figure 1. Design of the study.

of the Bangkok and New York City Background Knowledge Tests,
scores of the Cloze Test which measured the subjects'
reading ability in EFL, and the amount of time they required
for reading the Bangkok and the New York City passages.

Population and Sample

Approximately 200 students enrolled in EFL reading
courses at Petchburi Teachers College during the period from
June to December, 1990, were asked to participate in the
study on a voluntary basis. The population included
undergraduate students from major fields such as English,
education, mathematics, science, social studies, and

I
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business. Students enrolled in this teachers college began
studying EFL in the fifth grade. Studying in the teachers
college, students were trained to specialize in a variety of
academic fields including teaching careers in elementary and
secondary schools. Almost all curricula in these fields
required students to study four years in order to complete
bachelor's degrees in arts, sciences, or education.

The Cloze Test was administered to all volunteer
students to screen for subjects whose reading ability in EFL
was at the instructional or independent level of the
instruments used in this study. Sixty subjects whose scores
from the Cloze Test were at the fourth stanine or higher
were randomized for the sample of the study by using a table
of random digits (Kachigan, 1986, p. 556).

Instrumentation

The instruments employed in this study were prepared by
the researcher.

DemogcraphicQuestionnaire. 
A Demographic Questionnaire

was constructed to obtain descriptive data concerning this
sample (Appendix D).

Cloze Test. The Cloze Test was developed from the
passage "Cancer" in the World Book Encyclopedia (1989). The
passage was chosen due to its universal theme in which the
cultural-specific variable could be minimized and both
syntactic and semantic reading ability of the subjects could
be emphasized. Based on Potter's (1968) and Cunningham and
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Cunningham's (1978) criteria, the cloze passage of 277 words
was constructed by deleting every fifth word, for a total of
50 deleted words, with the exception of the first and the
last sentences. As suggested by Cunningham and Cunningham,
the first and last sentences of the passage were left intact
in order to provide the framework of the theme for the
readers (Appendix B).

The Cloze Test was designed as an instrument to measure
the subjects' reading ability in EFL. Cloze tests have been
widely used in classrooms as a method for assessing whether
or not students can comprehend a text (Vacca, Vacca, & Gove,
1987, p. 394). According to Vacca et al., cloze tests
evaluate how well students can read texts as a result of the
interaction between their language competence and the texts.

Background Knowledge Tests. The multiple-choice
Background Knowledge Tests were constructed based on the
information presented in the topics "Bangkok" and "New York
City" from the WorldBook Encyclopedia (1989). Ten
questions designed to bepassage-independent and factual in
nature, with four choices per question, were constructed for
each topic (Appendix C). The tests were prepared to
determine the level of the subjects' background knowledge
about the "Bangkok" and "New York City" topics. An expert
panel of two doctoral students and two professors of reading
education validated the content validity of the tests. The
Kuder-Richardson-20 from the computer program Statistical
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Package for the Social Science (SPSSX) (SPSS, 1988) was
applied to estimate the reliability of the Background

Knowledge Tests. According to the Kuder-Richardson-
20, the

reliabilities of the Bangkok Background Knowledge Test and
the New York City Background Knowledge Test are 0.82 and
0.79, respectively.

Reading._Comprehension Test. Two approximately 375-word
reading passages entitled "Bangkok," a familiar passage and
"New York City," an unfamiliar passage, were extracted from
these two topics in the World Book Encyclopedia (1989) to
measure the subjects' ability in reading comprehension
through recall. Recall was chosen as a means to evaluate
the subjects' comprehension ability because, according to
schema theorists, there is a close relationship between
recalling and understanding information (Rumelhart &
Ortoney, 1977).

The Bangkok passage was chosen as a familiar passage
because Bangkok is the capital of Thailand. Thus, it was
assumed that the subjects had a depth of background
knowledge on this topic. On the contrary, the New York City
passage was designated as the unfamiliar passage because New
York City is in the United States and is located far from
Thailand. Although Thai teachers-college students had
learned some information about New York City in social
studies and the mass media, it was assumed that the subjects
had a limited background knowledge about this topic.
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For each passage, a 10-item multiple-choice test was

designed as a passage-dependent test to measure the
subjects' reading comprehension. Four choices per item were
constructed. The 10 multiple-choice questions were based on
Pearson and Johnson's taxonomy (1978, pp. 153-178). Five
items were text-based questions which required the subjects
to locate answers from explicit information in the text.
The other five questions were scriptally implicit, and
required the subjects to include their background knowledge
in order to find the answers (Appendix C).

The expert panel of two reading education doctoral
students and two professors of reading education validated
the content validity of the tests. Then, the Kuder-
Richardson-2O from the computer program SPSSX (SPSS, 1988,
pp. 873-877) was applied to estimate the reliability of the
Reading Comprehension Tests. According to the Kuder-
Richardson-20, the reliabilities of the Bangkok Reading
Comprehension Test and the New York City Reading
Comprehension Test are 0.91 and 0.90, respectively.

For the comparability among reading passages of the
instruments, the Fry Readability Graph (Fry, 1977) was used
to determine readability levels of the reading passages.
According to the Fry Readability Graph, the reading passages
"Cancer," "Bangkok," and "New York City" in the Cloze Test
and Reading Comprehension Tests are within the readability
levels of eighth- to ninth-grade students (Appendix A).
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Procedures for Collection of Data

The data from the pilot study and research study were
collected by testing the subjects at Petchburi Teachers
College in Thailand. The research assistant, a regular EFL
teacher of the English Department at Petchburi Teachers
College, administered all the instruments to the subjects.
Prior to the testing, the researcher discussed all test
instructions and test procedures with the research

assistant.

In the preliminary phase, to screen for the subjects
whose reading ability was commensurate with the reading
level of the instruments, the Cloze Test was simultaneously
administered to all the volunteer students in eight intact
classes by the regular EFL teachers. The students were
allowed unlimited time to complete the Cloze Test. Each
blank in the Cloze Test could be completed with a deleted
word or its acceptable alternative (Appendix B). Sixty
subjects whose scores on the Cloze Test were in the fourth
stanine or higher were randomized as the sample for this
study by using a table of random digits (Kachigan, 1986, p.
556).

Pilot Study

A pilot study was conducted with 10 subjects who were
drawn from the same population used in the research study to
check the effectiveness of the procedures for collecting
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data and to determine the reliability of the instruments.
The subjects used in the pilot study were excluded from the
research study.

In the pilot study, Background Knowledge Tests were
administered to all subjects simultaneously in the first
week of June, 1990. First, the research assistant
distributed both of the Background Knowledge Tests and read
the instructions to the subjects (Appendix C). Subjects
were allowed to begin with either test. The free selection
was used to minimize the effect of the order of the tests.
There was no time limit for the Background Knowledge Tests.

In the second week, the Reading Comprehension Tests
were administered to all subjects simultaneously. Each
subject received a packet containing the two reading
passages, the questions, and the answer sheets (Appendix C).
The research assistant read the instructions to all
subjects. The subjects were also asked to record their
names, and the beginning and finishing time of each test on
the answer sheets. To minimize the order effect of the
tests, the subjects were allowed to begin with either
reading passage. The subjects were asked to return their
first reading passage when they finished it. There was no
time limit for completing the Reading Comprehension Tests.

Using the same procedures as the first administration
of the tests, the Background Knowledge Tests and the Reading
Comprehension Tests were administered to all the subjects
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again during the third and fourth weeks, respectively. The
test-retest procedure was conducted to determine the

reliability of the Background Knowledge Tests and the
Reading Comprehension Tests.

The reliability coefficients of the Bangkok Background
Knowledge Test and the New York City Background Knowledge
Test, determined by the Kuder-Richardson-20 from the
computer program SPSSX (SPSS, 1988. pp. 873-877), were 0.82
and 0.79, respectively. The reliability coefficients of the
Bangkok and the New York City Reading Comprehension Tests
were 0.91 and 0.90, respectively.

