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(ABSTRACT)

Research in the process of reading to write used by foreign language (FL.)
students is lacking. This study is descriptive in nature as its main purpose was to
generate a hypothesis about how good Spanish-as-foreign-language (SFL) students in
a third-year level class performed reading-to-write tasks. The following objectives guided
the investigation: (1) to explore the processes and strategies that good upper-level SFL
students in a third-year Spanish composition class used to perform reading-to-write
tasks; (2) to explore how the processes used were affected by the contextual constraints
of academic writing within an authentic FL class; and (3) to explore how the students
integrated information from the source texts into their writing in terms of types of use of
information, their function, and location in the students' texts. Case study was used to
explore the processes of reading to write and to capture the relationship between
cognition and context within an academic FL setting.

In order to achieve the objectives of the study, two good third-year SFL
students from a composition and conversation class in a large southeastern university
were the subjects in this investigation. The subjects performed two reading-to-write

tasks as part of their class assignments. The two reading-to-write tasks were intensely



analyzed as to the processes and strategies that the subjects used and the effects of
the teacher's expectations, of the rules and conventions of academic writing, and of the
subjects’ limited command in Spanish on such processes. In addition, a product
analysis was conducted on the final written products. Stimulated-recall interview was
used as the method for data collection process. The subjects also kept reading and
writing logs for each task that were used to help stimulate recall of the processes they
used.

Findings indicate that the process of reading to write used by good third-year
SFL students is a recursive process that includes the orchestration of the following
major processes: brainstorming/synthesizing, monitoring, structuring, elaborating,
planning, relaxing, writing, revising, and editing. In addition, resuits show that
contextual constraints affect the processes listed above. Among the contextual factors
explored, teacher's expectations had the strongest effect. Rules and conventions of
academic writing and limited command of Spanish also affected the processes of writing
from source texts. Results from the product analysis indicate that good SFL students
tend to integrate information from the source texts using mainly original statements,
synthesis, and paraphrases. Results led to the design of a preliminary-research based
model that could have important implications for future research and consequences for

teaching.
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CHAPTERI

Introduction and Purpose

Effective academic writing is, to a large extent, determined by the students' ability
to write based on the reading of source texts. Be it in the form of a summary, a response
and interpretation, an argumentative essay, or a research paper, students across the
curriculum are required to integrate information from background texts with their own
ideas to create a new text (Horowitz, 1986; Spack, 1988; Flower et al., 1990).

In foreign language (FL) classes at the university level, writing tasks based on the
reading of source texts are initiated at the upper-division level. In particular, in third-year
FL composition classes, the nature of writing becomes more academic in purpose.
Writing starts to move from the transcription type of writing traditionally done during the
lower-division classes toward a more formal, reader- and purpose-oriented type of writing
(Dvorak, 1986; Kern & Schultz, 1992). |n addition, at this level writing becomes an even
more complex task, as students are expected to react and respond to source texts in
various modes of discourse such as argumentation (Kem & Schultz, 1992). However,
although reading and writing requirements begin to demand more higher-order-cognitive
skills of the students, instruction still tends to emphasize the teaching of grammar. Thus
reading and writing remains subordinated to the practice of grammar (Greenia, 1992).
Formal and direct instruction on what strategies FL students should use to produce the
kind of critical reading and insightful writing they are expected to create is often unusual
in the language class (Schofer, 1990). As a result, students are confronted with
learning, or even discovering, by themselves the processes and strategies that would
allow them to succeed in the assigned reading-to-write tasks. Furthermore, not only
have reading and writing strategies been minimally taught in FL classes, but also they

have been minimally explored.



Much of the research on the process of writing based on the reading of
background texts has been done with native English writers (Flower, et al., 1990; Kantz,
1986), but little has been done with either second language (L2) or FL students. Thus, in
this study the researcher explored how good Spanish-as-a-foreign-language (SFL)
students in a third-year college level composition class performed reading-to-write tasks,
in order to gain insight into what processes and strategies they used to accomplish the
tasks. In addition, the researcher explored the effect of three contextual constraints on
the processes used, namely (1) teacher's expectations, (2) rules and conventions of
academic writing, and (3) limited command of the target language. Finally, a product
analysis was conducted to investigate how students integrated information from the
source texts into their own writing. Analyses were conducted of the types of information
used from the source texts, such as quotations, paraphrases, summaries, and exact
copies, and of their function as well as location in the students' papers (Campbell, 1987,
1990).