Based on the results of the pilot study, some
administration procedures of the instruments in this
research study were revised. During the testing of the
Background Knowledge Tests and the Reading Comprehension
Tests, the research assistant observed that most of the
subjects started with the test on the top of the packets
although they were allowed to start with either test. Thus,
in the research study, this procedure was revised by placing
half of the Bangkok Tests on top of the New York City Test,
and vice versa, in the packets for both Background Knowledge
Tests and Reading Comprehension Tests. Also, the research
assistant found that many subjects in the pilot study were
confused with finding the right answer sheet for each test.
Accordingly, in the research study, the answer sheets were
stapled to the tests of the Background Knowledge Tests, and
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the answer sheets for the Reading Comprehension Tests were
stapled to the reading passages of the tests. The subjects
were allowed to detach the answer sheet when they began to
complete each test.

The Research Study

Upon completing the pilot study and revising some
procedures for collecting data, this research study was
begun. Before the Background Knowledge Tests were
administered, all 60 subjects were asked to complete a
Demographic Questionnaire (Appendix D).

The Background Knowledge Tests were administered to all
60 subjects simultaneously. The research assistant read the
instructions (Appendix C) to the subjects and allowed them
to complete the Background Knowledge Tests without a time
limit. To minimize the order effect of the tests, the order
of the tests was counterbalanced. Half of the subjects
received the packets in which the Bangkok Test was placed on
top of the New York City Test, whereas the other half of the
subjects received the packets in which the New York City
Test was placed on top of the Bangkok Test.

One week after the Background Knowledge Tests were
administered, the Reading Comprehension Tests were
administered to all the subjects simultaneously. The
research assistant read the test instructions (Appendix C)
to all the subjects. To minimize the order effect of the
tests, the order of the tests was counterbalanced. Half of
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the subjects received the packets in which the Bangkok

passage was placed on top of the New York City passage,

whereas the other half received the packets in which the New
York City passage was placed on top of the Bangkok passage.
To prevent the subjects from referring to the reading
passages while completing the tests, only the reading
passages and the attached answer sheets were distributed to
the subjects. Subjects were also instructed to record their
beginning time and finishing time for reading each passage
on the attached answer sheet. When the subjects finished
reading the first passage, they detached the passage,
returned it to the research assistant, and picked up the
test. After finishing the first test, the subjects

proceeded to read the second passage. The same procedure
was followed for the two passages.

Procedures for Analysis of Data

Test Scoring

In the Cloze Test, each correct word inserted in a
blank was given one point if it was the deleted word or an
acceptable alternative word. In addition to the Thesaurus
program of Word Perfect 5.1, the judgment of the researcher
and a doctoral student in reading education was used as the
guide for scoring the answers to the Cloze Test. The
researcher and doctoral student also double-scored the
answers to establish inter-rater reliability of the answers.
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For the Background Knowledge Tests and the Reading

Comprehension Tests, one point was given for each correct
answer to each multiple-choice question. The researcher and
doctoral student in reading education double-scored the
answers to establish the inter-rater reliability of the
answers.

Statistics for Analysis of Data

Testing of.Siifcant Relationship

As illustrated in Figure 2, correlation analyses from
the computer program SPSSX (SPSS, 1988, chap. 24) were
applied to determine the correlation coefficients between
pairs of a dependent variable and an independent variable.
The dependent variables in this study included (a) reading
comprehension on a familiar topic (or scores of the Bangkok
Reading Comprehension Test), and (b) reading comprehension
on an unfamiliar topic (or scores of the New York City
Reading Comprehension Test). The independent variables in
this study included (a) reading ability in EFL (or scores of
the Cloze Test),, (b) background knowledge about a familiar
topic (or scores of the Bangkok Background Knowledge Test),
(c) background knowledge about an unfamiliar topic (or
scores of the New York City Background Knowledge Test), (d)
the amount of time required for reading a familiar passage
(or the number of minutes spent on reading the Bangkok
passage), and (e) the amount of time required for reading an
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Statistics

Correlation

Analysis

Dependent Variable Independent Variable

EFL Reading Ability

Bangkok Reading Bangkok Background

Comprehension Knowledge

Time Required for

Reading Bangkok

Passage

Combination of

Bangkok Reading EFL Reading Ability

Comprehension Bangkok Background

Time Required for

Reading Bangkok

Passage

EFL Reading Ability
NYC Reading NYC Background

Comprehension Knowledge

Time Required for

Reading NYC Passage

Combination of
NYC Reading EFL Reading Ability

Comprehension NYC Background

Time of NYC Passage

Figure 2. Statistics used in testing of significantrelationship.

Multiple

Regression

Analysis

Stepwise

Procedure

Correlation

Analysis

Multiple

Regression

Analysis

Stepwise

Procedure
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unfamiliar passage (or the number of minutes spent on
reading the New York City passage). Then, multiple linear
regression analysis stepwise procedures from the SPSSx
computer program (Norusis, 1985, p. 44) were performed to
find the multiple correlation of coefficients (multiple _R)
between each dependent variable and a combination of
independent variables. Testing of significant relationships
were performed based on eight null hypotheses.

Testing ofgimftcant Difference

As illustrated in Figure 3, paired-samples t-tests from
SPSSX (SPSS, 1988, p. 971) were performed to determine
significant differences between mean scores of the tests of
the familiar and unfamiliar topics: the Bangkok Background
Knowledge Test and the New York City Background Knowledge

Familiar Topic Unfamiliar Topic

Bangkok NYC
Background Knowledge Background Knowledge

Bangkok NYC
Reading Comprehension Reading Comprehension

Time Required for Time Required for
Reading Bangkok Passage Reading NYC Passage

figure 3. Variables in paired-samples t tests forsignificant difference.
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Test, the Bangkok Reading Comprehension Test and the New
York City Reading Comprehension Test, and the amount of time
required for reading the Bangkok passage and the New York
City passage. Testing of significant differences was
performed based on three null hypotheses.

Descriptive Data

The responses to the Demographic Questionnaire were
computed for the mean age of the sample and mean number of
years of EFL. The percentage of the sample's positive and
negative attitudes toward studying English, as well as
experience in communities where English is used as the
primary tool of communication, was computed.

Testing. of Hypotheses

Analyses pertained to 11 hypotheses concerning Thai
teachers-college students' reading comprehension. The
hypotheses and corresponding statistical methods for each
are provided in the following sections.

Hypothesis 1

No significant relationship exists between subjects'
reading comprehension on a familiar topic and their reading
ability in EFL. A correlation analysis from SPSSX was
performed to determine the correlation coefficient between
scores on the Bangkok Reading Comprehension Test and scores
on the Cloze Test which measured the subjects' reading

ability in EFL.
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Hypothesis 2

No significant relationship exists between subjects'

reading comprehension on an unfamiliar topic and their
reading ability in EFL. A correlation analysis from SpssX
was performed to determine the correlation coefficient
between scores on the New York Reading Comprehension Test
and scores on the Cloze Test.

Hypothesis 3

No significant relationship exists between subjects'
reading comprehension on a familiar topic and background
knowledge related to the topic. A correlation analysis from
SPSSX was performed to determine the correlation coefficient
between scores on the Bangkok Reading Comprehension Test and
scores on the Bangkok Background Knowledge Test.

Hypothesis 4

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and background
knowledge about the topic. A correlation analysis from
SPSSX was performed to determine the correlation coefficient
between scores on the New York City Reading Comprehension
Test and scores on the New York City Background Knowledge

Test.

Hypothesis 5

No significant relationship exists between subjects'
reading comprehension on a familiar topic and the amount of
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time required for reading a passage within the topic. A
correlation analysis from SPSSX was performed to determine
the correlation coefficient between scores on the Bangkok
Reading Comprehension Test and scores on the amount of time
required for reading the Bangkok passage.