This study is not experimental or evaluative; it is descriptive in nature, as it sought
to generate a hypothesis about how good SFL students in a third-year level composition
class performed reading-to-write tasks. The following research questions guided the

investigation:

1. How do good SFL students in a third-year level writing class perform reading-to-
write tasks in terms of processes and strategies used?

2. To what extent are the processes and strategies used affected by certain
contextual constraints such as teacher's expectations, rules and conventions
of academic writing, and limited command of the target language?

3. In what ways do they integrate information from the source texts into their
writing in terms of types of information used, their function, and location?

Insights gained from the study yielded valuable implications that could help deveiop a

model of the strategies and processes used by good Lpper-level SFL students
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performing reading-to-write tasks. In turn, the findings of this study lead to important

consequences for teaching.

Justification for the Study

Reading-to-write tasks in Amefican universities.

In American universities, academic writing is primarily "reading to write", i.e.,
writing based on the reading of source texts (Flower, 1990; Spack, 1988; Horowitz,
1986). In academic writing, students are expected to have the ability to integrate
information from source texts with their own ideas, elaborate on such information, and
transform the information to produce an original, coherent, and topical text. Moreover, in
academic writing students are expected to possess not only the skills of basic literacy--
reading and writing— but those of critical literacy as well, which requires the students to
think through written texts, to question and analyze assumptions, to discern implications,
and to transform information to create a new text (Flower et al., 1990, Scardamalia &
Bereiter, 1987). More specifically, from a cognitive framework, in academic writing stu-
dents are required to orchestrate a number of processes in reading-to-write tasks (Brown
& Palincsar, 1989; Scardamalia & Bereiter, 1987 Flower & Hayes, 1981c¢; Stein, 1990).
Four basic cognitive processes have been identified as inherent to reading and writing
tasks in L1 (Stein, 1990): (1) monitoring—-used to check for comprehension of meaning of
the source texts as well as for progress of the students’' own text ; (2) elaborating--used to
integrate information from the source text with prior knowledge; (3) structuring--used to
re-arrange information from the source text to create a new text, and (4) planning--used to

work with content, text features, audiences, and purpose. These four cognitive processes



blend together with the three basic processes of composing to provide a representation of
the processes activated to perform reading-to-write tasks. The three composing

processes are writing, revising, and editing (Williams, 1989).

Reading-to-write tasks in Foreign Lanquage Programs.

In foreign language programs, in upper-division courses, academic writing is also
primarily reading to write. Students are also expected to analyze source texts and assess
them critically as well as to integrate and transform information from such texts to produce
original, coherent, and topical written pieces (Schultz, 1991). However, at this level, FL
students' task is complicated by two major contextual constraints. First, the students'
command of the target language is limited. Second, they are still negotiating the
conventions and expectations of academic discourse in the target language and culture
with those of their native academic community.

The students' command of the target language creates a unique context for FL
readers and writers that affects the processes they use. In reading-to-write tasks,
students are invited to be crtical readers and writers, which demands higher-order
cognitive skills such as evaluation, interpretation, argumentation (Schultz, 1991). In
many instances, students can be critics in English, but they may be inhibited when they
have to express their critical thinking in the target language. This may create feelings of
frustration that to some degree affect the processes used and the quality of the text
produced.

Secondly, negotiation with the conventions and expectations of academic writing
in each language also affects the processes and strategies that students use to perform
reading-to-write tasks. In the case of American students studying Spanish, this

negotiation is reduced to some extent, as both languages share some patterns of



communication in writing, such as writing modes and organizational formats (Chelala,
1981; Valdes, Dvorak, Hannum, 1989). However, there is negotiation of some sort in
which unique values, traditions, and beliefs from the students' native culture may interfere
with those from the target language and culture. This interference may, in turn, affect the
reading and writing processes used in reading to write, hindering the ability to understand
and respond to a given text (Kramsch, 1985).