Hypothesis 6

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and the amount
of time required for reading the passage within the topic.
A correlation analysis from the SPSSX computer program was
performed to determine the correlation coefficient between
scores on the New York City Reading Comprehension Test and
scores on the amount of time required for reading the New
York City passage.

Hypothesis 7

No significant relationship exists between subjects'
reading comprehension on a familiar topic and a combination
of reading ability in EFL, background knowledge about the
topic, and the amount of time required for reading a passage
within the topic. A multiple linear regression analysis
stepwise procedure from SPSSX was used to find the multiple
correlation of coefficient between scores on the Bangkok
Reading Comprehension Test and the composite scores of the
Cloze Test, the Bangkok Background Knowledge Test, and the
amount of time required for reading the Bangkok Passage.
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Hypothesis 8

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and a
combination of reading ability in EFL, background knowledge
related to the topic, and the amount of time required for
reading a passage within the topic. A multiple linear
regression analysis stepwise procedure from SPSSX was
performed to determine the Multiple R between scores on the
New York City Reading Comprehension Test and the composite
scores of the Cloze Test, the New York City Background
Knowledge Test, and the amount of time required for reading
the New York City passage.

Hypothesis 9

No significant difference in quantity and quality of
background knowledge exists between familiar and unfamiliar
topics. Paired-samples t-test from SPSSX was used to
determine a significant difference between mean scores of
the Bangkok and New York City Background Knowledge Tests.

Hypothesis 10

No significant difference exists between performance of
reading comprehension on the familiar topic and performance
of reading comprehension on the unfamiliar topics. Paired-
samples t-test from SPSSX was used to determine a
significant difference between mean scores of the Bangkok
and New York City Reading Comprehension Tests.
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Hypothesis 11

No significant difference exists between the amount of
time required for reading familiar and unfamiliar passages
of the same length and grade level. Paired-samples t-test
from SPSSX was used to determine a significant difference
between mean scores for the amount of time the subjects
required for reading the Bangkok and New York City passages.

Significance Level
All hypotheses of this research study were tested at

the .05 level of significance for a two-tailed test. The
.05 level of significance was selected because it is usually
used in education and social research. Comparison between
findings of this research study and findings of previous
relevant studies was plausible at the same level of
significance.

When a null hypothesis is rejected at .05 level of
significance, it means that there is a 19 to 1 chance that a
linear relationship exists between dependent variables and
independent variables in the population being sampled. The
null hypotheses in this study were accepted if the results
of the data analyses were less than the criterion values at
the .05 level of significance, and were rejected if the
results of the data analyses were equal to or greater than
the criterion values at the .05 level of significance.



CHAPTER 4

ANALYSIS OF THE DATA

In this chapter, the descriptive data and the results
of the analysis of the data collected in this research study
are presented and discussed on the basis of the hypotheses.
Additionally, tables are presented to illustrate the results
of the statistical analysis.

Testing of Hypotheses

To serve the purpose and the research questions of the
study, eleven hypotheses concerning Thai teachers-college
students' reading comprehension of familiar and unfamiliar
topics were tested. Correlation analyses (SPSS, 1988, chap.
24), multiple linear regression analysis stepwise procedures
(Norusis, 1985, p. 44), and paired-samples t-tests (SPsS,
1988, p. 971) from the Statistical Package for the Social
Sciences (SPSSX) computer program were used to analyze the
data.

TestiOfant Relationship

Hypothesis 1

No significant relationship exists between subjects'
reading comprehension on a familiar topic and their reading
ability in English as a Foreign Language (EFL).

55
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According to the correlation analysis from SPSsX, the

results indicated a significant positive relationship

between scores on the Bangkok Reading Comprehension Test and
scores on the Cloze Test (r = 47, p < .01) (Table 1). The
coefficient of determination (r!) showed that the variance
of scores on the Cloze Test accounted for approximately 22%
of the variance of scores on the Bangkok Reading
Comprehension Test. Accordingly, it may be concluded that a
moderate but significant positive relationship existed '
between the subjects' reading comprehension on a familiar
topic and their reading ability in EFL at the .01 level of
significance. Subjects who had high reading ability in EFL

Table 1

Correlation CoeficieofReadinPerforance 
on Cloze Testand Tests ofFamilig a adUnfamiliar Topics

Independent Variable
Dependent Variable Cloze Test Background Test Timer r r

Bangkok Reading
Comprehension Test .47** .72** -. 40**
New York City Reading
Comprehension Test .31* .76** -. 00

*signifLevel<.05significant 
level <.01

2-tailed test
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tended to have high levels of reading comprehension. Thus,

this null hypothesis is rejected.

Hypothesis 2

No significant relationship exists between subjects'

reading comprehension on an unfamiliar topic and their

reading ability in EFL.

According to the correlation analysis from the SPSSX
computer program, the result indicated a significant

positive relationship between scores on the New York City
Reading Comprehension Test and scores on the Cloze Test

(r = .31, p < .05) (Table 1). The .. indicated that the
variance of scores on the Cloze Test accounted for

approximately 10% of the variance on scores of the New York
City Reading Comprehension Test. Accordingly, it may be
concluded that a moderate yet significant positive

relationship existed between the subjects' reading

comprehension on an unfamiliar topic and their reading
ability in EFL at the .05 level of significance. Thus, this
null hypothesis is rejected.

Hypothesis 3

No significant relationship exists between subjects'
reading comprehension on a familiar topic and their

background knowledge related to the topic.

According to the correlation analysis from SPSSX, the
result indicated a high significant positive relationship
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between scores of the Bangkok Reading Comprehension Test and
scores of the Bangkok Background Knowledge Test (r = .72,
R < .01) (Table 1). The r2 suggested that the variance of
scores on the Bangkok Background Knowledge Test accounted
for approximately 52% of the variance of scores on the
Bangkok Reading Comprehension Test. Accordingly, it may be
concluded that a significant positive relationship existed
between the subjects' reading comprehension on a familiar
topic and their background knowledge about the topic at the
.01 level of significance. Thus, this null hypothesis is
rejected.

Hypothesis 4

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and their
existing background knowledge related to the topic.

According to the correlation analysis from SPSSX, the
results indicated a high positive relationship between
scores on the New York City Reading Comprehension Test and
scores on the New York City Background Knowledge Test (r =
.76, R < .01) (Table 1). The r suggested that the variance
of scores on the New York City Background Knowledge Test
accounted for approximately 58% of the variance on scores of
the New York City Reading Comprehension Test. Accordingly,
it may be concluded that a high significant positive
relationship existed between the subjects' reading
comprehension on an unfamiliar topic and their existing
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background knowledge about the topic at the .01 level of
significance. Thus, this null hypothesis is rejected.

Hypothesis 5

No significant relationship exist between subjects'
reading comprehension on a familiar topic and the amount of
time required for reading a passage within the topic.

According to the correlation analysis from SPSSX, the
results indicated a moderate yet significant negative
relationship between scores on the Bangkok Reading

Comprehension Test and the amount of time the subjects
required for reading the Bangkok passage (r = -.40, P < .01)
(Table 1). The r2 suggested that the variance of scores on
the amount of time required for reading the Bangkok passage
accounted for 16% of the variance of scores on the Bangkok
Reading Comprehension Test. Accordingly, it may be
concluded that a moderate significant negative relationship
existed between the subjects' reading comprehension on a
familiar topic and the amount of time required for reading a
passage within the topic. Thus, this null hypothesis is
rejected.

Hypothesis 6

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and the amount
of time required for reading a passage within the topic.
According to the correlation analysis from SPSSX, the
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results indicated no linear relationship between scores on
the New York City Reading Comprehension Test and the amount
of time required for reading the New York City passage at
the .05 level of significance (r = -.00) (Table 1).
Accordingly, it may be concluded that no significant
relationship existed between the subjects' reading
comprehension on an unfamiliar topic and the amount of time
required for reading a passage within the topic. Thus, this
null hypothesis is accepted.