As has been stated earlier, despite their relevance in academic settings in both
English and FL, the reading-to-write process and the effects of certain contextual
constraints on the processes used have been neglected in most studies on FL writing.
Most research studies in L2/FL composing have dealt with the writing processes of tasks
that do not require the use of source texts (Raimes, 1987, Zamel, 1982, 1983, Krapals,
1990). Furthermore, none of these studies have considered the influences of contextual
constraints on the cognition of composing.

As a result, much is left to be explored about the process of writing and the texts
expected to be produced in academic settings in upper-division FL courses. In order to
help FL students effectively perform reading-to-write tasks, FL professionals need to have
a better, deeper, and more systematic understanding of what students do, and what
processes and strategies they use as they perform the assigned reading and writing
tasks. Furthermore, it is necessary to have a clearer understanding of how the processes
and strategies used are affected by contextual constraints within an authentic FL
composition class.

Information on the processes of reading to write is needed to help FL students
become more powerful readers and writers in the target language. [nformation of this
type can yield valuable implications for both teachers and students, helping them to

understand the teaching/learning processes of reading and writing in a FL. Teachers can



have a better grasp of the strategies that their students use when performing reading-to-
write tasks. Such an understanding will enable teachers not only to guide students to
develop effective skills for their reading and writing tasks at their present level, but also to
further their students' intellectual growth needed in subsequent FL reading and writing
courses. On the other hand, information on the processes of reading to write can help
students develop control over the strategies they use by making them aware of how they
perform reading-to-write tasks. Such control and awareness can help students choose
between effective and non-effective strategies, modify or discard ineffective ones as well
as tackle processing problems more openly. All that may contribute to the empowering of
FL readers and writers.

Closely related to the cognition of reading to write is the resuiting integration of
information from background readings into the students' texts. As has been mentioned
before, in both L1 and L2, academic writing involves integration of ideas, facts, or
concepts from reading sources, achieved for example by means of quotations,
paraphrases, summaries, or brief references (Campbell, 1987). Expertise in how to use
information from sources requires appropriate training in skills such as using quotations,
paraphrasing, summanzing, and synthesizing. Britton et al (1978) remark that writers
draw on the writing of others in a complex variety of ways which is developmental in
nature. They propose a scale of degrees of copying and suggest that writers may have to
pass through a series of stages before they can use information from sources in a
synthesizing and original way. Britton's scale ranges from mechanical copying, copying
for a reason, paraphrasing, summarizing, summarizing and expanding on the author's
ideas, transforming and criticizing adding value judgment, to synthesizing with a purpose
which, according to Britton, is not frequently required in school, but should be

encouraged more.



FL students in upper-level reading and writing classes also need to draw
information from background sources and integrate it into their texts in an original and
coherent manner. Students are required to incorporate quotations, to paraphrase ideas or
summarize and synthesize useful sections in order to support and validate their
arguments. However, their readiness to do so is often weak, as they generally lack the
necessary training (Bretz, 1990). In lower-division classes, students do not receive
instruction in how to use information from other sources as such skill is thought to be
beyond the scope of elementary and intermediate FL classes. In upper-level FL courses,
students are not directly instructed either, mainly because FL instructors make the
assumption that students would have learned those skills in their English classes and
thus, students are expected to transfer their ability to use information learned from other
sources in their native language to reading and writing tasks in the target language.

However, in this study the validity of such an assumption is questioned due to the
lack of sufficient research on skill transfer that would allow one to determine its role in FL
writing skill development (Eisthold, 1990; Kern and Schultz, 1992). In addition, due to
the linguistic complexity inherent in integrating information from sources into the students'
text, a transfer of skills would prove insufficient, as students would struggle with language
barriers and tend to lose the reading and writing skills they use with some confidence in
their native language (Bretz, 1990). As a result, the researcher anticipated that FL
students in third-year level composition classes would show a lack of expertise in using
information from reading material in the target language due to the lack of adequate
practice in reading, decoding, synthesizing, or outlining skills (Bretz, 1980). This study
analyzed types of information derived from source texts, as well as the function and
location of this information in the students' essays. The researcher expects that the

results of these analyses would provide justification for the formal inclusion of the skills of



paraphrasing, summarizing, synthesizing, using quotations, making references, and

documenting sources into the FL reading and writing curriculum.