Hypothesis 7

No significant relationship exists between subjects'
reading comprehension on a familiar topic and a combination
of reading ability in EFL, background knowledge about the
topic, and the amount of time required for reading a passage
within the topic. A multiple regression analysis stepwise
procedure from SPSSX was applied to determine the multiple
correlation of coefficient (R) between scores on the Bangkok
Reading Comprehension Test and the composite scores of the
Bangkok Background Knowledge Test, the Cloze Test, and the
amount of time required for reading the Bangkok passage.
The results indicated that both background knowledge of the
subjects and reading ability in EFL made a significant
unique contribution to the prediction of reading

comprehension on the familiar topic. The R for the whole
model was .57, resulting in an F of 38.05 (p < .0001) and df
of 2.57. As shown in Table 2, the background knowledge of



61
the subjects was significant with a probability less than
.0001; the probability for reading ability in EFL was .0116.
If the amount of time spent in reading the passage was

Table 2

Model of MullipleLierRresofrPedconf
Reading Comprehenio n aiiar Topic

Bangkok Reading Comprehension Test

Predictor Variable .SEB Beta F Sig F

Bangkok Background
Knowledge Test 0.57 0.08 0.63 46.25 <.0001
Cloze Test 0.07 0.03 0.24 6.80 .0116
(Constant) 

1.66 0.75 4.90 .0300

forced into the model, it would not make a significant
contribution to the prediction (F =.49, p = .4865).

Hypothesis 8

No significant relationship exists between subjects'
reading comprehension on an unfamiliar topic and a
combination of reading ability in EFL, background knowledge
about the topic, and the amount of time required for reading
a passage within the topic.

A multiple regression analysis stepwise procedure from
SPSSX was applied to determine the multiple R for the scores
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on the New York City Reading Comprehension Test and the
composite score of the Cloze Test, the New York City

Background Knowledge Test, and the amount of time required

for reading the New York City passage. The results

indicated that the subjects' background knowledge made a
unique contribution to the prediction of reading

comprehension on the unfamiliar topic. The R for the model
was .58, resulting in an F of 81.50 (df = 2, 57; p < .0001).
As shown in Table 3, the background knowledge of the
subjects was significant with a probability less than .0001.
If the reading ability in EFL and time required for reading
the passage were forced into the model, they would not make
a significant contribution to the prediction, F equals .063
(R = .8031) and .449 (R = .5054), respectively. Thus, it

Table 3

Model of Multiple Lidnear-eqression Euation for Pd oof ReiCension on Unfamiliar Topic

NYC Reading Comprehension Test

Predictor Variable B SEB Beta F Sig F

NYC Background
Knowledge Test 0.94 0.11 0.76 81.50 .0001
(Constant) 0.86 0.43 4.02 .0495
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may be concluded that the subjects tended to depend on their

background knowledge when they read the unfamiliar passage.

Tes tingof Significant Difference

To perform testing of significant difference between
performance on tests of the familiar topic (Bangkok) and
tests of the unfamiliar topic (New York City), mean scores
of the subjects's performance on all the tests were
calculated. As reported in Table 4, the mean score of the
Cloze Test was 28.53 (SD = 5.74). The mean scores of the
Bangkok and New York City Background Knowledge Tests were
6.97 (SD = 1.71) and 3.88 (_D = 1.35), respectively. The
mean scores of the Bangkok and New York City Reading

Comprehension Tests were 7.50 (SD = 1.55) and 4.50 (SD =

1.66), respectively. The mean scores for the amount of time
the subjects required for reading the Bangkok and New York
City passages were 7.93 (SD = 1.02) and 10.92 (.D = 1.17)

minutes, respectively.

Then, paired-samples t-tests from SPSSX (SPSS, 1988,
p. 971) were performed to determine significant differences

between performance on the familiar and unfamiliar topics
based on three null hypotheses.

Hypothesis 9

No significant difference in quantity and quality of
Thai teachers--college students' background knowledge exists
between familiar and unfamiliar topics.
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Table 4

Mean Score of Performance on Cloze Test and Tests of
Familiar and Unfamiliar Topics

Variable M SD

Cloze Test 28.53 5.74

Bangkok Background Test 6.97 1.71
NYC Background Test 3.88 1.35

Bangkok Comprehension Test 7.50 1.55
NYC Comprehension Test 4.50 1.66

Time on Bangkok Passage 7.93 1.02
Time on NYC Passage 10.92 1.17

As reported in Table 5, the paired-samples t-test
indicated a significant difference between mean scores of
performance on the Bangkok Background Knowledge Test and New
York City Background Knowledge Test with the probability

less than .001. The results showed that the subjects had
stronger background knowledge on the familiar topic when
compared to background knowledge on the unfamiliar topic
(t(57) = 21.84, p < .001).

Hypothesis 10

No significant difference exists between subjects'

performance on reading comprehension of a familiar topic and
performance on reading comprehension of an unfamiliar topic.
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Table 5

PairedSampe t-Tests of Si nificanDifference BetweenMean Scores of Performance on Tests of Familiar andUnfamilar opis

Difference Standard 2-tail t 2-tailSD Error r p value df p
Bangkok and NYC Background Knowledge Tests

3.09 1.09 0.14 0.77 <.001 21.84 57 <.001
Bangkok and NYC Reading Comprehension Tests

3.00 1.19 0.15 0.73 <.001 19.48 57 <.001
Amount of Times Spent on Bangkok and NYC Passages

-2.99 1.16 0.15 0.30 <.021 -19.97 57 <.001

As reported in Table 5, the paired-samples t-test
indicated a significant difference between mean scores of
the Bangkok Reading Comprehension Test and the New York City
Reading Comprehension Test with the probability less than
.001. The results revealed that the subjects had higher
level of comprehension on the familiar topic when compared
to the unfamiliar topic (t(57) = 19.48, p < .001).

Hypothesis 11

No significant difference exists between the amount of
time the subjects required for reading familiar and
unfamiliar passages of the same length and grade level.
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As shown in Table 5, the paired-samples t-test

indicated a significant difference between mean scores for

the amount of time required for reading the Bangkok passage

and the New York City passage with the probability less than
.001. The results showed that the subjects read the

familiar passage more rapidly than they read the unfamiliar
passage of the same length and grade level (t(57) = -19.97,

p < .001).

Descriptive Data

As shown in Table 6, the responses of the subjects

(N = 60) to the Demographic Questionnaire showed the mean
age of the subjects was 20.58 (SD = 1.24); whereas the mean
number of years spent on learning EFL was 9.66 (SD = 2.03).
Additionally, the Demographic Questionnaire indicated that

Table 6

Descriptive Data of the Sample

Data M SD Percent

Age 20.58 1.24 -

Years studied EFL 9.66 2.03 -
Positive Attitude to EFL - 95
Negative Attitude to EFL - 5
Experience in English

Communities 
0
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95% of the subjects (N = 60) had a positive attitude toward

learning EFL. The Demographic Questionnaire also showed

that none of the subjects had experience in a community

where English is used as a primary tool of communication.

Discussion of Results and Conclusions

The results of this study indicated that topic
familiarity had a significant relationship to the subjects'
reading ability in EFL. According to the analysis of data
for testing Hypothesis 1, the result of the correlation

analysis revealed that the subjects' reading comprehension
on the Bangkok topic had a significant relationship to their
reading ability in EFL as measured by the Cloze Test. The
result suggested that the subjects who had high reading
ability in EFL tended to have high levels of reading
comprehension on the familiar topic. The finding was later
confirmed when the multiple linear regression analysis
stepwise procedure was performed to determine the
relationship between the subjects' reading performance on
the Bangkok topic and the composite scores of the Cloze
Test, Bangkok Background Knowledge Test, and the amount of
time required for reading the Bangkok passage according to
Hypothesis 7. The reading ability in EFL still had a
significant relationship to the subjects' performance in

reading comprehension.

According to these findings of this research study, it
may be concluded that the subjects' reading comprehension on
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the familiar topic had a significant relationship to their
reading ability in EFL. The pattern of the subjects'

reading comprehension on the Bangkok topic indicated that
their comprehension was increased when they did not have
difficulty with the language in the text. This finding was
consistent with the assumption of the study which stated
that the subjects could effectively use their existing
background knowledge reconstruct meaning from the text. The
findings of this study were also consistent with Tantiwong's
(1988) findings that subjects with high reading ability in
EFL had superior reading comprehension on a familiar topic.

The finding in this study regarding the subjects'
reading comprehension on the unfamiliar topic, however, was
inconsistent with the finding of Tantiwong's study (1988).
Tantiwong found that subjects with high reading ability in
EFL had superior reading comprehension on an unfamiliar
topic. Three possible explanations for this difference in
findings are (a) difference in sample, (b) difference in the
dependent comprehension measure, and (c) difference in
statistical technique.

Although the data analysis for testing Hypothesis 2 in
this study indicated a significant positive relationship
between the subjects' reading comprehension on the
unfamiliar topic and their reading ability in EFL, the
multiple linear regression analysis stepwise procedure for
testing Hypothesis 8 did not confirm a significant
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relationship between these two variables. Thus, it is

possible to conclude that the reading ability in EFL may

have been confounded by other predictor variables,

especially the background knowledge of the subjects which

most highly contributed to the variance of reading

comprehension on the unfamiliar topic.

The pattern of the subjects' reading comprehension on
the unfamiliar topic indicated that unfamiliar information

in the text, rather than language difficulty, may have

accounted for low reading performance. The unfamiliarity of
the information in the text may have impaired the subjects'

proficiency in EFL. The findings of this research study
supported the findings of previous studies (Hudson, 1982;

Jenkins, 1988; Johnson, 1981) which asserted that familiar

information in the texts had more effect on ESL subjects'

reading comprehension than their English proficiency and
that unfamiliar information in texts may hinder reading

proficiency in ESL of the subjects.

Across all analyses, the findings of this research

study revealed a strong positive relationship between

background knowledge of the subjects and their reading
comprehension on both familiar and unfamiliar topics.
According to the analyses of data for testing Hypotheses 3,
4, 7 and 8, the results indicated significant positive

relationships between the subjects' reading comprehension

and background knowledge. Moreover, the results indicated
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that the subjects' background knowledge was the best

predictor variable of achievement in reading comprehension.

Based on the findings of this study, the pattern of the
subjects' reading comprehension tended to depend

considerably upon the level of their existing background
knowledge about the topics. Subjects who had strong
background knowledge about the Bangkok and the New York City
topics tended to have high scores on the Bangkok and the New
York City Reading Comprehension Tests. These findings were
consistent with the results of the test of significant
differences between mean scores of performance on tests of
familiar and unfamiliar topics according to Hypotheses 9,
10, and 11. The findings in Hypotheses 9 and 10 showed the
subjects' superior performance on both the Bangkok
Background Knowledge Test and the Bangkok Reading
Comprehension Test to the tests on the unfamiliar topic. It
is possible that the subjects had stronger background
knowledge about the Bangkok topic than they did about the
New york City topic. Also, their reading comprehension on
the Bangkok Reading Comprehension Test was superior to their
reading comprehension on the New York City Reading
Comprehension Test. These findings were consistent with
previous studies (Nelson, 1987; Pritchard, 1990; Steffensen
et al., 1979) which revealed that the subjects had stronger
background knowledge about familiar topics, and that
stronger background knowledge promoted higher levels of
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comprehension on familiar topics than it did on unfamiliar

topics. Additionally, these findings tend to support the
schema theory that reading is a schema-based process;
comprehension is facilitated when the topics are familiar,
but it is impaired when the topics are unfamiliar (Taylor,

1979).

The data analysis for testing Hypothesis 5 indicated a
significant relationship between the subjects' reading
comprehension on the Bangkok Reading Comprehension Test and
the amount of time required for reading the Bangkok passage.
However, the data analysis for testing Hypothesis 7 did not
reveal a significant relationship between these two
variables. According to the multiple linear regression
analysis stepwise procedure, the amount of time required for
reading the Bangkok topic may have been confounded by the
other independent variables, especially the background
knowledge about Bangkok, which strongly accounted for the
subjects' variance of reading comprehension. Also, the
analysis of data for testing Hypotheses 6 and 8 indicated no
significant relationship between the subjects' reading
comprehension on the New York City Reading Comprehension
Test and the amount of time the subjects required for
reading the New York City passage. According to these
findings, it may be concluded that the level of the
subjects' reading comprehension on the familiar topic and
the unfamiliar topic did not have any relationship to the
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amount of time they required for reading the passages within

the topics.

According to the test of Hypothesis 11, however, the

findings indicated that a significant difference existed

between the amount of time the subjects required for reading
the familiar passage and the amount of time required for

reading the unfamiliar passage. The subjects spent less
time on reading the familiar passage than they did on the
unfamiliar passage. Despite the lack of significant

relationships between the subjects' reading comprehension on
both the familiar and unfamiliar topics and the amount of
time the subjects required for reading the passages, these
findings may be considered consistent with the findings of
previous studies (Steffensen et al., 1979; Tantiwong, 1988)
that subjects are able to read familiar passages more

rapidly than unfamiliar passages.



CHAPTER 5

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS

AND RECOMMENDATIONS

In this chapter, a summary of the study, findings,

conclusions, implications and recommendations for future

study are presented.

Summary

The purpose of this study was to investigate the role
of background knowledge on Thai teachers-college students'

reading comprehension regarding topic familiarity, reading

ability in English as a Foreign Language (EFL), and the
amount of time required for reading passages. The two

research questions were examined:

1. What are the relationships between Thai teachers-

college students' reading comprehension on familiar and
unfamiliar topics in relation to reading ability in EFL,
background knowledge about the topics, and the amount of

time required for reading passages within the topics, or the
combinations of these variables?

2. What are the differences between Thai teachers-

college students' performance of familiar and unfamiliar

topics in relation to reading ability in EFL, background

knowledge about the topics, and the amount of time required

for reading passages within the topics?

73
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This study was conducted in four major phases. Phase

one was the development of the instruments used to collect
data. The instruments were used to measure subjects'

reading ability in EFL, background knowledge about a
familiar topic (Bangkok) and an unfamiliar topic (New York
City), reading comprehension on familiar and unfamiliar
topics, and the amount of time required for reading
familiar and unfamiliar passages including descriptive data
of the sample. In phase two, 60 students were selected for
the sample based on their reading ability in EFL. The pilot
study was conducted in phase three. Phase four was the
collection and analysis of data for the research study. The
significant level for the data analysis was set at the .05.

Findings

The analysis of data to test the null hypotheses
concerning reading comprehension of Thai teachers-college

students indicated that:

1. Reading comprehension on the familiar topic had a
moderate yet significant positive relationship to reading
ability in EFL as measured by the Cloze Test.

2. Reading comprehension on the unfamiliar topic had a
moderate yet significant positive relationship to reading
ability in EFL as measured by the Cloze Test.

3. Reading comprehension on the familiar topic had a
highly significant positive relationship to background

knowledge about the topic.
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4. Reading comprehension on the unfamiliar topic had a

strongly significant positive relationship to background

knowledge about the topic.

5. Reading comprehension on the familiar topic had a

moderate yet significant negative relationship to the amount

of time required for reading the passage within the topic.

6. Reading comprehension on the unfamiliar topic had

no linear relationship to the amount of time required for

reading the passage within the topic.