In this investigation, both @ process and product analyses were conducted to
serve the purposes of the study that were as foliows: (1) to explore the processes and
strategies that good upper-level SFL students used to perform reading-to-write tasks; (2)
to explore how the processes used were affected by the contextual constraints of
academic writing within a FL class; and (3) to explore how the students integrated
information from the source text(s) into their own writing, namely what types of information
they integrated, how they used this information, and how they located it in their writing

(Campbell, 1890).

Cognition and context in composition.

The study was guided by the emerging line of inquiry that connects cognition and
context in composition (Schriver, 1992; Flower et al., 1990). This kind of research has
gained prominence in studies that explore the context-dependent dimensions of writing in
order “to understand how cognition and context interact, particularly with what effects, at
what levels, and to what extent” (Schriver, 1992, p. 196). The two contextual constraints
considered in this study were the students’ knowledge of the conventions and expecta-
tions of academic writing in Spanish and Englieh, and their command of the Spanish
language. For the cognition of reading to write, the processes of monitoring, elaborating,
structuring, planning, writing, revising, and editing were explored based on the
assumption that they provide a basic representation of what students do while performing
reading-to-write tasks in their native language (Stein, 1990). These processes offered a

framework for the exploration of the cognition of reading to write in a FL. Other processes
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were explored as well as they emerged in the study.

In order to have access to the cognition of reading to write and to capture the
connections between cognition and context within an authentic academic setting, the
researcher used records of the students' behaviors in relation to the assigned reading-
to-write tasks, including reading and writing logs, marks and notes, drafts and final
products. Also, the researcher used stimulated-recall interviews collected during a one-
semester period. Case study as the mode of inquiry was considered the most ap-
propriate to render the focus and the depth necessary to achieve the purposes of this

investigation.

General Description of the Course

Information about the course is included to provide the context in which the
students performed the reading / writing tasks. The subjects of the study were in a third-
year leve!l Spanish class: Grammar, Composition, and Conversation which is a required
course in most Spanish Programs designed mainly to help students refine their writing
and speaking skills and reinforce their mastery of grammatical structures and vocabulary.
In addition, it is a course intended to bridge the gap between elementary language
courses and advanced-level courses by guiding students to use the language in a more
purposeful and creative manner.

In this class, in particular, the students were engaged in a variety of activities
including reading, writing, in-class discussion/conversation, and grammar and vocabulary

practice. They used three textbooks: (1) Lecturas Periodisticas, a compilation of articles

from magazines and newspapers in Spanish, (2) En La Ardiente Oscuridad, a Spanish
9



play, and (3) Composicion: Proceso y Sintesis, a composition textbook that presents

explanations and models of modes of writing in Spanish: description, narration, synthesis,
exposition, definition, analysis and classification, comparison and contrast, cause and
effect, argumentation, summary, research paper, and essay writing. The textbook
emphasizes writing as a process and also contains grammar and vocabuiary sections in
each chapter.

The article textbook and the play were used extensively as the basis for in-class
discussion/conversation and as source texts for some of the writing tasks. The students
were assigned to read specific sections from the texts to be then discussed in class. The
reading assignments were sometimes accompanied by comprehension and/or vocabuiary
questions that were checked in class and/or collected by the instructor.

As for the writing tasks, the students wrote five (5) compositions during the
semester and were required to submit two versions of their writings to the instructor: (1) a
final draft which constituted two thirds of the final grade for each composition and (2) a
revised version using the instructor's marks, comments and suggestions which carried
only half the weight of the first version. The five composition/essays constituted 40 % of
the final grade for the course. Of the five writing tasks, three were based on readings of
some sort: (1) an argumentative essay using a set of articles from Lecturas Periodisticas,
(2) a summary using a source of the students' own choice, and (3) an argumentative
essay using the play. The writing task based on the articles and the task based on the
play were used in the study because the students were instructed to use the same
sources. The subjects reported that no specific guidelines or suggestions were formaily
provided by the instructor as to how to perform the tasks. |n addition, the subjects
remarked that grammar and structural correctness were the instructor's main concern on

their essays. However, no data were collected on these aspects from the instructor's

10



point of view. Therefore, the researcher considered the statements as the interpretation

of the subjects' perception.