7. Reading comprehension on a familiar topic had a

strongly significant positive relationship to the

combination of reading ability in EFL and background

knowledge about the topic. However, the amount of time

required for reading the passage apparently was confounded

or did not significantly contribute to the subjects' reading

comprehension.

8. Reading comprehension on the unfamiliar topic had a
strongly significant positive relationship to background

knowledge about the topic. However, the combination of

reading ability in EFL and the amount of time required for
reading the passage possibly were confounded and apparently

did not significantly contribute to the subjects' reading

comprehension.

9. The subjects had stronger background knowledge

about the familiar topic than background knowledge about the

unfamiliar topic.
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10. The subjects had superior comprehension when they

read the topic containing familiar information as compared
to the topic containing unfamiliar information.

11. The subjects required less time to read the
familiar passage than they read the unfamiliar passage.

Descriptive data from the Demographic Questionnaire
indicated that the mean age of the subjects was 20.58 and
that the mean number of years of EFL study was 9.66.
Ninety-five percent of the subjects had positive attitude
toward studying English. None of the subjects had ever been
in a community where English was used as a primary tool of
communication.

Conclusions

Based on the findings of this study, the following
conclusions are made:

1. Topic familiarity is an important factor in reading
comprehension. Thai teachers-college students' reading
comprehension on a topic containing familiar information was
superior when compared to a topic containing unfamiliar
information.

2. Thai teachers-college students' reading
comprehension tended to depend substantially upon background
knowledge of both familiar and unfamiliar topics.

3. Thai teachers-college students' reading
comprehension on a familiar topic was significantly related
to their reading ability in EFL. The subjects' reading
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comprehension was enhanced when they did not have difficulty

in syntactic aspects of the language.

4. Thai teachers-college students who had high level

of comprehension seemed to require a shorter period of time
to read the familiar passage as compared to the time they
read the unfamiliar passage. However, the relationships

between the amount of time required for reading the familiar
and unfamiliar passages and reading comprehension were not
significant when the combination of reading ability in EFL,
background knowledge, and the amount of time required for
reading the familiar and unfamiliar passages was analyzed.

Implications

In selecting reading materials for EFL classes in
teachers colleges in Thailand, topic familiarity should be
considered seriously. As evidenced by this study, reading
comprehension of Thai teachers-college students on the
familiar topic was significantly superior to comprehension
on the unfamiliar topic. Apparently, reading materials with
familiar topics which utilize background knowledge promote
higher reading comprehension.

The findings of this research study indicate that,
instead of depending mainly upon reading materials written
in the United States and Great Britain, EFL teachers in Thai
teachers colleges could use some reading materials from
local newspapers and magazines which are written in English.
Also, they could write their own EFL reading materials or



78

encourage their students to write their own reading

materials in EFL classes. Reading materials with familiar

topics can provide successful experiences in EFL for

teachers-college students in Thailand. These experiences

could result in a higher level of reading proficiency.

A purpose of learning EFL, however, is expanding

experiences. To help EFL students expand their experiences

through reading materials with a variety of topics, reading

materials with unfamiliar topics may also be used as

students approach a higher level of reading proficiency in

English. This suggestion is empirically supported by

previous studies on schemata (Carrell, 1982; Johnson, 1981,

1982; Nelson, 1987; Nelson & Schmid, 1989) which indicated

that multiple exposure to familiar passages could help

students improve reading comprehension in English as a

Second Language (ESL) as well as reading skills that they

could later apply effectively to reading unfamiliar

passages. Practically, EFL instruction should begin with

familiar materials in the first stage, and then in the

second stage which builds on successes, less familiar

reading materials may be introduced.

Another way of drawing the implication is the

progressive refinement of the construct of "unfamiliar

topic," so that subtle variation in students' background can

be taken into account for individualized, personalized

teaching.
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Recommendations for Research

Based on the findings and conclusions of this study,
the following recommendations for future research are made:

1. A replication of this study with different groups
of students in other teachers colleges, groups of other
grade levels, other levels of reading ability in EFL, and
other geographical locations of EFL students is recommended.

2. A replication of this study which employs a
different method of research such as an intensive and
extended field study or an experimental method to observe
relationships and argue causality between reading
comprehension and background knowledge in EFL classrooms is
recommended.

3. A replication of this study which employs a
different method of collecting data such as written recall
protocols and extensive focus on high reading ability in EFL
to clarify variance in the findings of this study and
previous research is recommended.

4. Future studies with the same variables might be
conducted using American college students as another group
of subjects to compare their reading comprehension
performance with performance of Thai college students.

5. Future studies could combine the investigation of
effects of background knowledge intervention in not only EFL
classes in Thai teachers-colleges but also in other groups
at different grade levels.
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Table 7

Grade-Level of Reading Passages in Instruments as Determined
by Fry Readability Graph

Reading Passage Test Grade level

Cancer Cloze 8-9

Bangkok Reading Comprehension 9

New York City Reading Comprehension 9
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CLOZE TEST

Instructions: Read the following passage carefully. Find a
word that corresponds to the meaning of the passage to fill
in each blank space. Write all 50 words on the answer

sheet.

CANCER

Cancer is a disease in which cells multiply without
control, destroy healthy tissue, and endanger life. About
100 kinds of Q _ __attack human beings. The
2) is a leading cause _(3)death in many

countries. 1_4)the United States and Canada,
(5) diseases of the heart (6) blood
vessels kill more 171- . Cancer occurs in most

_W of animals and in ()kinds of plants
as (10) as in human beings. {1 ) develops
as a result (12) _ abnormal cell reproduction.

Normal (13) reproduce at exactly the (14)
required to replace dying (15 , never at a faster
(16) . Like normal cells, cancer (17)
reproduce by dividing. But (18) have lost the
ability (19) reproduce at a controlled (20)

Cancer strikes people of (21) ages, but

especially middle-aged (22) and the elderly. It
,(23) about equally among people (24) both
sexes. The disease _(25)attack any part of

83
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(26) body. However, the parts (27) often

affected are the (28) , the digestive organs, the

(29) , and the female breasts. (30) do not

know exactly (31) cancer develops. But they

(32) found that certain agents (33) an

active role in (34) cancer. These agents include

(35) tars in tobacco smoke, (36) variety

of other chemicals, (37) certain kinds of

radiation. (-38 many cases, cancer can

(39) -prevented if a known (0)is avoided

or eliminated. (41) elimination of cigarette

smoking, (42) example, would prevent most

(43) of lung cancer.

Without (44) treatment, most kinds of

(45) are fatal. In the (46) , the

methods of treatment (47) patients little hope for

(48) . But the methods of (49) and

treating the disease (50) been improved greatly

since the 1950s. Today about a third of all persons treated

for cancer recover completely or live much longer than they
would have lived without treatment.
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ANSWER SHEET FOR CLOZE TEST

CANCER

Instructions: The following numbers correspond to the

numbers in the passage. Write one word in each blank below
to complete the passage.

1*
____ ___ ___ ___ 2.

4.

7.*

10.

13.

16.

19.

22.

25.

28.

31.

34.

37*

40.

43.

46.

49.

5.

8.

14.

17.

20.,

23*

26.

29.

32*

35.

38.

41*

44.

47.

3.

6.

9.

12.

15.

18.

21.

24.

27.

30.

33.

36.

39.

42.

45.-

50.

I _ h

I In

I 4

I IIIlg

I I IIE

III-.E

48.
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Answer Key for Cloze Test

The investigator will use this sheet as a guide for
determining the answers of the Cloze Test. The answer for
each blank will be considered correct if it is the deleted
word or its acceptable alternative(s). The underlined word
is the deleted word.

1. cancer

2. disease, illness, malady, sickness

3. of

4. In

5. only, just, merely

6. and

7. people, human beings, inhabitants, mankind

8. species, breeds, classes, kinds, types, varieties
9. many, multitudinous, myriad, numerous, several, various
10. well

11. Cancer

12. of

13. cells

14. rate, frequency, occurrence, pace, speed

15. cells

16. rate, frequency, occurrence, pace, speed

17. cells

18. they,

19. to
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20. rate, frequency, occurrence, pace, speed

21. all, entire, unlimited, unrestricted

22. persons, human beings, individuals, people

23. occurs, arises, befalls, develops, happens, strikes

24. Of

25. cafn, may

26. the, human, one's

27. most

28. skin, lungs

29. lungs, skin

30. Scientists, Physicians, Doctors

31. why, how

32. have

33. play, have, perform

34. causing, effecting, generating, inducing, producing

35. the, , those

36. a

37. and

38. .I_, For

39. be

40. agent, cause

41. The

42. for

43. cases, incidents, instances

44. proper, accurate, appropriate, correct, exact, precise

45. cancer
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6. past

47. gave, provided, presented, yielded

48. recovery, improvement, recuperation

49. diagnosing, ascertaining, detecting, determining

50. have
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BACKGROUND KNOWLEDGE TESTS

Instructions: This packet contains two tests: Bangkok
Background Knowledge Test and New York City Background

Knowledge Test. Each test is comprised of 10 multiple-
choice questions, and an answer sheet stapled to the
questions. These two tests measure how much you know about
the topics "Bangkok," and "New York City." You can start
with either test. Before beginning each test, please detach
the answer sheet from the questions. Write your name on the
answer sheet. Also, please ,mark the answers only on the
answer sheet.
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BANGKOK BACKGROUND KNOWLEDGE
TEST

InstructiOns This test measures how much you know about

Bangkok. Read the questions and select the one most correct

answer for each question. Mark your answers on the Bangkok

Answer Sheet.

1. Where is Bangkok located?

a. It is located in central Thailand.

b. It is located in eastern Thailand.

c. It is located in northern Thailand.

d. It is located in southern Thailand.

2. What is the meaning of Krung Thep, the Thai name of

Bangkok?

a. Modern City c. City of God

b. Heavenly City d. City of Dawn

3. In addition to being the capital of Thailand, why is

Bangkok considered a very important city?

a. It is the center of government offices.

b. It is the center of modern agriculture.

c. It houses all foreign military bases.

d. It houses half of the Thai population.

4. Considering the artistic value, which is the most

attractive building in Bangkok?

a. the National Theater c. the Erawan Hotel

b. the government building d. the Grand Palace
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5. What is considered the biggest problem in Bangkok

today?

a. farmers c. unemployment

b. traffic d. telephone system

6. What is the main source for the water supply in

Bangkok?

a. annual rainfall c. Kanchanaburi Dam

b. Chao Praya River d. Bangkok Noi Canal

7. What is the population of Bangkok today?

a. between 3 and 4 million

b. between 4 and 5 million

c. between 5 and 6 million

d. between 6 and 7 million

8. Where is the most important banking and financial

district located in Bangkok?

a. Silom Road c. Pat Pong Road

b. Ratchadamnoen Avenue d. New Petchburi Road

9. When was Bangkok established as the capital of

Thailand?

a. 1525 b. 1647 c. 1782 d. 1956

10. Which minority group is the largest and most

influential in Bangkok?

a. Indian c. Muslim

b. Vietnamese d. Chinese
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BANGKOK ANSWER SHEET

Name

Instructions: Circle the one most correct answer for each

question.

1. a. b. c. d.

2. a. b. c. d.

3. a. b. c. d.

4. a. b. c. d.

5. a. b. c. d.

6. a. b. c. d.

7. a. b. c. d.

8. a. b. c. d.

9. a. b. c. d.

10. a. b. c. d.
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NEW YORK CITY BACKGROUND
KNOWLEDGE TEST

Instructions: This test measures how much you know about

New York City. Read each question and select the one most

correct answer for the question. Mark your answers on the

New York City Answer Sheet.

1. Where is New York City located?

a. It is located in the Sun Belt.

b. It is located on the West Coast.

c. It is located on the Northeast Coast.

d. It is located in the Great Plain Region.

2. New York City is divided into boroughs or areas. How

many boroughs are there in New York City?

a. 3 b. 5 c. 7 d. 9

3. Why is New York City considered a very important city?

a. It is the capital of New York State.

b. It is the capital of the United States.

c. It is a world center of the movie industry.

d. It is a world center of business and trade.

4. What is considered a main attraction in New York City?

a. The White House c. The Empire State Building

b. The Niagara Falls d. The Smithsonian Institution

5. What is the most serious problem in New York City

today?

a. fire c. flash floods

b. crime d. teenage pregnancy
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6. New York City is situated at the mouth of a river.

What is the name of the river?

a. Hudson River C. Potomac River

b. Mississippi River d. Colorado River

7. What is the population of New York City?

a. about 3 million c. about 7 million

b. about 5 million d. about 9 million

8. Where is the main financial district in New York City?

a. Brooklyn c. Harlem

b. Fifth Avenue d. Wall Street

9. Which group was the first settlers in New York City in

1625?

a. Dutch b. French c. British d. Spanish

10. Which ethnic group is the largest in New York City

today?

a. Irish C. Jewish

b. Black d. Puerto Rican
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NEW YORK CITY ANSWER SHEET

Name

Instruction: Circle the one most correct answer for each

question.

1. a b c d

2. a b c d

3. a b c d

4. a b c d

5. a b c d

6. a b c d

7. a b c d

8. a b c d

9. a b c d

10. a b c d
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READING COMPREHENSION TESTS

Instructions: This packet contains two reading passages:

the Bangkok Passage and the New York City Passage. An

answer sheet is stapled to each passage. Begin with either

passage. The instructions for completing each passage are

as follows:

1. Detach the answer sheet from the passage. Write

your name and the time you begin reading the passage on the

answer sheet.

2. Read and try to remember as much information in the

passage as you can.

3. When you finish reading, record the time you finish

on the answer sheet.

4. Return the completed reading passage to the test

administrator and ask for the questions for the passage you

just read.

5. Mark only the one most correct answer for each

question on the answer sheet.

6. When you finish answering all ten questions, place

the questions and the answer sheet into the packet.

7. Begin with the second reading passage and follow

the same procedure you used for the first passage.

8. Return all the questions and the answer sheets to

the test administrator when you are finished.
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BANGKOK

Bangkok is the capital and largest city of Thailand.

It is the nation's chief commercial, cultural, and

industrial center. The city is a sprawling, fast-growing

metropolis. Bangkok was once called the "Venice of the

East" because it had so many canals. Most of the canals

have been filled in and replaced by streets and expressways.

Bangkok has long been famous for its magnificent

temples and palaces. The finest of these structures are

near the river. The Grand Palace, once the home of the Thai

kings and now used mainly for state ceremonies, overlooks

the river. The royal family now lives in the Chitlada

Palace, about 2.4 kilometers northeast of the Grand Palace.

The area between the two palaces is the city's chief

government and cultural center. It includes the major Thai

government buildings and the national library, museum, and

theater. Bangkok has more than 300 Buddhist temples. One

of the most famous is the Temple of the Emerald Buddha on

the grounds of the Grand Palace.

Bangkok is an extremely crowded city. Most of its

people live in wooden houses or in apartments above shops.

However, many people live in shacks in crowded slums because

of a severe housing shortage. Heavy traffic jams occur

regularly, and gases from motor vehicles and factories

pollute the air. Floods damage the city each year because

of its location.
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Despite Bangkok's modern features, the people continue

to cherish ancient Thai arts, including dance, music, and

painting. Special schools in the city teach students how to

prepare food according to methods developed long ago at the

Thai royal court.

The economy of Bangkok is based on trade, tourism, and

government service. The city is Thailand's chief port and

the center of its railroad and canal network. The nation's

main international airport is nearby. Since the 1950s, a

number of foreign companies have built factories in the

city. They produce drugs, electronic equipment, and other

products.