Writing Topics Used in the Study.
The two reading / writing topics used in the study were:

Task I: Lea los articulos sobre ciencia y tecnologia (pp. 148-61).
Luego escriba un ensayo en el que Ud. presenta su opinion
(argumento) sobre el siguiente tema: ¢ Ciencia y tecnologia para un
mundo mejor? Haga referencia a los artfculos segtn Ud. crea
apropiado.

(Read the articles about science and technology (pp. 148-61). Then
write an essay presenting your opinion (an argument) about the
following topic: Science and technology for a better world? Make
reference to the articles as necessary)

Task |lI: En una o dos paginas, y a doble espacio, compare Ud. la
filosofia de Carlos sobre el mundo de los videntes y los invidentes con
la filosoffa de Ignacio sobre lo mismo. ;Con quién esta Ud. de
acuerdo y por qué? Se puede citar del texto segun sea apropiado.
Seria preferible narrario en el tiempo presente.

(In one or two pages, and double space, compare Carios' [one of the
two main characters in the play, who is blind] philosophy about seeing
people and blind people ‘s worlds with that of Ignacio’s [the other main
character, who is also blind] about the same topic. Who do you agree
with and why? You can quote from the text as appropriate. it's
recommended to write in the present tense)

Although both topics asked the students to write argumentative essays and to use
reading sources, the tasks were different in depth and the subjects approached them
differently. Task | was based on four magazine articles, whereas Task || was based on a
literary selection; in Task | the subjects used the articles as secondary sources, whereas
in Task Il the play was the primary source; in Task | the subjects were not very motivated

to write, whereas in Task |l the subjects felt very interested and challenged by the play

11



and the topic itself. The subjects used similar processes and strategies to perform both
tasks but in a different degree of depth and intensity. As a result of these differences

each task for each case study was analyzed separately.

Brief Description of the Source Texts.

In Task | the subjects were instructed to write the essay based on four magazine
articles from Lecturas Periodisticas. The articles were about science and technology.
Artticle |, entitled "Ponga un girasol en su tanque" [Put a sunflower in your gas tank]
addresses the issues of how to save the environment. The author proposes a form of
combustible fuel for cars that can be generated using sunflowers. This method is natural
and is less pollutant than other forms of combustibles. Article [l, entitied "Ingenieria
genética" [Genetic engineering] shows the advances achieved in medicine with genetic
engineering. Finally, article |l and {V, entitied "Ordenadores para la traduccion
automatica" [Computers for automatic translation] and "El cerebro de un ordenador" [The
brain of a computer] respectively, discuss the use of computers in the modermn world.

in Task I, the subjects used the Spanish play En la Ardiente Oscuridad, by

Antonio Buero Vallejos. The central issue in the play is the confrontation between the
two main characters, Carlos and Ignacio, who are both blind and who have radically
different views on how blind people should live their lives. Carlos is optimistic and Ignacio
is pessimistic. Carlos seeks peace, harmony, and happiness for the school where they all
live, whereas Ignacio intends to destroy Carios' efforts and brings discomfort and

unhappiness.

12



Theoretical Background for the Study

Flower and Hayes (1981) propose a theory of the cognitive process involved in
composing that has laid the basis for an exploration of the thinking processes used in
writing and that served as the groundwork for the study. This cognitive process theory

contains four basic aspects:

1. The process of writing is best understood as a set of distinctive
thinking processes which writers orchestrate or organize during
the act of composing.

2. These processes have a hierarchical, highly embedded
organization in which any given process can be embedded within
any other.

3. The act of composing itself is a goal-directed thinking process,
guided by the writer's own growing network of goals.

4. Wiriters create their own goalis in two key ways: by generating
both high-level goals and supporting sub-goals, ... and by
changing major goals or establishing new ones based on what
has been learned in the act of writing. (p. 366)

The highlight of this model is that the major tools of analysis are elementary mental
processes that have a hierarchical structure, and that may occur in the composing process
at any time in a non-linear manner. The identification of the basic cognitive processes is
fundamental, as it allows the exploration of the composing strategies used by different
groups of writers: native, L2, FL, experienced, novice, more proficient, less proficient,
among others. Moreover, the cognitive view of writing is important to help writers raise

awareness of part of their mental acts performed in the course of writing.
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The writing model (Figure 1) includes three major elements: the task environment,
the writer's long-term memory, and the writing processes. The task is described as all
elements outside the writer, such as the rhetorical problem or the assignment, for example.
Long-term memory consists of the stored knowledge of the topic, the audience, and the
various writing plans. The writer retrieves the stored knowiedge needed to perform the
assigned task and to transform such information to fit the demands of the assigned task
and the needs of the intended audience.

The third area, the writing processes, includes the basic processes of planning,
writing, revising, and editing. Flower and Hayes (1981) state that these processes are
hierarchically organized but not fixed in a rigid order: a process may be embedded within
another process at any time. This process is called recursion and gives the writer the
flexibility to move back and forth from one process to another at any time during the act of
writing as needed. Further, the writing processes are also goal-directed, which means that
the writer creates a network of goals that, in turn, guides the writing. Flower and Hayes
(1981) distinguish process goals from content goals. The former are "instructions writers
give themseives about how to carry out the process of writing" (p. 377). The latter “specify
all things the writer wants to say or do to an audience” (p. 377). Both constitute a network
in which new goals function as part of already existing goals. Moreover, writers create sub-
goals and modify the main goals in light of what they learn. It is in this form that "the fruits

of discovery come back to inform the continuing process of writing" (p. 386).
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Figure 1. A Cognitive Process Theory: Structure of the Writing Model
(Flower and Hayes, 1981)




As an extension of the cognitive model, Flower (1990) incorporated the concept of
context. Guided by the line of inquiry in which the complex interplay between cognition
and context is explored, Flower (1990) remarks that studies in writing should be conducted
to understand cognition as it operates in specific contexts. Furthermore, Flower (1980)
points out that studies in writing should explore processes in which the interaction between
cognition and context is crucial. Thus, exploration of the reading-to-write process becomes
relevant as it is highly affected by the contextual constraints and conventions of academic
writing. The cognitive processes of FL students engaged in writing a personal letter are
different from the processes they need to write a research paper. For the specific case of
studying the reading-to-write process, "one [can] describe students' thinking at a leve! of
detail that shows up specific differences in how individual writers perform and where they
may have trouble" (p. 12). For example, it is possible to observe the many different ways in
which elaboration is used, or misused, or not used at all. At the same time, such use of
elaboration can be explained as determined by the social context of writing, of academic
writing in particular, which is loaded with rules and conventions that are 'a complex
reflection of the culture of school and the cultural community to which the student belongs
or aspires" (Heath, 1983).

Flower (1990) designed a conceptual diagram of the processes of reading and
writing (Figure 2). The diagram presents reading and writing as cognitive processes in
which social, linguistic, and cultural realities act upon cognition. it highlights features of
reading and writing as constructive processes in which multiple factors participate. First,
the diagram presents factors that correspond to the knowledge and contexts known to the
writer and reader--social context, discourse conventions, and language--and those that
have a direct influence on a particular task, such as purpose and goals and activated

knowledge (Flower, 1990 p. 13-14). Second, the diagram takes account of mental
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representations. These mental representations, known as schemata (Rumelhart,1977),
are constructed by readers/writers from their own previously acquired or background
knowledge to create meaning from the texts, add meaning to them, and infer meaning from
them. The construction of mental representations implies that a given text does not carry
meaning in and of itself, but rather that it directs readers and writers to form meaning
depending on their knowledge about a given topic as well as on their goals and intentions

in a given task. As Dillon (1981) states:

The meaning of the text is not on the page to be extracted by

readers; rather, it is what results when they engage (e.g.,

scan, study, reread) texts for whatever purposes they may

have and with whatever knowledge, values, and

preoccupations they bring to it (p. xi)
Finally, the third element in the diagram is the reader/writer's awareness of the processes
used and of the forces that act upon them. Complete awareness of the processes
activated in reading and writing is not feasible due to the extremely complex nature of both
reading and writing: numerous mental processes are activated and many are unconscious.
However, partial awareness is possible. Such awareness could help students to use the

processes in a more fruitful manner in order to perform reading and writing tasks

successfuily.

17




































































































































































































