Bangkok was a small village when King Rama I made it a

royal city. According to Thai belief, the king's palace was

the "center of the universe." The city was laid out to

reflect this idea. The Grand Palace was built first. Major

temples and government buildings were built nearby. Less

important buildings went up in areas farther from the

palace.

Bangkok grows through the years, but the city's most

dramatic growth has occurred since the mid-1900s. The

population of the city has more than tripled since the mid-

1960s.



100

BANGKOK ANSWER SHEET

Name

Beginning Time Finishing Time

Instruction:

question.

1. a b

2. a b

3. a b

4. a b

5. a b

6. a b

7. a b

8. a b

9. a b

10. a b

Circle the one most correct answer for each

c

c

c

c

c

c

c

c

c

c

d

d

d

d

d

d

d

d

d

d
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READING COMPREHENSION TEST
BANGKOK

Instructions: Answer the following questions according to

the passages you have just read. There is only one most

correct answer for each question. Circle the answers on

your answer sheet.

1. Which item makes Bangkok very famous in tourists'

eyes? (Text-based)

a. canals and rivers c. temples and palaces

b. streets and expressways d. hotels and restaurants

2. Before Bangkok was established as the capital of

Thailand, what kind of place was it? (Text-based)

a. a small village c. an old town

b. a trading post d. an ancient city

3. What is the name of the famous temple located on the

grounds of the Grand Palace? (Text-based)

a. The Temple of Dawn

b. The Temple of the Emerald Buddha

c. The Temple of the Golden Buddha

d. The Temple of the Reclining Buddha

4. What is the Grand Palace used for today? (Scriptally-

implicit)

a. The Royal family residence

b. The Government Meeting Hall

c. The King's birthday ceremonies

d. The Tourism Center of Thailand
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5. What is the best description of Thai people in Bangkok

today? (Scriptally-implicit)

a. modern c. businesslike

b. ambitious d. conservative

6. What is the best description of the general environment

of Bangkok? (Scriptally-implicit)

a. a city of multi-cultures

b. a large city with some problems

c. a city of many racial conflicts

d. a small city with advanced technology

7. What is the main cause of problems with slum in

Bangkok? (Text-based)

a. People want to live near downtown.

b. Rural people come to visit Bangkok.

c. There is a severe housing shortage.

d. Fire has destroyed many people's houses.

8. Why does Bangkok have problems with flooding almost

every year? (Scriptally-implicit)

a. Bangkok often has the highest rainfall.

b. There are not enough canals to hold the water.

c. People in Bangkok dump trash into the sewers.

d. Bangkok is located on the low land near the river.

9. What was the population of Bangkok in 1960?

(Scriptally-implicit)

a. about two million c. about four million

b. about three million d. about five million
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10. Regarding the economy, why is Bangkok considered a very

important city of Thailand? (Text-based)

a. It is the center of entertainment.

b. It is the center of Asian culture.

c. It is the chief city of terrorism.

d. It is the chief port of Thailand.
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NEW YORK CITY

New York City lies in the southeast corner of New York

State. Besides being the largest city in the United States,

New York City is one of the world's most important centers

of business, culture, and trade. It is also the home of the

United Nations (UN).

New York City has a population of more than 7 million.

Since its founding by Dutch settlers in 1625, New York has

attracted immigrants from throughout the world. During the

1800s and early 1900s, millions of Europeans seeking a

better life in a free land poured into the city. The Statue

of Liberty, erected in New York Harbor in 1886, became the

symbol of this new life. Since the mid-1900s, more

immigrants--mainly blacks from the Southern States and

Spanish-speaking Americans from Puerto Rico--have moved into

the city.

The business, financial, and trading organizations in

New York City play a major role in the economy of the nation

and of the world. The banks, stock exchanges, and other

financial institutions in the city's famous Wall Street area

help provide the money used by most large U.S. corporations.

But along with all its greatness, New York City has

many serious problems. More than a million New Yorkers

receive welfare aid, and thousands live in slums. The city

budgets more than $4 billion a year on welfare programs.

Yet unskilled immigrants continue to move into the city
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while the demand for unskilled labor continue to decline.

As a result, the problem of poverty is difficult to solve.

Other problems include air pollution, traffic jams,

crime, drug abuse, racial conflicts, and the ever-increasing

cost of living in the city. Because of its large

population, New York City has more crime than any other U.S.

city. But the crime rate is actually lower in New York than

in many other cities.

Racial conflicts in New York City have had many causes.

A major cause has been discrimination against blacks, Puerto

Ricans, and other minority groups in jobs and housing. Many

minority group members have had trouble obtaining well-

paying jobs. Many also have had difficulty moving out of

segregated neighborhoods and into neighborhoods where most

of the people are white and of European ancestry. When

members of a minority group have begun moving into such a

neighborhood, the white residents often have begun moving

out. In this way, segregated housing patterns have

continued, and the chances for conflicts between the groups

have increased.



Name

Beginning time

NEW YORK CITY READING
COMPREHENSION TEST

Finishing time

Instruction:

question.

1. a b

2. a b

3. a b

4. a b

5. a b

6. a b

7. a b

8. a b

9. a b

10. a b

Circle the one most correct answer for each

c

c

c

c

c

c

c

c

c

c

d

d

d

d

d

d

d

d

d

d
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READING COMPREHENSION TEST
NEW YORK CITY

Instructions: Answer the following questions according to

the passage you have just read. There is only one correct

answer for each question. Circle the answers on your answer

sheet.

1. Which item makes New York City very important?

(Text-based)

a. It is the capital of New York State.

b. It is the largest city of the world.

c. It is one of the prettiest cities of the world.

d. It is one of the centers of the world's business.

2. What is the symbol of freedom, erected in New York

Harbor? (Text-based)

a. The World Trade Center

b. The Statue of Liberty

c. The Empire State Building

d. The United Nations Headquarters

3. What is New York City's main problem? (Scriptally-

implicit

a. subway c. education

b. poverty d. labor shortage
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4. According to the passage, why is New York City often

considered as a city of highest crime in the United

States? (Text-based)

a. because of its large population

b. because of many ethnic groups

c. a lot of drugs are sold on streets

d. many immigrants cannot find jobs

5. Why does New York City have difficulty in solving

problems of poverty? (Text-based)

a. There is not enough money in the budget.

b. Most of the population are drug addicts.

c. Many people love to live on social welfare.

d. Unskilled immigrants keep moving to the city.

6. What is the major problem that minority groups in

New York City have? (Scriptally-implicit)

a. education c. discrimination

b. immigration d. social welfare

7. How many people in New York City live in poverty?

(Text-based)

a. more than a million people

b. more than two million people

c. almost four and a half million people

d. almost half of the city's population
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8. What can be concluded about the housing patterns in New

York City? (Scriptally-implicit)

a. Minorities have to live in slums.

b. Minorities and whites rarely mix.

c. Only whites can live in Manhattan.

d. Whites cannot live in the suburbs.

9. What is an example of discrimination against ethnic

groups in New York City? (Scriptally-implicit)

a. Only Jews can be rich bankers.

b. Black children can go to public school.

c. Hispanics generally get underpaid jobs.

d. Puerto Ricans can live in the inner city.

10. What can be concluded about New York City?

(Scriptally-implicit)

a. the center of the oil industry

b. the center of modern agriculture

c. a large city with multi-culture

d. a large city with a small population
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DEMOGRAPHIC QUESTIONNAIRE

Instructions: Please answer the following questions about

yourself in the space below each question.

1. What is your name?

2. What is your sex? male female

3. What is your major subject?

4. What is your minor subject?

5. How long have you studied English in school?

6. What language do you speak at home?

7. Have you ever travelled to or lived in a foreign country

where English is used in daily life?

Yes No

8. If the answer for question 7 is yes, how long were you

in that country?

9. Do you like studying English?

Yes No
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